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MANIPULATIVES ARE NOT ENOUGH:
NECESSARY CONDITIONS FOR MATH/SCIENCE
CONCEPT DEVELOPMENT

David Wright, Ed.D.

For some time educational writers have been
concerned about many of the concepts taught in
both math and science and the developmental
appropriateness of them. Underhill has stated,
“Evidence is accumulating that implies strongly
that we are teaching mathematical concepts and
skills that many learners in many classrooms
cannot understand.”’ Kovalik argues that “a
large percentage of the concepts identified for
elementary students is, in fact, beyond what
students can understand at those ages; they may
be able to memorize and parrot them back but
that does not indicate a real

and find, to their dismay, that many of the
children are not able to deal with the concept in
a symbolic way. In frustration many teachers
resort to the old methodology of telling the
children the rules necessary for completing the
symbolic tasks and forget the concern for
concept development.

What is incorrectly assumed by many teachers
is that there is some sort of “burst of
understanding” that occurs for all children as a
result of manipulative activities. It is felt that
the connectedness from concrete to
semiconcrete to abstract happens magically, as if
the materials themselves contain the
understanding. If the children

understanding.”? Unfortunately, the , ; hy
early introduction of complex, . L L‘;ﬁﬁé:gg‘/fé&e}r:g:r:;nd ing
petapeinappropte conepsin | Js feltthatif | whox st g
childhood years, has been accepted Childl‘enj,ust get pores .Oflsthefhands" Ehe
oy many o ongasthe. | enough “handson | Mriboicou donot
were introduced with concrete, experiences.” the child does. These &
‘manipulative objects. P : : misunders;tandin s, based on a
: - . understanding will \ &S/
Using manipulative materials to . widely accepted theory of
introduce mathematical or scientific be absorbed through | jeaming, need changing.
concepts is typically based on the the pores of the .
learning theories of Maria hands. Th Another View
Montessori and Jean Piaget who an S e While it is true that Piaget felt
suggested that children construct matena]s, of course, | that children construct their own
knowledge from theiractions onthe | 44 not contain the knowledge, he also believed that
environment. And such actions . ' cognitive devélopment occurs in
require objects to manipulate.® It is understanding; the stages along a continuum and
also based on an understanding of . | child does. that the use of concrete materials
how concepts are learned as ' ‘ is important at each of the stages
expressed by Beattie: in order for the child to build

“...it is generally agreed that an optimal
learning sequence of mathematical concepts moves
from concrete to semiconcrete (iconic) to abstract
learning experiences. Such a sequence involves
objects and their manipulation, pictures or models of
real objects, and finally, the use of abstract symbols.”
Similarly, Jack Ott and others have stated that -
“familiar, concrete experience actual or recalled
should be a first step in the development of new
abstract concepts and their symbolization.”*

As a result of these understandings about
learning, teachers energetically use an approach
to mathematics and science instruction that
emphasizes manipulation. The manipulation -

. activities generally go well and the children
.seem to be learning. Encouraged by the results,

teachers move the activities to the symbolic level

mental images.® In addition, it

seems that the child’s readiness for concrete -

experiences is based on a complicated, not well'
understood, combination of prior learnings and
current level of cognitive functioning. This
means that in order to understand a
mathematical or scientific concept, the child
must be at the appropriate stage of cognitive
development for that particular concept, even
when using manipulatives.

For instance, Piaget suggests that primary grade
children cannot think meaningfully about things
which are not real. To the young child who is in
the primary grades, reality is that which one can
see, hear, taste, touch or smell, yetwe

Continued on page 2
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Math/Science Concept
Continued from page 1

sometlmes try to teach these children concepts
that have no basis in reality. An example of
this is arithmetic regrouping. Regrouping
numerical values is not part of

thought. Using the example of mathematical
regrouping, one would expect that most third
graders should be able to deal with this
concept.

Individually appropriate math and science
concepts are more difficult to identify. This
requires careful observation and

the primary child's reality. knowledge of individual children
Regrouping is an abstract in the classroom. Those children
f}(\)ncept dthatd“{as deilOREdﬁn Developmentally who seem to be able to grasp

e mind and is not physically . . somew iffi concepts might
me.mifested. Only when the lnapprop riate math benefit };?()trglefxﬁcc()l;\lirete PR
child htast;eachﬁ(ti(the stﬁge of 01 science introduction to an idea like
concrete thought (usually . regrouping even if th !
around age eight) is it possible expedaﬁ(ms fOSterr se%ren é)r eigght;ears o?;ggm t
to meaningfully learn about in many children,a| o
abstract ideas using concrete - Initially, however, it is probably
experiences. With the onset of sense of best for the teacher to use the age
concrete thought the incompe&ence. appropriate guidelines to
manipulation of a variety of i determine math and science
materials is appropriate for concepts early on in the year, and

then, as time passes and

developing a beginning
understanding of arithmetic regroupmg

Science too has concepts that appear to be
inappropriate for many young children. Brain
researchers and Seven Intelligence advocates
have expressed concern about the early
introduction of inappropriate concepts in math
and science. Kovalik states that

"This is particularly true in science. For example,
solar system as a subject for second or third graders
is wildly age-inappropriate. The concepts are
highly abstract and not experienceable - the ground
on which we stand is spinning at hundreds of miles
an hour, and the distances between planets are
computed in millions of miles or even light years, a
measurement that most adults can’t relate to.””

The understanding of mathematical and
scientific concepts, then, is dependent on two
factors that are closely related: experiences at-
the concrete, semiconcrete, and abstract level
and the child’s stage of cognitive
development. The child’s level of cognitive
development cannot be rushed and changes
slowly over a period of time. It also takes time
and a sequence of experiences from the
concrete to abstract in order to build mental
images in the mind of the child whois
cognitively ready. -

While Piaget’s stages do have ages attached to

them, it is clear that not all seven or eight year ~

olds are concrete thinkers and, conversely,
some six year olds are. How a teacher decides
what is a developmentally appropriate
concept is difficult and will not always “hit the
mark”. Two strategies that are typically taken
are considering the “age appropriateness” and
the “individual appropriateness” of each
concept.

Age appropriate math and science concepts
are those concepts that one would typically
expect children of that age to understand,
given good teaching techniques such as the
use of manipulatives. This knowledge comes
from experience with children of this age and
understandmg of preoperational and concrete

knowledge of individuals
increases, one can substitute more individually
appropriate concepts.

When a person can understand and
successfully think through a math or science
problem, a sense of competence ensues. A
curriculum that most closely matches a child’s
level of thinking, and therefore makes sense,
helps that child feel competent to understand
and use what is learned. On the other hand,
when something does not make sense and a
solution appears out of reach, a person feels
incompetent. Developmentally inappropriate
math or science expectations such as
arithmetic regrouping foster, in many children,

a sense of incompetence.

When a young child is presented with
concepts not appropriate for his or her level of
cognitive development, the child becomes
frustrated. The result can be devastating to the
child’s developing sense of self as
mathematician or scientist—as a person

capable of understanding and using our
mathematical and scientific symbol system.
Such children may come to view mathematics
and science as mysterious, incomprehensible
systems. '

To avoid this situation, it is recommended that

each teacher keep in mind not only the need to -

introduce math and science concepts through
manipulatives, but also the developmental
stages of the children in the class. That is, each
teacher should try to teach those concepts
which are developmentally appropriate.

! Underhill, B. (1985). One Point of View: Let's
Diagnose the Curriculum. ARITHMETIC TEACHER,
B

2 Kovalik, S. and Olsen (1993). ITI: THE MODEL -
INTEGRATED THEMATIC INSTRUCTION (2nd
Edition): Susan Kovalik and Associates, 6.

* Piaget, ]. (1964). THREE LECTURES: PIAGET
REDISCOVERED, Ithaca, New York: Cornell
University Press.

* Beattie, I. D. (1986). The Number Names: An Aid to
Understanding Place Value. ARITHMETIC
TEACHER, 33 (5) 24.

5 Ott, ], Snook and Gibson (1991).  Understanding

_Partitive Division of Fractions. ARITHMETIC

TEACHER, 39 (2) 7.
¢ Ibid.
7Op. cit.

David Wright is Professor, Elementary and
Early Childhood Education, Western Oregon
State College. He may be contacted at Western
Oregon State College, Monmouth, Oregon
97361, (503) 838-8330. This article appeared in
the Volume 30, Number 4 (Summer 1995)
issue of the OAEYC Bulletin, the quarterly
publication of the Oregon Association for the
Education of Young Children, and is
reprinted here with the express permission of
Dr. Wrightand OAEYC.

TOTAL QUAMTY EDUCA'HON

The Woods Quality Center has produced a 17-
minute video entitled Total Quality at Prairie
View: “A New Way of Learning”. Using the
Prairie View Elementary School in Cedar
Rapids, lowa, as a resource, the tape focuses
on the critical roles children can play in their
own education.

Highlights include observing students while
they conduct self-assessments, lead parent
conferences and classroom meetings, work in
teams, and plan with a systems approach.
Children solve problems, set goals, and chart
their progress in an environment where
teachers become “supporters rather than
judges, coaches rather than lecturers, partners
with students and parents rather than isolated
within the walls of each classroom.”

The Woods Quality Center is a coordinated
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effort by area private and public organizations
to integrate continuous quality improvement
into communities in lowa. The Center was

"+ formed in 1993 as the result of a shared vision

of a Total Quality environment for the entire
community and a belief that all organizations
benefit from a commitment to such quality
improvement: businesses, government, labor,
manufacturers, nonprofits, and schools.

The videotape may be ordered for $89, plus $5
per tape for shipping and handling, by
contacting The Woods Quality Center, 4401
Sixth Street, SW, Cedar Rapids, lowa, 52404-
4499, (319) 399-6798; the director of the Center
is Robert McNiel. Persons wishing to learn
more about Prairie View Elementary may
contact its principal, Marilyn Miller, at (319)
848-5260. '
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IMPLICATIONS OF UNDERSTANDING THE BRAIN

A collaborative relationship should exist
between scientists and educators, writes Philip
Cohen in “Understanding the Brain: Educators
Seek to Apply Brain Research”. To emphasize
the importance of such collaboration and’how
it can directly affect education, Cohen reviews
Robert Sylwester’s book, A Celebration pf
Neurons: An Educator's Guide to the Human
Brain, and finds that in it Sylwester provides
examples of recent discoveries which have
specific implications for primary-grade
teachers and other educators.

When learning to read, for example, a child
has to develop new connections between the
regions in the brain that process oral and
written language. These connections “may
grow to be more efficient,” according to
research, if early reading instruction adjusts to
more normal processing rates, instead of
maintaining slower rates which appear to be
easier for the child.

During the early childhood years, children
develop strategies for solving arithmetic

problems by using their fingers and/or other
marnipulatives. They learn a new strategy
most efficiently when adults present them
with problems that can be solved using that
strategy, rather than allow the children to
become frustrated with the current strategies
they are employing. The implications of brain
research are, according to Sylwester, that
teachers should be providing information
about a variety of arithmetic strategies and

- facilitating children’s learning to self-monitor

the use of these strategies in problem solving.

Cohen writes that such suggestions are based
on an understanding of the brain’s plasticity, its
ability to grow and adapt in response to
environmental stimuli. This complexity of the
brain means that a method of instruction
which is based on complex experiences is a
more effective means than one which
narrowly focuses on subject disciplines and the
accumulation of facts and skills. Cohen quotes
Renate Caine, co-author of Making
Connections; Teaching and the Human Brain,

who champions the complex experience
method: “That means that the children have
hands-on experience. They have the potential to
engage in dialogue with other people. They have
the opportunity to express something orally, the
opportunity to express something in written form,
the opportunity to touch, to recreate.”

Research on brain functioning can also serve to
identify inappropriate educational practices.
Cohen cites Susan Kovalik, an education
consultant and developer of the Integrated
Thematic Instruction model, who has written
that “what has to go are the curriculum pieces
we've clung to for centuries. Disciplines have to
g0; the textbooks have to go; the worksheets have to
go—because they have nothing to do with how the
brain works.”

Philip Cohen’s article, “Understanding the
Brain: Educators Seek to Apply Brain’
Research,” appeared in the September 1995
issue of ASCD's Education Update (Volume
37, Number 7). Robert Sylwester’s and Renate
Caine’s books are both available from the -
Association for Supervision and Curriculum
Development, 1250 N. Pitt Street, Alexandria,
Virginia 22314, (703) 549-9110.

WH@UE ]LANGUAG]E MTIERACY DEVEL@PMENT AND KINDERGARTEN

An article by Scott Willis entitled “Whole
Language: Finding the Surest Way to Literacy”
comprises the entire Fall 1995 issue of - -
Curriculum Update. He writes that the
philosophy of whole language instruction has
“swept the primary grades” and that although
most teachers still use a basal reader, they have
also tended to incorporate aspects of whole
language into their reading curriculum. The
use of whole language, like other educational
reforms, is currently being re-examined, and
Willis explores the arguments on both sides of
the debate..

Willis references many of the leading
authorities on literacy development in his
provocative exploration. Gay Fawcett, director
of curriculum and instruction for the Summit
County (Ohio) Education Service Center

" provides a framework for the debate by

indicating that “everyone—even the most
hardcore whole language advocates—
acknowledges that kids need to learn letter-
sound relationships.”

Jerome Harste, professor of language
education at Indiana University-Bloomington,
declares that “whole language is the best
phonics program there is,” and Constance
Weaver, professor of English at Western
Michigan University recommends strategies
for teaching phonics in the context of whole
language passages.
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Phonetic teaching in such a manner is only
“incidental”, and thus inadequate, according
to Jeanne Chall, professor emerita of the.
Harvard Graduate School of Education.
“Sometimes you have to take things out of
context” in order to teach them effectively, she
writes.” God doesn't say everything has to be
in context.”

Steve Stahl, professor of reading at the
Umver51ty of Georgia, is concerned about the
elimination of the direct teaching of phonic
skills, and about teachers’ waiting for
teachable moments. “What if that moment
arises when the teacher is working with
another kid? The teacher can't be
everywhere.”

In a similar vein, -Bill Honig, the former
California Superintendent of Schools and
currently a professor at San Francisco State
University, believes that the state’s literature-
based, language arts framework was
“disastrous for huge numbers of kids in
California.... We took for granted that teaching
phonics would happen.”

“Whole language has gone way too far in
under emphasizing word attack and phonetic
skills,” asserts Bob Slavin, codirector of the
Center for Research on the Education of
Students Placed At Risk, at Johns Hopkins
University. Yet Yvetta Goodman of the
University of Arizona contends that “If given

4
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rich experiences, kids will find ways to come
to literacy” and that the recommendation that
children, who have not had rich early literacy
experiences, receive lots of direct skills
instruction “blows my mind.”

In the midst of the arguments, Marilyn Jager
Adams, professor of cognitive and linguistic
sciences at Brown University, says that “the
best bet is to invest in kindergarten” to help
children who lack a literacy background. Scott
Willis writes that

All young children benefit if engaged in activities
(such as games and rhymes) that direct their
attention to the sounds of language. By finding
ways to engage kindergartners with print, stories,
and the sounds and structure of language, teachers
can make sure young children have “phonemic
awareness”—an understanding of the logic of
written language. This understanding lays the
groundwork for later learning.

Adams further states that teaching phomcs to
children who don’t have such phonemic -
awareness is “a big waste of time. The very
kids who need it the most are just not
responding.”

A reprint of this issue of Curriculum Update
(Fall 1995) is available for $1.00 plus a
stamped, self-addressed envelope from the
Association for Supervision and Curriculum
Development, 1250 N. Pitt Street, Alexandria,
Virginia 22314, (703) 549-9110. When ordering,
refer to stock number 1-95232.



ADULT INTERACTIONS

The subject of what constitutes appropriate
adult interactions in primary-grade classrooms
and other early childhood settings is
frequently examined. The topic has, in fact,
_ been explored in past issues of Of Primary
Interest. In the Colorado Quality Standards
for Early Childhood Care and Education
Services, a new section has been developed
which focuses on “The Role and Function of
the Teaching Team” (Spring 1995/ Volume 2,
Number 2); and Elena Bodrova and Deborah
Leong are championing the role of the
primary-grade teacher in raising the level of a
child’s assisted performance, while facilitating
the practice of what she/he can do indepen-
dently (Fall 1995/Volume 2, Number 4).”

In the Fall 1995 issue of the High/Scope
Resource, Mary Hohmann and David P.
Weikart provide information about quality
interactions in a preschool environment,
which apply equally to the primary grades.
They identify five key strategies adults should
use:

* Provide a variety of materials for
children to work with, in order to
assure that there are sufficient

- opportunities for children to make
choices and to manipulate the
materials.

Colorado Department of Education
Early Childhood Initiatives .

201 E. Colfax Avenue
Denver,-Colorado 80203

* Provide space and time for children to
use materials by arranging and
equipping play areas and planning a
consistent daily routine.

Seek out children’s intentions, thereby
strengthening their sense of initiative
and control.

Listen for and encourage children’s
thinking through relaxed
conversations which repeat, amplify,
and build on what the child says.
Encourage children to do things for
themselves, by allowing them to think
of and practice ways of solving the
everyday problems they encounter,
and by referring children to one
another for ideas, assistance, and

‘conversation.

Hohmann and Weikart have developed a list
of ingredients which should be present in the
active learning of an early childhood
environment: materials, manipulation, choice,
language from the child, and adult support.
They caution teachers that once the
environment is prepared, adults should
“continue to be active and involved, observing
children and supporting their initiatives
throughout the day.”

The High/Scope Resource and other
publications are available from the
High/Scope Educational Research
Foundation, 600 North River Street, Ypsilanti,
Michigan 48197, (800) 407-7377.

NEW JERSEY
TRANSITION PROJECT

_CORN Associates, in partnership with Wayne

General Hospital Child Care Center, Wayne,
New Jersey, has received a $50,000 grant to
develop a project promoting ways for early
childhood teachers in public and private
schools, parents, and administrators to work
together to ensure successful educational
transitions from preschool to third grade.

" The grant is part of a $1.3 million fund jointly

administered by Bell Atlantic, the International
Brotherhood of Electrical Workers (IBEW), and
Communication Workers of America (CWA).

Ten informational workshops will be
presented on issues related to educational
continuity. They will be attended by
representatives from five preschools, 35 public
schools and their “feeder” districts, as well as
other interested state educators. Each
workshop will be videotaped and will include
informational handouts. For more specifics
about the project, interested individuals may
call Kathryn Arabia, Director of the Wayne
General Hospital Child Care Center, at (201)
904-0202.
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Assessment Through Portfolios in the Primary Grades

Susan W. Nall

Authentic assessment. Evaluation.
Portfolios. Quality Review. Performance
Objectives. What does it all mean? How
does it relate to the primary grades? As
with numerous educational trends in this
country, teachers often feel confused,
overwhelmed, or anxious. Some teachers,
particularly veteran teachers, often
develop either a cynical attitude or one of
“this too shall pass.” Assessment,
however, is a topic that is fundamental to
excellence in the primary grades and
cannot be dismissed.

Portfolio assessment is a powerful
instructional tool that reflects learning
experiences—both the teacher’s activity
and the children’s activity (Meisels, 1993).
It integrates instruction and assessment.
Teachers in the primary grades develop
portfolios for the purpose of documenting
a child’s growth and progress over time
and communicating with parents about
their child. It is important for teachers to
ensure that the portfolio reflects all of the
developmental domains as well as the
major curricular areas.

Portfolios emphasize what children are
doing rather than what they are not doing.
This philosophical stance may be contrary
to the more traditional way of viewing the
progress of children. However, it is
consistent with the principles of
developmentally appropriate practice and
the principles of teaching with a view of
the whole child (Bredekamp, 1987).
Portfolios also emphasize self-assessment.
For example, Farr and Tone (1994) discuss
the process of self-assessment in language
arts. They relate it to the essence of life
long learning.

This author believes in simplifying the
process so that assessment through
portfolios is manageable and meaningful.
Gullo (1994) asserts that authentic
assessment does not disrupt the process of
curriculum implementation since the
content areas in the primary grades afford
teachers many opportunities to engage in
assessment. Paulson, Paulson, and Meyer
(1991) discuss portfolios as means that
permit instruction and assessment to be

woven together in a way that more
traditional approaches do not.

Assessment and Evaluation

Itis helpful to distinguish between
assessment and evaluation. Although the
terms are often used interchangeably, they
denote different processes. The National
Association for the Education of Young
Children has developed guidelines that
define assessment as “the process of
observing, recording, and otherwise
documenting the work that children do
and how they do it, as a basis for a variety
of educational decisions that affect the
child” (Bredekamp & Rosegrant, 1992).
Evaluation refers to the process of
examining information and finding value
in it, therefore making judgments and
interpretations (Batzle, 1992).

What is a Portfolio?

A portfolio is a systematic collection of
children’s work and other relevant
information that reflects the development
and progress of an individual child over
time (Hills, 1992). Teachers select items for
children’s portfolios on a systematic basis;
however, children can select items, or
teachers and children can make selections
collaboratively. Since portfolios require
students to collect and reflect on examples
of their work, providing an instructional
component to the curriculum as well as
the opportunity for authentic assessments,
they become effective assessment tools.

What are the Purposes
of a Portfolio?
The numerous educators who are writing
about portfolios (Wiggins, 1989; Hills,
1993; Meisels, 1993; Farr & Tone, 1994)
agree that the purposes of a portfolio
include the following;
1. to plan for instruction,
2. to demonstrate growth over time,
3. to show the process by which the
work is done, as well as the
product,
to document achievement,
. to communicate with parents,
. to communicate with the child’s
subsequent teacher, and

Continued on page 2
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Portfolios
Continued from page 1

7. to assist in program evaluation.

What are the Basic Contents

of a Portfolio?

Although different sources identify
various items for a child’s portfolio, this
author suggests the following items fora
portfolio of a primary grade child:
observation records,

checklists,

work samples, and

parent information.

Observation Records
Observation records are written
observations of children recorded while
they are engaged in daily activities.
Notes may be taken spontaneously, or
they may be taken during a designated
time. Observational records focus on
exactly what the child does or says, with
the day, time, and setting noted. Index
cards, spiral notebooks, post-it notes, and
file folders are helpful tools in recording,.
Records are objective in nature and do
not include opinions, judgments, or
interpretations.

Checklists
Checklists are listings of specific skills or
concepts that teachers identify which are
related to the curriculum as well as to
national, state, and local curriculum
standards (Meisels, 1993). Teachers use
checklists when observing regular
classroom activities or when they request
children to demonstrate a skill.
Checklists are simple to complete and
provide specific information at a given
point in time. They are helpful in
supporting efforts of parents and
teachers in promoting learning suited to
each individual. The Math Their Way
program, for example, utilizes checklists
as a means to document children’s work.

Parent Information
As teachers of young children and
parents work together as partners, the
child’s education becomes the
responsibility of both home and school.

An important dimengfon of that
partnership is information that parents
can provide about their child. The
Primary Program (1993) suggests that
parents share with teachers their
perceptions of the student, such as hopes
and concerns they have for the child, and
information about the child’s interests,
talents, and any behaviors which they
can work on together. Teachers often
invite the sharing of such information
through the use of forms, surveys, or
interest inventories.

Additional Items for a Portfolio
Other items that primary teachers place
in a child’s portfolio include:

reading logs,

video tapes,

audio tapes,

snapshots,

conference records,

running records,

test results, and

computer disks.

The portfolio is separate from and
different than the child’s cumulative
folder. Test scores and other
standardized information become part of
the portfolio only if they take on
meaning within the context of other
items.

Conclusion

Teachers have historically and naturally
observed children and collected their
work. Through formalizing and
organizing the parameters of an already
established practice of elementary
teachers, the power of this child-centered
form of assessment is recognized. Such
processes reflect an approach to teaching
and learning that emphasizes a
comprehensive view of the child, a
cooperative style of teaching, and
partnerships with families. As the 21st
century approaches, portfolio assessment
becomes a positive and dynamic aspect
of a quality primary program.

References

Batzle, ]. Portfolio Assessment and
Evaluation. Californja: Creative Teaching
Press, 1992.

Bredekamp, S. (ed.) Developmentally
Appropriate Practice in Early Childhood
Programs Serving Children From Birth
Through Age 8 (revised edition).
Washington, DC: National Association for
the Education of Young Children, 1992.

Bredekamp, S. and Rosegrant, T. (eds.)
Reaching Potentials: Appropriate
Curriculum and Assessment for Young
Children, Volume 1. Washington, DC:
National Association for the Education of
Young Children, 1992.

. Developmentally Appropriate
Assessment. Little Rock: Southern
Association on Children Under Six, 1990.

Farr, R. and Tone, B. Portfolio and
Performance Assessment. Fort Worth:
Harcourt Brace College Publishers, 1994.

Gullo, D. F. Understanding Assessment
and Evaluation in Early Childhood
Education. New York: Teachers College
Press, 1994.

Hills, T. W. Assessment in Context—
Teachers and Children at Work. YOUNG
CHILDREN, 48:20-28,1993.

Meisels, S. ]. Remaking Classroom
Assessment with the Work Sampling
System. YOUNG CHILDREN, 48:34-40,
1993.

Meisels, S. and Steele, D. The Early
Childhood Portfolio Collection Process.
Ann Arbor: Center for Human Growth and
Development, University of Michigan,
1991.

Paulson, F., Paulson, P., and Meyer, C.
What Makes A Portfolio?
EDUCATIONAL LEADERSHIP, 46:60-63,
1988.

. The Primary Program: Growing and
Learning in the Heartland. Lincoln:
Nebraska Department of Education, 1993.

Wiggins, G. A True Test: Toward More
Authentic and Equitable Assessment. PHI
DELTA KAPPAN, 70:703-713, 1989.

Susan W. Nall, Ph.D.,, is Professor of
Education, Southern Illinois University at
Edwardsville, and a founding member of
the Primary Grades Interest Group of
the National Association for the
Education of Young Children. She may
be contacted at Box 1122, Departments of
Curriculum and Instruction, Southern
Ilinois University at Edwardsville,
Edwardsville, Illinois 62026, (618) 692-
3435. Dr. Nall adapted a previously
published article expressly for Of
Primary Interest.



Wanted: Advocates for Play in the Primary Grades

Sandra |. Stone

With such strong proponents of play as a
curricular choice [e.g., Bruner, Elkind,
Piaget, and Vygotsky, in addition to the
Association for Childhood Education
International and the National
Association for the Education of Young
Children], one would think that play
would enjoy a place of honor in our
primary classrooms, where children
participate in play as a cherished
component of appropriate practice.
However, what we find across our nation
are educators who have or are
unwillingly sacrificing play in their
endeavor to reach prescribed academic
goals. Even teachers who know the
importance of play to a child’s
development find themselves on the
defensive when questioned about play in
their classrooms. We have become too
embarrassed to give playtime a place
because of “more important” curricular
priorities. Hence, play is reduced to
recess time, hidden in the curriculum, or
tagged as miscellaneous “free time.”
Children who need to play (a need for all
children) go undercover, hoping their
play in the classroom will not be
discovered; or even worse, children deny
themselves the play they need in order to
please those they love and respect.

To those who value play and understand
its critical importance to the growth and
development of young children, the
question is how do we empower
ourselves to become true advocates of

play?

Involving Parents

Parents can be valued partners in creating
and supporting quality play experiences
for their children. A class newsletter
informing parents and periodically
highlighting the importance of children’s
play can be a useful educational tool. At
informative parent meetings planned
throughout the year, when we may
normally discuss literacy development
and math strategies, we can also share
how play supports children’s learning,
growth, and development.

Teachers upgrade the importance of play
by bringing it into the context of parent
conferences. Letting parents see how play
is integrated into our curriculum and how
we use play to help each child in his
development is valuable. This can
include sharing each child’s play
experiences that document growth, for
example, in imagination, problem
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solving, negotiation, and language
development.

Parents can extend play at home.
Teachers can help them see the
importance of play in their children’s
learning and can make play kits for
children to take home. These kits might
be simple props for dramatic play, felt
flannelboard figures to play out a favorite
story, or puppets, Popsicle sticks, even
playdough. Children can bring the kits
back and tell about or demonstrate what
they did at home. This type of homework
for young children is extremely valuable.

We want to involve parents in planning
play environments in the classroom or
playground. One easy way is to send
home requests for props for
sociodramatic play, puppets, and art and
building materials (see box). Inviting
parents to observe or participate in the
children’s play and having them as
partners strengthen our advocacy role.

Investigating Ways to Integrate

Play Into the Curriculum

Play’s integration into the curriculum can
be done by creating a variety of play
centers, not overlooking a home center for
one. The home center is an acceptable
play center in kindergarten, but it is not
usually used in the [other] primary
grades. However, it has continued value
for 6- to 8-year-olds. Children are still
developing language and narrative story.
They continue to plan and make friends.
They still need the support that play gives
to a good self-concept. Unfortunately, just
when young children are becoming
“good players,” the home center is
removed from the classroom.

Besides providing a natural environment
for language development, the home
center welcomes literacy’s integration.

Continued on page 4

Inviting Help from Parents for Dramatic Play

Dear Parents,

One of my goals for this school year is to increase the opportunities and materials for
sociodramatic play. Research supports sociodramatic play as one of the most important
forms of play because it involves the use of such skills as symbolic representation,
perspective taking, precise use of language, cooperation, and sharing.

I have begun a collection of character boxes for the children’s use in our housekeeping
center. Each box contains some clothing, accessories, and props for creating an individual
character. For example, the farmer box includes overalls, a flannel shirt, a straw hat, and a

bandanna.

I need your help in completing the remaining characters. Please review the character list
and return the bottom portion, indicating what character you and your child would be
willing to work on and to donate to our classroom. You can find items at home (clean
those closets!) or ask a neighbor or look at a secondhand store. I would appreciate it if you
could work with your child to complete a single character; however, if you discover an
item that would fit another character, please also send it in.

Thank you for your support of this project that will benefit your children. I'm looking

forward to a wonderful year.

Character List
artist doctor painter
bride/groom firefighter pilot
business person grocery Clerk police officer
cheerleader hairdresser postal worker
chef judge/lawyer prince/princess
circus performer mechanic teacher
construction worker mountain climber waitressiwaiter
cowboy/cowsir musician zookeeper

Or, name any other character you can think of!

Sincerely,

courtesy of Kim Huff and Kim Rimbey, Washington School District, Phoenix, Arizong, as presented by Sendro J. Stone in YOUNG

CHILDREN (September 1995)
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Wanted: Advocates
Continued from page 3

Note pads, pencils, recipe books and
cards, phone, telephone book, magazines
and books are supplies to be added. The
home center creates a meaningful
environment for functional use of literacy
. elements. Math may also be integrated
into the home center by adding
measuring cups and spoons. Introducing
a toy “pet” and a pet care book
incorporates social studies. The
possibilities are endless.

Sociodramatic play centers in the primary
grades are an excellent medium for
children to act out favorite storybooks or
curricular themes. Acting out stories
using simple props supports wholistic
retelling and demonstrates children’s
story sense. Thematic play centers are
another wonderful educational tool for
primary teachers. For example, a
thematic unit on oceans lends itself to a
play area complete with a submarine
made from a box and underwater
creatures painted by the children. In play
centers like this that provide a meaningful
setting, children use more elaborate
vocabulary, such as words like submerge,
periscope, depth, fathom, and sonar.

centers based on their interests. During
this process, the children will invent,
design, problem solve, and plan—all
higher-order thinking skills.

Primary school children can play with
flannelboard story figures from favorite
storybooks. This enhances story sense,
story sequence, and language use. They
can make their own flannelboard story
figures and create their own stories.
Flannelboard story play is excellent
rehearsal for a creative writing activity.
Flannelboard pieces can also be used by
children to play with numbers, create sets,
and visualize mathematical operations
such as multiplication.

There's no need to limit the types of
centers in our classrooms just because we
are teaching primary children. In an art
or music center, children create, design,
and invent. Even primary children
continue to enjoy building at a blocks
center. Their skills are becoming more
refined and their projects more complex.
How sad it is to deny them this creative
time when their minds are envisioning
magnificent structures, spaceships, and
gadgets. We want to document the
children’s ingenuity and insights by
photographing their creations or

Play may be infused into all the content
areas of an integrated curriculum: setting
up a store when studying economics,
creating a rain-forest play center when
studying the environment, and providing
simple props for recreating history
through sociodramatic play. With a few
props, children become pioneers,
archaeologists, and astronauts. Aswe
evaluate our class environments (indoor
and outdoor play), let’s look at them with
“playful” eyes. We can ask ourselves,
“Where can play be added to support my
children’s cognitive, social, emotional,
and physical growth?”

Sandra J. Stone, Ed.D., is an assistant
professor in literacy and early childhood
education at Northem Arizona University
in Flagstaff and conducts research in the
area of play and literacy. She is the author
of Playing: A Kid’s Curriculum

(Good Year Books). This article is an
excerpt from a more comprehensive one
of the same title, which appeared in the
September 1995 issue of YOUNG
CHILDREN. It is printed here with the
express permission of Dr. Stone, who
retains the copyright of this material. She
may be contacted at 1422 W. University
Heights Drive North, Flagstaff, Arizona

rding their i i dotal records.
 Children may also create their own play recording their ideas in anecdotal records. 86001, (520) 523-4280.
Values of Play
Cognitive Emotional Physical Social

* abstract thought

® acts as a medium for
expressing thoughts/feelings

* motor development

* decentering

* divergent thinking

o softens the realities of the world

* balancing of systems

* practicing of social patterns

* creativity * serves as a risk-free environment * body command * encouraging social interaction -
* problem solving * releases children’s stress » distance judgment ™® learning to g&’ﬁléhg T
* concept development * decreases children’s anxiety * hand-eye coordination -Sondro . Stone
* perspective taking * builds well-being /self-concept * testing of bodies YOUNG CHILDREN
(September 1995)

¢ language development

* self-assurance
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CLASS-SIZE EFFECTS IN THE PRIMARY GRADES:
RESEARCH IN TENNESSEE

In 1984 the Tennessee state legislature
passed the Comprehensive Education
Reform Act (CERA). Components of this
piece of legislation included sections
which addressed the teaching of basic
skills and computer skills to students, the
provision of merit pay and career ladders
for teachers, and the establishment of
Centers of Excellence in higher education,
which began to focus on improving the
teaching of basic skills in K-12 education.

Tennessee State University Study

One of the initial activities of the Center
for Excellence founded at Tennessee State
University was a study of the effects of a
pupil/teacher ratio of 15:1 on students in
grades 1-3. This project, begun in August
1984, focused on four kinds of student
outcomes: achievement in reading and
mathematics, behavior, attendance, and

major focus of the study, teachers

provided valuable qualitative information

as well. For instance, they agreed that:

» “smaller classes were quieter, with
fewer student interruptions;

* students in smaller classes showed
more appreciation for one another and
more desire to participate in classroom
activities;

* potential disciplinary problems could
be identified and resolved more
quickly;

* more learning activities took place, and
students participated more often in
them;

* teachers had more time to monitor
students’ on-task behavior during the
instructional process, and they were
able to provide quicker and more
thorough feedback to students, to
reteach concepts as needed, and to

self-concept. The provide in-depth
researchers also collected instruction;
mformahor} on such . * greater individualization
teacher variables as This research leaves of instruction in the
attitudes and use ;’fa 4 | 10 doubt that small smaller classes

. - ignificantl th
classes, serving a total of classes have an ilée‘mdf;gir;et};achifg; ande

105 students, were
created in an
experimental school in
Nashville. One control
group consisted of 90
first-graders enrolled in
a school serving a
population similar to
that of the experimental

- Jeremy Finn

advantage over larger | s greater interaction among
classes in reading and
mathematics in the

early primary grades.

students helped them
understand one another
and increased their desire
to assist one another.”

Student/Teacher

Achievement Ratio
(STAR) Project

school. A second, blind
control group of 105 students was chosen
from among first-graders enrolled in 35
other elementary schools in metropolitan
Nashville. Each subject in the blind
control group was matched to a subject in
the experimental group according to five
preselected criteria.

To assess quantitative differences,
researchers utilized the California
Achievement Test; a comparison of pre-
and post-test scores in reading and
mathematics “showed statistically
significant gains favoring students in the
experimental groups.”

Even though pupil achievement was a

The study by Tennessee
State University was instrumental in the
Tennessee legislature’s decision to
investigate the issue of class-size on
pupils in grades K-3 statewide. In 1985
the state’s general assembly funded a
major study and invited all Tennessee
school systems to participate in the
Student/Teacher Achievement Ratio
(STAR) Project. Seventy-nine schools in
42 systems were selected to be part of a
four-year longitudinal study. Student
achievement and development were
analyzed in three types of classrooms: (1)
small, one teacher with a range of 13 to 17

Continued on page 2
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Class Size
Continued from page 1

students; (2) regular, one teacher with a
range of 22 to 25 students, and (3)
regular-with-aide, one teacher with a
range of 22 to 25 students and a full-time
teacher aide. Participating schools
agreed to not group students by ability
and to assign teachers and students at
random to one of the three kinds of
classrooms. The 79 schools were
classified according to four locations:
inner-city, rural, suburban, and urban.
Beginning with kindergartners in 1985-
86 and ending with these children as
third-graders in 1988-89, more than 6,000
students were involved each year.

Project STAR included a “within-school”
design. Each of the 79 schools was
required to have at least 57 students at
the appropriate grade level and thus
contain at least one of each type of class
(small, regular, regular/aide). This
design “reduced major sources of
possible variation in student
achievement attributable to school
effects (i.e., community demographics,
principal leadership, instructional
materials, etc.).”

To measure student achievement, the
study used the appropriate parts of the
Stanford Achievement Test (K-3), STAR’s
Basic Skills Criterion Test (grades 1-2),
and Tennessee’s Basic Skills Criterion
Test (grade 3). Student development
was measured by the Self-Concept and
Motivation Inventory (SCAMIN).

Overall findings of Project STAR
indicated a “significant (statistically and
educationally) achievement advantage
(specifically in reading and
mathematics) for students in small
classes. The most pronounced effect
occurred in the first grade.... Students in
small classes consistently outperformed
students in regular and regular-with-
aide classes on all sub-scores of both
achievement measures at every grade
level (K-3), and in all four school-type
locations.”

Lasting Benefits Study (LBS)

To determine if the achievement gains
realized as a result of small-class
participation in Project STAR were
maintained by students in later grades,
the Tennessee Department of Education
contracted with the Center of Excellence
for Research in Basic Skills, at Tennessee
State University, to conducta
longitudinal follow-up study. All Project
STAR students had returned to regular-
size classes beginning with the fourth
grade. The Lasting Benefits Study (LBS)
Q

tracked the gains made by these
students in the primary grades and
assessed their lasting benefits on
students’ performance, as measured by
state achievement tests in later grades.

The LBS used the Tennessee
Comprehensive Achievement Program
(TCAP) to measure academic
achievement. The instrument was
chosen because Tennessee requires all its
schools to administer the TCAP at
grades 2 though 8 and at grade 10. The
TCAP, including both norm-referenced
and criterion-referenced testing
components, thus proved to be a
consistent measure across schools.

The fourth-grade LBS results indicated
that students who had been in Project
STAR small classes continued to
outperform those students who had
been in regular and regular-with-aide
classes on all achievement measures and
across all school locations. Results of the
analyses of students’ fifth- and sixth-
grade years showed that small-class
students consistently did better than
their peers who had been in the other
two kinds of classes.

During their seventh-grade year (1992-
93), “students previously in a small-size
Project STAR class demonstrated that
they had statistically significant
advantages over students who were in
other class types on every set of
measurements.... Students from the
small classes retained an academic
advantage over students from regular
and regular-with-aide classes. The
positive effects from involvement in a
small-size class still remain pervasive
four-full years after students returned
to regular-size classes.... The statistically
significant advantages for LBS seventh-
grade students, who had been in Project
STAR small classes, form a strong
pattern of consistency. Small-class
students outperformed regular and
regular-with aide class students on
every academic measure.”

Such findings have led Donald Orlich to
refer to Project STAR as “the most
significant educational research done in
the U.S. during the past 25 years” (PHI
DELTA KAPPAN, 1991). Jeremy Finn, a
nationally recognized educational
statistician with the National Center for
Educational Statistics, and his colleagues
have written that the research provides
“unambiguous evidence of a significant
class-size effect” and that “few
classroom-level interventions have been
identified that have a consistent impact
of this sort.”

More information about the
Student/Teacher Achievement Ratio
Project and about the Lasting Benefits
Study may be obtained by contacting
Jayne Zaharias, Center of Excellence for
Research in Basic Skills, Tennessee State
University, 330 Tenth Avenue North,
Suite ], Nashville, Tennessee 37203, (615)
963-7238.

Gis experiment yields an \

unambiguous answer to the
question of the existence of a
class-size effect, as well as
estimates of the magnitude
of the effect for early
primary grades.

- Jeremy Finn
\_ i,
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Full-Day Kindergarten Proposed in Massachusetts

The Special Commission on Early
Childhood for the Commonwealth of
Massachusetts has issued its report to
the state’s legislature. Titled Children
First, the report is “the product of an
exhaustive study of the diverse systems
which purport to care for our children.
The direct long term benefits of a
coordinated system will accrue to all
economic and social classes. High
quality programs reduce the need for
welfare, remedial education and
criminal justice systems.” Children First
recommends the coordination of a
statewide early childhood care and
education system to benefit children in
Massachusetts, and submits a plan that
provides access to affordable, quality,
developmentally appropriate programs
for each child.

The report offers four basic

recommendations:

(1) “Support families with young
children to ensure that all children
enter school ready to learn.

A. Support the role of families in
their children’s care and
education by linking together
family outreach, education, and
support programs for 3 and 4
year old children and linking
them with programs for younger
and older children.

B. Help the public understand high-
quality care and education
programs by developing a public
awareness campaign.

C. Improve communication and
responsiveness between families
and early care and education
providers and policymakers by
conducting a series of family
forums.

(2) Increase affordability and
accessibility of early childhood
programs for families.

A. Expand opportunities for 3 and 4
year olds by supporting the cost
of early care and education
through a sliding fee scale to be
used by private programs, public
school and Head Start programs.

B. Increase the feasibility of offering
full-school-day kindergarten by
supporting a grant program.

C. Strengthen the system of early
care and education resource and
referral.

D. Integrate information on early
childhood programs and services
for system management and for
families by developing a single

data management system for
early childhood programs.

(3) Promote a consistent level of high
quality programs for young
children in a variety of early care
and education settings.

A. Promote professional
development of the early
childhood practitioner by
coordinating professional
development projects.

B. Compensate early childhood
practitioners with adequate wages
and benefits to support
themselves and their families.

C. Ensure that a basic level of quality
program standards is followed by
developing unified state
standards applying to all early
childhood programs.

(4) Develop a mechanism to expand
early childhood care and education
programs at the local and state
levels.

A. Integrate early care and education
programs at the community level
through a process of community
planning,

B. Integrate early care and education
at the state level by moving
toward the unification of
disparate programs in different
state agencies.”

Children First incorporates the primary
grades into its overview of the state of
early childhood care and education in
Massachusetts, by including the
recommendation about kindergarten
(2B). The report is explicit in defining
“full-day” kindergarten as “full school
day” and acknowledges that families
with children in kindergarten still havea
need for care for the full- working day, a
need only partially addressed by the
recommendations.

In the 1994 fiscal year, Massachusetts
spent $177 million on both half-day and
full-day kindergarten programs
(approximately 27% of kindergarten
children attended public full-day
classes). The state’s share was 35% of the
total cost, $62 million. The state
department of education estimates that
the state and local cost of implementing
full-school-day kindergarten programs
statewide would be an additional $61
million (which does not include
potential school building costs).

Because of the economics involved and
the implications for redefining social

1<

policy, Children First recommends that

the decision to establish full-school-day

kindergarten be made at the local level

{Recommendation 4A). In determining

whether or not such a program is

feasible, each community would need to
consider:

* “The needs of children in the
community: how are kindergarten
children currently being served in the
community, i.e., numbers of children
in half-day and full-day public school
and private kindergarten programs?

* The cost of the program and funding
for a plan to serve kindergarten-aged
children that has community and
school committee support. The
decision to offer full-school-day
kindergarten will have implications
for private providers of full-day
kindergarten, families, and local
taxpayers. (Private providers have
met the needs of children and families
for several years and their
contributions, including wrap-around
services, need to be taken into
consideration.)

* Building community support for the
plan: how can the community build a
broad base of public support for full-
school-day kindergarten?”

The report suggests that an ongoing,
optional grant program could provide
quality enhancement monies for both
public and private full-school-day
kindergartens, and thus facilitate the
development of such programs, as well
as increase the quality in existing
classrooms. Programs would be able to
lengthen the school day, provide a
teaching assistant, lower class size,
purchase additional developmentally
appropriate materials, and/or offer
inservice training. Such grants, with a
maximum of $18,000 per classroom,
would cost $24.4 million and provide an
additional 1,350 full-day classes.
Communities that included the
provision of full-school-day
kindergarten in their community plans
(Recommendation 4A) would have
priority for the grants.

Children First: A Plan for an Early Care
and Education System for
Massachusetts/Report of the Special
Commission on Early Childhood
(December 1995) is available from the
Massachusetts Department of
Education, 350 Main Street, Malden,
Massachusetts 02148. Refer to
Publication #17798-32-6M-12/95-DOE.



Multiyear Programs

The opportunity for teachers to better
individualize curriculum and instruction
is one of the benefits of multiyear
programs. Such programs are often
referred to as “looping.” A class that
loops stays together for at least two
years and sometimes for a longer period
of time. In addition to facilitating
curriculum and instruction, looping can
improve student learning by reducing
the apprehension about the new school
year and by providing students with
more time to build relationships with
their teacher(s) and their peers.

Writing in “Multiyear Education:
Reaping the Benefits of ‘Looping,””’
Kathy Checkley cites children’s
development as self-directed learners,
and the increased comfort levels of
parents and children, as means through
which looping can help build a sense of
community among students, teachers,
and families. Such a learning
environment, emphasizing co-operation
and collaboration, can parallel the family
environment and provide “life skills,
skills all of us have to employ every
day,” according to Lilian Katz. Katz,
professor of early childhood education
at the University of Illinois at
Champaign-Urbana, suggests that a
looping schedule can create a sense of
family and thus provide students with a
sense of stability.

Colorado Department of Education
Early Childhood Initiatives

201 E. Colfax Avenue

Denver, Colorado 80203

"“We're always talking about
individualizing instruction,” says Sue
Bredekamp, director of professional
development for the National
Association for the Education of Young
Children (NAEYC). “But you can't
individualize instruction until you know
the individuals.” Multiyear programs
allow for the building of those personal
relationships that are the foundation for
young children’s learning, and looping
provides time for teachers to know their
students.

Multiyear programs may exist because
declining student enrollment has
necessitated that schools loop and use
multi-age approaches in order to fill
classrooms. Sometimes multiyear
programs are created as teachers
voluntarily change grade levels, or they
may come into existence as schools
develop strategies to deal with
frustrations in staffing and scheduling.
Even though looping does exist, for a
variety of reasons, Checkley states that
“there is not sufficient data to support
what many educators contend: that
multiyear programs have a profound
impact socially and instructionally.” She
cites a caution expressed by Lilian Katz:
"We need some good research. We need
a good close study of how this {looping)
might be effective.... What practices
enable teachers to optimize the benefits
of such programs?”

Kathy Checkley’s article, “Multiyear
Education: Reaping the Benefits of
‘Looping,’”” appeared in the November
1995 issue of ASCD'’s Education Update
(Volume 37, Number 8). The
Association for Supervision and
Curriculum Development (ASCD) may
be contacted at 1250 N. Pitt Street,
Alexandria, Virginia 22314-1453, (703)
549-9110.
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SCAFFOLDING IN THE ZONE OF PROXIMAL
DEVELOPMENT S

Elena Bodrova, Ph.D. and
Deborah ]. Leong, Ph.D. -

Some of the most often asked quéstions about

‘the Zone of Proximal Development (ZPD) are
““How do I know what is within this child’s

ZPD?” and “How do I know what is the right

. assistance; how do I know when to withdraw

it?” We hope that this article will address

" these questions directly and provide some

ideas about how to make use of the ZPD as

_ adults teach children.

The ZPD is the Vygotskian concept that
defines the space between the child’s level of -
independent performance and the child’s

level of maximally assisted performance
{figure 1) (Bodrova & Leong, 1996; Vygotsky,
1978). Skills that are fully developed exist at
the level of independent performance, and
those skills that are on the edge of emergence
are located within the ZPD.

- individuals within the class The ZPD for a
class is generally approximated by the
teacher from her past experience at a specific
grade level, the expectations set by the grade-
level curriculum, and any standards that may

have been developed. Communication with

teachers from the previous grades canalso
help the teacher to aim at the appropriate-

" class ZPD. The class ZPD sets the sequence

in which the various

skills/ concepts/ strategies are presented, as
well as defines the types of activities to be
used. As the teacher gets to know the
children and learns what they cando as a
group, the approximated ZPD becomes more
accurate and exact.

Within each classroom ZPD, however, there
are many individual ZPD's; identifying each
of these areas is where teachers have the most
trouble. There may be differences between
the ZPD's of two children, but any given
child may also have a

As the child masters a new
task, what he could do with

different ZPD for different
activities. For example,

he can do independently
today. Vygotskians believe
that at any given moment
there are things thatlie -
outside of the child’s ZPD; .
thus, no matter what

Difficulty of the task .

will not be able to learn
them. ‘When teachers aim

Level of assisted performance

Joann’s ZPD in math may
differ from her ZPD in
reading. We recognize that
determining the ZPD’s for .
each individual child is an
overwhelming task, but at
the same time, when we
work within-each child’s
ZPD, we waste less time, see
" more progress, and have

only at the independent

Figure 1

Level of independent performance| children who are challenged )

without being frustrated

result is that children
practice only what they already know. Over '
the long term, solely. providing activities for -
this independent level leads to boredom.

On the other hand, if the teacher aims
consistently too high or outside of the ZPD,
this can lead to frustration and to the child
giving up because “it’s too hard.”
Vygotskians believe that aiming within the
Zrb challenges the child, but also provides
the support to insure successful learning.

Knowing What Lies Within A Child’s ZPD
In any given classroom, there are two types _
of ZPD—one is the ZPD for the class as a

whole, and the other is the ZPD for

(Berk & Winsler, 1995; Tharp
& Galhmore, 1988)

Individual ZPD’-s can be approxjmated by
using initial assessments that teachers do at
the beginning of the year, information
collected during the previous year, or the
child’s reaction to activities designed for the
class ZPD. The word approximated is very
important because the teacher must form a
tentative idea about what the ZPD is, and this
idea must then be verified by interaction with
that child or observation of the child.

Continued on page 2

14

14



Scaffolding
Conti_rfued frompage1

~

Once an approximation has been made, the
teacher can vary the context to find the

"boundaries of the ZPD. By “varying the
context,” we mean observing the child using
the skill alone, with peers of the same and
different levels of expertise, with different

-materials, or with the teacher. For example, .
sometimes a child who is reluctant to read
aloud to a teacher will show her most
mature skills while reading to a younger
child. We are not advocating déveloping
tests for each cortext; but we do advocate
for the classroom having enough variety in
the contexts, which are used to teach the
child, to enable the teacher to examine the
ZPD. Having too few child-directed
activities, or a limited number of
opportunities for peers to cooperate during
learning, is just as limiting as having too few
teacher-guided experiences. -In both cases.
some of the children will not be able to
demonstrate the maximum they are capable
of doing.

Even with a variety of learning contexts,
teachers must be vigilant and watch for -
- those demonstrations of learning which do
occur. We have found that sometimes we
tend to seé these moments as “anomaljes”
or times when we say, “She never does
that,” instead of asking otirselves, “What
> were the things in this context that better
facilitated the learning than what wedo -
~ normally?” A child, for example, who has a
hard time staying on task spends an hour at
the computer working hard. What is it
~ about the computer that makes it much
easier for this child? What are the things
- from that context that we can use to support
him? :

Vygotskians beheve that the teacher must be’
‘very sensitive to the child’s actions and

. reactions in the learning process, and make

- adjustments to teaching based on this
information. When children show a great
deal of frustration, parrot responses, and

- don’t seem to progress even after changing
contexts several times, then what is being
taught may lie outsidé the ZPD. Teachers
need to listen and trust their knowledge and -
experience with each child. Barreling ahead,
ignoring this information will not lead to
learning. On the other hand, teachers don't
need to be afraid if their approximation of _
the child’s- ZPD was incorrect. Sensitive:
probing of the ZPD’s boundaries does not
“harm a child’s development, but failing to
adjust teaching does. Once we have an
approximation of the child’s ZPD, then the
next task is discovering how to provide
support that will help the child to learn.

K«f"vmg What Is The Right A551stance

ERIC

Aruitoxt provided by Eic:

- must reflect on what
. the child is supposed

-The right a551stance is not only -
what helps the child in the
short run, but also what
builds the skill/concept
of the future. For
example, when a child
makes anerror, the
teacher can give the
correct answer; in the
short run this _
responise will probably
result in a completed
student assignment. Or, -
theteacher can give the
child a strategy that requires
several attempts before the child
can-“get it.” For Vygotskians it is the
strategy that is the appropriate assistance, .
even though the child may make several.
more erroneous attempts before she can
really use it. Another example of assistance
is pairing a child with another child who is
much more capable and who actually takes
over the situation, allowing the learner few
opportunities to make mistakes. The
learner. might feel good that he was
able to produce a successful
project, but Vygotskians

believe that such
assistance will not -
guarantee a transfer of
skills. To determine
what is the right
assistance, the teacher

to learn.- Is the goal to
- answer correctly this .
_time, or is it to learn the
skill well enough to
.perform it independently in
the future?

Assistance must be provided insucha way -
" that the child is actively involved. To learn,”
* the child can not just respond, but must

actively construct and make meaning. To
illustrate what this means, think of the
learning task as a pie with “shares” for each

of the participants. In the best case the Chlld ’

has a large share in the interaction,
- whether he is being supported
by the teacher, a peer, or the’
group {figure 2]. In a first-
grade class, the children
are reading a big book,
and the teacher wants
. the children to'say the
repeating refrain of
the story from
memory. Jason
always says the refrain
first. For him the share
of the learning task is
disproportionate {figure 3.
In the same class Penny
seems to always say the refrain

Figure 2
would learn much faster ina settmg where
she is more active and where she doesn't let
the other children act for her. The assistance
in this case is not appropriate for her.

Figure 3

Figure 4

with the rest of the-children; in
reality, she looks at the children
_ around her, and only after
they have said the refrain
does she repeat the last
word. She looks
engaged, and her.
mouth is moving, but -
" if the teacher were to .
listen attentively, he
would see that Penny is
not really very active.
Her share of the leammg
taskisalso
. - disproportionate {figure 4}.
Although she does learn
something from this context, Penny

Assistance can be provided by many
sources. It helps to consider the entire

context as assisting the child rather than a

spec1f1c person providing such
assistance. Some children do
better in the whole group
. context, where other .
children model what to
do, than when they are

task on their own. For
| others, especially
" preschoolers and
young kindergartners,
play may be the context
which best supports-
their learning (Berk, 1994).
Pretending to read to a
“stuffed animal or counting, .
pretend cookies may help support
the acqumhon of letters and numbers
better than more “academic” settmgs

Assmtance should be planned in such a way
thatit can gradually be withdrawn over -
time, as the child is able to perform

independently. ‘When a group of children is ‘

having trouble taking turns, the teacher

must provide assistance so that the
> children will eventually-be able to

> monitor turn-taking to the

_own. If the teacher just

tells the children, “You
gofirst,yougo

~ second...” and so on,

. able to monitor -

- themselves without
her, when she leaves or

withdraws assistance. If

+ .she teaches them a rhyme-

determine who goes first, the
childrén can then use the rhyme

required to do the sameé:

group’s satisfaction on their

the children will not be

or how to pull strawsto . -
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or straws to decide on
their own.. The teacher
plans this assistance
and makes the straws
- or thyme available in
order for her to be

able to turn over
responsibility to the
chlldren

" Knowing When To

- Provide And When To
Withdraw Assistance

- Thé concept of scaffolding
introduced by Wood, Bruner, and Ross

~ (1976) is the answer to our last question

" about'when is the right time to give
‘assistance and how it should be withdrawn. *

When a building is constructed, a scaffold .-

with the size and shape of the futire

" building is created. In the initial stages, the
contractor provides more scaffolding than in
later stages, when the walls are established

- and the foundation is secure. If the
scaffolding is removed too

_ early, the building will .

" suffer. If the scaffolding is
not removed, the - .
‘contractor will not be -
able to construct

. another building. .

In teaching, teachers .

provide more support

at the beginning stages

of skill /concept :
_formation. If the support

is removed too early, the

child' may have incomplete or

incorrect understandings. If the -

supports are left too long, the child will not.

be encouraged to move on to new learning,.-

Builders are in a better position to concretely
experience what happens when scaffolding
is not removed appropriately—the building
- falls down. For teachers, it is much more
difficult to think about how to support
learning, a process that can only be
inferred from the child's
performance. For this reason
"we have found it helpful .
to think about providing
. and removing
scaffolding in terms of
changing the size of
the “shares” of the
task, in which the -
learner and the .
person(s) providing the
scaffolding are involved..
To illustrate this idea, think
about an expert/novice
-leaming context. The expert isa

[mc

Aruiroc povidedoy exic

Flgure 5
' correct answer after the expert. It is the
expert’ s role to make sure that the learner is
acqumng the new skllls

Figure 6.

Figure 7

more knowlledgeable person and can
be the teacher or a peer. The
novice is the learner or child.

In the initial stages of
learriing, the task is
divided somewhat

- can be seen; the expert
has more than half of .
the responsibility for the -

task, but the

learner/ novice must also

"to learn. Remember that the
goal is for the learner to acquire
the strategy, not to just parrot the

Then, as the learner becomes more
competent, the expert begins to withdraw
support. The task itself is not changed, but

" - the distribution of the “shares” representing’

the amount of responsibility has. The -
expert withdraws assistance, and
the learner must fill in the
missing pieces (figure 6}.

Fmally, when the learner .
has mastered the
skill/ concept/strategy,
the expert no longer
- playsarolein the -
task—it is the learner -
. alone {figure 7}.

A simple example of this
scaffolding can be found in
Mnr. Nick’s classroom, where
children are making macaroni
-necklaces. At the beginning, Mr. Nick
has to guide both of Marissa’s hands,

- pushing the string through the piece of -

macaroni, as he explains “You hold it like
this so the string won’t fall out.” As the

" child becomes more competent, the teacher
- sets the macaroni in her hand in the correct *
way, but Marissa is the one who pushes the

string through. Finally when she
. seems-to have mastered the

offers help, but just
comments on the -
finished product.”
The task—making the
_necklace—doesn't
change, but the
distribution of activity
does.

. We have found the
concepts of ZPD and
scaffolding to be helpful to
" teachers, as they address the
many individual needs of

16

unequally {figure 5}. As

be actively involved in order

- : - .
children in their classrooms. By using these
concepts as tools, teachers can challenge

 children in appropriate ways and help them

to enjoy leammg
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Professional ]Development Opportumtles
at NAEYC Annual Conference

At thé National Association for the Education of Young Children
(NAEYC) 1996 Annual Conference in Dallas, one-hour sessions are
designated in various categories or tracks. Sessions are listed in the
conference program under a track heading which indicates their
dominant theme. Among the 41 tracks from which participants can
choose are ones dealing with Assessment/Portfolios/Observation,,
Child Development, Curriculum, Exceptional Children, -
Kindergarten/Primary, Mixed / Muln -Age, Multiple Intelligences,
and Public Schools.

In addition to the one-hour sessions in the Kindergarten/Primary
track, there are several networking, preconference, seminar, and -
evening presentatioris which have bec=: planned by. members of -
NAEYC's Primary Grades Interest Group and by niembers of the
National All Day Klndergarten Network. These special sessions
include the following;

_* The Child-Centered Primary School Turnmg Developmental
Theory Into Classroom Practice - a visit to a local elementary

school in Dallas, designated as a “blue ribbon” school by the '

U.S. Department of Education, where there will be an
opportunity for participants to engage in focused classroom
observations and dialogue with members of the school staff;
on Wednesday, 20 November, 8:00 AM to 12:30 PM

* Learnirig Planning and Brain Research: Creating a Positive
Environment for the Success of All Children - an interactive
session, demonstrating the significance of current brain -
research, in which participarits will look at how the brain

" functions, teaching strategies, and meaningful content
(developmentally appropriate curriculum} in developing
positive learning environments for the success of all '
chlldren on Wednesday, 20 November, 2:00 to 4: 00 PM

o Accreditation for the Primary Grades - a seminar focusing on
challenges as well as supports for the accreditation of

* programs for children in the primary grades, in which
participants will make recommendations to schools,
programs, and to NAEYC for future steps in the.expansion
of an accreditation system; on Thursday, 21 November, 11:00
AMto 1:00 PM

- Meaningful Learnmg in the Primary Grades: Connectmg
Curriculum and Assessment - a session providing an
opportunity for participants to hear and discuss issues,
strategies, and models related to the critical connection of
curriculum and assessment, in implementing
developmentally appropriate practice; on Thursday, 21
November, 7:00to 900 PM - -

» Understanding and Implementing the All-Day Kmdergarten A’
Case Study Approach - a seminar in which participants will
address continuing topics and dilemmas related to the
implementation of an all-day program for five-year-olds,
ranging from curriculum areas to parental concerns,
assessment to advocacy, on Friday, 22 November, 8:30 to
10:30 AM.

Reservations are necessary for the visit to the primary program on
Wednesday, and may be obtained by contacting Frank Fielden
(Colorado) at 303-866-6674 (voice) or 303-866-6662 (fax).
Participants do not need to,preregister for any other presentation.
Other representatives of NAEYC’s Primary Grades Interest Group
and the National All Day Kindergarten Network, who may be
contacted for information, aré; Ken Counselman (New York) 914-
257-2867, Sue Cruikshank (Connecticut) 203-834-1251, Anita
McClanahan (Oregon) 503-378-5585, ext. 665, and Susan Nall
(Illinois) 618-692-3082. ' :

\

Colorado Department of Education-
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Denver, Colorado 80203
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"Every day, five million Amican g children attend,
-+ child care. Indeed, forty percent-of a all- American

;o yaungsters spend sorme of their preschool months

in chxld care.”

Parents and teachers of chlldren in the ‘ )
primary grades especially are aware of th\ese -
increasing numbers of preschoolers, who-are
in child care prior to their beginning  *

LN

which chiid care programs, both in the private .
and public sectors, have on children and their ..
+ families'is discussed when transition plans are

* . \ developed for preschoolers as they enter

\
\

7

kindergarten. As child care has become &n
-essential element in the nation’s culture, .« 5 ©
_current and accurate information about child.
care quality, costs, and child outcomeés has™
become necessary Now, as d part of these

" data-gathering efforts, research is looking at’,

what impact the quality of a preschool cKild's

Cost Quality, and Child Outcomes in Child
_Care Centersisa comprehensive study of
- center child carein four states: Los Angeles
County California; the Front Range in
Colorado; the New Haven/Hartford comdor“
- in Connecticut, and the Piedmont Triad in
_ North Carolina. Researchers fromthe.,
Umvers1ty of Colorado at Denver, the p
-~ University of California at Los Angeles, the ™ -
: Umversxty of North Camhna at Chapél Hill,
and Yale University collected and analyzed
_ data during 1993 and 1994. In total, data were .
" collected from 401 centers and 826 preschool-

"/ ‘aged children attendmg a subsamiple of th%e N

’\r.

o centers N N
N A
In the research d&sign an intensive, on-site, -
study was conducted of.centers in four. falrly
“representa tive states with v varying licensing..
standards and demographlc and economic
characteristics. Taken together, the'results for
a given state are representative of other states

w1th smular characteristics. /

Prevrously published fmdmgs from the: study /
regarding the quahty of child care' services - -
“'haveincluded the following: \ ==~ ‘
~. o Child care at-most centers i in the United
" States is poor toimediocre; with almost half.
of the infant and toddler rooms havmg
poor quahty Vo
¢ Only-6né in seven centers prov1des a level
of quality that promotes healthy
 development. Child care inone in eight
- centers threatens health and safety. Seven
*  inten centers are provrdmg mediocre care”
which may compromise children’s ability
to enter school ready to learn, Infants and
toddlers fare worse. Forty percent ofthe-
" infant and toddler rooms were observed to
/'endanger childrénis health and safety. ‘
ly oneiin 12 mfant and toddler rooms are”
Emc v

\

-~

-

experiences in child care has on her/ h]S ~ .

«  success in the kindergarten classroom. -\ % ..

The Inﬂuence of Ch1ld Care Quahty L
L onKindergarten Success - . . -

Vs

o pmv1dmg developmentally appmpnate

1 elementary school. For example, the 1mpact =y

~ A

. The quahty of. Chlld care is pnmanly related~

“to higher staff-to-child ratios, staff
education, and ddministrators’ prior
experience. In addition, teachers’ wages,
-their education and specialized training

‘were the most unportant characteristics that ~

" distinguish poor, medlocre and good
quality centers. |

T States in this study with more demandmg

licensing standards have fewer. poor- *
quality centers; centers that comply with

! additional standards beyond those required -
for basic licensing (such as those required _
for funding or accreditation) pmvrde Fiigher
quality services. |

'+ Centers with extra resources used them to
improve quahty A -

-~

\The mearchers in the Cost, Quality, and ~

_ Child Outcomes study are, however,

“interested in discovering long-term effects of

the quality of preschool experiences on -

¢hildren, as well as short-term ones. The

preschool children who were observed are
P i Yy -

v
- ~ ~
s .
-

being followed through their kindergarten, , /.

- first-grade, and'second-grade yearsin * v -

elementary school. Because of this !
longitudinal elemeit, some of the data hasnot -
et been gathered; other data have been . - -
™ obtained but not yetanalyzed;and new- , ~-- T
fmdmgs are released penodlcally NN

In a session entitled "The Influence of Child

. “Care. Quality o Preschool and Early School -

VL
\

-

L

*" shows that the quality of the child care, which
7 they received as preschoolers, generally

+§ social /behavioral skills, and

\ _ Outcomes for Children,” held at the 1996 —

Annual Conference of the National "
Association for the Education of Young

Children, members of the fesearch team © B
presented mformatlon about what kind of
kindergarten year these children; in fact,” N
experienced...An examination of the data -

\,e
LN

.7

" positively affected the children as o T
kindergarteners in such areasas: . - !
§ pre-academic skills (reading and math)
§ receptive language skills,

g

-~ -
- . v

_§ attitudes/ perceptions. 70 = .
Specifically, the quahtyl of preschool Chlld are 7,

, + ‘positively impacted language development of
% 7 these children when they-wete in ‘

kmdergarten regardless of the quality of the
kindergarten program. Another outcomeis

o > :
- - I o -~

~ N
/ -

Posmon Statement on Interd1sc1plmary Learnmg, '

N . \

~ ~. 7

\ ' -~

Recent calls for educational reform focus ot

\Pre-K Grade4 e

~

the need for curricula emphasizing conceptiial -

1l

learning that is integrated across traditional
subjéct areas. Responding to this need, the — -
major national subject-matter orgamzatlons—
the National Council of Teachers of ™
Mathematics, the National Council of -

_Teachers of English, the' International .

Reading Association, the National Scieiice -

- Teachers Association, the National Council
* . for the Social Studies, the Speech  __ '
' Commumcatlon Association, and the

~

Counc1l for Elementary Science -
International—met-to discuss and develop -

. guidelines for integrating the curriculum from

Pre-K - Grade 4. Aresultof their. dlscussmn&
is this posmon statement, which outlines the
principles that should guide the _ g
unplemenianon of an integrated curnculum

Ba51c to this effort is the belief that educatlonal )
-experiences are more authentic and of greater
value to students'when the currictila reflect

real life; which is multifaceted—rather than

~

-being compartmentalized i mto neat subject-

matter packages. Interdlsaphnary instruction

‘that cut across content areas and is organized _

‘ amund questions, themes, problems, or -

projects rather than along traditional subject- |

“matter boundaries. Such instruction is likely..

S 1

,_t-

\capltahzes on natural and logical connections - .

 encourage creative problem solvmg and

.~ connections to sustain students’ inquiry

PN
N7 v
to. be responisive to children’s cunos1ty and ,
questions about real life and toresultin - RN
productive learning and positive attitudes
toward schodl and teachers. .- N
, N I

The participating organizations beheve that~ _

:educational experiences should help develop ~
‘children’s ‘natural curiosity and their-- I
* inclination to construct meaning. A focus-on

relationships across disciplines should

decision making because it makes availableto "

* students the perspectives, knowledge, and -

data‘gathering skills of all the disciplines: >
Such an instructional process should also~ ~
encourage chlldren to interact with othersina
learning commumty where diversity of
thought and culture is valued:

With the above statements iri mind, the ,

participating organizations récommend the !

following guiding principles. -~ - BT

Interdlsaplmary Pre-K - Grade 4curricula” -

should: - \ N ,
‘ - St

1. Mamtam the integrity of content drawn\ _

~from the disciplines by using meanmgful -
between'and among those disciplines:.
Interdisciplinary instruction should be
authentic ahd worthwhile. If is important
for students to develop famlhanty\mth the

; =
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that closeness between reschoolers and therr -

: o oy et 0 | Top 10 Slgns of a Good Kmdergarten Classroom 2

children’s cognitive skills in kmdergarten\ - E , A
. regardless of what type of i interactions they Kmdergarten ise atime for chlldren to expand Kmdergarten chlldren w1ll contmue fo - N
~ " experieric ed with their kind ferg atten feachers. * -| * “their love of learning, the1r general = : ‘ develop control of thelr qwn behavior through IR
~knowledge, their ability to get along: with 7 the: gurdance and- support of warm, caring .. .
. Stiéh ﬁndlngs as these in kmdergarten, as well ~others,and thelr interest in reaching out tothe  * 4 adults. Atthis stage; children are already 8 l —
'y - -astheoutcomes expenenced in firstand - L7 world. Wh1le kmdergarten marksan - eager to learn and possessan innate cunosrty N
e sécond grade (Iongitudinal data which are : unportant transrtron from’ preschool tothe: ™ - Teachers with a strong background in early o
“now being gathered and/or analyzed),are* - _|  primary grades, it i$ important that chrldren \chrldhood education and child development\ NS
~ ' critical. It may be important to consider the , ~ | - still get fo be children — getting i " can best provide for children - .
. research of these professionals when such ‘kindergarteners ready for ~ - - ‘what they-need togrow ; ~ <~ 7
federal programs as-Head Start and Title ~ elementary sthool does ndt physrcally, emotlonally, and

3 emphasize quality experiehces. The outcomes mean siibstituting academics mtellectually ) - RSN

. may mform dJscuss10ns, involving parents ) for play time, forcifg. chrldren _ - e

“and teachers of children in‘the primary. .<."~| ‘tomaster first grade “skills, " "ot -\Here are 10 signs. of a good T N T

gtades, as individual states develop content . | relying on standardized tésts to kmdergarten classroom AN N
standards, and debate occiirs about how : ' assess children’s success:"- B o
. . N
o cl\uldren Jsllloul’d_meet such standards\ ~ | Kin dergarten ”cum dlum’ 1 Chﬂ]ifn are| t}playmlg;lalsnd :. g
e kK ~I actually includes suchevents as Working with matena's of N
o { Published findings in the Cost, Quality, and  snack time. recess,and . other ¢hildren. Theyarenot- " -
Child Outcoiries in Child Care Centersstudy |- ‘indiyidual and group activities axmlessly wandering or forced\L\ =
S F o are available in three formats: an Executive, in‘addition to those activities ~tosit quretly for long perrods <
,  Summary ( ($8:00 each); a 90—page Public ‘we think of as tradrtronally Y . oftime. ' ’ -
‘ ‘Report (815,00 each), and a500-page Technical. | educational. Developnientally ‘2. Childrefi have access o \ kN
/\ ~ Report {840.00 each). The reports are available™ | - ‘appropriate kindergaften “— . various aetivities throughout RN
'~ from the Economics Department*Umversrty 1. classrooms encourage the. = the day'suchas block buildirig, < -~
~of Colorado at Denver CampusBox 159, P.0. |~ growth of “children’s self- s _ - .. ‘pretend play; prcture bOOkS SR
- BOX/173364 Denver CO80217- 3364 (303) 556' esteem, then- Cu_ltural 1dennnes theu- B I N pam':s and\ § :
4934 {vorce] (303) 556'3547 {fax] ~ .. mdependence/and their mdlvrdual strengths “\ < j_’,i Contmued on page 4 ; :
: = ] P S T - /.. . R ES ~ . ~ o
ST S ..’ . P . /,‘~.,M \\/ \h—r-\ ~I . o B \\ \ \ ,-'k ) - /_.r i \v ; S\ \?A \_‘ ! /‘ ’. -
S = (' ! ; '~’t“.-/ "'/r‘\-/ .7.‘;."‘\":"\ ) ,/;\\‘\- ‘h_/\‘l . ':»" ‘——//-“
d " o _ knowledge, assumphons, and methodsof —~ . - product development drama, and ~ 8. Use w1de-rang1ng assessments to qvaluate_ SR
o) N ing used-in many subject-matter-areas-- o telecommumcatlons Collaboratlve . "o ‘both the Processes and outcomes of -~ >
' 7 in order to be able to select that which is H.. ¢~ . .interaction among stidents who differin . - student\leammg Ongoing. assessment o
. most: appropriate- for any given situation. \f ~ abilities, perspectives, experiefices; . - {x ! durinig the inquiry process should lead- L
RN Major concepts and methods fromthe -~ - “ ; ethnitity, and interests promiotes léamning "/ _ students and teachers to determine what - :
7 _ variousdisciplines. should be taught aspart ; for all students and fosters posrtrve\ C “criterid can be used to identify. quahty /, y
S ~of mtegrated units and at times thatare * " " ‘attitudes towards others and toward . ( work. Decisions about insfruction should y
o approtpnate :10 s(E;lpgts 1pterests and~ , I -_learriing]; , A ~ .- AL ;  bebased onavariety of\fo/rmal and N\ -
N cognitive and s evel opment - LS. Respect\dlversﬂy of thought and culture ‘/ | gOmE:llﬂi;lsses;ment stra(t(e%les that move . i
= 1/2 Fostera leammg community in Wthh S F Students should learn'by employmg A e i, DYONCHEENTUSIVEUSEO objective = — -
P -students and teachers determine together {1 varety of learrung strategres, erlgagmg na/ - me;;\sures to mclude observatron portfohos N
< 7\ theissues, questlons, and strategies for 7‘ 1/ wide range of leammg experiences, and . an performance assessments o Ty
£y l?lvzi:il%aetlon An :gzip;eopnate balaince - pxarrumng many and vaned perspectlves An mterdrscrphnary education wh1ch draws s -\1}
_.+ < should’be maintain tween stu ent-, _from the knowledge an - =
4 initiated and teacher—uutlated learmng N y /6 Teach students to “Se a w1de vanety of disciplines shouflcdgezncoxclrl;g::usdseﬁlsrll;l ol
A experl ences. . - sources, mcludmg pnmary sources, oral )\ ‘ / becoms <a ctrve learners eq ith the. 7 *~ ~
ooy PR T -/ communication, direct observation, and ° alytical ‘ift ") piped with the T
3 Develop democratlc classrooms Select Ry \expenmentatron The* useé of multrple and ~ . aneed};té mlerpretauve, a evaluatlve skpls K .
- - curricula and\orgamze classrooms that will ] ! d1verse sources accommodates various’ ' \nE] tpsowve réallife problems Iy o
" /] cultivatea learning community in which " learning Styles interests, and abilities;: - - ating artificial barriers lamong subject |, -
students develop both mdependence as teaches the iiportance of cross-checking . anleas gives students 2 broade context} for . PR
mveshgators and theability to collaborate  , : foraccliracy and bias; and develops ¢ SoLne T  real- hfe problems. -\ - N
N with each other and with teachers'to raise , l students’ ability to choose the most - — T Ay Lol T
_ quets)pons, ?vejugatehlssuliesbeand solve ” appropriate and productive sources for R ’ PR e R ,
roblems: Students should be encouraged investigating specific questi ! Se me——e - N
¢ 5 l)oass um < ncressing resporisblity fof %h cir problergns .g pecifi ques onsor . v <, /Single copies of this statement aré avallable < . N
‘ leamlng so that they,can galn;conﬁdence in . ¢ o N . free upon request and maybe copied: without T
| - their abilities to find mfonnatr of, \" 7. Use multlple symbol systems as topls to’ permission from the National Councilof’
/ understand an nd articulae’s {deas, and make | learn and present knowledge ‘Thesecan . \\/ Teachers of English. Multrple copies arel  fy oy
decxsrons X - /Anclude symbols usedin language, - available at a bulkk prepald rate of $7.00 per o
- mathematics, mU.SlC and art, asy wellas = "\ 100 When ordermg, refer tO StOCk #23325 ll .

\ 4 Prov1de a vanety of opportumtles for N those that translate knowledge into: tabl&s d Requests may be sént to NCTEOrder "~ -
interaction’among diverse leamers-—for charts’ and graphs S ~ - Department, 1111 W. Kenyon Road, Urbana L
example, dlscussmn, mvestlgatlon _ “\’ , ~ '\ 7 Illinois 61801 1096:¢ Y RN
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Top 10 Slgns of aGood . . . 6. Chxldren work on pro]ects and havelong .~ Indmdual kmdergaxten classrooms willvary, -~
i Kmdergalten Classroom -~ .  periods of time (af least one hour) to play - and curri®ulurh will vary according tothe -~ ./
'\ Continued i ~ ) . andexplore. Filling out worksheets interests and backgrounds of the children.. But
- ontinued from page o 2 e should not be their primary activity. > alldevelopmentally appropriate kindergarten
- v other art materials, and table toys suchas 7. Children have an opportunity to play classrooms will have one thing in common: -~
— legos pegboards, and puzzles Children -~ outside every day that weather permits~ the. focus will be on the development ofthe. ™~
< “are not all doing the same thlngs at the  This play is never sacrificed for more chxld asa whole AT R
- " sametime.. - ~ _instructional ime. ©* — .- s , AN -
3. Teachers work with mdmdual chﬂdren, + 8.-Teachers read books to children* - 7 ;The above artlcle is number 12invthe series. -
P . small groups, and the whole { group at thlpughout the day, not just at gmuj) story Early Years Are Learning Years, produced by
" ~'.. different times duririg the day. They do not time. - théNational Association for the Education of -.
. spe_nd time only with the entire group. 9. Curriculum i is adapted for those who are _ " Young Children. Reproduction of this — “
. . -4. The classroom is decorated with children’s . ahead as well as thdse who need - materials freely-granted, provided creditis
N original artwork, their own writing with \addmonal help. Because children differ in given to NAEYC. The organization may be
b > invented spelling, and dictated stories. . expenences and background they do not contacted by mail at 150916th Street, NW, \
i ‘5. Children learn numbers and the. alphabetin - learrthe same things at the & Same time in Washmgton DC 20036:1426; by telephone at N
.~ “thelontext of their &véryday experiences. -the same way. -’ 4 -~ . (800)424-2460; by fax at (202) 328-1846;and by ~
s Exploring the natural world ofplants and +10. Children and their parents look forward to - e—mall (http: / fwww. naeyc org/ naeyc) NN
- animals, cooking, taking attendanice, and . school™ Parents feel safe sending their -/~ PR “ T N
-~ servingsnack are all meamngful activities, child to kindergarten. Children are happy; -~ - U
N tochﬂdxen - "t s ! theyarenotcrymgorxegu]arlysmk . N T S
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The Effects of Positive Transitions on Early Literacy

The report of the California Reading
Task Force, Every Child A Reader, and
the subsequent reading advisory,
Teaching Reading, recommends strong
collaboration between preschool and K-12
educators to effect reading reform
(Recommendation 6). It also recommends
planning and coordination at the state and
local levels to ensure effective transitions
into kindergarten. Although positive
transitions may not directly

result in reading success
for each child, the task
force members
recognize their
potential to enhance
early literacy
development.

provide a
developmentally
appropriate literacy
curriculum and
elementary school staff
build on previous literacy
experiences, children become

more successful readers. Research indicates

that children who become successful readers
tend to share many of the following
characteristics, all of which have
implications for early childhood programs:

1. They have had 1,000 or more hours of
literacy experiences prior to starting
school, including demonstrations, shared
storybook reading, literacy play, alphabet
games and songs, phonemic awareness
activities, and explorations of letters and
print. (Patricia M. Cunningham and
Richard L. Allington, Classrooms That
Work. New York: HarperCollins College
Publisher, 1994, p. 22)

2. They love reading and books and see the
purpose of reading. (Marilyn J. Adams,
Beginning to Read: Thinking and
Learning About Print. Cambridge:
Massachusetts Institute of Technology,
1990, pp. 60-61)

3. They have participated in phonemic

awareness activities. (H. K. Yopp,
"Developing Phonemic Awareness in
Young Children,” THE READING
TEACHER, May, 1992; ]. K. Torgesen and
Brian R. Bryant, Phonological Awareness
Training for Reading. Austin, Texas:
PRO-ED, 199%4; C. Juel, “Learning to Read
and Write: A Longitudinal Study of Fifty-
Four Children from First Through Fourth
Grade,” JOURNAL OF EDUCATIONAL

PSYCHOLOGY, Vol. 80 [1988],
pp. 437-447)

4. They have been
included in
conversations and
treated as competent
language partners.
(Judith A.
Schickedanz, More
Than the ABCs—The
Early Stages of
Reading and Writing.
Washington, DC:
National Association
for the Education of
Young Children, 1988,
p-3)

. In play activities, they have used symbols

to represent objects (e.g., a block fora .
telephone), taken the perspective of
others, used increasingly efficient mental
strategies to remember information and
solve problems, and predicted and
developed story plays for themselves and
their peers to “act out.” All of these kinds
of activities enhance children’s
capabilities to understand the use of
symbols in reading. (J. V. Hoorn, . M.
Nourot, and B. Scales, Play at the Center
of the Curriculum. New York: Macmillan,
pp-20-25, 133-147, 193-216, and 220-225)

6. They have experienced a print-rich

environment in which they wereled to
notice print at the grocery store or
laundromat, on business logos, and so
forth. (Green Brock, “The Influences of
Social Context on Kindergarten Journal -
Writing,” JOURNAL OF RESEARCH IN

Continued on page 2
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Positive Transitions
Coritinued from page 1

7.

8.

CHILDHOOD EDUCATION, Vol. 7,
No. 1[1992], pp. 5-19)

Through books, pictures, and stories
they have been exposed to the
characteristics of print, including
directionality, purpose, mechanics, and
book handling. (M. Clay, The Early
Detection of Reading Difficulties [third
edition]. Portsmouth, New Hampshire:
Heinemann, 1985)

Their early experiences with literacy
emanate from real-life contexts that are
meaningful and interesting to them: for
example, following a recipe to make
cookies, selecting a birthday card for
grandmother, reading a story with
father. (Laying the Foundation for
School Success—Recommendations for
Improving Early Learning Programs.
Baltimore: Maryland State Department
of Education [Commission on the Early

- Years], 1992, p. 43)

. Children who are successful readers

have been read to by adults who

~ expanded on the children’s text-related -

comments; that is, the children have
related the text to their own experiences,
they have used the text to enhance their
thinking, and they have asked
progressively more challenging
questions about text content. (Bridges to
Literacy. Edited by D. K. Dickinson.
Cambridge, Massachusetts: Blackwell
1999)

10. Their parents and kindergarten teachers

share a common understanding of the
attributes and attitudes children need as
they enter school. (Jerry West, Elvie
Germino Hausken, and Mary Collins,
Readiness for Kindergarten: Parent and

* Teacher Beliefs. Washington, DC:

11.

USDOE/Office of Educational Research
and Improvement, 1993)

In the prephonic stage, they have
experimented with writing by using a
variety of materials in a meaningful
context. Their early attempts at writing
include drawing, copying, and invented
spelling. (Judith A. Schickedanz, More
Than the ABCs, pp. 94-95)

12. They have watched educational

television programs such as Sesame
Street or Mr. Rogers’ Neighborhood
instead of adult programs and
entertainment cartoons. ("Study Finds
Educational TV Lends Preschoolers

‘ .-
Even Greater Advantages.” NEW
YORK TIMES, May 31, 1995. Excerpts
of a study by the Center for Research on
the Influences of Television on Children,

new activities. (A Public School Survey
on Kindergarten Readiness.
Washington, DC: National Center for
Education Statistics, USDOE/ Office of

University of Kansas) Educational Research and
Improvement, 1993; order number
13. Their parents are actively involved in NCES 93410)

their learning and show an interest in
their progress. (D.R. Entwisle, “The
Child’s Social Environment and
Learning to Read,” READING
RESEARCH: ADVANCES IN THEORY
AND PRACTICE (VOL. 1). New York:
Academic Press, 1979; and C. E. Snow,
“Literacy and Language: Relationships
During the Preschool Years,”
HARVARD EDUCATIONAL REVIEW,
Vol. 53, No. 2, pp. 165-189)

The above article and the grid below are
reprinted from Continuity for Young
Children: Positive Transitions to
Elementary School (Sacramento: California
Department of Education, 1997). Copies of
this publication are available for $7.50 each,
plus shipping and handling charges, from
the Bureau of Publications, Sales Unit,
California Department of Education, P.O.
Box 271, Sacramento, California 95812-
0271, (916) 445-1260.

14. They are physically healthy, rested, and
well nourished; able to communicate
needs, wants, and thoughts orally; and
enthusiastic and curious in approaching

Transmons Affect Everyone

A child’s transition from preschool or home to elementary school marks an important
step that involves not only the child but also the child’s parents preschool teacher, and
kindergarten teacher. Each plays a different role in the transition and, therefore, has
different questions about the experience.

The new kindergartner wants to
know:

* Will my teacher like me?

* Who will be my friend?

* Will everyone be like me?

* Where will I hang my jacket?

* How will I know where the
bathroom is?

A parent of a new kindergartner asks:

* Is my child ready for school?
* Will the teacher like my child?
* Will my child be safe and nurtured?

-# AmIa good parent?

* Will there be other children in class
like my child? -

* Will my child be successful in
school?

* What will my child be expected to
learn?

The questions asked by the preschool

teacher might be:

* Does our program meet children’s
needs and prepare them for
kindergarten?

* How can I offer comments and
advice about my students to their
kindergarten teachers?

* Will kindergarten continue my
developmentally appropriate
practices?

* Will parents I worked with so closely
feel part of the new school?

* How can I know what the
kindergarten teacher expects?

Finally, the kindergarten teacher
wonders: '

¢ Are the children ready to learn?

* Will the parents and children
understand and value what I am
trying to do?

¢ Am I ready for the children I will
have this year?

* What preschool and home
experiences have the children had *
that will help them learn?

* Will my students be ready for first
grade next year?

¢ Am I clear about what my students
should be learning?

O

from Continuity for Young Children: Po‘ggﬁge Transitions to Elementary School (p. 2)




Does Class Size Make A Difference?

For the past 15 years, class-size initiatives
have frequently been debated and
implemented at the state level via
legislation. While states continue to be
interested in reducing class size in the
primary grades, the initial state-wide costs
associated with such efforts are high. Some
districts consider class size to be such a
critical component for improving student
outcomes that they use local funds to begin
such a program. Such a local initiative in
Burke County Schools in Morganton, North
Carolina, shows how districts can impact
class size, and how reduced class size can
affect other programmatic components in
the primary grades.

student achievement

In the 1991-92 school year, the reduced
class-size initiative began in first grade,
with four elementary schools selected to
have class sizes of 15. The remaining 10
elementary schools in the district had class
sizes of approximately 25, and were
available as “control” schools. Students in
the “experimental” condition were matched
as closely as possible to students from the
control schools.

First year evaluation results (1991-92) of the
reduced class-size initiative {of first-grade
classes in the four elementary schools] were
positive. Reduced class-size students
significantly outperformed the control
students [class size of 25] on both the state
math test and the D.C. Heath reading test.

The project was expanded in the second
year to include the first grades in all 14
elementary schools and the second grades
in the four original pilot schools. The
second project-year evaluation (1992-93)
again showed positive results: at the end of
second grade, after two years of smaller,
classes, reduced class-size students
significantly outperformed the control

_ students on the D.C. Heath reading test and
the state math test. Reduced class size at
the second grade, thus, produced '
achievement gains in reading and math
over and above gains produced in the first
year, when compared to control groups.

The project was expanded in 1993-94 to
include all first grades, second grades in
seven schools, and third grades in the four
pilot schools. At the end of the third-grade
school year, after three years in smaller
classes, reduced class-size students were
compared to the control students selected at
the beginning of first grade. Reduced class-
size students significantly outperformed
regular class-size students by -
:Pnroximately ayear in reading and math

as measured by the North Carolina End-of
Grade (EOG) test developmental scale
scores.

In 1994-95, the initiative was expanded to

_include all second grade classes. For the

1995-96 school year, the project was .
expanded to include the third grades at two
additional elementary schools. Student
enrollment for the reduced class-size
initiative for the 1995-96 school year was
2,860 with 1,193 first graders, 1,125 second
graders, and 542 third graders.

personnel

Since the 1980s, the state of North Carolina
has funded teacher assistants in all primary
classrooms (K-3). With the reduced class-
size initiative, Burke County officials made
the decision not to use assistants in the
smaller-sized classrooms. Since officials
were prohibited from using assistant
position money for teaching positions,
displaced assistants were trained to work
in a one-to-one tutoring program or were
moved to work in the upper grades of
their assigned schools. Some assistants
who quit or retired were not replaced. The
elimination of teacher assistants in K-3 has
been the most controversial aspect of the
initiative, because support for the assistants
is strong in the community, and their
reassignment/removal has been
questioned. (In 1995, the North Carolina
Legislature passed a law that gave Burke

.County and Mecklenburg County

unrestricted authority to convert ‘assistant’
dollars to ‘teacher’ dollars.)

. parent/teacher communication

Teachers reported that they had better and
more frequent communication with parents
than in previous years with larger classes.
Parents noted that in reduced class-size
schools, they could talk with teachers
almost daily.

instruction

With fewer students in relatively large
rooms, a more varied and active
instructional program was utilized, such as
learning and activity centers, project-based
instruction, and experiments. Such
instructional techniques complemented
the provision of a developmentally
appropriate primary program. Teachers
considered it beneficial to have large and
small-group activities for childrenin a
noncompetitive atmosphere. Worksheets
were discouraged as a method of
instruction; active exploration was regarded
as crucial. The types of activities
incorporated into classrooms on a daily
basis included reading stories to children as

24

well as using centers for small group work
and manipulatives to teach mathematics.
Other instructional activities included
motor exercises, music, dramatic play, and
educational games.

assessment

With the smaller class sizes, district
personnel realized that assessing student
progress could be made more personal and
ongoing. School officials formed a study
group of teachers to work with a consultant
to design a primary student writing and
reading portfolio. Administrators and
teachers believed that the portfolios,
which consisted of a reading log and
monthly student writing samples, were a
more individualized and authentic
assessment of student work on the
primary level than standardized tests and
a more effective communication tool in
discussing student progress.

professional development

Influenced by a revised Standard Course of
Study in North Carolina, the primary-level
curriculum programs in mathematics,
science, and reading changed at the same
time the reduced class-size initiative in
Burke County was started. The state math
curriculum went to an exploratory
approach. The science curriculum was
designed around thematic units which
included a “hands-on” component.
Reading books were literature-based.
During the first three years of the program,
staff development was intensive, and '
consultants conducted a series of
workshops in the different curriculum
areas. A staff development program
continues with new primary teachers to the
system receiving inservice trainings in
reading and math.

long-range planning

Based on financial resources and space,
the ultimate plan is to have a class size of
15 students in every first, second, and
third grade classroom in Burke County.

The above article contains information
adapted and condensed from Paula
Egelson, Patrick Harman, and CM.
Achilles’ Does Class Size Make a
Difference? Recent Findings from State and
District Initiatives (University of North
Carolina at Greensboro: SouthEastern
Regional Vision for Education (SERVE},
1996). Copies of the entire document are
available at a cost of $4.00 each, plus $2.50
for shipping and handling, from SERVE,
345 South Magnolia Drive, Suite D-23,
Tallahassee, Florida 32301, (800) 352-6001.
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Worksheets in Kindergarten

The kindergarten program at Canon
Elementary School in Colorado
Springs is accredited by the National
Association for the Education of
Young Children. The introduction to
. its Kindergarten Handbook,
developed for parents, states that the
school’s primary task is to encourage
children to develop into life-long
learners. "To accomplish this, we believe
that the school and the home must
work together with mutual respect
and consideration.”

Among the information this resource .

book provides for families is a
discussion about the
inappropriateness of worksheets in
the kindergarten program. By
accessing current knowledge and
research about best classroom
practices, the staff compiled the
following list of reasons to not use
worksheets:

Appropriate practices for young
children include activities that are as
“hands-on” in nature as possible. At
Canon, your child will not be doing a
large quantity of worksheets.

Here are the main objections to using

worksheets with young children:

1. Children at this age do not
understand abstract concepts well.
Letters, numbers and shapes on a
piece of paper are abstract symbols
representing something else that is
real.

Colorado Department of Education
Early Childhood Initiatives

201 E. Colfax Avenue

Denver, Colorado 80203

2. Children learn basic concepts by
using their senses, by
manipulating objects. They will
not learn anything new with
worksheets. At most, worksheets
will provide “drill” for concepts
already learned.

3. Young children don’t have the
fine-motor control to color within
the lines, or do many of the other
tasks often asked on typical
worksheets.

4. "Seat work”—sitting at a table
doing worksheets—is hard for
young children. They have a short
attention span and find it difficult
to sit still for more than a few
minutes at a time.

5. Worksheets are not fun...not for .
long anyway. As soon as the
fascination of “playing school”
wears off, they become drudgery
(Think back to your own days in
elementary school. Very few -
adults remember loving to do*
workbook pages). We want to
make children eager, enthusiastic
learners, not people whio avoid
learning situations.

6. Worksheets do not develop
creativity. In some cases they may
actively inhibit the creative
process in children. When
children are given patterns to
copy or color in, they become less
likely to come up with their own
ways of drawing things.

e
1

o
o

7. Teachers sometimes use
worksheets merely to “occupy”
children—to use up time. There
are so many better things children
‘can be doing with their time.

In November 1984’s issue of
YOUNG CHILDREN (NAEYCQ),
Carol Seefeldt says, ”Asking children
to complete worksheets may be a
form of stealing. Every time children
are asked to fill in a worksheet, they
are being robbed of opportunities to
think and learn by doing, to
experience individualization of
instruction, and to learn to
cooperate.”

Montaine Bronner is the
kindergarten teacher at Canon, and
Aljean Tucker is the building
principal. They may be reached at
Canon Elementary School, 1201 West
Cheyenne Road, Colorado Springs,
Colorado 80906, (719) 475-6140.
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- develop and practice oral-

. langtiage skills—such as -

. describing events _ -

beyond the here and

now; and léarning new .

vocabulary—‘activitie’s

- that the Home—School

- Study shows are -

strongly related to ~

~ children’s readmg

i~ success in elementary
school :

vy Snow and David. .
Dickinson, a senjor
‘researchsciefitist with the'
. Education Development
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Mealtrme is often a young chlld’s best / o
opportunity to engage in 1nterest1ng
conversahons s with adults;” says Catherine "~
Snow, a professor at. 'Harvard’s Gradudte
School of Education and-a pr1nc1pal
1nvest1gator with the Home-School Study of
- Language and Literacy., Those conversanons,‘ .
Snow says, give. children the chance to

- Center in Newton, MA, and the study’ s other
pr1nc1pal mvestrgator, believe the Home— :
~ School. Study can prov1de meaningfuil
- guldance to teachers in preschools and_
| elementary schools as they shape their™
. classroom,practlces and considerhow best to
interact with children’s families! Researchers
-~ havelong known that early reading siiccess
- isa strong-predictor of académicSuccess in-
« //later grades, because after grade’3, demands -
on the student change from “learning to
read” to “réading to learn,” as reading ‘
.--becomes afundamental means for acqumng
‘new knowledge about all sub]ects

Tradltronally, preschools focus on soc1allz1ng

™ children to function as.part of a ‘group, and

. on providing children with opportunities for

- free exploration of various learning materials//

~. Some preschools also prepare young chlldren

.for later schooling by stressing basic print- . -

N knowledge skills, such as identifying - . |

! numbers and letters and learning the narhes -

-~

s

’
-~

..

\

Language-lhch Home and School Envnronments -~
: " Are l(ey to Readmg S_uccess )

; Summer 1997 Vol. 4 No 3

—

\_}

o~ ,.'\Q.:

1] -

of colors and shapes In addrtron-preschools
.7 "have done a good job of getting the message
out to parents that they should be reading to

the1r kids,” chkmson says “

/\\:\:

These activities are undemably 1mportant in

ettmg children ready to learn-how to fead.
“But'despite the efforts of Head Start and
television programs like “Sesame Street, 5

Yy

A

~ economically disadvantaged childrer Still lag: »
My ’

-behind the1r more .

advantaged classmates -

‘when learning toréad.

" Snow, Dickinson, and _

investigate the

—~ reading success and oral-
. language s} skills, and to - .
. examine what factors in*
- the homéand school
env1ro_nments support
the acquisition’of those
/ skills

—_

— gathering data on 83 three-year-old children -
from low-income families in the Boston area.
All of the children ‘were English speakers
enrolled in Head Start or other subsidized -

)

'preschool\programs The researchers have~ -
analyzed interactions between mothersand
their chlldren durmg book reading, play -
sessions with toys, storytellmg, family meals, -
and, as the childrenhave grown.older, "

homework-like activities. They’ve also
 -iriterviewed the children’s parents and v

—

— -, teachers, and obsel"ved the children’s o

- - +interactiofis w1th teachers and other children )
at school. Each’ yéar, the children also -

- undergo a battery of hteracy and language

’

AN
—

N

-
~

tests and act1v1t1es

‘\_,\/

The Home—School Study is. clearly different
" from most research to date-on children’s
literacy. While most research has focused on

" “decoding” skllls such as how well a child

can'sound out words and recogmze different
word forms, the Home-School Study looks at

’ real life conversahons between chlldren and i

~

N ;_ Contmued on pageZ

cb’nnection between early -

PN

their colleagues'set out to >

.In 1987, researchers w1th > \ &
" the: Home-School Study began -

S

S

\.;

~
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Contmued fmm page- 1 ey
~
 adlts. In addltlon to researchmg early or: oral:
* language dévelopment, thestudy is 7. -
-breaking new ground in research on
vocabulary acquisition. Patton Tabors, the .~
U study’s research coordinator, says ‘that /
" researchers typically $tudy vocabulary
_ acquisition in more controlled settings by
. -Observingunder what conditions clnldren
»" learn néw words.. Instead; she’ says, “we're
looklng at how that process happens in'the
“child’s home and in  the Chlld s classroom,
with real\words, and how adults support
that”~ - /- :
e ) |
T . \\_ .

~
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N

—

._\
SN Study Fmdmgs

7

N

N

—

Now, in the 10th yearg of the Home—School
J Study, research assxstants have collected
”mountains of data,{ Tabor says; which will .

_ 1o doubt keep researchers busy for year\s to

“come: Some significant findings have .
. emerged from analyses completed thus far.

pe ; .

. The study has shown that the level of

vocabulary present in adult talk-to chlldren

~ who are three and four years old, Jinthe -~

[ ;

~
-~

—~r

N

home setting and'in preschools, is'a strong ‘v <

- predictor of the level of vocabulary that
v, _ child will have attained by second grade. In .

—

¢ moré words in'their conversations with -

adults, ‘and more unusual words, tend to i
develop larger vocabulanes RO

]
T

/

- ”Because we collected language samples i in. ,
' d1fferent s1tuat'10ns, we found that each of
) those situations elicited a different group of -
~ o~ vocabulary items,” Tabor says For many
h { children, the richest 6pportunities for-
exposure to new words came at mealtimes. -
* Those conversations * ‘expose kldS foalot of
rare words in Various contexts.that t help
 kids figure ofit what they,mean,” she says. o
A mother might- say she needed'a

colander’ to dram thé water from a pot of -
spaghett1 for example, thus providing'a
meamngful context foran unfamlllar word._,
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- “The Home-School Study also documented a
strong connection between early readlng _

v~ -Success among children and the amiunt of
- ”decontextuahzed” talk they engage in with :
adilts, in both homes and preschools,
S1mply put, thisTeans conversation that -
goes beyond the here and now, and which

"V relies on language to.convey images and? 7
information about other fimes and places. _
- Agirl descnbmg a recent trip to the'zoo -, -
over dinner, for example, would rely.on her
decontextualized ordl language skills;to

' descnbe what she had seen.
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othér words,,chlldren who-are exposed to —"-

N

Decontextuahzed talk also can occur when
an adult reads a book. with-a child; the two
stop to dlscuss what the book means, /

; instead of merély reciting the'text word-for- - -

word The.amount of decontextuahzed-\

_ ~ conversation that ogcurs durmg book

" reading, study researchers found, is strongly
associated with that child’s pre:reading <
skills a'year later. “We see Head Start: and ~
similar-programs stressing the 1mportance ‘
of read1ng with children, and parents _
,responding to that,” Tabor $ says. “But what-
these programs are not convéying is,the"
message that reading a book to a child
shouldn’t just be a rote exercise:It's not just -
 réading the words, but having interesting . -
* conversations about the book that helps ",
-childreit build stronger oral- language
SklllS ” ,\/ N

.\ .
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-Implications for/Clas'srooms b
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v Why does the home env1r0nment play s such
aft important role in-the development of
" young children’s oral-language skills? The
.- simple explanation is because the home - ".
language environment is relatively constant -
and provides 1mportant opportunltles for

.~ languageinteractions between children and

* adults.. While preschools and elémentary
~ schools contribute to children’s language
development opportun1t1es for home-like
interactions are rare, due to the size of*)
classes and the length of time spenhn class.
In reviewing data from the Home-School _ -

: Study, for example, Dickinson found-that " .
only 20 percent or less of-the time childfen.
talked with adultsin preschool was spentin

.-conversations that wént bejond: the&rere
and now. The rest of the time teachers were .
giving directions or asking children for

spec1f1c information, such as the namesof *
A

N
\

Wi

\
~Elementary ‘school classrooms can’ be .y
N ,”, N '

- s1m11arly 1mpovenshed Classrdom
™ environments are not always very language

v \\

- r1ch says Sow. Frequently in classrooms,

~“vocabulary teaching is seen as'a separate - -
Cactivity, and as,less important than'teaching  “
v, reading or math,” Snow says.: “Téachers
" intend toteach vocabulary, butin N
elementary school that typically means, -
prov1£dmg students with definitions for 10 -

~

\- words a week, and’ maybe if the teacheris" -

really good,-she’ll use those words across |\
different lessons.” Children cari handle
much more, accordmg to:Snow, who says
" that elementary-age children frequently
*learn 10 words a day on their own, mostly -

' from readmg ~

o

e

). RN

: D1ck1nson notes, that data from preschools'
give an indication of the limited extent to
whrch/preschool chlldren are exposed to

2/
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- vaned vocabulary Analyses of 65 mmutes
oftalk i in more than 60 classrooms revealed
. that, on avérage, teachers used only 43

words that researchers classified as 1

- -relatively, sophlstlcated and therefore the

3

. -while you're doing.a million other things. -

© /-types of-words likely to stretch children’ s

vocabulariés. Examples of such words >

' \mclude fluffyfgxgantrc, 1ntr1gued and bagel
/

-

/,

D1ck1nson and Snow recognize, however

that'it can be Hard for teachers, even ‘those

* aware of the importance of rare vocabulary ~

. ~.and oral-lahguage skills, to make changes in *

the way the classroom works in order to

N support a richer vocabulary environment:

“ Oral conversation, including conversation'in
classrooms, is usually limited to about -
15,000 commonly recognlzed words, Snow
says. "It's hard to do more with vocabulary

" It's rare that instead of asking a child to-
water the plants a‘teacher will say, Tm
- becoming & anxious about dehydrat10n But~
they need to engage in that kind of talk all
. the time, not ]ust onceina whlle -
AN "'P\ 7 E b
Teachers can help children acqu1re new
S vocabulary anid build-their Foral- language
" skills by eXposing them'to a wide vanety of
~ expenences, bothinand-outof the » | -
“¢lassroom. Tabors says she was lookingat .
. Home-School Study data oneday, and- - = |-
noticed that different’ settings | presentedr
- different opportumtles for acquiring new .
* vocabulary. “All of a sudden it hit me,” shie ™
says: "I realized why it's important for
Lteachers to take children-on field trips— -
every new expenence that children‘have has -
" néw , vocabulary att attached to’ 1t”’ ‘

S
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\Bulldmg Vocabulary {_ o
T {
Téachers can help preschoolers acquire oral-

ldnguage skills by examining how they read

books with the childrén. To get the full ™
 value from readmg books with '

preschoole\rs, Dickinson and hi$ colleague

. '_'Mjnam Sm1th found, teachers need to be

—~

~

! ~



v thoughtful about how they read and dlscuss ~

“books. “Our results indicate that when - ¢-
teachers are readmg, it's best to haverhmrted

-~ discussion that focuses on parts of the story
that might be confusrng,” he says. “Once-

_ the book is over, more extendéd discussions
can be. helpful ]ust reading books straight .
through, or depatting from thétext for_

_extensive dralogue with children, is. not

_ de51rable

“Dickinson 4lso found/ev1dence that talk)
between teachers and preschool >l children,
. especrally dunng mealtlmes, wasa .,
. predlctor 6f thié childrén’s vocabulary skills
‘ \ in 2nd grade, even whén the contributions—
X of the home environment were taken into.
_account. “That was a real surpnse,to me,to " ™
_ + - get such a long-term predrctlon fromsucia—
\ /hrmted amount of talkin the course of -
” children’s lives,” hie's says.- It may be that /

A e

-/7

/

v hav1ng such, conversation.during meals / -
“indlicates that these are téachers whoare "\

D \\onented toward language, who are funed i in -

~. V- td the importance of language andare ~:

: . probably emphasizing it atothértimesas -
T well” For éxample, D1ck1nson says,l “those
teachers rrught be more  likely tosit down .
~ with ‘¢hildren dufing free play, making™ . |~
themselves available for 1nterest1ng or
;o extensrve conversatlons w1th k1ds

~ .

N

N Teachers can, in other words, emulate the
o ctypesof home-based language experiences
~ ~- that seem to be most helpful to students:
- Whether these extended conversatlons ’

7 oceur over lunch in school orover dinnerat

<.

home, the Home—School Study suggests that
"4 studentsstand to garn from them.
y Y "A\—'\"\,\‘ ST .; . 3
A 3 .
Forfurther Informatxon , -
-~ ~ T
’( ‘D. E. Béals andTJ O Tabors Sources, of

. Support for Leaming V Words in ny
_ Conversation: Evtdence ]’rom Mealtimes. .’
Paper presented at the annual meetlng of

CE. Snow, “The The\orettcal Baszs for,

R 3 the Amerlcan Educatlonal Research ) ) Relutlonshlps Between Language and h - B \_" { P -~ Lo
Assocxatron, Apnl 1996 S 'f_ b Literacy in Development Joumal of” For mformatlon on the Home-School ;T
‘\ o N Researcthhrldhood Educatlonfé gno ( Study, contact Patton Tabor$at .~ '.\. g
o D K chkmson ”Features ofEarIy T (1991) 510~ =, o snowfdpt@hugsel ‘Karyard. edd. ~ J o
Chtldhood Classroom Envtronments That _ - ; : (O LT Ve ey ™
SupportDevelopmentofLanguage and” ;. - Q E. Snow and P.O. Tabors ”Language RN L L educati Fer li - T
) . Literaty.” In] Duchan, L-Hewitt, and R ~ Sktlls That Relate to Literacy - — me K/I[‘ﬂyg::kljear}-le :ac:: bgr}:;?h:i a\t/mg 1
- Sonnmeler Pragmiatics: From Thegry to Development.” InB. Spodek and O.N. = LeonLynn@compuserv“e o m K i
.~ . Practice. Englewood Chffs,N] Prentice -, £ Saracho, eds., Language 2 and Literacyin = ' , o N B
. -~ Hall, 1994 00, ,.'\ » . Early ‘Childhood. Educahon (Yearbookm R ) N
AR oy -y 7 - | Early Childhood Education, Vol. 4), New-- - \This ariclec onglnally appeared in the,/ R .
. "%, D.K.Dickinsonand M. W\Srnlth ”Long- York Teachers College Press 1993, ;R ‘]NUJY/ llj\uiust1997 lss;l;h (V(;IIume);HI re
Term Effects of Preschool Teachers; fBook ) ' umber 4, pp. 1-3) of The Harvard Pt NS
", " Readings.on Lotw-Iicome Children's > ~ - & E. Snow, P.O. Tabors, P-A. N1Ch015°“ and; A Educatmn Letter and is reproduced with” TN
/ . " <] he .
N Vocabiulary and Story Comp,ehmswn . " BE Kurland “SHELL: Oral Language and . permission. Copyright (c) 1997 by the
; S President-and Fellows of Harvard College.. | - 2
T Reading Research Quartetly, 29, no.2 pe Early Liter acy ‘Skillsi i, Kindérgarten and - A Allrigh . o
(Apnl /May /lune 1904 105122, * - First-Grade Childreri.” Journal of Research” = rights réserved. / . . ¢ .. s
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- T ' Professional Development Opportumtles O
~ .. ' - atNAEYC Annual Conference B C T Y
At the National Assoc1atlon for the Educahon of Young Chlldren T and an initial work session on sectlons ofa K 3 self- study :
(NAEYC) 1997 Annual Conference in Aniaheim, one-hour sessions document; on Thursday, 13 November 8:30 AM t0 10:30 AM
are designated in.various categories or tracks. Sessions are listed in e N
{-the conference program under a.track heading which mdrcates their~ . Orgamzmg and Managing Developmentally Appropriate Programs \ %
dominant theme. Amongthe 38 tracks from which partxcxpants can - For Grades K Through 3 - an evening présentation planned by .
choose are ones dealing with Assessment/ Portfolios/ Observatron, NAEYC’s Primary- Grades Interest Group, Wl‘IJCl’l will focus.
Child Development, Children at Risk, Community Plénnirig,” ' p on orgariization and management strategies to assist in the N
.| Curriculum, Early theracy, Exceptional Children, Inclusion, -~ . - <implementation of appropriate practices in K-3 classrooris; 5
K1ndergarten / anary, Multlple Intelllgences and Public Schools. - on Thursday, 13 November, 7:00 PM to 9:00 PM N
In the Klndergarten / anary track there are some 35 sessions, . Developmg a District-Wide. Assessment for Grades K Through 3 k
which focus'on such topics as balanced literacy, ¢lass meetmgs, Teacher Inslghts and Developmentally Appropriate Outcomes=an
developmentallyappropriate practices, discipline-based art  / overview.of the development of-appropriate assessment in the
|| education, group games, sand play, technology, transitions, slgn 2 /™" primary grades, at the school district-level; on Fnday, =
language, and unit blocks. In addition to these one-hourg sessions; ~ 714 November, 8: 30 AM t0.10:30 AM> ~
there are several networking, preconference, seminar, and evening - : /
|| presentationis, many of which have been planned by members. of - ) e Implementm ¢ the All day Kmdergarten Key, Tssus - a drscusslon NS
NAEYC’s Primary Grades Interest ‘Group and by members of the ! planned by the National All Day Kindergarten Network, and .
| National All Day Kmdergarten Network: These spec1al sessions | "small-group work aimed at facilitating the implémentation of ~ o
include the following: ™~ ~ - . all-day kindergarten programs, on Fnday, 14 November o
{ R 8 30 AM 10 10:30 AM -
e Maxzmzzmg Student Learning: Using Centers, Themattc Plannmg, B
_and Pro]ect Work - an interactive session, with classroom o ’ \theracy Learmng in Inner Clty Primary Classrooms Al theracy =
practitionefs from NAEYC’s Primary Grades Interest Group, .Enhancement Project- a session which will’ describe methods’
which will focus on primary- grade students’ active. =~ - used to ) develop and enhance'literacy among primary students
involvement in planning assignments and learning by doing ' in an inner city environment; on. Saturday, 15 November,” -
- and, m/ so focusing, provide a three-hour primier on what 7 .. 8:30 AM to 10:30 AM - A ,
- constifutes a developmentally appropriate K-3 classroom; on T ) » e ' .
' "Wednesday, 12 November, 8: 30 AMto11: 30 AM / “Thé'1997 NAEYC Annual Conference is scheduled in Anaheim - <
‘ from 12 to 15 November: Preregistration'is $100.00 for NAEYC ‘
LA Umﬁed’Accredttatlon System 1 for Preprzmary and- anary/ members and $125.00 for rion-members. Preliminary programs and ’
.~ Programs: Hopeless Dream or Logical POSSlblllty7 anupdateon ™ < registration forms are available from NAEYC, Conference ™ -~ . -
the status of an accreditation process for the primary grades, ‘Registration, 1509 16th Street, N.W., Washington, DC 20036-1426, K
with members of NAEYC's anary Grades Interest Group, © 7~ 800-424-2460 {voice), 202-797- 1651 {fax). . <
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C Physu:s for Flrst-Graders .
T ~ Ty

) .'i components an electncal cord with an outlet '

Steven G Hagerott

: > plugandaspeaker ~ e NE -
- My car bounced into the cirdle drive of: the’ v T
- lower-middle-class elementary school. It' " - ““What more could there be”’ I thought
was located 6n the north side of Lawrence, : v1suahzmg the talking box-with a cord L
‘Kansas, directly across froma dog food * ~* . ™ plugged into the wall of our garage .
P >

. factory. As my car shuddered toastop, I .’ . Col
+ -fought off the scent of steaming dog food - Iknew I must be domg somethmg right - N
-~ and industrial smoke. 1 peered into the - -because the construction provedtobeso -~ .-
 standard playground to'see the convenhonal Y “simple. Th‘;’- cord had two bare wires on one’ T
" . amusements: slides, monkey bars, swmgs ¢ - end and an'gutlet plug on the other> =

*_and amerry-go-round. These - Co Comc1dentally, the speaket had'two metal ..>° . S
amusements are usually*" ~ — - ' tabs waiting to receive the
assumed to prov1de ~bare metal wires-to form

 mere childish - \.' the rest of my radlo I
©_recreations; an escape wrapped a wire around”. o
ﬁ'om leammg ‘: ) . “each metal tab. Of the - v "
) However hke many Speaker to Complete the .’/" :
T Chlldpen s toys, they radio. 1'sauntered up to
hidea-wealthof,. - the nearest outlet and
- potential léssons-about inserted the plug,~ * .-
- ,everyday physms . ’ expectlng to hear blarmg 4
. s e L music. B <
", : : T }AgrouponOengmeermg , - A ' R
< N T ¥ students from the University ¢ of Kansas had S Co Blanng music is ot exactly 0
e : B , . ' volinteered to teach physicsand'science to )what I'heard. In a violent explosion of
C TR  childrenin grade school thrdughoutthe city ~ ¢ -sound, light,-and smoke, the outlet refused to - :
. EDUCATION . _ .y ofLawrence I was one of those dreamers. . ‘cooperate. The'victimized speaker smoked oL
Patricia M. Hayes, Chairman " For'one semester, we were put in chargeof . = hotly in my hands, while the outlet was™ - " "
PR 6ih Congressional Distict Englewood -\ three hours of instructional time per week. charred black from the scorching it recelved L
Thomas M. Howerton, Vice Chair ST A teachmg module was available.as a gulde : My response was to scurry to my roomi likea ™
B 5th Congressional District Colorado Springs o to those engineering stidents teachmg " “chased cockroach to avoid the lmpendmg v
Pat Chlouber " “fourth-/fifth-, and sixth-graders. For those of wrath of my.parents; now that the echo of '
QR 0 Congressional Distict S P s teaching a combiried class of first-, + - _thie explosion and the scent of smoke wafted -
’ ~John Evans t © " second-, and third-graders, as I was, there R vthrough the house™. - : N7
I Member-at-Large Parker N : . - . . o
was no d1rectlon : Hidi ~
Patti Johnson T : ~ Hiding out gave'mea bnef interval to c.
. . 2nd Congressional Distict UL scarched my memory for the activities that .. wonder about my error, /and allan> =~ = -
BER Chiror . - had sparked my interest iri science at a .~ remember thinking was, “Why? Why didn’t
o 4th Congressional District Kersey Ty young age. Did it happen in school? All I ~ it work’) I had the cord, the sp\eaker what. .
! Guly Stanford - could remembér about the first three grades - -~ moredoyou need? [ guess there must be o
15t Congressional District Denyer - : I m51d that bOX than ust a speak r
. ‘ : was a disconnected series of chocolate milk . morenside anj peaker..
. Ereaks recesses, and addition problems My: 4Cur1051ty developed through active | -
N est recollection suggests that my interest -~ hat kids need h
. developed through hands- , L~ _part1c1patlon 1sw at kids need to get them |
- eveloped through hands-on’ v
" . : interested in stience. Because I- didn’t plan to \
. , . : — experlmentahon outside of school. biect these fifs d g B
SN " Ex tation fueled by th t1bl .. su ]ecttese st-graders to a radio
perimientation fueled by the insatiable " ble to mine, I et my
ib’ Colorado Department of Education e cun051ty ofa chﬂd R , L .. experiénce comparable ' y aim.. )
G 201 E. Colfax Avenue . : . I " - on the one thing every y child knows _ AT
NGYIQ Denver. Colorado 80203 o My earhest memory of such experimentation. . mhmately the’ Playground DI
. ) . . S
IR - Editor: Frank Fielden | goes back to age 6. I-became fascinated by a” - - A ﬁ_ fthe school. I .
ey Scnior Consultant, Early Chilchood Collaboration [ . wood- paneled radio that we had in‘our - - Aslsatinmy car in front of the schoo,
~ i isor- Den . / franhcally searched ‘foralesson planthat> . . «
. Technical Advisor: Denise A. Chelius ' . ‘garage;and I was determined to duplicate it: f the ol 4 M 7
IO Siaif Assistant. Early Childhood initiatives ~ . .Digging througha junk drawer, I found would make use of-t he p aygroun y eyes $.
PP, 303- 866-6674 , ' what I thought were the two most necessary oy e 'oContmued on pageZ
Z, ry 856-6662 fax - e . . e .
~l:lqc e ’ . - : — . —— —
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- Physics for First-Graders
* . ; Continued from page 1 ‘

- scanned the contents of fmy car: a backpack -

. anda towel, Tlooked Gut into the~
playground and eyeballed the monkey bars ™
and slide."Perfect. A first-Class series of . _

" physics demonstration,s; was being born. -
¢
.
JAwalked into a roomful of 24 miniature

S human bemgs mtently involved with their .
~ coloring books. Bodies-and tongues
sqmrmed with e every stroke of the crayoris.
: ST A
\
N "Class, thls is Steve. Heis an engmeermg

+ student at the Un1ver51ty of Kansas,who
~ will'be teaching you about engmeermg and
science fora couple of months,” the teacher,”
7T M Tamerius, explained.in that tone with
" which adults speak to-children. I felt -
Ainstantly awkward and childish. Ihad to
teach children about things that engmeers =
 can barely communicate to one another )
. without equations. How could I'talk to
these students w1thout soundmg like a
dork7 \' N
- )
“."Hey, guys, what's up7” I sa1d
commandmg the attention of all the little
bod1es

—

~

N R
— - B
‘o

- -

[N

C /e 'Hi, Steye,” they all droned ina grade-
school smgsong - ) -
¢
”They tell me. that I am supposed to teach -
you about engineering and science this™
semester. Well, I think there is only one
- thing that ou guys really need toleam, . -
_and that is ohe word: Why7" Ipaused as -
. .all the bodies squirmed in confusron
T ”Now, let S go outsrde""‘

~

~

Looks ﬂashed from me to the teacher Is
this possible? It's not even recess. I
watched the little minds flirt with the

. concept as the teacher looked "at me and

3 ’

S . - -~

laughed. 5 T

' ”Everybody line up,” Mrs. Tamerius

commanded in her best drill sergeant tone. ~ " .

She'was apparently as excited as the
~ students were over what [ was planmng
" \The children were amazed at the

opportunity to go outside dunng school ~
- 'hours, Little did they kriow that they were

strll going to be in school: / Y

v

So my 24 mldget followers arched behmd '
me in single file, directly to the monkey
bars. The monkey bars looked like a.ladder
lying horizontally—but held six feet above
-, the ground by'metal posts on ‘éither end. :
N T !
#'Okay, everybody,” I creamed to start the .
discussion and try to get control of the

-9 tlon “Twént everyOne to liné up in

‘ .

k/

. _' attempt to prove the1r mascuhmty >

" ”Okay, you 'guf'ys, here’s the important

-’ front of the monkey barsand prepare to o

hang from the bars "

The chlldren fought to get 1nto line. As

< they waited; they, jumped up and down to

.

" burnvoff a little of thelr Seemingly | hrmtless A

- -

energy : . I
”Okay Now I‘yyant\eyeryone togo .
- halfway outand hang there. Iwant-youto':
rerr\ember how § your hands feel hangmg~

_ from the bars.”.

2 Mrs Tamenus and T laughed as the army of

™ children assaulted the monkey.bars and
then, one by one, fell like paratroopers to

'"-theground.' N

—

-

~*

»

P

. "Now we're'going to do 1t agam ‘Buit thrs -

time each-of you will take furns wearing

- thigbackpack full of books. I want you t01 .
' -thmk about how this feels compared to the -

'first time,”, I instructed, hoping something
’ m1ght bé galned by this expenment

" IHitted the students w1th the backpack one

after the other. ] let each.one hang from the .

monkey bars and then moved on to the ; o

next. Assembly-hne education at’ its best
Sofhe of the boys tried not'to let go'inan -

~ N I o

”Is it harder to hold on7" I asked them

-

“No; it's: easy, ‘some of the young boys lied,
as they grunted ‘with effort \

. . <

_"Ican’t hold on as long," the other students
rephed e . t
Then came the summary. “Which way did

_ you guys fall from the monkey bars7"

- asked.. :

: ”Down'" came the synchronous scream
from the group ‘
. . \ y : ' : \
”Anid was it. harder to hold on with the
backpack or easier?” )

T~

-

~

-
T ~.

”Harder'" came another chant from the
bouncing crowd.

>

J

~

L
'

-

- o , o
_ wordy Why?” [ waited as the seconds -

/-together, The swing was used to :‘ ;

_ inertia, and force

: rmertla, and force. The experiments-

. homemade hot-air balloons, to name a few.

- “forgot my audience. In each lesson; every.

. ~~child ran through a battery of experiments,
. and the fundamental analysis-of why

- concluded every lecture

o
_‘4‘ N

.- something. We would have a classwide -

seemed like hours: I watched-the students-

grapple with the questioh. They beganto ™ [+~

“squirm as the thoughts began o flow.- It

- was as if their minds could not fully _ '

function withotit a corresponding body .
movement. They offered bits of C

corfimonsense loglc, such as “The books "

make you heavier.” But they never quite

hit the mark.

I~

“The reason why jou fell down and why it ~
was harder for you to hold on with the
backpack was” I paused momentafily to
“add more.drama—"gravity!” Isounded ~

- like Beakman. “Gravity pulls things down,
and gravity is what makes things feel
heavy Remember this word because you're
going to hear it every time I arn here—
grav1ty I'concluded proudly ~ ,
The expenments in the hands -on dlscovery o
_of phys1cs continued throughout the '

* semester. I once had the kids take turns ¢

- | going down a slide with and without a
" towel. The slide and towel.were used to
show how gravrty and fnctlon work - .

demonstrate how gravity, friction, and
 inertia work together. The merry-go-round
. was used to demonstrate: grav1ty/ fr1ct10n '
v ' Lo .
“Each of these lessons began with the
children giving mea cheering s welcome. -
Most likely it was because they began to VAN

—~

« expectan entertaining hour ’ {\, ,_ —

' \

. A series of these experiments stressmg

" applications.continued, and thesame terms 7

‘were applied and repeated: gravity, frlctron,

involved toy rockets, hovercraft, and

- At times, Mrs. Tamer1us jumpeéd in to
translate when I got too technical'and .

e

-When bodily exercises werenft approprxate, .,
the children would each construct L

* trial run of whatever the apparatus of the . ;-
) day turned out to be, and then we analyzed

. how it worked in terms of grav1ty friction,

*- Inertia,-and force From first grade to third

”Grav1ty' Friction! Inertia! Force!”-

-7 : " N

. The.construction pro;ects seemed to'be

grade the answers would be barked out®

~ - N

special favorites of the students Begmnmg = ,

_ with the analysis of why-and using the four.

¢ fundamental terms, the pro;ects)expanded
‘to include such ideas as liftand how™ - . ~.

~
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auplanes ﬂy Consrdenng most chlldren s

.+~ | “immense fondness for paper airplanes, I st

« 7 outtocapitalize on this enthusrasm fora - R

lesson.e -2 R N
- ~ . Vet e

_ ’How many of you kr know how to makea’
R paper airplarie?” I asked, expectinga .. 2
- unanimous positive reply Tomy surprlse )

\

_onlya few hands rose. I realized.that thése R
* write one of the terms,.along with an arrow.

v K *_children were indéed young, Their minds, -,
“fresh and Uncluttered, were innocent of ’
Zmuch that I took for granted In my lesson, p

.+ Vthey:were going to experience for the first -
" -~ time something as simple as a- paper .
alrplane 1 gently coached each student .

"J

through the process:of foldmg and forming ',_ s

. apaper airplane: I'inspected and d repaired
" .~ each student’s airplane at the front of the .

?\\_ class. The children- wotld walk up tome ¢

.

“_born airplanes tome. A red stamp of
_approval indicated that the plane was ", ~
. certiffed for ﬂrght oS

N

P

- . I N

e

' ”Can we e color our a1rplanes7” the kids .
. asked w1th art1st1c eagemess N '
‘ e , SN : -

L Yes, you may olor your arrplanes T - _
2 droned in feply because they wanted to £
coloBeverything they made. It nust have

,ﬁ_ provrded the children with a sensé of their *
" . uniqueness. Their eyes would glow with

- -

s

-

_. mouths dunng the colormg process. [
- . relived:my-own childhood during t these
" times> The memoty of my failéd radlo '
_ * flickered in and out of my mind, as’ my ce
SR chrldhood curiosity flowed through me
:.‘\_ agam ERTIET ( - .‘

”Okay, everybody “Now we are gomg to

g

line up and take tirns throwing our © ~ . - ke actually drawing “freebody diagrams,’ - 7

a1rplanes,”,I annouriced. The children’s -
eyes flashed at the idea of bemg ordered to

\.k. : throw‘arrplanesmschool Smiles spread j\. !

across the room like a a wave. Chaos ensued ,

.as usual, and Mrs. Tamerius stepped in to

help mé regain control of the situation.

. Classroom managerrient is. defmrtely an art

form_c--;—‘. .
L s N NT

T~ R .o

N ow we're going to d{raw the'forces that -
push or pull on the alrplane to keep it™-
*flying. What things make your airplanes ﬂy
when you throw them7"’I asked the L

E

students.

. cry'from the crowd Lift! Inertia! Grav1ty'
 Friction!” From first to third grade; the .. < . {
*_children cheered as they 'set about applymg o

A ”Does air frlctlon speed up the arrplane or
- like proud parents, presentmg their néw- "~ .-

" pride, and.theif tongues dangled from therr )

'\..

oL . ) , LN s
The wotds rang out like a triumphant battle -

-

their knowledge “Thelped out by drawing a'
large paper airplane on the board.. Students
would walk up to the arrplane p1cture -and

indicating the direction of the force. Ithen .-

-_went from student to student and watched -

' them draw’arrows on each of their own/ .

. 'prlzed arrplanes The four arrows stood out *
from the colorful creations. Iquestroned“ .

‘some students when they had a nusplaced

arrow.‘ :

\_‘.

slow it down”’ Iasked a th1rd -grade -
student‘ -

,\"/.
~/‘\--'- -

-\:, . N\ '_.. Kt

3 slows it down Oops' That medns it -
pomts backward"' he qurckly\responded

: "Does grav1ty pull the arrplane up or pull it

down7"I asked’ afust—grader e :\\

went through the mental processes of -
understandmg their airplanes. The. concept
of using arrows to show forceson |~
someth1ng Seeméd fatural to them, alimost

- instinctive. 1 was amazed that évery child in®

- the first; second, arid third grade rapldly

- drew the forces: ‘acting on his or Her. arrplane
Although they didn’t know it, they were~" ~

Ustially, freebody diagrams showmg a body
with the forces acting on-it-arenot. /-
mentroned until the sophomore year of:

~ collége: But foy hese youngsters,a.

\,_ freebody’ d1agram was just a picture; that -
“showed how their br1ghtly colored arrplanes
worked .

x ‘ N v‘ /

As the semester developed the chlldren and
- Thecame more attached. ‘My.lessons usually o
began with me sitting on a chair and the’,

- kids circling around me on the floor. felt
hke a grandfather as the children fought to--
get close to ine, to lean agamst me, to put. a =
handon'my shoulder as 1 raised new ., ..
questrons or suggested new applications to.

 them. That was how I'énded my final class

with “my kids:” ‘They circled around me
w1th bright & éyesand giggles. fThey looked-"-

-; at e in silence as 1 quietly spoke to them in
“the half-childish tone that Lhad, become GO

comfortable w1th <8

EURAR

N~

”Wh_at is th_e one questlon you guysare.
« going to.remember to ask after this - -

4

A

C e

. ' .nlg.._\\w‘
e J:' f"dé( o

L

\ - chlldren avorded makmg eye contact

' . emotions. Hugs came from all around, as
~ children grabbed my- legs and told me how "¢

E / * people is dreadfully out of sync with the , ‘A-\“_ v

_ Wer need to make science education: hands-

. semester’"Iasked hopmg for the answerI )

wanted %f' .

[

.

’Why"’ the chlldren shouted My heart

- waimed; I felt a piece of my own childhood -

had been'shared, My ownloveof ~ . .

 childhood expefiments’ had been rebom in- -

each of the 24 chlldren s1tt1ng around me. K |

_ \, \ ’, . RN \ (

- "Itis not. unportant that each of you become o

.an engmeer or a scienitist .1 explained. ”But T
, itis lmportant that you can think likearis - . -°

. engineer or a scientist. That just means - .M

-constantly. asking the question, Why7” The

”Well "1 cont1nued ’Thrs is the last time )|
.be here. Twas only supposed to teach for o
the" fall semester.”

"Oh! I've gotta draw it pomtmg down hke -.\ RN 'x\ ) * S ‘

.’ the backpack pulled me down!” the first-~ £ ' . IR P
grader discovered. exc1ted1y S ,Yl? wffe not commg back7 they qurckly St
./ : as ed; shocked _\7; FTD L, t ;} IS
I glowed with sat1sfactron as the chlldren ' /Tl visitin the spnng I’ll brmg n:y hang T ;“

glrder and I'll show you Thow it works,” -
,responded fighting down'the lump in my .
. throat and struggling to control my ™

much they would miss me, I tumed toward -
* the door arid waved goodbye to the crowd . "
"~ of childrert standmg in srlence - R
- -5“'“*" > L o 'F,. .
"'Physlcs and other sc1ent1f1c knowledge can.
‘be taught to third-, second- and even first-
graders It can be taught appropnately to
' anyone. \Chrldren absorb these subjects P
rap1dly because they are naturally curidtis - _
. and given to experimenting.~The sc1ent1f1c R
education we typically offer toour young -~

power of children’s natural curiosity.
*. Physics ¢ doesn't have to be painful, It-+ .. .-
/< doesn’t have to brmg on bouts of boredom. >

\ on. It1l'be more fun for all of us, and the . ...
__kids will take care of the rest. c

- IR SRR W

-_//4\ -

¥ Steven G. Hagerott isa ﬂrght éontrols -~ .. .

- engineer at the Lockheed Martin Skunk ~
, Works in Palmdale, Califonja. "Hemaybe . . | .
" reached at Hagerott@ptwcom Thisarticde _°7 "
.. originally-app: eared il the May 1997 issue
" (Volume'78, Number9, pp. 717- 720) of the . ¢
_PHI DELTA KAPPAN and is reproduced
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- e 10Act1mt1es Teachers.and Parents CanDo - y 5_' j

VL :
Leon Lynn : ¢ S
1. Keep the focus on language skills throughout theday even _
when workmg on “other” curriculum areas. For example, creafe
a “science corner” in the classroom stocked with an old.
'~ typewriter, doorknobs; zippers, or other interesting contraptions.

Arrange for small groups of children (no more than four at once) - -

 to spend 10 to 15 minutes there with a teacher. Encourage the -
children to explain how the devices work; encourage sharmg of
explanations in small groups. o -

2. Arrange meal'or snack times so that small groups of chlldren eat’
with an adult. Let the children choose,the topics of conversation;
encourage talk about personal experiences; encourage “curiosity

-quéstions,” such as what the food,is made of, howit’s good for
- thebody,etc. i

3. Createa “Personal Expenences center in the classroom, where
young children can talk with teachiers about events in their lives
while the teachers hsten prompt dlscussmn, and record the -
experiences. ~ ! < :

4. Put books at the center of language enhancement Read to )

" <children, and encourage them to read their favorite books with -

vyou. Make time to read\to chlldren 1nd1v1dually orin small
. groups. Let children ask questions during readmg sessions.
Encourage children to reread familiar. stories, and push for
_ deeper understanding,. Provide books on tape that: children can -
play while looking at the books. Encourage children to record
tapes of their favorite stories: At home, parents can read an *
adult-level science: nmagazine together with their chlldren :

5. Lend copies of books to famxhes Tell'parents what the chlldren
are learning in school, and suggest ways to address the same -

. corcepts at home. Parents should tell teachers what they are

~ reading with their children at home. :

-

T e Tell children’ personal stories. Talk to them about thmgs that

S Helpmg Chlldren Develop Oral-Language Sk111$

Py

/.

> -

~7. When talkmg with children, support their- efforts to . =l

‘communicate complex thoughts by waiting patiently, suggesting
words as needed. Let them control the subjects of conversation,
when possrble, and encourage their efforts to tise new words © -
and describe complex or djstant topics.

8. Encourage pretending among children, Make sure chrldren

.~ havelong periods of time to let complex. pretend play develop. .

Encourage pretending abouffamiliar settmgs, suchas ~. . .
restaurants and grocery stores. Provide props that link play to
- ongoifg curriculum units or favorite books. Change props from )
-~ time to time to keep.interest high. - -~

_ 9. "Make time'for rich conversation with chlldren Turn off the TV

and use the time to'talk, or at least watch TV together and then ~
” - talk about what you watch. Turn off the car radio and talk while
Jyoug drive together. Set aside a regular “talk time” 'during which -
adults and children share news for five to ten minutes and no-’
_other activity is performed. | P
- 10._ Take children to interesting places Every field trip or new.
experience has its own vocabulary Expese children tonew
. places, people, and concepts in ways that permit one-on-orie
conversations with adults. Encourage children to.describe what

_they see, draw inferences, and predict outcomes.
- . /‘ . /

=) ' ~ ~ T -
Iy

~

." Leon'Lynn s an educahon writer living in Mllwaukee Hecanbe
reached at LeonLynn@compuserve com. . ¢

This article originally appeared in the July/ August 1997 issue.-
(Volume XIII, Number 4, pp- 1-3) of THE HARVARD
EDUCATION LETTER and is reproduced with permission. - * .
Copyright (c) 1997 by-the Pre51dent and Fellows of Harvard College

\ .

° Allrights. reserved o Y
-interest you. Acknowledge uncertainty about some things, and | : ’ s _
show children how to find answers to-your questions. _—~< A P : - -
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| A Developmenta! Approach to
Assessment of Young Children

Lilian G. Katz

For more than a decade, early childhood
educators have been discussing issues of
curriculum and teaching methods in terms of
their developmental appropriateness. The
concept of developmental appropriateness
can also be extended to issues related to the
assessment of children during the early years.

The Purposes of Assessment

Clarifying the main purpose for which young
children are assessed can help determine what
kinds of assessments would be most
appropriate. Assessment of individual
children might serve one of the following

PUTPOS&‘

to determine progress on significant
developmental achievements;

e to make placement or promotion decisions;

* todiagnose learning and teaching
problems;

¢ to help in instruction and curriculum
decisions;

° to serve as a basis for reporting to parents;
and

e to assist a child with assessing his or her

OWn progress.

Decisions regarding the purposes of
assessment should begin with discussions
.. among all the stakeholders—parents, -
ucators, and other members of the
community—as appropriate. The group may
want to keep in mind that (1) plans, strategies,

and assessment instruments are differentially
suited for each of the potential purposes of
assessment; (2) an overall assessment should
include the four categories of educational
goals: knowledge, skills, dispositions, and
feelings {Katz, 1995}; and (3) assessments
made during children’s informal work and
play are most likely to minimize the many
potential errors of various assessment
strategies.

The Risks of Assessing Young Children
Young children are notoriously poor test-
takers: perhaps because they are sometimes
confused by being asked questions that they
think the tester must already know the
answers to! There is reason to suggest that the
younger the child being evaluated, assessed,
or tested, the more errors are made {Shepard,
1994; Ratcliff, 1995). If this principle is sound,
then the younger the children, the greater the
risk of assigning false labels to them. Another
principle may also be appropriate: the longer
children live with a label (a true or false one),
the more difficult it may become to discard it.

All methods of assessment make errors: the
errors made by formal tests are different from
those made by informal or anecdotal records
and documentation notes; the errors made by
specific checklists of behavioral items are
different from those made by holistic
impressionistic assessments. Awareness of
the potential errors of each evaluation or
assessment strategy can help minimize errors
in interpretation. Itisa good idea to strive for
a balance between global or holistic
evaluation and detailed specific assessments
of young children.

The Assessment of Young Children
As they plan assessments of young children’s
learning, parents and educators may want to:

8§ Recognize the Limitations of Report Cards and
Grades_. For several reasons, report cards with

letter grades or achievement scores are not
appropriate for children at and below the
third grade. First, before third grade, the

. differences in developmental timetables and

other factors that contribute to performance
are still too unstable, malleable, and varied to
achieve reliability. By third grade, however,
children’s abilities and aptitudes are likely to
have stabilized and can be assessed with at
least minimal reliability. Second, there is little
evidence that grades or scores listed on the ,,
report cards of young children contribute
positively to those most in need of
improvement. Third, while teachersneed to -
know how well a young child is progressing
on significant skills and knowledge, and to
evaluate such progress, little is known about
how parents use such information.

§ Assess Aspects of Children’s Functioning That
Have Real Meaning. The items and behaviors
assessed should have demonstrable
relationships to significant human
functioning. For example, the child’s
knowledge of the names of shapes or of the
calendar at age 4 or 5 has little or no practical
significance or meaning beyond test
performance itself. 'In addition to assessing
young children’s social competence, adults
should include the assessment of individual
children’s progress in acquiring desirable
dispositions, feelings, skills, and knowledge.
Documentation is a strategy for recording and
presenting such assessments {see Katz &
Chard, 1996}.

§ Encourage Children to Assess Their Own Work.
Preschoolers and children in the primary
grades can be encouraged to assess their own
work according to specific criteria such as the
clarity, inclusiveness, interest level,
comprehensiveness, or aesthetic qualities of
the work. They can also be encouraged to
consider the standards to be met on these
criteria.

§ Encourage Children to Assess Their Oun
Progress. From kindergarten on, most children
can be encouraged to assess the general
progress of their own learning. During

Continued on page 2



Approach to Asszssment

Continued from page 1

teacher-child or teacher-parent-child
conferences, children can be encouraged to
indicate what mastery and learning they want
to focus on during a given period. From time
to time, children can then be asked to judge
their own progress, using three or four
categories. For example, each child can be
asked to discuss work she thinks she is
making good progress on, what he thinks he
needs to concentrate more on, what she wants
help with, and other categories nominated by
the child. Most children will be quite realistic
and sensible when engaging in such self-
evaluation. The teacher can help by
expressing her own realistic evaluation in a
serious and supportive way. In principle,
unless children are consulted about their own
views of their own progress, they cannot learn
to assume some responsibility for it

{Katz, 1995).

§ Involve Children in Evaluating the Class
Community. Depending on their ages,
children as a group can be encouraged to
develop some criteria concerning what they
want their classroom life to be like. These
criteria are.not simply lists of classroom rules.
Rather they should be a thoughtful
examination of what kind of community the
class should be—for example, the extent to
which it is a caring, cooperative group,
respectful of individual differences; the extent
to which it is a helpful community of scholars;
and the extent to which it meets any other
dimensions of classroom life the children and
their teacher think are important.

Periodically, the teacher or a child can lead the
group in a discussion concerning how well

they are doing on these criteria as a class,and -

what additions or modifications of the criteria
might be tried. Such discussions should be
directed toward the development of positive
and constructive suggestions.

Conclusion

Whenever a measurement is applied to a
group of people of any age, especially a group
that is diverse in background, experience,
aptitude, development, culture, language, and
interests, some will rank higher and some
lower than others on any item assessed. All
measures yield such differences, and it is thus
statistically impossible for all those subjected
to the same assessment to be above average!
However, failure to evaluate and assess
children’s progress might mean that some
children will be deprived of needed
intervention with special services at a time
when these services can do the most good.
While educators cannot be accountable for all
children being above average or for all
children being first, they are accountable for
applying all teaching strategies and efforts
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known to be effective and appropriate for the
learning situation at hand. Assessment
procedures should therefore indicate which of
the strategies and resources available and *
judged appropriate have been employed to .
help each individual child.
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80 Years of Research Confirm That Grading is Unreliable

For more than 80 years, research has pointed to the unreliability of grading efforts not only
among teachers but also across subject areas. Starch and Elliott’s (1912; 1913a, b) classic
studies present clear evidence of this. When asked to utilize their schools’ grading
processes to mark an English paper, with 75 as the lowest possible passing score, 142
English teachers responded by awarding grades ranging from 64 to 98. Similarly,
mathematics teachers awarded points ranging from 28 to 95 on a geometry paper.
Certainly, if differences occur in the grading of a subject as precise as mathematics is
presumed to be, variances in the evaluation of young children must be expected.

As Frisbie and Waltman admit, “The process of grading requires teachers to make a

i| number of decisions that are grounded in their personal value system. What to do about
grading or how to do it is often less a matter of correctness and more a matter of preference
and perceived value of importance” (1992, 35). In fact, the title of their article—
“Developing a Personal Grading Plan”—not only acknowledges but also encourages

individuality in determining grades.




The Grading Ritual: Unreliable and Unsuitable—But Unalterable?

Sandra L. Robinson

When a colleague arrived one day at the
office, she was obviously very upset. Her
‘son, Jeff, had received his report card and
been given three “not able to perform”
marks. Concerned, she had proceeded to the
school where, on entering the classroom, she
happened to see a report card of one of Jeff’s

.classmates. The girl had received three
“outstanding” and no “not able to perform”
marks. Irate, Jeff’s mother confronted the
teacher and demanded to know what criteria
were used to make these judgments about
the two six-year-olds.

It has been 10 years since NAEYC first
published a book (Bredekamp 1987) on
appropriate education for young children,
which does not include grading, but the practice
of grading continues. While some changes
have occurred in grading, the result often has
been the substitution of one symbol system
for another—for example, “outstanding” for
A. Research and articles about the
inappropriate use of grades and the lack of
validity in grading rituals have been ignored:
or, at best, overlooked in response to
perceived demands to label and rank
children.

While reforms have occurred in spurts across
decades and in scattered parts of the country,
grading has prevailed as the predominant
method of reporting progress. Bender
reviewed reform in grading practices but
found that “except in a handful of cases...the
new systems are little more than ill-disguised
variations of the grading system, and
virtually all the innovations suffer from the
same shortcomings that afflict grades” (1975,
11). And although the authentic assessment

movement has brought about change in
standardized testing practices in some areas,

" Iget the feeling that it has had little effect on

reforming grading practices. Is there
research about this?

How can a teacher plan lessons in which
children learn through exploration; promote
the practice of skills in active, involvement-
oriented lessons; acknowledge that
development of various proficiencies occurs
unevenly (some children can ride a two-
wheel bike but not yet recognize the
relationship between numbers and objects);
and still be expected to employ old-
fashioned practices such as grading in
assessing and reporting progress? The
frustration some teachers feel in reconciling
such divergent expectations is
understandable.

Facilitating Change

Why is it so hard to alter this outmoded
practice of assigning a single mark—be it a
check or letter or number—to represent such
a complex undertaking as evaluating and
communicating academic performance?

Few would disagree that young children and
their parents deserve more helpful
information. Perhaps, as it has been
suggested, we teach and evaluate as were
taught and evaluated. Many parents also
rely on their own school experiences to guide
their preferences in practices for their
children. Perhaps we are hindered by what

once I remember 306

How Does Giving Bad Grades Help Children Try to Learn?

In addition to lacking reliability, grades may produce feelings of discouragement and
result in avoidance of the study of certain subjects. Napier recorded the comments of
fourth-graders to demonstrate the impact of grades on young children. A sampling from
her report reveals the emotional effects of grades on children. -

If 1got bad grades, 1'd think 1 was stupld...dldn't know anything.

home [with bad 3ra.d,as] and screaming and
Jumplng on my bed. 1wanted to tell my mom I wanted, to stay home.

When you get a bad gra,do, You , feel ashamed and kinda sad.

When grades are good, you usually keep them good. If they're bad, then
You usually keep them bad, and maybe worse. (1976, 24)

Evidence of the negative effects of grading appears beyond this initial period of schooling.
Even college officials are concerned. According to an article in The Chronicle of Higher
Education, ”A growing number of college officials think that some students come to

appears to be a national proclivity for
ranking and ordering things.

If change occurs, it may be partially the
result of studies to demonstrate the lack of
reliability in the grading process. It also will
require the efforts of committed and caring
principals, teachers, and parents willing to
go the extra mile to develop more effective
ways of communicating a child’s progress to
her parents. :
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believe they aren’t naturally inclined toward mathematics or science simply because it is
harder to get good grades in those subjects. And they think low grades are steering
people away from science at a time when nearly everyone agrees the country needs more
Q >ntists and technologically literate people” (Shea 1994, A45).
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An EVEN ST,

Even Start programs, authorized by Congress
in 1989, provide education for a family unit—an
adult caregiver, a parent or parents eligible to
receive these services, and a child or children
under age seven. To establish such programs,
the U.S. Department of Education provides
federal financial assistance, through competitive
grants from states, for family-centered
education projects. These build on existing
community resources to create a full range of
services. The programs also support
educational reform by addressing specific goals
within the National Goals 2000.

Even Start. The name speaks equality, fairness,
balance. Even Start affirms the value of parents
and their children by providing literacy
programs which take them from here to there.
Together. The “here” is a place where a family
needs to improve its educational status or to
learn English or to secure the children’s chance
for success in school. “There” is the comfort
zone of higher reading and math skills, of GED
[General Equivalency Diploma] certification for
adults, and of language development for
children; it might be a place of employment or a
place meeting grade level expectations for
achild.

m‘i -

A

Even Start programs are family literacy
programs based on the belief that educating a
family, intervening with at least two generations
of a family, secures the advancement of parents
and children in the present and in the future.
Literacy is a family legacy. When parents value
education, their children have a better
opportunity to succeed in school. And the
reverse is true. The child of parents with low
literacy skills is less likely to have educational
opportunities outside the home or to be
enrolled in pre-kindergarten programs. Once
the child enters school, he/she does less well
than children of parents who value education
and have high literacy skills.
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- Senior Consultant, Early Childhood Collaboration

"303- 866:6674
303- 866-6662 fax _

ducation

XT Means Success in School

A national evaluation report has recently been
released for the 1994-95 program year, when
Even Start served 31,000 families in some 513
local projects. The study involved a total of 534
children (now in grades K-5) and 536 aduts.
Comparison data were gathered from 194
children randomly selected from some of the
same classes. Data revealing attendance,
academic progress, special placements or needs,
test scores, disciplinary history, and teacher
ratings were obtained from interviews and
school records. Using procedures and forms
designed at the National Center for Family
Literacy, local staff collected and submitted data
in January and February of 1997.

Children in EVEN START programs achieved
high results in school.

The primary purpose of the Even Start family
literacy programs - to break the
intergenerational cycle of undereducation and
poverty - shows evidence of being achieved.
School success for children is among the
strongest predictors of their educational and
financial success as adults. For all the children
studied, the Even Start group was as high or
higher on all comparisons made with the
randomly-selected sample of children.

Unlike the children in the national studies of
kindergarten, where 35% of students were not
"ready” to enter that grade-level, the Even Start
children were ready to learn when they entered
kindergarten and throughout that year. Eighty
per cent or more were rated at or above the
average of their class on all factors by their
kindergarten teachers. Former Even Start
students are successful in grades three, four, and
five, as well. In the third grade, 75% of Even
Start children were at or above their class on
almost all factors. Typically these children
would have been at-risk for failure in school.

37

|

Jouseeeiiesed
AR
| SIS,
“ooscormorsescoroan’
ettt
Rty
| Soawmmvrostoessssessa
e
B
TR
TORAINIR
Rocoovserrrrrooeeoost
cco0000300300000900
s
‘caomssceasoaD
Sosooscon
e,
wmsssssmessssgenn.
TS MCOTI
forrermmcssireed
ST
ORI
SossmervevpeseuTRres
SR
SO
oo
R,
|
o7

T

(]

Children in all grades show improvement.
Further evidence of success for former Even
Start students in their academic programs is
revealed through grades, test scores, and other
reports by teachers. Some 90% of Even Start
children show satisfactory grades in reading,
language, and mathematics, a higher
percentage than in the random samples

of children.

Because families who break the
intergenerational cycle of underachievement
must become engaged in the education and
schooling of their children, researchers at the
National Center for Family Literacy looked for
evidence of that engagement in follow-up
studies. No longer are the parents who
participated in Even Start family literacy
programs estranged from school. Teachers gave
significant evidence of parental support, citing
that support in school and in the school work of
their children as a major strength for more than
two-thirds of the children.

The above information is adapted from Even
Start: Effective literacy program helps families
grow toward independence (1997). Copies of
this publication, or of the technical report
supporting the research referenced in the
document, are available from the National
Center for Family Literacy, Waterfront Plaza,
325 W. Main Street - Suite 200, Louisville,
Kentucky 402024251 (502-584-1133).
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“BETWEEN A ROCK AND A HARD PLACE
IN THE PRIMARY GRADES"

esearch literature which focuses on
Ig the primary grades highlights the

ease which often exists between the
culture and expectations of early childhood
education (involving children from birth to
age five) and the culture and expectations of
the elementary school (where the primary
grades provide early childhood education
for children from ages five to eight). This
unease or “mismatch” is a source of
challenge, frustration, and tension for
primary-grade teachers who are committed
to implementing best practices in their
classrooms. The “mismatch” often results in
teachers’ believing that elementary schools
are difficult places in which to provide
quality early childhood programs for
primary-age students.

In an article entitled “Between A Rock and
A Hard Place in the Primary Grades: The

_ Challenge of Providing Developmentally

" Appropriate Early Childhood Education in
an Elementary School Setting,” Lisa S.
Goldstein, of the University of Texas at
Austin, describes the consequences of this
conflict between early childhood and
elementary school philosophy and
objectives. Goldstein spent some 150 hours,
over a period of three months, in a multi-
age classroom composed of children who, in

a@ a traditional setting, might be labeled as
kindergartners, first-graders, and second-

N graders. The teacher was attempting to
. implement developmentally appropriate
‘ \7 primary-grade practices in the context of a
¢ supportive environment. Goldstein
. debriefed with the teacher, after each
, morning she spent in the classroom, and
_~y) wrote thorough field notes. Additionally,
S )\2 teacher and researcher had several lengthy
. conversational interviews, and the two of
- -—>) them corresponded regularly in a dialogue
journal.

Goldstein's observations began as a part of
( /N &y~ "esearch for an ethnography, which

focused on the nature and role of caring
relationships in early childhood education.
When she finished the ethnography, she re-
analyzed the data she had compiled, witha
different question in mind, “revealing a host
of details, observations, and nuances that
were invisible in my first pass through the
materials.” What she concluded was that
there are three issues which affect the
implementation of developmentally
appropriate practice in the primary grades:
* personal interpretation,

* partial adoption, and

* inconsistency in implementation.

“All teachers must constantly make choices

and juggle competing demands,” according

to Goldstein, but
personal interpretation becomes troublesome,
however, when teachers’ understanding of
DAP {developmentally appropriate practice}
are cloudy, off base, or just plain wrong. Many
teachers claim to be "doing DAP” while
engaging in an astounding variety of practices
(Wien, 1995). How much leeway do teachers
have in interpreting DAP? In what settings
and under what circumstances might personal
values and understandings take precedence
over by-the-book adherence to the principles of
developmentally appropriate practice?

Goldstein cites two reasons for the partial
adoption of developmentally appropriate
practice in the primary grades: the
inevitable compromise dictated by state
requirements for proficiency and
knowledge, and the unclear, precise balance
needed between teacher-direction and child-
choice. She writes that
Though child interest is an important facet in
the guidelines for developmentally appropriate
practice and may reign supreme ina DAP
preschool setting, child interest may not be the
sole yardstick against which curricular
decisions can be made in an elementary school
setting.

When she discusses the inconsistency in the
implementation of developmentally
appropriate practice, Goldstein suggests
that maybe the demands of the classroom
are such that the teacher has no time or
opportunity for reflection. Perhaps another
explanation might be that teachers
misunderstand or misinterpret the central
values of DAP, when they are placed “in the
role of arbiter of what activities are
appropriate for any given child (Jipson,
1992).” She concludes, however, that
Inconsistency is not a problem but a fact of life
in the open-ended, complicated teaching
profession. ...Struggles with internal
contradictions in... practice remind us that
providing exemplary early childhood education
is an on-going process; even the most
experienced and outstanding teachers never
reach a state of professional perfection.
Inconsistency in implementation of DAP is to
be expected; a commitment to reflection, and
opportunities for continuing professional
development serve as ways to ensure that
teachers are working toward new depths of
understanding of their own practice and of the
notion of developmentally appropriate practice.

Goldstein readily admits that those teaching
in the primary grades are left with more
questions than answers, and writes that
these professionals will continue to feel
alienated and frustrated until the conflict
between early childhood and elementary
school philosophy and objectives, and the
issues which are consequences of this
conflict, are addressed and resolved.

“Between A Rock and A Hard Place in the
Primary Grades: The Challenge of Providing
Developmentally Appropriate Early Childhood
Education in an Elementary School Setting,”
was published in the Early Childhood
Research Quarterly, 12,3-27 (1997). Its
author, Lisa S. Goldstein, may be reached at
the Department of Curriculum and
Instruction, 244 SZB, University of Texas-
Austin, Austin, Texas 78712.
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Ready or Not...Preparing Young Children for the
{Kindergarten} Classroom

Just when you've settled into the routine of
the school year, it's time to think ahead to
next year. With many preschools and
kindergartens now taking applications for
next fall, parents may find themselves
asking: Will my child be ready? Will he
measure up?

There is no one quality or skill that children
need to do well in school—a combination of
factors contribute to school success. These
include physical well-being, social and
emotional maturity, language skills, an
ability to solve problems and think
creatively, and general knowledge about the
world. School success also depends upon
the “match” between children’s skills and
knowledge and the school’s expectations.
More children succeed when these
expectations reflect knowledge of child
development and early learning.

Here are some suggestions of how parents
and schools can promote a good match for -
every child.

Parents can:

1. Take advantage of learning
opportunities in every day activities.
These will make a big difference in
preparing young children for the
classroom.

2. Promote good health and physical well-
being. Children obviously need
nutritious food, enough sleep, safe places
to play, and regular medical care. In
addition to medical and dental checkups
and immunizations, preschoolers need
opportunities to exercise and develop
physical coordination. Throwing balls,
running, jumping, climbing, dancing to
music—all of these activities will enhance
coordination and help children learn
important concepts such as up, down,
inside, outside, over, and under.

3. Support your child’s social and
emotional development. Children who
are kind, helpful, patient, and loving
generally do better in school, and feeling
good about oneself is an important aspect

Tests should nbt be |
used to determine
school entry.

of developing desirable social skills. Tell
your child how glad you are to be his
parent. Set a good example for your
preschooler by showing what it means to
get along with others and to be
respectful. Give children chances to
learn about sharing and caring, for
example, letting them feed hungry birds,
or helping them make cookies to
welcome a new neighbor.

4. Build your child’s language and general

knowledge. There are many things you
can do to help your child learn to
communicate, and develop an
understanding of the world. Don’t
underestimate the value of play! Play
allows children to explore, be creative,
and develop social skills. It also paves
the way for academic learning. For
example, children learn key concepts
important in geometry while stacking
blocks, and playing with others helps
with negotiation skills.

Talk to your children. Everyday
activities, such as eating lunch, cleaning
up toys, or taking a bath, provide
opportunities to talk. Listening and
responding to a child is the best way to
learn what’s on her mind, to discover
what she knows and doesn’t know, and
how she thinks and learns. Listening also
shows children that their feelings and
ideas are valuable. Finally, read together
frequently. Fostering your child’s love of
books is a gift that will last a lifetime.

5. Not assume a child with a late birth date
should be held out of school. Research
shows that children receive little, if any,
advantage when held out of school
because of late birth dates. And, the
practice may have a negative impact on
other children by encouraging school
expectations better suited to older
children.

Schools can:

1. Be prepared to respond to a diverse
range of abilities within any group of
young children. Small group sizes with
enough teachers who are skilled in early
childhood education make it easier to
provide the individualized attention
every child deserves.

2. Offer a curriculum and teaching
practices that reflect principles of child
development and learning and provide
many active, meaningful learning
opportunities that build upon children’s
existing knowledge and abilities.
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There is no one quality
or skill that children
need to dowell in
school—a combination
of factors contribute to

K school su‘ccessv. | J

3. Make sure expectations of children are
reasonable and age-appropriate. Even
" children who have received every
advantage prior to school struggle when
demands are too great, experiencing
stress and having their confidence as
learners undermined.

4. Not use tests as the primary measure for
entry decisions. Developmental
screening to detect a health problem or
developmental disability is important to
ensure early diagnosis and treatment, but
tests should not be used to determine
school entry for three reasons: (1)
Children are not good test takers,
especially with strangers in unfamiliar
settings. (2) Young children are growing
and learning rapidly; test results may
change greatly in six months. (3) Tests
too often ignore language and culture
variations and may not give a true
picture of a child’s skills and knowledge.

Additional Resources

Washington, V., Johnson, V. and McCracken,
J.B. 1995. Grassroots Success! Preparing
Schools and Families for Each Other.
Washington, DC: NAEYC. Order #722 / $8.

NAEYC. 1995. Ready or Not: What Parents
Should Know.about School Readiness.
Washington, DC: NAEYC. Order #554 /
50¢ each or 100 for $10.

The above article is part of the series Early
Years Are Learning Years, produced by the
National Association for the Education of
Young Children. Reproduction of this
material is freely granted, provided credit is
given to NAEYC. The organization may be
reached at 1509 16th Street, N.W,,
Washington, DC 20036-1426; by telephone at
(800) 424-2460; by fax at (202) 328-1846; and
by e-mail <http://www.naeyc.org/naeyc>.



READY SCHOOLS

Rima Shore

To the National Education Goals Panel,
ensuring that children start school ready to
learn is vitally important. But ensuring that
schools are ready for children is important as
well. Recognizing that good education
means both ready children and ready
schools, the Goals Panel convened a special
group of advisors and asked them to identify
what makes a ready school. A report, Ready
Schools, is the result of their efforts. It
recommends ten specific approaches found
in successful elementary schools and
documented by research to be keys to ready
schools.

Ready schools are learning organizations
that alter practices and programs if they do
not benefit children {Recommendation 7).

Many districts and schools continue to make
use of strategies that have not consistently
promoted their children’s development or
learning, and have failed to show lasting
benefits in research studies. It is often
difficult to eliminate such practices or
policies, but in many cases, schools have
been able to fund very effective programs or
services by cutting ineffective ones. The
following four practices are prime examples:

* Retention and extra-year programs
Well over half of the schools surveyed in the

National Transition Study (61 percent)
routinely retain kindergarten children.
About five percent of kindergartners in those
schools are held back—an average of one per
classroom. The great majority of elementary
schools (73 percent) either retain children in
kindergarten or place them in transition
classes for an extra year either before or after
kindergarten. In these schools, 18 percent of
kindergartners are assigned an extra year of
schooling, Data show that low-income
minority students, especially males, have the
highest rate of retention. Language-minority
students are more likely than native speakers
of English to be held back. Since
expenditures for each public school student
now average well over $6,000 per year,
retention and extra-year programs are
extremely expensive strategies.

Critics argue that the funds spent on such
programs might better be used to provide
early diagnosis and intensive intervention
and tutoring. Such early help would be
pedagogically sound. In most cases,
retention means more of the same kind of
teaching and is unlikely to spark
achievement. Instead, a different, more
focused, more individualized intervention
has a better chance of putting a
low-achieving student on track for success.
rever possible, children should not be

C 1ed.
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+ Redshirting

For decades, most first-graders have been 6
years old, but this trend is changing. In 1972,
one in eight first-graders was age 7 or older;
in 1994, the figure was one in five. This
reflects not only the increasing rate of
retention and extra-year programs, but also a
trend for parents to elect to keep 5-year-olds
at home or in preschool for an extra year.

Today, many parents delay kindergarten
entry for their children—particularly
middle-class and wealthy parents, for whom
an extra year of preschool or child care is not
a hardship. This practice is known as
redshirting. Many parents, especially
parents of boys, assume that at age 6, a child
will be better prepared for success in
kindergarten—more mature socially,
cognitively, and physically. On the other
hand, low-income and working-class
parents, including the vast majority of
parents of color, are less likely to delay their
children’s kindergarten enrollment. These
5-year-olds may enter kindergarten with the
6-year-olds of more prosperous
parents—children from homes that are more
closely aligned with the culture of the school,
who already have a firmer grasp of the rules
of the game. Thus the social and educational
gap widens.

Delaying kindergarten entry may have negative
as well as positive effects on the children involved,
according to a recent study published in
Pediatrics. The long-term study of more
than nine thousand students showed that
children who start school late show higher
rates of behavioral problems later in their
school careers. These problems were not
apparent in the primary grades, but became
very evident in the middle and high school
years.

* Denying school entry

School districts around the nation have set
their own guidelines for age of kindergarten
entry—most at age 5. Some make individual
decisions about school entry based on
assessments of children’s development.
Ready schools accept all children on the basis of
chronological age. They assume that any
group of 5-year-olds will exhibit a wide
range of developmental traits; they do not
exclude children or delay their entry on the basis
of tests or interviews. They may conduct
assessments in order to facilitate planning or
assess individual strengths and weaknesses,
but not to determine school eligibility.

Like redshirting, denying school entry is unfair
and unnecessary. Schools, committed to
meeting children at the level of their own
development and taking into account
variations among children and among the
diverse competencies of each individual

Aty

child, do not need to deny children school
entry. Ready schools admit and serve all
children when they reach the chronological
age set by the district for school entry.

* “Pushing down” or “hothousing”

These terms refer to an approach that stresses
accelerating academic instruction of young
children at younger and younger ages. In
particular, “pushing down” refers to pushing
down the first-grade curriculum into the
kindergarten classroom.

Soine researchers suggest that this approach
undermines the social and academic
development of young children because the
presentation of letter and number facts are
typically decontextualized and not connected
to children’s real lives. Nevertheless,
kindergarten education continues to increase
academic demands, particularly in schools
serving disadvantaged students. In these
settings, an accelerated kindergarten program
may be seen by parents, administrators, and
teachers as a way to prevent future failure. To
date, there have been few systematic studies of this
approach, and little is known about its long-term
effects. However, the prevailing view is that
young children learn in the context of
relationships, and benefit from curricula and
classroom practices rich in experiential
learning, play, and social experience.
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Guidelines for Developmentally
Appropriate Practices

The context in which early childhood
programs operate today is characterized by
ongoing discussion between parents,
teachers, and the research community about
how best to teach young children and what
sort of practice is most likely to contribute to
their development and learning. Since the
original NAEYC developmentally
appropriate practice guidelines were
published in 1987, a considerable number of
studies have examined the topic.

Recent data show that many teachers who
say they believe in developmentally
appropriate practice do not have
developmentally appropriate classrooms. A
recent study of kindergarten teachers found
that more than half demonstrated conflicts
between their philosophy of early childhood
education and their classroom practices.
Data also indicate that teachers who receive
inservice training on developmentally
appropriate practices via workshops, site
visits, and journal reflections reported a
greater tendency to use these practices in the
classroom.

There is no singular formula for
developmentally appropriate practice.
Rather, teachers use these strategies to make
day-to-day decisions based on the
individual children, their families, and the
social and cultural context.

Following are the five basic guidelines for
developmentally appropriate practice:

Create a caring community of learners.
Developmentally appropriate practices
support the development of relationships
between adults and children, among
children, among teachers, and between
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families and teachers.

Teach to enhance development and
learning, Early childhood teachers strive to
achieve a balance between guiding
children’s learning and following their lead.

Construct appropriate curriculum. The
content of early childhood curriculum
includes the subject matter, social or cultural
values, parents’ input, and the age and
experience of the children.

Assess children’s learning and
development. Assessment of individual
children’s development and leamning is
essential for planning and implementing
appropriate curriculum,

Establish mutually beneficial relationships
with families. Developmentally
appropriate practices evolve from a deep
knowledge of individual children and the
context within which they develop and
learn. The younger the child, the more
necessary it is for caregivers and teachers to
acquire this knowledge through
relationships with children’s families.

Developmentally appropriate practices will
continue to receive close scruting—which is
a plus—because the more we learn about
teaching and leamning in early childhood
environments, the better our children will
grow and prosper.

Additional Resources

Bredekamp, S. & Copple, C., eds. 1997.
Developmentally Appropriate Practice in Early
Childhood Programs. Rev.ed. Washington,
DC: NAEYC. Order #234 / $8.
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/ A recent study of -

- kindergarten teachers -

- found that more than -

half demonstrated -

conflicts between their
philosophy of early .
childhood education

- and their classroom -

\ practices.

Bredekamp, S. & Rosegrant, T., eds. 1992,
Reaching Potentials: Appropriate Curriculum
and Assessment for Young Children, Vol. 1.
Washington, DC: NAEYC. Order #225 / $7.

Bredekamp, S. & Rosegrant, T., eds. 1995.
Reaching Potentials: Appropriate Curriculum
and Assessment for Young Children, Vol. 2.
Washington, DC: NAEYC. Order #227 / $8.

Dunn, L. & Kontos, S. 1997. What Have We
Learned About Developmentally Appropriate
Practice? Young Children, 52(5): 4-13.

The above article is part of the series Early
Years Are Learning Years, produced by the
National Association for the Education of
Young Children. Reproduction of this
material is freely granted, provided credit is
given to NAEYC. The organization may be
reached at 1509 16th Street, N.W.,,
Washington, DC 20036-1426; by telephone at
(800) 424-2460; by fax at (202) 328-1846; and
by e-mail <http:/ /www.naeyc.org/naeyc>.
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‘Preventing Readmg Difficulties in Young Chlldren

Controversies over how to teach reading have diverted attention from the most important
- factors affecting how a child leams to read. -

Individuals and institutions, including gov-
ernment agencies, must move beyond coun-
terproductive debates and take steps shown
by research to be effective, says a National
Research Council committee in its report Pre-
venting Reading Difficulties in Young Chil-
dren. Too many children are leaving
American schools without the reading skills
they need to get good jobs and fulfill the
responsibilities of citizenship: As society has
become increasingly technological, tHe
demands for literacy have grown substan-
tially, and the consequences for those who

fall short have become more grievous.

Language-rich preschool environments,
reducing the risk factors that increase the like-
lihood of reading problems, provision of
excellent reading instruction, and intensive’

professional development for teachers are all |

important in helping children become suc-
cessful readers. In addition, efforts to prevent
reading difficulties need to be targeted at chil-
dren with hearing, language, or cognitive dif-
ficulties and children from poor
neighborhoods or whose parents had diffi-
culty learning to read. Some children may ‘
require extra reading instruction, and accom-
modations for their disability may be neces-
sary throughout their lives.

Elements of gbod teaching

Quality reading instruction in the primary
grades is the single best defense against read-
ing failure, overcoming even the effects of
childhood backgrounds that increase the risk
of reading difficulties.

Effective instruction requires that teachers
focus on the relationships between letters
“and'sounds, the process of obtaining mean-
ing from print, and practice for fluency, the
committee says. Ignoring any of these areas
increases the possibility that reading will be -
delayed or unpeded

Research indicates that getting started in
reading depends on knowing how to map
the letters and spellings of words onto the

“sounds and speech units they represent. At

the same time, teachers should develop stu-
dents’ comprehension by building linguistic
and conceptual knowledge beginning in the
earliest grades, and fluency through rich
opportunities to read.

The committee outlines steps that need to be
taken to ensure that children in kindergarten
through third grade learn to read well. It also
notes that children with reading problems
need to receive not different but more
focused, more intense, and more individual-

ized instruction. Schools with greater num-

bers of at-risk children should have extra

resources to provide the instruction needed

to prevent reading problems.

Preschool preparation

Children must arrive in first grade with
strong language and cognitive skills and
already motivated to learn to read. To build
this foundation for reading, home and
preschool settings should provide story-
telling and book reading to stimulate verbal
interaction and build vocabulary, opportuni-
ties for songs and word games that direct
young children’s attention to the sound
structures of spoken words, and other activi-
ties that highlight the relation between print
and speech.

Families need affordable preschool opportu-
fiities that offer rich language and literacy
environments, the committee says. Especially
as more children from lower-income families
enter group care as a consequence of welfare
reform, the preschool opportunities available
to these families must support the develop-
ment of literacy.

Children who need extra support for early
language and literacy development should
be identified as soon as possible. Govern-

- ment agencies and educators should provide

parents, pediatricians, and preschool profes-
siondls with guidelines regarding what chil-
dren should be able to do and where to turn
if there is concern that a child’s deveélopment

- is lagging. y

Limited English proficiency _

The abilities and needs of non-English speak-
ing students vary greatly, as do the resources
available in different communities to meet
their needs. In general, however, hurrying

" these young children into readmg in English

without adequate preparatlon is counterpro-
ductive, the committee concludes. If feasible,
children should be taught how toread in
their native language while learning to speak
in English, after which they can extend their
skills to reading English.

" Training and proféésional support

A well-designed classroom reading program
delivered by a competent teacher can bring

" most primary grade students to the levels of

reading proficiency expected in those grades.
But many teachers do not have the training

" and skills needed to teach reading effectively.

State certification requirements and teacher
education curricula should be changed to
ensure that all teachers understand how liter-
acy develops in children and the role of
instruction in optimizing that development
in diverse groups of students. *

Teachers need professional development
that spans their training and careers to
address reading instruction needs. In addi-
tlon, every school should have access toa

continuies on back page




100 Most Frequent Words in Books for Begirining Readers

Elena Bodrova, Deborah |. Leong, &
Dmitri Semenov

R.O.A.D. to Literacy

MCcREL (Mid-Continent Regional Educational
Laboratory)

As young children begin to read their first
books, teachers often use lists of frequent

words to help children expand their reading -

vocabularies. The most common type of list -
is based on the frequency of words in books
encountered by all readers or by all elemen-
tary school children from kindergarten
through sixth grade (e.g., Dolch List or
Instant Word List). While important guide-

" posts for later learning, these lists may not
reflect the types of words encountered by
children as they first begin to read. Thus it

- would be a better investment of timeif -
young children used frequient word lists that
more closely matched the reading material -
that they would actually encounter. The.list
would then more directly influence early
reading skills. ‘

To examine whether or not the most frequent
words encountered in early readers were the
same as those found in these broader based .
lists, we conducted a survey of 1,000 books
that were de51gned for this early instructional
level. These books were typically labeled as
pre-primer, early readers, first readers, Level
2.0 and below, and first primers. The books

- were given to us by the 11 book publishers
that are listed at the end of this article. The
criteria used for inclusion of a book in the
current survey were the donation and/or
loan of the book for input into the.computer.
The books used in the survey are representa-
tive of those adopted by schools for kinder-

The current survey is based on over 100,000
words. Of these, 5,264 were different words
in 20,118 sentences. The ranking of words
was based on the number of books in which
the word was used, not the number of times
the word was used. Because so many of these
early books had repeated use of the same

. word in a sentence and also the repeated use

of a specific sentence within the book, the
sample would have become overly. biased
had a strict word count been used.

A preliminary statistical comparison was
made between the 100 Most Frequent Words
in Books for Beginning Readers and the other
lists being used in most classrooms. A com-
parison between the Beginning Readers list
and the Dolch List (Buckingham & Dolch,
1936) and the Instant Word List (Fry, Kress &
Fountoukidis, 1993) found that there was less

than a 75% overlap between the lists. A com-

parison with Gentry’s list (1991) of the most
frequently written words by young writers
revealed a similar discrepancy. Finally a com-
parison with a list of words found in stan-
dardized tests for the kindergarten level
(Marzano, Kendall & Paynter, 1988) also

 revealed significant differences between the

words listed and those found in beginning
readers. We are currently doing a more
detailed content analysis of the lists to deter- ~
mine the specific differences.

Copies of the 100 Most Frequent Words in
Books for Beginning Readers are available
free of charge, provided that the list is not
altered in any way and that the original .
copyright notice is clearly visible on any copy
of the document. Copies of the list are also
available free of charge on the web at

[

acy/road>. As new books are added to the
data base, the current list will be updated on
the Internet. Suggestions and questions can
be sent to: <dsemenov@mcrel.org>.

References:

Buckingham, B. R., & Dolch, E. W: (1936). A
Combined Word List. Boston, MA: Ginn and
Company.

Fry, E. B,, Kress, J. E & Fountoukidis, D.L.
(1993). The Reading Teacher’s Book of Lists
(3rd ed.). Englewood Cliffs, NJ: Prentice Hall.

Gentry, ]. R, & Gillet, ]. W. (1991). Teaching
_Kids to Spell. Portsmouth, NH: Heineman.

Marzano,R.]., Kendall, ]. S., & Paynter, D. E.
(1988). The Analysis and Identification of
Basic Words in Grades K-6. Aurora, CO: Mid-
Continent Regional Educational Laboratory.

" Elena Bodrova, Deborah Leong, and Dmitri

Semenov are researchers at McREL (Mid-
Continent Regional Educational Laboratory)

" in Aurora, Colorado. They are currently

working with the Early Childhood Leader-

. ship Team at the Colorado Department of

Education to begin to identify milestones in
the development of literacy in preschool to
first grade, which will assist teachers and
parents in knowing whether or not a child is
moving at a reasonable rate towards the
attainment of literacy standards in third and
fourth grades. They may be reached at
McREL, 2550 South Parker Road, Suite 500,
Aurora, CO 80014-1678, (303) 337-0990
{voice}, (303) 337-3005 {fax}, and
<dsemenov@mcrel.org>{e-mail}.

garten and first grade. <http:/ /www.mcrel.org/resources/ liter-
H i ' 6. Newbﬁdge—35 books _ * Levels—Emergent Stage 1, Emergent
I'ISt Of PuPI|Shers and * Series—Earth & Beyond, Food & Stage 2
Book Se“es: Nutrition, Life Cycles, Physical Science, . 11. Wright Group Publishing—333 books

1. ARO Publishing—21 books,
* Series—Funny Farm Books
_* Levels—10 word book, 20 word book,
30 word book
2. Creative Teaching Press—24 books,
 Series—Science Series B
¢ Levels—Emergent Reader Level ],
Emergent Reader Level I |
3. Houghton Mifflin—18 books
» Series—Watch Me Read
e Levels—1.1-15,21,22,K
4. Modern Curriculum Press—248 books
* Series—Ready Readers
* Levels—Stage12345
5. Mimosa Publicatioris—24 books
o® -Series—Literacy 2000, Sets A,B,C

Plants, Systems, World of Animals
7. Richard C. Owen—21 books
8. ngby—146 books
* Series—Literacy Tree, Animal Antics;
Literacy Tree, Food and Fun; Literacy
" Tree, Let’s Get Together; Literacy Tree,
Out and About; Literacy Tree, Safe and
Sound; Literacy Tree, Times and Seasons;
Literacy Tree, Welcome to My World;
Literacy Tree, Work and Play
* New PM Story Books
¢ PM Starters One
* Smart Start, Sets C,D
9. Sundance—90 books
» Series—Little Red Readers, The Book
Project, The Book Shop

_10. Steck Vaughn—50 books

o Series—Pair-It Books

Sunshine Series (Levels—1, K)

* Alphabet Books ~

¢ Classroom Library for Independent
Reading, Sets EEG,H,1]

» Community Books, Concept Books,

Dictionary

Fiction, Guided reading, Sets A,B,C,D

¢ Fiction, Independent Reading, Sets A,
AA,B,BB,C,CC,D,DD

* Language Skills Books, Set E

Nonfiction, Guided Reading, Sets

ABCD

Read-Togethers, Read Alouds

Rhymes to Read, Read Alouds

Traditional Rhymes

Traditional Stories, Read Aloud

Word Books.




List of the 100 Words Most Frequently Used in Books for

Begmnmg Readers
1the 26he 51be 76 cat
2a 27 out 52 now 77 them
3 and 28 that 53 when 78 tree
4to 29 one 54 there 79 where
51 30 big 55 into 80 away
6in 31go 56 day 81 time
71is 32was - 57 look . 82as
8 on 33 like 58eat 83 water
9 you 34 what 59 make 84 home
10 it 35 not 60his 85 made
11 of 36 do 61 here 86 long
12 said " 37 then 62 your " 87has
13 can " 38this 63 an 88 help
14 for 39no. 64 back - 89 good
15 my - 40too 65 mom 90 going
16 but 41 she 66 dog 91by -
- 17all 42 went . 67 very 92 how
18 we 43 see 68 did 93 house
19are 44 will - 69 her 94 dad
20up 45s0 - 70 from 95 or
21 at 46 some 71 had 96 two
2 with 47 down 72 got 97 red
23 me 48 little 73 put 98 am
24 they 49 come 74 came 99 over -
25 have 50 get | - 100 saw

-75 just
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children to connect words and objects

Helpmg Childrenleam . ==

. . * Play picture-card games with your-
About Re adl ng child—but remember, they may not
always play by the rules-at this age!
: * Provide a variety of materials to encour-
age children to “play” at writing and

reading—checks or traffic tickets, menus
or greetmg cards.

Why read a book to an infant who does not
yet know the meaning of a word or of words

. at all? Why sing to a toddler who cannot
understand your song?

anary grade children
- * Continue to read with your child, espe-
cially at bedtiime, even if she has already

Both of these activities help children make
connections between words and meaning.

They also help to create a warm, safe envi- learned to read.
ronment for. children and. lead to a lifetime . " e Visitthe library on a regular basis to make * -
love qf reading and learning. " . booksa regular part of children’s lives.

Show children that you read books and

Some parents assume that learning to read starts
e g magazines for mformahon and enjoy-

with memorizing the alphabef and sounding out "

words, but actually the fundamentals of reading N _ - ment. .
begin much earlier. Adults lay the foundation ' e Llsten to the stories children write, as well
for reading every day, when they point out * Introduce cardboard or cloth books with - as their jokes or riddles. Encourage them
objects.and desctibe what they are doing ~ ~ brightly colored pictures. Be aware that at to write down their ideas.
while dressing an infant, grocery shopping * this point, your baby might enjoy lookmg * Play word games such as Boggle or Scrab-
with a toddler, or cooking with a preschooler. - at, tossing, or chewing the books more’ ~ ble with your child.
Th . * thine th.at.t hin than being read to! _
e most important thing 15 eaching * Help increase your baby’s vocabulary by Additional Resources
. f;‘;ldf“ abf’}‘fitlfd“‘lg be“°mt§5,a“ activity " playing “What's that?” or “Where'sthe *  Schickedanz, J.A. 1994. Helping children learn
t orings children closer to the caring teddy bear?” when enjoying books “about reading. Washington, DC: NAEYC.
adults in their lives. Here are some tips for together. . .

- families who want to help their children
make connectlons between meamng and

National Black Child Development Institute.

* Point out words on signs at the park, at
1995. Young children and African American hter-

the zoo, or when walking or driving.

words. * Aschildren begin to notice letters on ature. Washington, DC: NAEYC
. o B ’ blocks or other toys, name the letters for The above article is part of the series Early
Infants oo them. Read words aloud and explain Years Are Learning Years, produced by the
* Talk or sing to your baby when you' ~ what they mean. _ National Association for the Education of -
. change his diaper, give him a bath, feed : _ v Young Children, Reproduction of this mater-
him'Tunch or join him in play. TOdd'el'S ial is freely granted, provided credit is given
* Reading stories before bed makes a good to NAEYC. The organization may be reached
transition between active play and restful at 1509 16th Street, N.W., Washington, DC
time. Toddlers may ask you to read their +20036-1426; by telephone at (800) 424-2460;
favorites repeatedly. They may begln to by fax at (202) 328-1846; and by e-mail
connect pictures with words, or fillin - - <http://www.naeyc.org/naeyc>.

. missing words if you hesitate.

o Lettoddlers “write” shopping lists with L
you. They may want to watch you sort
coupons and engage in other grocery

. store activities.

* Take short trips to new places and talk
about what is happening around you. If
possible, read together about similar
events before-hand and again afterwards.

' Give children magnetic letters for the
refrigerator, and begin spelling out words
and names as toddlers are introduced to.
them. .

Preschoolers L
* Encourage preschool children to carry out
the steps to written recipes, orread _
printed labels at the store. _
* At four or five, children may begin to ask
questions about the print they see in
books. Books with labeled pictures help




Examining the Transition into Kindergarten

Initial results from an eight-page survey sent to nearly 11,000 public and private
kindergarten teachers

Kindergarten teachers say a major barrier to
their helping more with children’s transitions
into kindergarten is that class lists are gener-
ated too late, according to a new national
survey by the National Center for Early
Development & Learning (NCEDL).

If class lists were received earlier, teachers
could more easily arrange meetings with par-
ents and children before kindergarten begins,
a recommended practice.

The 3,824 kinidergarten teachers who

" responded to the survey were asked to select
barriers to implementing additional transi-
tion practices from a list of 16 possible barri-
ers. The three most commonly selected
barriers were “class lists are generated too late”
{53%}, “requires work in the summer that is not
supported by salary” {45%]), and “a’transition
plan is not available in the school district” {41%).

Teachers also indicated that although they
believe a majority {52%} of children experi—
-ence a “very successful, virtually no problems”
entry into kindergarten, an estimated third of
children {32%) have only “moderately success-
ful entries” into kindergarten, and that a sig-
nificant minority {16%} have a “difficult or
very dtfﬁcult entry, serious concerns, or many
problems.” -

Of the 23 practices that were listed to help
children make the transition to kindergarten,
the most common ones all occurred after
school had already started. The least common
practices involved visiting the child’s home.”

§ three most common
# talk with parents after school starts {95%)}
o letter to parents after school starts {88%)
¢ open house after school starts {81%)

\ \ \
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- § three least common

e visit to the home before school starts
{9%) '

¢ visit to the home after school starts
{12%}

¢ acall to the child before school starts
{13%} ’

The survey was sent in late 1996, and the
data began to be analyzed in the spring of
1997. The survey provided information on

‘the relative frequency of transition practices

(before and after kindergarten starts), their
perceived effectiveness by teachers, strategies
that teachers use, and barriers that teachers
see to using effective practices.

Complete results of the survey will be pub—
lished later this year and were to be show-
cased in a symposium to be held this spring
at meetings of the American Educational
Research Association. The survey is one of
five projects in NCEDL's Kindergarten Tran--
sitions strand, which is examining how rela-
tionships within school, home, andx
community affect transition outcomes for
children. Directors of the Kindergarten Tran-
sition strand are Martha Cox at.the Frank
Porter Graham Center and Robert Pianta at
the University of Virginia. NCEDL is admin-
istratively housed at Frank Porter Graham.

The above article, reprinted with permission,
appeared in EARLY DEVELOPMENTS (Vol-
ume 2, No. 1, pp. 12-13, Spring 1998), a pub-
lication of the Frank Porter Graham Child
Development Center of the University of
North Carolina at Chapel Hill. Its editor,
Loyd Little, may be reached by phone at 919-
966-0867, or by e-mail at
<loyd_little@unc.edu>.
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Preventing Difficulties fmm page 1

variety of reading specialists who can pro- .
vide special instruction for children with
reading difficulties.

. Volunteer tutors can help by reading to chil-

dren, giving children supervised practice in
oral reading, and creating opportunities for
enriching conversation, but they are unlikely

_ to be able to deal effectively with children
who have serious reading problems.

Contributions of research

Several issues warrant ongoing atténtion from

_researchers, Better assessment tools are needed

to determine when children have reached

reading goals, when they require extra help,

and when their difficulties have been over-
come. In addition, educators need better guid-

. ance on how to design literacy instruction for

students with limited or no English proficiency, /

" the role of holding students back a grade to

prevent reading difficulties, and the specific
attributes of effective classroom instruction and
reading interventions.

However, remaining uncertainties should
not delay the application of what is known.
By building on the results of reading .
research, parents, teachers, policy-makers,
and others can help children achieve the lev-
els of literacy needed for success in today’s
society.

- This report brief is copyrighted by the

National Academy of Sciences and may be
reproduced in its éntirety, with no additions
or alterations. The entire report (Preventing
Reading Difficulties in Young Children,
National Research Council, 1998) is available
from the National Academy Press in Wash-
ington, DC, 800-624-6242, for $45.00 per copy
plus $4.00 for shipping and handling. The
study was funded by the U.S. Department of
Education and the Department of Health

_and Human Services.
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Continuum of Children’s Development
in Early Reading and Writing

Continuum of Children’s Development in
Early Reading and Writing is a section of
Learning to Read and Write: Developmen-
tally Appropriate Practices for Young Chil-
dren, ajoint position statement of the
International Reading Association (IRA) and
the National Association for the Education of
Young Children (NAEYC). The entire posi-
tion statement, adopted this year, may be
found in the July 1998 issue of YOUNG
CHILDREN, Volume 53, Number 4, pages
30-46, and accessed on the internet at

<http:/ /www.naeyc.org./about/ position/
psread98.pdf>. As a position statement, it is
in the public domain and may be reproduced
as such with the appropriate citation(s).

Phase 1: Awareness and exploration
(g0als for preschool)

Children explore their environ-
ment and build the foundations
for learning to read and write.

Children can

* enjoy listening to and dis-
cussing storybooks

¢ understand that print carries

attempts

* identify labels and signs in their
environment

* participate in thyming games
* identify some letters and make some let-
ter-sound matches

¢ use known letters or approximations of
letters to represent written language (espe-
cially meaningful words like their name
and phrases such as “Ilove you”)

What teachers do

¢ share books with children, including Big
Books, and model reading behaviors

* talk about letters by name and sounds

* establish a literacy-rich environment

* reread favorite stories

* engage children in language games

* promote literacy-related play activities

* encourage children to experiment with
writing

What parents and family members can do

* talk with children, engage them in conver-
sation, give names of things, show interest
in what a child says

* read and reread stories with predictable
text to children

* encourage children to recount experiences
and describe ideas and events that are
important to them

* visit the library regularly
* provide opportunities for children to draw

and print, using markers, crayons, and
pencils

Phase 2: Experimental
reading and writing (g0as for

kindergarten)

Children develop basic concepts
of print and begin to engage in
and experiment with reading
and writing.

Kindergartners can

* enjoy being read to and
themselves retell simple nar-
rative stories or informational
texts

* use descriptive language to explain and
explore

e recognize letters and letter-sound matches
* show familiarity with thyming and begin-
ning sounds

understand left-to-right and top-to-bottom
orientation and familiar concepts of print

match spoken words with written ones

* begin to write letters of the alphabetand .
some high-frequency words

What teachers do

* encourage children to talk about reading
and writing experiences

¢ provide many opportunities for children to
explore and identify sound-symbol rela-
tionships in meaningful contexts

* help children to segment spoken words
into individual sounds and blend the
sounds into whole words (for example, by
slowly writing a word and saying its
sound)

* frequently read interesting and conceptu-
ally rich stories to children

¢ help children build a sight vocabulary

* create a literacy-rich environment for chil-
dren to engage independently in reading
and writing

What parents and family members can do

* daily read and reread narra-
tive and informational sto-
ries to children

* encourage children’s attempts at
reading and writing

* allow children to participate in activities
that involve writing and reading (for
example, cooking, making grocery lists)

* play games that involve specific directions
(such as “Simon Says”)

* have conversations with children during
mealtimes and throughout the day

continues on page 2




Phase 3: Early reading and writing

(g0als for first gracle)

Children begin to read simple stories and can

write about a topic that is meaningful to

them.

First-graders can

* read and retell familiar stories

* use strategies (rereading, predicting, ques-
tioning, contextualizing) when compre-
hension breaks down

* use reading and writing for various pur-
poses on their own initiative

* orally read with reasonable fluency

* use letter-sound associations, word parts,
and context to identify new words

¢ identify an increasing number of words by
sight

¢ sound out and represent all substantial
sounds in spelling a word

* write about topics that are personally
meaningful

* attempt to use some punctuation and capi-
talization

What teachers do

* support the development of vocabulary by

" reading daily to the children, transcribing
their language, and selecting materials that

expand children’s knowledge and lan-
guage development

* model strategies and provide practice for
identifying unknown words

* give children opportunities for indepen-
dent reading and writing practice

* read, write, and discuss a range of differ-
ent text types (poems, informational
books)

* introduce new words and teach strategies
for learning to spell new words

¢ demonstrate and model strategies to use
when comprehension breaks down

* help children build lists of commonly used
words from their writing and reading

What parents and family members can do
* talk about favorite storybooks

¢ read to children and encourage them to
read to you

* suggest that children write to
friends and relatives

* bring to a parent-teacher’s
conference evidence of
what your child can do
in writing and
reading

* encourage chil-
dren to share what they have
learned about their writing
and reading

Phase 4: Transitional reading and

writing (goals for second grade)
Children begin to read more fluently and
write various text forms using simple and
more complex sentences.

Second-graders can
* read with greater fluency

* use strategies more efficiently (rereading,
questioning, and so on) when comprehen-
sion breaks down

* use word identification strategies with
greater facility to unlock
unknown words

* identify an increasing
number of words by sight
® write about a range of

topics to suit different
audiences

* use common letter pat-
terns and critical features
to spell words

¢ punctuate simple sen-
tences correctly and
proofread their own work

* spend time reading daily and use reading
to research topics

What teachers do

* create a climate that fosters analytic, evalu-
ative, and reflective thinking

¢ teach children to write in multiple forms
(stories, information, poems)

* ensure that children read a range of texts
for a variety of purposes

* teach revising, editing, and proofreading
skills

o teach strategies for spelling new and diffi-
cult words

* model enjoyment of reading

What parents and family members can do

* continue to read to children and encourage
them to read to you

¢ engage children in activities that require
reading and writing

° become involved in school activities

* show children your interest in their learn-
ing by displaying their written work

* visit the library regularly

* support your child’s specific hobby or
interest with reading materials and refer-
ences

Phase 5: Independent and productive
reading and writing (goals for third
grade)

Children continue to extend and refine their
reading and writing to suit varying purposes
and audiences.

Bb-Cc Dd Ee Ff Gg Hh [i

Third-graders can
o read fluently and enjoy reading

° usea range of strategies when drawing
meaning from the text

¢ use word identification strategies with
greater facility to unlock unknown words

¢ use word identification strategies appro-
priately and automatically when encoun-
tering unknown words

* recognize and discuss elements of different
text structures

make critical connections
between texts

write expressively in many
different forms (stories,
poems, reports)

use a rich variety of vocab-
ulary and sentences appro-
priate to text forms

revise and edit their own
writing during and after
composing

¢ spell words correctly in final writing drafts
What teachers do

* provide opportunities daily for children to
read, examine, and critically evaluate nar-
rative and expository texts

* continue to create a climate that fosters
critical reading and personal response

¢ teach children to examine ideas in texts

* encourage children to use writing as a tool
for thinking and learning

¢ extend children’s knowledge of the correct
use of writing conventions

* emphasize the importance of correct
spelling in finished written products

* create a climate that engages all children as
a community of literacy learners

What parents and family members can do

* continue to support children’s learning
and interest by visiting the library and
bookstores with them

* find ways to highlight children’s progress
in reading and writing

* stay in regular contact with your child’s
teachers about activities and progress in
reading and writing

* encourage children to use and enjoy print
for many purposes (such as recipes, direc-
tions, games, and sports)

* build a love of language in all its forms
and engage children in conversation.



Primary Level Literacy
Education

Three Planning Models

As parents, teachers, and administrators
develop a continuum of children’s develop-
ment in early reading and writing and imple-
ment literacy instruction in the primary
grades (K-3), schools will undoubtedly exam-
ine various ways of providing such instruc-

tion in reading and writing. In a presentation

at the 1997 Annual Conference of the
National Association for the Education of
Young Children (NAEYC), researchers Susan
Neuman, John Pikulski, and Kathy Roskos
presented three such models of facilitating
literacy.

The Workshop Model envisions children
becoming writers and readers through hear-
ing, reading, and responding to good litera-
ture. In this model, teachers

¢ read to children on a daily basis.

¢ arrange for children’s independent read-
ing of self-selected books.

¢ provide opportunities for ‘learning to
read” with quality children’s literature.

° embed skills instruction as needed in
texts children are reading.

¢ provide for journal writing everyday.

¢ involve children in a variety of literature
extension activities.

The strength of this model is its responsive-
ness to children’s individual needs, but a
drawback is that simply embedding skills
instruction in texts “as needed” is perceived
as somewhat risky.

Another means of strengthening literacy is
through the Directed Learning Model. In this
model, children learn to read and write sys-
tematically through a prescribed program of
instruction, through exposure to literature
and basal readers, through specific skills
instruction and practice, and through a com-
bination of self-directed and teacher-led liter-
acy activities. Here the role of teachers is to

e read to children regularly.

e encourage self-selected, independent
reading of literature.

¢ teach reading using literature and basal
readers, and align instruction with pre-
scribed curriculum.

flexibly group students for direct instruc-

tion in specific writing and reading skills.

* provide open-ended writing activities,
e.g., journal writing.

¢ involve children in self-evaluation of

writing and reading (toward prescribed
goals).

The structure of this model is its strength, but
the rigidity with which it provides instruc-
tion is also viewed as a drawback.

A third way of facilitating literacy in the pri-
mary grades is by using the Interdisciplinary
Model, in which writing and reading are
viewed as a means of participation in a learn-
ing community—as a set of social practices.
Children encounter and learn literacy strate-
gies and skills through their engagement in
content-rich studies or projects. The function
of the teacher in this learning community is
to

» select topics of study in collaboration
with children (to be a learning
organizer).

¢ determine what children know and

want/need to learn (to make curricular
connections).

e form study teams and determine
activities.
o provide a well-provisioned environment

relevant to the study, including a wide
range of literacy resources.

¢ teach writing and reading “as you go”
and to ensure active participation.

* involve parents and the community.

* implement ongoing assessment to assure
conceptual understanding and effective
use of literacy processes.

This model’s strength is the authenticity it
brings to both instruction and assessment; a
drawback is the quantity of resources needed
to implement such planning processes.

All three of these literacy models represent
means of addressing the tension, inherent in
developmentally appropriate practice,
between the need for adults to provide
instruction and the need of children to make
their own discoveries. Other models which
parents, teachers, and administrators may
consider using should not only focus on
appropriate classroom practices but also
incorporate the common elements of these
three plans which emphasize (1) meaningful
engagement by children, (2) use of quality
literature, (3) integration of writing and
reading, (4) developmental spelling and
writing, and (5) social characteristics of
learning,

The outline of Three Planning Models was
included in the presentation Literacy Devel-
opment for Young Children by Susan Neu--
man, John Pikulski, and Kathy Roskos, at the
NAEYC Annual Conference, in Anaheim,
California, on 13 November 1997. Neuman,
Pikulski, and Roskos are members of IRA’s
Committee on Literacy Development for
Young Children, and may be reached in care
of the International Reading Association, 800
Barksdale Road, P. O. Box 8139, Newark,
Delaware 19714-8139, (800)336-7323.




Of Primary Interest Online

Of Primary Interest is now available on the internet. Issues may be retrieved by accessing the
"website which the National Association of Early Childhood Specialists in State Departments of

Education (NAECS/SDE) maintains, courtesy of the ERIC Clearinghouse on Elementary and
Early Childhood Education. As each issue has been published during 1997-98, it has been
posted on the NAECS/SDE website. Plans call for all past issues (1993-97) to be posted as
well, in order to form a chronological archive. Of Primary Interest may accessed at
<http:/ericps.crc.uiuc.edu/naecs/opi-nl.htmi>.
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