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a) Dimensions of Infant & Toddler Programs and Curriculum

     Kay Albrecht, Ph.D. and Linda Miller, Ed.D. 

Individuals caring for infants and toddlers have an awesome responsibility. We know from research that the first three years of life form the basis for later growth and development. So, what does an infant and toddler curriculum that stimulates babies’ brains and maximize learning look like? The components of a quality infant and toddler program are many. This article will attempt to identify the major components, explain infant and toddler milestones, and provide suggestions for implementing developmentally appropriate practice. 

Principles of Child Development

Development is a complex and emergent process of ever-increasing skills and abilities where each period of growth is preceded by a brief, sometimes turbulent regression (Brazelton, 1992). Four general principles of development help chart the amazing developmental changes that take place during the first three years of life. The first principle is that growth follows a universal and predictable sequence. Further, the predictability of development can be seen in each area of development—physical, social, emotional, cognitive, and language. For example, in the physical domain, development proceeds from sitting, to crawling to pulling, to a stand to walking (Berk, 1996).

The second principle of development is that each child has an individual pattern and timing of growth. Although the sequence is predictable, each child’s individual progress through the sequence is subject to variation. For example, one child may pull to a standing position and walk at eight months while another may do so at 13 months. 

The third principle is that development proceeds from the simple to the complex or from the general to the specific. Simple skills must be acquired before more complex ones can be attempted. Children eat with their fingers before attempting to use a spoon or fork. Controlling fingers is a simpler task than controlling an extension of the fingers, the fork (Kail, 1998). 

The sequence of development makes up the fourth principle. During the first few years, children develop their bodies from the top down and from the center out—cephalocaudal-proximodistal trend. Most children, for example, can swipe at objects by the age of five or six months, pick up objects between the thumb and forefinger by 11 or 12 months, hold aspoon by 22 months, and begin scribbling with a crayon by 30 months, illustrating the proximodistal trend. Similarly, children roll over by five or six months, sit without support by seven or eight months, pull to a stand by 10 to 12 months, and walk by 12 to 16 months, illustrating the cephalocaudal trend. Both of these trends are mediated by children’s unique pace through the developmental sequence, the unevenness of development in general, and the opportunities available for experience and practice of emerging skills (Ames, et al, 1979; Berk, 1996).

Quality Infant and Toddler Programs Foster Partnerships With Parents

Parents are the most significant people in their children’s lives and serve as first and foremost teachers (Brazelton & Cramer, 1990; Brazelton, 1992). As teachers, we should incorporate frequent communications with parents. A good start is a written system to support clear communication, particularly if parents and teachers do not see each other at the beginning or end of each day. The system should include notes to the teacher about the child’s time at home, space for special instruction from parents to teachers, places to record eating, sleeping, diapering, and play behavior, and space to record developmental notes or observations. 

Teachers have numerous other ways to connect with parents as well. Parents can be invited into the classroom through pictures, audio tapes, and parent participation activities (Gestwicki, 1996). Teachers can share the day with parents through photographs of children taken during the day and by frequent and regular parent conferences. Telephones and e-mail have simplified communication because teachers and parents can use these technologies to increase communication when they have time during the day.

Observation and Assessment of Children

Observation and assessment serve three goals in curriculum development. First, techniques like observation and assessment orient parents and teachers to the uniqueness of each child (Herr & Swim, 1999). Second, observation and assessment focus the parent’s and teacher’s attention on emerging skills and abilities—what the child can do instead of what the child can’t do. Third, observation and assessment guide curriculum development that is sensitive to emerging skills yet doesn’t frustrate or over-stimulate.

Creating an Appropriate Environment

As stated previously, the components of an infant and toddler program are many, but what should your infant and toddler environment look like? What elements contribute to a developmentally appropriate classroom? The description of importantinfant and toddler components follow.

Consistency and Flexibility. As contradictory as it sounds, a balance between consistency and flexibility results in environments that are neither boring nor over-stimulating. Infants and toddlers benefit from environmental consistency in the location of their rooms, where they sleep, and the location of certain components of the environment like where their blankets and security items are kept and where they are diapered or fed. 

Stimulation. Environments for infants and toddlers need to provide multiple sources of stimulation, which encourage development of a wide variety of skills. Stimulation should be available from toys, materials, equipment, furniture, and, of course, people and other children. But stimulation should also be controllable. There should be ways to turn up the stimulation in a room, as well as ways to turn it down.

Private Places. Environments for infants and toddlers should provide access to private spaces where children can be all alone, even when the room is full of children. These spaces make the child care day manageable for very young children who have limited skill filtering out stimulation.

Intimate and Undisturbed Space. Space should allow for time with caregivers that is intimate and undisturbed (Greenman, 1988); places where adults can be with children. Further, the environment should provide ways for children to watch other children play, and to play with or alongside other children in varying pairs, trios, and small groups (Gonzales-Mena & Eyer, 1997).

Aesthetics. The aesthetics of the environment are also important to consider. Color affects moods, nerves, and emotions of both adults and children. Color research with young children has shown that red and orange increase initial activity but result in rapid fatigue. Yellow slows down motor movement and encourages boredom. Blue and green create, in children, outward signs of well-being and relaxed movement (Cherry, 1976). Additionally, where color is used is important. Walls, furniture, and fixtures need to be soft, soothing colors (like off-white or beige and pastels) while toys and materials can be bright and stimulating. 

Activity Areas. The physical environment of the classroom is a very important component of infant and toddler curriculum. The activity center approach, which is widely used in preschool programs, is appropriate for infant and toddler classrooms as long as adjustments are made to adapt centers to the behaviors and skills of infants and toddlers (Cataldo, 1983). In general, preschoolers choose and go to stationary activity centers, whereas infant and toddler activity areas are taken to the child by the teacher. 

Personalizing the Environment. Environments for very young children should be personalized to reflect the children who are living in them. Use photographs of children, their parents, pets, avorite relatives, and their homes. Mounted on the walls, attached safely to bulletin boards with clear contact paper, and mounted in cribs, photographs or even pictures from magazines can be a very connecting experience for children. In addition, photographs of children at rest, work, and play should be regularly available for children to see. To facilitate the use of photographs, plan to keep either an instant camera or an automatic camera loaded with print film available.

Individual Scheduling

Feeding and diapering are two of the most time consuming routines. Very young infants may eat six or eight times a day and need as many diaper changes. Toddlers eat less often and require less frequent diaper changes, but the number of children in a group usually increases. So toddler teachers have a fewer number of feedings and changings, but more children who must be fed and changed. Add to this, the need to allow infants and toddlers to establish very individual schedules andshould be tailored. This means that one or two children might eat every four hours while another eats every three hours. The same is true for sleeping and elimination. Individual scheduling means letting the child's natural biological rhythms and temperament determine his or her schedule rather than super-imposing a common schedule on all children.

Allowing both infants and toddlers to determine their own schedules means thatcaregivers are still feeding, changing, and putting children to sleep, but instead of doing it all at once, they are doing it intermittently all day long (Watson, Watson, & Wilson, 1999). The result is less stress for children waiting to have their needs met and less pressure on teachers to meet multiple needs at once. (Quick tip: A written copy of each child’s typical schedule should be kept close at hand. It serves as a reminder of what might come next and can be particularly helpful to substitute teachers.)

The Daily Schedule

Although scheduling the infant and toddler day is much more complex than scheduling older children’s days, infants and toddlers need the same things all children need—stimulating, safe environments, time for outdoor play and fresh air, a variety of play choices that vary throughout the day, and warm, nurturing interactions with adults.

For children under eight or nine months, routines of diapering, feeding, and napping will form much of the daily schedule. But even these routine activities provide excellent opportunities for learning and stimulation. Teachers who use routines to insure a healthy dose of reciprocal exchanges—the give and take of interactions—are not spending too much time on routine care. On the contrary, they make the most of the time by “ping ponging,” getting a response and responding. If the time spent in routine tasks is maximized, children blossom and teachers succeed in finding time for one-on-one interchanges (Gordon, 1970; Herr & Swim, 1999). Tickling toes, playing peek-a-boo, talking to children during diapering, getting the child to hold a cup after eating, etc., become the core of interactions with babies. In addition, infant environments should include a variety of stimulating things to manipulate, touch, watch, follow, taste, and so forth. By the time children are about 14-16 months old, mobility allows teachers to plan and implement a more systematic daily activity schedule with more children following similar schedules throughout the day (Herr & Swim, 1999).

Another important consideration for infant and toddler programming includes providing enough materials for every interested child to participate. Duplicates of materials or similar materials must be available so that each child has his or her own play thing. Because children at this age tend to go where the action is, they will always be drawn to the adults and other children in the room, even though they lack the social skills to participate successfully in groups. Activities and materials must either accommodate all interested children or be visually separaed from other children. 

Cataldo (1983) directed teachers to also consider balancing planned activities with spontaneous activities that occur in the natural course of events. Too many planned activities restrict children’s experiences to adult choices and pleasure. Too little opportunity for learning by living results in limited self-motivation, limited exploration, fewer opportunities for successful peer interaction, and less chance of independent discovery learning.

Planning activities and experiences for infants and toddlers is not difficult—anything and everything interests them. The hard part is matching children's schedules and interests with activities. Popular activities can be repeated more than once a day or daily for several days. This ensures that children who want to participate have the time to do so. Sometimes you will need to throw out planned activities because something more interesting arises that deserves attention. Unlike schedules for older children, those for infants and toddlers must be flexible enough to consider each child’s readiness for participation and include alternatives if a particular planned activity doesn’t work.

Time Alone

Another important component of curriculum is time alone to explore, experience, watch, and investigate (Gerber, 1979). When the environment is well-planned and full of toys to manipulate, materials to touch, and pictures or photos to look at, infants and toddlers will be engaged and interested. Children who are left alone, however, still need alert, attentive caregivers. Teachers should position themselves near where the child is playing because a child will often “check in” by looking up, smiling, or watching to see if their teacher is paying attention. Smiling, nodding, clapping for accomplishments, and giving warm facial expressions all convey to the child that the teacher is near, engaged, and available.

Verbal Interactions

During the first three years of life, children go from non-verbal to speaking in complete sentences. Recent research in neurobiology has shown that the first two years of a child’s life are critical for language development. This critical period is like a window, opening for stimulation and development, then closing (Shore, 1997). Responses from teachers to all early attempts at communication motivates babies to continue the dialogue and expand their vocal abilities.

The field of speech and language development offers several indirect language stimulation techniques that infant and toddler teachers have found extremely useful. These techniques—description, parallel talk, self-talk, expansion and expansion plus—serve to direct the teacher's language behaviors to encourage the emergence of language.

Description is a technique in which the caregiver narrates or describes what is going on in the child’s world by putting word labels on things. For example, if a child looks toward the door as a parent enters the room, the adult might say, “That’s Jenny’s mother. She must be here to pick up Jenny.” Description is also helpful in communicating what Gerber (1979) termed mutual respect. Mutual respect involves telling children what will happen to them before it happens and waiting for the child to indicate that he or she is ready. A teacher might say, “It’s time for a diaper change,” as a description of what will happen to the child. A respectful teacher waits for the child to pause in her activity and indicate readiness before continuing. The teacher would then describe each step of the diaper change as it occurs, “Off come your pants. Here’s the clean diaper. All done!”

Parallel talk is a short phrase that focuses on the child’s action. Parallel talk usually begins with “you.” For example, “You’re turning over from your back to your front.” Others might be, “You’re putting the blocks in the bucket,” “You’ve got the baby doll,” or “You pulled off your shoe.” Focusing on the action helpsthe child put word labels on behavior.

Self-talk, on the other hand, focuses on adult behavior. Teachers who use self-talk usually start their utterances with “I.” For example, a teacher might say to a child who is getting fussy, “I’ll be over to pick you up as soon as I put these toys back on the shelf.” 

Expansion and expansion plus are extremely useful techniques to use with toddlers when their vocabularies begin to grow. These techniques take what the child says and expand on it (expansion) or add to what the child says (expansion plus.) For example, when a child says “muk,” the teacher might say, “You want more milk,” to expand what the child says into a complete sentence. For expansion plus, the teacher adds a little more to the sentence a child uses. An example might be expanding, “Go bye bye,” uttered by the child, to “It’s time to get your things and go bye bye.” 

Notice that these techniques require nothing of the child. The child is not asked to repeat the larger sentence, repeat the label of an object identified by description, or to respond further to the teacher. These techniques are stimulation approaches which add information to the child’s language skills and foster future language development. 

Interaction

All children need someone to fall in love with at school—a special, caring, interesting, consistent person who responds (Greenspan & Greenspan, 1985; Greenman & Stonehouse, 1996). Assigning primary teachers is the first step in making sure the child at this stage has his or her needs met and social and emotional growth facilitated (Raikes, 1993). The give and take of interaction helps children develop a sense of trust in the adults that care for them (Erickson, 1963). The teacher smiles at the baby—the baby smiles back; the baby coos—the teacher talks back. This type of interaction sets the stage for a secure attachment to the teacher as well as stimulation for neural connections in the brain (Shore, 1997). 

Senses need to be involved in stimulation, too. Touching, tasting, smelling, hearing, and seeing the world about them is very important to infants. Therefore, babies should spend time in their cribs only when they are sleeping. Awake time should be spent near adults, watching, hearing, touching, smelling and tasting them and the things adults offer to children 

In addition, infants need plenty of opportunities to see “what happens if...” They are beginning to seek out cause and effect relationships and the classroom should be full of them (Honig, 1982). Push-pull toys, squeak toys, adults who play hide and seek, water to pour, blankets to pull, and so forth. 

An organized sense of self begins to show itself in assertive exploration of everything (Greenspan & Greenspan, 1985). Toddlers begin to test limits and attempt to control and manipulate the world around them—including the adults in it. Firm, consistent limits are important even in situations when children are practicing being the boss or testing their independence.

Opportunities to test and experiment with the range of feelings is also important. They learn to understand a little bit of what another child feels (called empathy) but cannot yet really take the role of theother person in her interactions (called altruism.). Toddlers begin to internalize the rules adults have had for them over the past two years and need less frequent reminders about old rules. New rules, though, take a period of constant reminding before they begin to be followed. The dependable teacher is still important—particularly during times of stress or when negative emotions are present (Gonzales-Mena & Eyer, 1997). Toddlers need someone to read non-verbal cues and anticipate needs just like babies do—only now, toddlers are able to think about more abstract things than they could when they were younger. Concentration emerges during this stage and teachers will see interested children play for longer periods of time at activities that test their skill. 

Conclusion

The components of creating a quality infant and toddler program are many, but each one is valuable to the development of these very young children. Understanding growth and development, building parent partnerships, creating appropriate environments, and providing stimulating activities and play will help babies thrive and give them the tools necessary for later success. However, the most important gift teachers of infants and toddlers give is love.
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Answer the following questions:

1. What are the four principles of child development?

2. What should be nursery reachers’ partnership with parents like?

3. Why are observation and assessment imprtant?

4. How important are stimulation, aesthetics and personilizing environment?

5. Is it needed to pay attention to individual scheduling?

6. What are the parts of the daily schedule?

7. What should be interaction like?
b) Different Approaches to Teaching: Comparing Three Preschool Programs

Amy Sussna Klein 

As early childhood educators, we all have our own philosophies and approaches to education. Our approach to teaching is created from a multitude of resources and probably includes knowledge from early childhood theorists, an understanding of child development, and our experiences with children in different learning environments. Whether you are a new teacher about to embark on an early childhood career or a well-seasoned professional, it is helpful to know what other educators are doing in different types of programs. New approaches to teaching and learning can be adapted within our own environment and information about how your philosophy of education compares or differs from others can be shared with parents considering your program for their children.

In this article, we will cover three different types of preschool programs - Montessori, High/Scope®, and Reggio Emilia. The following questions will be considered for each of the three approaches:  

What is the program’s history?     

What are its main components?      

What is unique about the program?     

How can one tell if a school is truly following the model?

The Montessori Method

Maria Montessori, Italy’s first woman physician, opened her first school in 1907. The first Montessori school in the United States opened in 1911, and by 1916 the Montessori method was found in locations across the world. 

The use of natural observation in a prepared environment by an objective teacher led Montessori to consider her method scientific. After Montessori completed her direct study of children, she specified every particular detail of how the school should be operated to ensure accurate replication. The teacher’s role in a Montessori school is to observe in order to connect the child with the suitable materials (Goffin, 2001).

Two main branches of Montessori method have developed: the Association Montessori Internationale (AMI) and the American Montessori Society (AMS). The Association Montessori Internationale was founded in 1929 by Montessori, herself, to maintain the integrity of her life’s work and to ensure that it would be perpetuated after her death. Nancy Rambush attempted to Americanize the Montessori method and founded the American Montessori Society (AMS) in 1960. What is most important to note about the two branches is that both are currently in preschools throughout the United States, and both have excellent programs with credentials for teachers. Also, both AMI and AMS support the use of Montessori materials. These learning materials are “self correcting;” they can only be used by a child in one way, thus avoiding the  possibility of the child learning the wrong way to use them.

What Are Montessori’s Main Components? 

Social 

The link between family and school is important. 

Most Montessori classrooms have multiple age groups, which is intended to give children more opportunity to learn from each other.

Montessori advocated that children learn best by doing.

In order to help children focus, the teacher silently demonstrates the use of learning materials to them. Children may then choose to practice on any material they have had a “lesson” about.

Once children are given the lesson with the material, they may work on it independently, often on a mat that designates their space.

Curriculum

There is a belief in sensory learning; children learn more by touching, seeing, smelling, tasting, and exploring than by just listening. 

The child’s work as a purposeful, ordered activity toward a determined end is highly valued. This applies both to exercises for practical life and language.

The main materials in the classroom are “didactic.” These are materials that involve sensory experiences and are self-correcting. Montessori materials are designed to be aesthetically pleasing, yet sturdy and were developed by Maria Montessori to help children develop organization.

Evans (1971) summarized the preschool curriculum in a Montessori program as consisting “…of three broad phases: exercises for practical life, sensory education, and language activities (reading and writing).” (p. 59)

Environmental Set-Up

Montessori believed that the environment should be prepared by matching the child to the corresponding didactic material.

The environment should be comfortable for children (e.g., child-sized chairs that are lightweight).

The environment should be homelike, so child can learn practical life issues. For example, there should be a place for children to practice proper self-help skills, such as handwashing. 

Since Montessori believed beauty helped with concentration, the setting is aesthetically pleasing.

In the setting, each child is provided a place to keep her own belongings.

What Is Unique About the Program?

The environment is prepared with self-correcting materials for work, not play. The Montessori method seeks to support the child in organization, thus pretend play and opportunities to learn creatively from errors are less likely to be seen in a Montessori classroom. Chattin-McNichols (1992) clarifies how Piaget, often called the “father of constructivism,” and Montessori both agreed that children learn from errors, yet the set-up in which errors may occur is controlled differently in the Montessori classroom. The didactic, self-correcting materials assist controlling error versus an adult correcting the child. 

How Can One Tell If a School Is Truly Following the Montessori Method?

The first step to ensure whether a school truly practices the Montessori method is making sure that its teachers are AMI or AMS credentialed. Not every Montessori school has teachers with Montessori training. 

Although Montessori schools are sometimes thought of as being elitist institutions for wealthy families, this is not true. There are many charter and public Montessori schools. Nor, despite the fact that Montessori began her work with poor special needs children in Rome, are Montessori schools reserved for low -income children with disabilities. 

The High/Scope® Approach

High/Scope® was founded in 1970 and emerged from the work Dave Weikart and Connie Kamii did on the Perry Preschool Project. This project, initiated in 1962, involved teachers working with children (three and four years old) a few hours a day at a school, attending staff meetings, and making weekly home visits. The program was developed with the idea that early education could prevent school failure in high school students from some of the poorest areas in Ypsilanti, MI (Kostelnik, 1999). The Perry Preschool Program is one of the few longitudinal studies in the early childhood field and had significant findings. For instance, compared with a matched control group, the children that were part of the Perry Preschool Program had significantly more high school graduates and fewer arrests.

The High/Scope Foundation is an independent, nonprofit research, development, training, and public advocacy organization. The Foundation’s principal goals are to promote the learning and development of children worldwide from infancy through adolescence and to support and train educators and parents as they help children learn.

The High/Scope Approach has roots in constructivist theory. Constructivists believe that we learn by mentally and physically interacting with the environment and with others. Although errors may be made during these interactions, they are considered just another part of the learning process. 

Although both Constructivism and the Montessori Method involve learning by doing, there are significant differences. In Montessori, for instance, the didactic, self-correcting materials are specifically designed to help prevent errors. Children learn by repetition, instead of by trial and error. The role of pretend play is also different in the two methods. In High/Scope, children’s creative exploration is encouraged, and this sometimes leads to pretend play, while in Montessori, “practical life work” that relates to the real world is stressed.

Although Constructivism is a theory of learning, as opposed to a theory of teaching, High/Scope has exemplified an approach of teaching that supports Constructivist beliefs. Thus, children learn through active involvement with people, materials, events, and ideas.

What Are High/Scope’s Main Components? 

Social 

One of the fundamental points in the High/Scope approach is that children are encouraged to be active in their learning through supportive adult interactions.

The High/Scope approach includes times for various grouping experiences in the classroom. There are specific periods in each day for small group times, large group times, and for children to play independently in learning centers through out the classroom. 

Children are encouraged to share their thinking with teachers and peers.

Social interactions in the classroom community are encouraged. Teachers facilitate work on problem resolution with children as conflicts arise. 

When a child talks, the teachers listen and ask open-ended questions; they seek to ask questions that encourage children to express their thoughts and be creative rather than a “closed” question that would elicit more of a yes/no or simplistic answer. 

Each day the High/Scope teacher observes and records what the children are doing. During the year, teachers complete a High/Scope Child Observation Record from the daily observations they have collected.

Curriculum

“Key experiences” were designed specifically for this approach. The following is a brief summary of key experiences taken from Kostelnik, Soderman, & Whiren (1999, p. 32). The key experiences for preschool children are: 

-Creative representation

-Classification

-Language and literacy

-Seriation

-Initiative and social relation

-Number

-Movement

-Space

-Music

-Time

“Plan-do-review” is another major component of the High/Scope framework. Children are encouraged to: 1) plan the area, materials, and methods they are going to work with; 2) do, actually carry out their plan; and 3) review, articulate with the class-room community what they actually did during work time. The review time helps children bring closure to their work and link their actual work to their plan.

Cleanup time is a natural part of plan-do-review. Children are given a sense of control by cleaning up. Representative labels help children return materials to appropriate places (Roopnarine & Johnson, 1993).

The High/Scope classroom has a consistent routine. The purpose of the resulting predictability is to help children understand what will happen next and encourage them to have more control in their classroom.

Environmental Set-Up

The High/Scope® classroom is a materials-rich learning environment. Usually, the locations for classroom materials are labeled to help children learn organizational skills.

Materials are set-up so that they are easily accessible at a child’s level. This helps facilitate children’s active exploration.

Teachers set up the classroom areas purposefully for children to explore and build social relationships, often with well-defined areas for different activities.

How Can One Tell If a School Is Truly Following the High/Scope Approach?

Teachers new to the High/Scope curriculum sometimes find work confusing because they are not sure of their roles (Roopnarine & Johnson, 1993). Sometimes, a list of the key experiences is displayed in the classroom, but then most of the day is spent in teacher-directed activities. This is not what was meant by key experiences!  Key experiences in which the children have plenty of time for active exploration in the classroom, is a major component of the High/Scope approach. Furthermore, the teacher is not just passively facilitating while the children play. Rather, teachers in High/Scope classrooms are interactive (though not interruptive of peers playing). Often the role of a High/Scope teacher is to be actively observing and setting up problem solving situations for children. 

Plan-do-review was developed to help play become meaningful. There are many ways of implementing the review piece of plan-do-review. One example of successful review is when the children draw of a picture of what they worked on. However, it is not usually successful for children to each individually recall during a long large group time. For example, when children sit for a long period of time through large group time and each child is asked to say something (sometimes anything). These group times can grow long and the children get restless or drift off. 

What Is Unique About High/Scope?

“Key experiences,” “plan-do-review,” and the High/Scope Child Observation Record are all unique components of the High/Scope framework. 

The Reggio Emilia Approach

History

Reggio Emilia is a small town of about 130,000 people in Northern Italy. In 1991, Newsweek magazine noted that the system of 33 infant/toddler schools and preschools in Reggio Emilia were among the ten best school systems in the world. Over the last 35 years, the teachers in the Reggio Emilia schools have taken the time to carry out a process of collaborative examination and analysis of teaching and learning about children. This examination and analysis has broadened constructivist theory, and the results have been demonstrated to experts in education. (As previously mentioned, “constructivist theory” refers to learning by doing and the development of knowledge and understanding based on the child’s own interests.) For example, in The Hundred Languages of Children (1998) Gardner recognizes how the Reggio approach beautifully connects important early childhood theory with practice. 

The Reggio Emilia approach will be covered in greater detail than the High/Scope approach and the Montessori method for a number of reasons. First, familiarity with the Reggio Emilia approach is integral to recent developments in early childhood theory and practice. The approach reflects on both constructivism and co-constructivism. Furthermore, adaptations of the Reggio Emilia approach have not been implemented as long as the other two program models in the United States. Thus, fewer people have actually had experience with Reggio. And finally, it’s a complex approach from a different culture. 

What Are the Reggio Emilia Approach’s Main Components? 

Social

Cooperation and collaboration are terms that stress the value of revisiting social learning. First, children must become members of a community that is working together (cooperation). Once there is a foundation of trust between the children and adults, constructive conflict may be helpful in gaining new insights (collaboration). 

Co-construction refers to the fact that the meaning of an experience often is built in a social context. 

An atelierista is a teacher who has a special training that supports the curriculum development of the children and other faculty members. There is an atelierista in each of the Reggio Emilia preprimary schools. 

Pedagogistas are built in as part of the carefully planned support system of the Reggio Emilia schools. The word pedagogista is difficult to translate into English. They are educational consultants that strive to implement the philosophy of the system and advocate for seeing children as the competent and capable people they are. They also make critical connections between families, schools, and community.

Curriculum

One of the special features of the Reggio Emilia approach is called “documentation.” Documentation is a sophisticated approach to purposefully using the environment to explain the history of projects and the school community. It does not simply refer to the beautiful classroom artwork commonly found throughout schools following Reggio Emilia Approach. And, even though it often incorporates concrete examples of both the processes and products that are part of a child’s education, it is more than just that. It is a fundamental way of building connections. Documentation is discussed in more detail in the next section that describes the uniqueness of the Reggio Emilia Approach. 

Co-construction increases the level of knowledge being developed. This occurs when active learning happens in conjunction with working with others (e.g. having opportunities for work to be discussed, questioned, and explored). Having to explain ideas to someone else clarifies these ideas. In addition, conflicts and questions facilitate more connections and extensions. There is an opportunity to bring in different expertise. Thus, to facilitate co-construction, teachers need to “aggressively listen” and foster collaboration between all the members of the community whenever possible. Real learning takes place when they check, evaluate, and then possibly add to each other’s work.      

Long-term projects are studies that encompass the explorations of teachers and children. 

Flowcharts are an organized system of recording curriculum planning and assessment based on ongoing collaboration and careful review. 

Portfolios are a collection of a child’s work that demonstrates the child’s efforts, progress, and achievements over time. 

Environmental Set-Up

In Reggio Emilia, the environment is similar to that found in Montessori schools. However, the environmental set-up as a “third teacher” has been enhanced and extended in the Reggio Emilia approach.

Like Montessori, it is believed beauty helps with concentration; the setting is aesthetically pleasing.

Reggio Emilia schools create homelike environments. In Reggio, the homelike atmosphere is designed to help make children feel comfortable and learn practical life issues.

Each child is provided a place to keep her own belongings.

Documentation is a major part of the environmental set-up. Documentation illustrates both the process and the product. In documentation, the child is seen as an individual but also in relation to a group, with various possibilities for the individual. 

What Is Unique About the Reggio Emilia Approach?

Reggio Emilia has become so popular in the early childhood field because it offers many unique curriculum ideas, because of the strong infrastructure for the Reggio schools, and because of the attention to co-construction. 

In terms of curriculum, the length and depth of projects is unique in the Reggio Emilia Approach. According to Amelia Gambetti’s presentation for the University of Missouri in Kansas City (April 15, 1993), three weeks is a relatively short project in the Reggio Emilia schools. 

Using the environment as a third teacher is stressed in the Reggio Emilia Schools. Documentation helps facilitate the environment as a teacher. There are numerous connections to which documentation is integral. Three major connections are: 

1.  the connection between the many audiences (e.g., parents, children, administrators, community, and staff personnel) and the experience

2. the connection between the work itself and the producers (e.g., by revisiting a project at a later time or by redoing a project using a different medium)

3. the connection between theory and practice.

Flowcharts enhance the Reggio curriculum. A flowchart records information in such a way that one can see the step-by-step process of how relationships are built; they help the teachers organize and keep in mind the nature and purpose of the curriculum. The purpose of a flowchart is to tell the past (what happened before), the present (what is being discussed now), and the future (what predictions can be made in preparation for what may emerge). There is an excitement about this process because teachers will see themselves as researchers and look for solutions. Flowcharts are an essential tool for future consideration in establishing an ongoing process of documentation. Flowcharts show acts across time. Therefore, as Forman (May 1995) mentioned in a conversation to the researcher, flowcharts are more of a sequential representation than webbing, which is more of a semantic net with no real flow to it. These are illustrated in the video An Amusement Park for Birds (Gandini and Forman, 1994).  

The infrastructure, which has been in place for over 30 years and has low turnover, is also unique to the Reggio Emilia Approach. The infrastructure includes atelieristas. In The Hundred Languages of Children: The Reggio Emilia Approach to Early Childhood Education (Edwards, Gandini, Forman, 1993), Vea Vecchi (one of the atelieristas) described her role to Lella Gandini as someone who guides children and teachers. Vecchi stated that this is a role that takes on different styles and attitudes in the 20 preprimary schools in Reggio Emilia. In this conversation with Lella Gandini, Vea Vecchi described the reciprocity of the roles of the teachers, children, and the atelierista: “Working together, guiding the children in their projects, teachers and I have repeatedly found ourselves face-to-face – as if looking in a mirror – learning from one another, and together learning from the children. This way we were trying to create paths to a new educational approach, one certainly not tried before, where the visual language was interpreted and connected to other languages, all thereby gaining in meaning.” (p. 121)

Pedagogistas are also an important piece of the infrastructure. The pedagogistas have ongoing collaboration with the people involved with the schools in Reggio Emilia. Most of these pedagogistas are general child development experts, one is a special needs (in the Reggio Emilia schools respectfully called “special rights”) expert, and one is a puppeteer. They are built in as part of the carefully planned support system of the Reggio Emilia schools. 

Co-construction is strongly emphasized in the approach. For example, a child can learn to construct knowledge with peers and adults. Co-construction emphasizes the social nature of such activities in which cognitive conflict is emphasized. Perhaps Loris Malaguzzi (Edwards, Gandini, Forman, 1993), the founder of the Reggio Emilia experience, referred to the force of co-construction when he advocated the following: “We seek to support those social exchanges that better insure the flow of expectations, conflicts, cooperation, choices, and the explicit unfolding of problems tied to the cognitive, affective, and expressive realms” (p. 62). 

How Can One Tell If a School Is Truly Following the Reggio Emilia Approach?

Any school that claims to have a Reggio Emilia approach should be careful to remember that we live in a different culture. Simply copying how the schools in Reggio Emilia operate may miss the point. When someone visits a program that labels itself as a Reggio Emilia school, it is important to hear that the school is an adaptation of the Reggio Emilia approach and not just an attempt to copy it. This adaptation should show that careful, purposeful discussion and collaboration is happening among the adults in adapting the ideas from Reggio Emilia. This approach was never meant to provide a quick fix to schools. Furthermore, it is helpful to understand why Reggio Emilia experts refer to this as an “approach” and not a “model.”  They call it an “approach” because it develops over time with a careful reflection upon the population that is being served. Thus the idea that a school can become a “Reggio Emilia school” overnight is unrealistic and could be problematic. For example, teachers could misinterpret the approach and turn their classes into a free-for-all or eclectic approach that does not help children make strong, purposeful connections.

To see if a school is a good adaptation of the Reggio Approach, look for the following indicators: 

1. teachers reflect on their teaching practices     

2. children are celebrated and seen as competent and capable     

3. teachers realize it’s an ongoing quest to capture what children are actually doing     

4. the use of documentation is evident, and it truly illustrates the children’s explorations (e.g., capturing the process children go through to come up with ideas and examining children’s thought)     

5. the teachers seek to learn, not copy, Reggio educators and adapt their knowledge in the school     

6. relationships are important (for example teachers with families, children with teachers, teachers with each other, etc.) 

Conclusion

As mentioned in the Introduction, all three of these program models are worthy of respect. Unfortunately, practice and theory don’t always connect. It is damaging when a school or classroom labels itself, as one of the program models and that is all there is – a “nice label.” Also, it’s problematic when teachers have insufficient training (and sometimes no real training at all). For example, with the Montessori method, does the teacher have AMI or AMS credentials? Another issue in identifying a program good for children is making sure a program has not become too eclectic. Sometimes schools choose from so many different program models, aspects in the classroom contradict each other. For example, a school that follows an approach that wants children to learn actively, yet the program has borrowed the idea of children sitting and just repeating the teacher for most of the day. Hopefully these reviews will help families and teachers reflect and connect the theory and practice.

Amy Sussna Klein, Ed.D., is President of ASK Education Consulting. She can be reached by email at Askeducation@cs.com.
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Answer the following questions:
1. Which different approaches are presented in this text?
2. Describe the Montessori Method.

3. Describe the High/Scope Method.

4. Describe the Reggio Emilia Method.
5. Which method would you like to apply in nursery school? Explain your choice.

6. If you had your own nursery school, where would you build it and what approach would you use?

7. Do you know some other methods? Compare them to these ones. 

Unit 2

Children’s Social Behaviour in Nursery School

Characteristic Social Behaviour in Nursery School 

 from The Normal Child by C.W. Valentine

The 2-year-old child

In the nursery school the child usually adjusts himself to school routine fairly well after a few days or at least weeks. Some may be rather aggressive to other children at first, until they learn wisdom by experience. Most children play alone most of the time. The very shy and unagressive child tends to remain aloof longer than most.

At first the child is greatly dependent on adults but before the end of this year most children are very anxious to do things for themselves and become more resistant and assertive toward adults - the characteristic rebellious period.

The 3-year-old child

The child now tends to play with another child, or at times in a group of three or four. There are often brief conflicts, even with special friends, the conflicts being often about the possession of some toy. Yet, most children will sometimes sympathise with and help others. Most children show occasional disturbances or some nervous habits.
The 4-year-old child

The child now usually prefers to play in small groups. Many are “bossy” and like to show off. Conflicts are fewer but tend to last longer. Yet most children will share toys and may defend other children. With adults most children are more cooperative, but the rebellious period may still appear with some.

The 5-year-old child

By the age of 5 it is exceptional for a child to play regularly alone. On the average more than half the time is spent in playing with others. Individual friendships are stronger. The child enjoys independence from adults and may go to school alone if it is near home. 

An interesting and important question is, can the child who has not been to nursery school before five quickly catch up with others in social development on entering the primary school which will be his first introduction to a large group of children or is he apt to suffer permanently?
C.W.Valentine is a British educational psychologist. He has been Professor of Education, University of Birmingham. His works include: The Psychology of Early Childhood, Parents and Children, Psychology and its Bearing on Education, The Normal Child and Some of His Abnormalities.  

Answer the following questions:
1. What sort of social behaviour is typical of a two-year-old child?

2. What sort of social behaviour is typical of a three-year-old child?

3. What sort of social behaviour is typical of a four-year-old child?

4. What sort of social behaviour is typical of a five-year-old child?

5. What is the importance of a child’s attending nursery school?

Name-Calling: When Do You Step In?

Eleanor Reynolds, M.A. 

Justin's a big baby. Look at that baby!

Cassandra is stinky. Hey, stinky!

Aaron has a doll. Hey little girl Aaron!

Rosa's a poop. Poopy, poopy Rosa!

Name-calling is a kind of teasing that kids do to make themselves feel powerful. Some kids do a lot of it and others never do. They may hear name calling at home, on TV or from other kids. Sometimes it breaks our heart to see a child being teased this way and our first impulse is to scold the name callers and make them stop. Sometimes it takes a great deal of control to wait for the target of name-calling to stand up for himself, and we don't always have that much patience.

What happens when we do step in and put a stop to name-calling? There are numerous possibilities: (1) the victim feels worse because he is being treated like a weakling (2) the name callers lose respect for the victim because the teacher rescued him (3) the victim begins to depend on tattling to the teacher instead of asserting himself (4) the name callers stop when the teacher can hear, but continue when she can't (5) the name callers stop and everyone makes friends.

Any of these might happen and number five is more common than you may think. In fact, number five will probably happen whether or not you intervene. Children's emotions and moods are transitory: they come and go with the speed of lightening. One minute's enemy is the next minute's best buddy. We've all seen two friends fight, suddenly start laughing and return to playing as if nothing had ever happened. On the other hand, the result could also be any one of the other four responses. We can't really know the outcome.

No doubt, we all struggle with this topic. We want kids to be independent and think for themselves (within certain limits), but we also want to protect them from hurt feelings, traumatic experiences, and loss of self-esteem. Each of us also tends to react according to our own degree of empathy. Our personal feelings get tangled up with those of the child. It's hard to be objective and see a bigger picture when we are feeling a child's pain.

So how do we know when to step in? There are no set rules because each child and each situation is different. But there are some general guidelines that might be helpful:

IS IT FUN? If kids are mutually calling each other names, ask the children involved if they are playing and if everyone is O.K. with the name-calling. If everyone agrees that it's play, and they're having fun, you can allow it (unless they are using obscenities). Typically, boys think it's fun to call their friends names, just as they enjoy rough play.  

IS IT REAL? If kids are usually angry and trying to hurt each other by calling names, have them stop and state the problem, as in any negotiation. From then on, keep everyone focused on how to solve their problem. If there is a target of the name calling, encourage him to say 'stop' to the name caller and be sure to reinforce his request.  

IS IT AN UNEVEN MATCH? When there are two or more kids calling names at one victim, it is usually an uneven match. Ganging up or excluding are disrespectful and you should feel free to set limits and make them stop. Or you can 'equalize' the situation by standing next to the victim, facing the name callers with her. As in number tow, encourage the targeted child to say 'stop.'  

IS IT REPETIVE? If name-calling is aimed more than once at the same child and that child doesn't like it, it's important to do some investigating. Some kids act as if they don't care, yet are hurting inside. Children who are abrasive and provoke name-calling may still be harmed by constant teasing. Our job is to protect all kids, even the unlovable ones, who may need the most help.  

USE YOUR JUDGMENT. If what you're haring is disturbing to you, you should step in. Approach the children calmly and encourage the 'victim' to express her feelings Reinforce her statement with active listening, and follow through to see that kids are treating each other respectfully.

Eleanor Reynolds, M.A., is the editor and consultant for The Problem Solver Newsletter and is currently teaching preschool at the Play and Learn Preschool in Seattle, WA.  She is the author of Guiding Young Children - A Child-Centered Approach.  For over twenty years she has worked in children's programs and trained hundreds of teachers.  For ten years, She was co-owner of The Discovery Center in Mukilteo, WA.  She was also the Program Supervisor at Green Tree in Seattle and at Everett Community College.

Answer the following questions:
1. How does the author define name calling?

2. What are psychological reasons for it?

3. How do children come to do name calling?

4. What are possible consequences of a nursery teacher’s interference?

5. What are children’s emotions and moods like?

6. What are the guidelines for a nursery teacher’s tactful actions?

Teaching Children to Share

Sue Grossman, Ph.D. 

"Miss Harper! Miss Harper!  Willard won't share the blocks!  He has them all!" Emily cries.

Every early childhood teacher has heard similar complaints from young children.  Many of us move in quickly to insist that the "greedy, selfish" child share some of the coveted item with the newcomer.  Refusing to share is often treated as a crime in the eyes of adults.  While our intention is good, we may be teaching children that others' rights are more important than their won and that problems should be resolved by adults rather than between the children themselves.  We want children to be generous, kind, and cooperative, so we demand that they share.

Demanding that children share ignores their feelings and does not truly teach them to share.  It more likely teaches children to feel angry and resentful toward adults and to believe that sharing is always accompanied by emotional pain.  The irony of sharing is that when children know that they are not required to share, they are most likely to do so!

What is sharing?

Sharing is agreeably giving one's possessions to others.  However, when a child is forced to give up his or her possession, it is not true sharing but rather surrender of property.  When Miss Harper uses the office copy machine she is not required to interrupt her task and relinquish the copier to a coworker just because she has had it long enough.  She may finish her task, even though the copier belongs to everyone in the building.  Yet when Willard is using all of the blocks, engrossed in building a small city, some teachers believe it is their responsibility to make him relinquish what is at that time his property, because it belongs to everyone in the class.

Rather than label Willard as "selfish" or "greedy," the teacher should see his refusal as assertive self-protection.  Forcing him to give us the blocks will only make him want to protect future possessions more energetically.  Too often we take the side of the newcomer.  Instead, we should give children choices.  Miss Harper should give Willard the choice to share or not.  There are many other activity options for Emily in a well-equipped early childhood classroom.

A Better Way to Respond

Miss Harper can encourage Emily to solve her own problem by responding, "Emily, you'd like some blocks.  Ask Willard to please give you some as soon as he can."  If Emily resists this suggestion, Miss Harper can go with her and give the message to Willard herself on Emily's behalf, thereby modeling one method of problem solving.  Both children benefit from this approach.  Willard learns that he has authority and control over the blocks, because he was playing with them first, and that his rights will be protected.  He can be the one to decide when he is finished and ready to give up some blocks.  When Emily must wait, she learns to deal with disappointment and frustration, two of life's realities.

Miss Harper might also say, "Emily, you want the blocks right now, but Willard is not ready to share them.  I'll help you find something else to do while you wait."  Such a statement makes Emily feel supported and understood by the teacher, not abandoned.  When this strategy is used, children often do not have to wait long.  Willard, given the power of authority, is eager to exercise his right to decide who gets some of the blocks and when.  Soon Emily will hear him say, "Hey, Emily! You can have some blocks.  I don't need them all."

Children Who Habitually Cannot Share

Occasionally there are children who head fort he same material every day and refuse ever to give it up.  Several approaches may be appropriate in this situation.

Consider why the child must possess this item.  Children who come from large families or impoverished homes may feel a strong need to claim something as their own.  Perhaps it is an object or material the child never has a chance to use outside of the classroom.  A duplicate or equally attractive item can be provided for other children to use.  It is important not to label this child as a "problem," but to try to understand the behavior and the child's need to possess the object. 

Establish a system for equitable use of an item.  Use a clock or timer to show children they can use the favored item for five minutes.  A child might be allowed to ride the popular tricycle four times around the concrete track and then give it to the next person.  If a system such as this is in place from the beginning, no child feels singled out.

Sue Grossman, Ph.D. is an assistant professor of early childhood teacher education at Eastern Michigan University.

Answer the following questions:
1. What situation is described in the first paragraph? Comment on it.

2. Is it a crime for a child to refuse sharing things with other children?
3. Are there selfish and greedy children?

4. How should a nursery teacher respond and make children ready to share?

5. What is the way to help those children who habitually cannot share?

Unit 3

Children’s Safety in Nursery School

How Safe Is Your Classroom? Identifying Hazards Before Accidents Happen

Dr. Charlotte Hendricks, Ph.D. 

There are many types and locations of child care environments. Some classrooms may be located in centers, churches, schools, or homes. Some facilities are newly constructed for the purpose of child care, while other programs are located in outdated or remodeled buildings. Regardless of the setting, it is our responsibility to assure the safety and well-being of children in our care at all times. 

Keeping children safe involves education, supervision, and environment, with environment being the most crucial. A child caregiver cannot physically see every child at every second, so it's essential that caregivers identify and remove potential hazards. This creates an environment that allows children to move and play freely and safely, and allows the caregiver to spend more time in nurturing and caring for each child.

It can be difficult to identify hazards in a fully furnished classroom or play area. Therefore, this article examines how to inspect the facility from bottom to top. By starting with the floor and walls, and working your way through furnishings and materials, you can inspect all areas of your center, even if your facility is filled.

Entrances and Exits

Steps and entrance ramps should have sturdy handrails with two levels for both child and adult use. Doors should remain unlocked (or have panic bars) so they provide easy access to and from the building. Hallways should be clearly lighted and remain uncluttered in case of emergency exit. 

Windows
Keep all window drapery and blind cords away from baby’s reach. In addition, be sure that all cribs and highchairs are kept a safe distance away from windows to prevent access. Because babies are “top heavy” they can easily topple out of windows. A screen alone will not prevent baby’s fall from a window. 

Children love to look out windows, but they can fall through open windows or screens or break through glass panes. You can create a barrier in front of low windows by securing plastic safety gate panels to the walls to form a "fence" in front of the window. Lock windows or attach window guards that limit the distance a window may open. To prevent head entrapment, windows should not open more than 3 1/2". Window coverings can also present safety hazards. Be sure to remove or securely tie any cords which could cause strangulation.

Floors
A baby’s line of vision begins at floor level and ends at about two feet. To really see potential hazards, you should get down on all fours and look around. You can expect to find choking hazards, such as paper clips, coins, a peanut, or a vitamin under a chair, hiding underneath a countertop, or nudged into a corner. From this perspective, you’ll also see dirt and debris tracked in from your shoes, including chemicals from a treated lawn. To ensure an infant’s safety, do a daily “floor check” to remove all choking hazards from under and behind furniture. If your infant room is carpeted, be sure that it is properly swept and professionally cleaned on a regular basis. Linoleum floors should be sanitized daily with a bleach and water solution. 

A young child can spot anything on the floor, and whatever it is, it will probably go in the mouth! Therefore, floors and floor coverings should be clean and free of debris or tripping hazards. Use carpet tape or rubber backing to prevent rugs from curling or slipping and carefully check for pins, staples, or other items which can hide in the carpet pile. Check floor tiles and baseboards for loose material, protruding nails, or splinters. Inspect carefully in corners and under furniture for paperclips, toy parts, and other small items.

Walls 

Inspection of walls should include electrical outlets, wall coverings, bulletin boards, and pictures or decoration. First, all electrical outlets should be securely covered when not in use. While small "push-in" covers may meet licensing standards, they can become a choking hazard if a curious child removes them. Outlets that will not be used can be covered with solid closed electrical plates, available at hardware stores. If an outlet is used regularly, you can install a hinged or screw-in outlet guard that also covers the electrical cord end.

Pictures and wall decorations should be lightweight and securely fastened to the walls. Posters and artwork should be laminated or framed in lightweight plastic frames, rather than heavier wood and glass frames. Be sure that posters and other flammable coverings are well away from heat sources or electrical outlets.

Bulletin boards should be securely fastened to walls with screws or other hardware installed into the wall studs. Staples, thumbtacks, and putty are not appropriate for child care because these items often end up in a child's mouth. To decorate bulletin boards, you can cover them with colored paper and staple around the edges, then completely cover the line of staples with wide, clear packaging tape.  This will prevent staples from being pulled out. Then, attach several wide strips of clear self-adhesive plastic or clear packaging tape to the board. Children's artwork or parent information can then be securely taped to this strip, yet easily removed without damaging the board or decoration.

Check around each room for hot pipes, heating units, or radiators that can burn a child. Work with your local fire marshall to determine the best way to prevent access to hot items. For example, pipes can be wrapped with approved insulating tape. Fireplace screens may prevent access to radiators or heating units.  Never place furniture or flammable objects near hot items!  

Ceilings

Many people never look up at the ceiling. If your room has removable ceiling tiles, check to be sure all are securely in place. Roof leaks can damage tiles and they can crumble and fall when you least expect it. Light fixtures should be properly wired, securely fastened to the ceiling, and inspected regularly. Smoke detectors are often placed on the ceiling, and these should be tested monthly.

Artwork, mobiles, and other decorations hung from the ceiling must be very lightweight and avoid strings or cords that can strangle a child. Live hanging plants are not recommended because they are heavy and watering can allow fertilizer and other chemicals to drip to the floor. Artificial plants in lightweight plastic pots are best for hanging. 

Furniture

Check all furniture for loose or protruding screws, nails, hinges, latches, or broken hardware.  Furniture should have rounded edges and corners; you can use a sander or router to modify older furniture. Sand surfaces that are rough or splintered, repair cracks, and be sure surfaces are covered with non-lead based paint or varnish. Check doors, legs, joints, and other parts for stability.

Shelves, chests with drawers, and storage cabinets should be securely bolted to walls so they will not fall, even if a child tries to climb it.  Self-standing furniture, such as bookshelves used for room dividers should be short and have wide bases to help prevent toppling. Drawers should have "stops" so they cannot be pulled out too far and fall on a child.

While you are checking the shelving and furniture, look for objects which could fall and injure a child. As children jump and play, heavy objects can "move" on shelves, ready to fall when you least expect it. Radios, televisions, and electrical appliances should be anchored to the shelf or table, with the cord well out of children's reach.

Cribs

Cribs require special inspection. The crib can have several hazards, including crib design, bedding, toys, and positioning of the infant. There should be no loose, broken, or protruding brackets, screws, or other hardware. If you must repair a crib, be sure to use hardware (screws, bolts, etc.) that match the original hardware. To prevent strangulation, there should be no more than 2 3/8 inches between crib slats; corner posts should not protrude more than 1/16 inch; and cribs should not have cutout areas or carved wood or plastic on the headboard or footboard. Mattresses should be firm and fit snugly within the crib frame, and sheets should fit tightly without risk of coming loose. Do not place heavy blankets, pillows, or stuffed toys in the crib.

Toys and Supplies

Check blocks and other toys for rough or sharp edges, splinters, chipping paint, or other signs of wear.  Repair broken toys if possible, or throw them away.  Check toys for small or loose parts or parts that can be broken off.  Young children can easily choke on small parts.

Poison Prevention

There are many items that can lead to childhood poisoning. Check with your local Poison Control Center before bringing plants into the program. Make sure all art supplies say "non-toxic." Chemical and cleaning agents should be stored out of reach and in a locked cabinet, preferably in a room away from the children and away from food supplies. Medications also must be out of reach and in a locked area.

Storage Closets

Storage closets, garages, workshops, and outer buildings can contain a multitude of hazards. Be sure these areas are inaccessible to children at all times. Don't rely on supervision - install a lock.

Bathrooms

If possible, bathrooms should have child-sized fixtures. If not, then sturdy stools with wide, non-slip bases may be needed. Children's skin burns easily so hot water temperature should not exceed 120 degrees Fahrenheit. Clean up water spills immediately, and check under sinks for toxic or dangerous items. Toilet bowl cleaner can be deadly.

Kitchens

Children should not have access to kitchens, and certainly not when hot foods are being prepared. However, in some facilities, such as home child care, the kitchen is accessible so you must make it as safe as possible. Knives and other sharp objects should be stored well out of children's reach; electrical cords should be out of reach on counters; stoves, refrigerators, and appliances should be securely positions on the floor to prevent tipping over; and again, check under the sink for dangerous substances or items. Never rely on child safety latches for cabinet doors; children can often open these faster than adults can!

Electrical Outlets  

Most electrical outlets are directly at a baby’s eye level. You can be sure an infant will not only find the outlet, but explore it with his little fingers. To prevent injury, be sure all outlets, even those out of baby’s reach, are securely covered. In addition, keep cords of all appliances short and away from baby. An infant pulling on a cord can easily cause heavy objects to crash to the floor or even worse on him. 

Falls 

One of baby’s first triumphs, at around the age of eight to 12 months, is the ability to climb up. Babies love to practice their new skills and will likely climb out of their cribs, up stairs, and onto chairs, which can then provide access to countertops and changing tables! While a fall from a chair or sofa is not likely to cause serious injury, a fall from a countertop can be deadly. Constant supervision is the key to preventing such falls. Also, try to avoid putting infants in walkers. Walkers give babies instant mobility, which can lead to a crash into a wall or a bumpy ride down a staircase.  

To eliminate climbing hazards, place sturdy safety gates at both the top and bottom of staircases, as well as at doorways to other rooms. The bottom of the gate should be less than three inches from the floor to prevent the child from crawling under it and becoming trapped. Be sure the gates are secure and cannot be pushed or pulled down. Never use accordion style gates. A gate of this type can strangle a child. In addition, always keep one hand on baby at all times when diapering. An infant can fall from a changing table in the few seconds you turn your back. High chairs should have sturdy wide bases and include all safety straps, including the strap that goes between the child’s legs. 

Suffocation and Strangulation 

To make naptime as safe as possible, place infants in cribs that have firm, close-fitting mattresses and sheets that stay securely on the mattress. Dress infants in warm pajamas to eliminate the need for blankets and never place pillows or stuffed toys in the crib. In addition, always put baby on his back to sleep, not his stomach. To ensure crib safety, there should be no more than 2 3/8 inches between crib slats and corner posts should not protrude more than 1/16 inch above the end panels. Eliminate entrapments hazards by selecting cribs that do not have cutout or carved areas on the headboard or footboard.  

Safety devices 

Remember that no room or area is ever completely “child proof.” Although latches and locks can be installed on cabinets, toilets, and refrigerators, these devices will only help in slowing down a child’s access. You’ll find that many children will quickly learn how to open the latches and locks. The same is true of child-resistant caps on medication bottles. These can delay, but not always prevent access. Again, your constant supervision and daily removal of potential hazards are the keys to keeping baby safe and sound. 
It is your responsibility to keep children safe and this involves making the environment as safe as possible, supervising children at all times, and teaching children about safety. Be aware that most injuries are preventable.

Charlotte Hendricks, assistant editor of HealthyCHILDCare, specializes in the health and safety of young children and can be reached by email at chendricks@wwisp.com. For more information about her health and safety resources, please visit http://www.childhealthonline.org/. 

Answer the following questions:
1. What sorts of hazards may threat small children in nursery school?

2. Could you sort them according to the criterion of the degree of their potential danger from the least dangerous to the most dangerous?

3. What is the situation in our nursery schools? Would  you change anything?

4. In your opinion, what would be like the safest nursery school?

Unit 4

Health Care in Nursery School

Proper Procedures: Preventing the Spread of Disease in Infant and Toddler Classrooms

by Terri Jo Swim Ph.D.

Teachers of infants and toddlers come in contact with a variety of bodily fluids on a daily basis. Therefore, it is of the utmost importance that they be trained in ways to protect their own health and the health of the children in their care. The Occupational Safety and Health Administration (OSHA; Bloodborne Pathogens, 1992) has published guidelines for preventing the spread of bloodborne pathogens, such as AIDS and hepatitis. These guidelines define universal infection control precautions to be used in all child care programs to break the chain of transmission for bloodborne pathogens. Following these regulations has also been proven to prevent the spread of other communicable diseases. The guidelines include the following: 

1. complying with proper handwashing procedures,   

2. wearing disposable latex gloves whenever contact with body fluids (e.g., blood, vomitus, urine, feces, saliva) is likely,   

3. cleaning all surfaces with a disinfectant (one tablespoon of bleach to one quart of water; Kendrick, Kaufmann, & Messenger, 1995),   

4. disposing of infectious materials (e.g., contaminated clothing, diapers) in the proper manner, and   

5. subsidizing the cost of Hepatitis B immunizations for all employees (Aronson, 1992).
Handwashing as a Control Measure

Because the best way to protect both teachers' and children's health is to follow these guidelines, the standard procedures for handwashing and diapering will be examined further. 

Following the proper procedures for washing hands is critical to the prevention of disease in early childhood classrooms. In fact, "Handwashing is perhaps the single most effective control measure against the spread of communicable and infectious illness in child care environments" (Marotz et al., 1997, p. 112). 

There are specific times of the day when teachers should wash their hands: 

1. before working with the children at the beginning of the day,   

2. before diapering,   

3. before preparing and serving bottles or other food,   

4. after wiping a nose,   

5. after administering first aid,   

6. after diapering or helping a child use the toilet, and   

7. before leaving the classroom for a break or at the end of the day.

Like teachers, children should wash their hands throughout the day. A sink should be placed inside the classroom so that constant supervision of the children can be maintained while they wash their hands. Children's hands should be washed as often as teachers. Some additional times to wash include before and after a cooking activity and before and after playing in the sensory table, especially when the activity involves water. Bacteria can quickly grow at room temperature in a water table (Kendrick et al., 1995). 

Washing one's hands seems like a simple task, but it is easy to forget one or two of the steps that could lead to hands not being germ-free. Posting the procedures with accompanying pictures helps everyone to remember how to wash their hands properly. The steps included in properly washing one's hands (Kendrick et al., 1995) are listed below. 

Proper Handwashing Procedures  

Turn water on. Check to make sure that the water is at a comfortable temperature and that disposable paper towels are available.   

Moisten hands under water and apply a heavy lather of liquid soap.   

Wash hands for 15 to 20 seconds. Scrub the front and back of your hands up to your wrists, between your fingers, and under your nails.   

Rinse your hands under the running water. Allow the water to run from your wrist to your fingertips.   

Dry your hands with disposable paper towels.   

Turn water off by grasping faucet handles with the paper towel you used to dry your hands. Dispose of paper towel in trash can.   

Apply hand lotion to prevent cracking and chapping of hands. Dry, cracked hands allow a port of entry for germs and diseases.

Safe Diapering Procedures

Many communicable diseases such as E. coli; Hepatitis A; and hand, foot, and mouth syndrome can be spread through improper diapering (Wisconsin Department of Health and Social Services, 1990). As with washing hands, the procedures for diapering should be clearly posted with accompanying pictures for all teachers to see. Given the number of steps, it would be easy for a teacher to forget one or two. But for the health and safety of everyone involved, it is very important that all of the steps be followed. The recommended steps for diapering a child (Kendrick et al., 1995) are below. 

Proper Diapering Procedures  

Get all of the supplies that you need (diaper, wipes, latex gloves, clothes, etc.).   

Wash your hands, following the recommended procedures, and put on latex gloves.   

Pick the child up, holding him or her away from your clothing if you know he or she is soiled. Place the child on a table and buckle the strap to assist holding him or her in place. Never leave a child unattended, even if he or she is buckled in.   

Remove clothing. Bag soiled clothes and securely tie the plastic bag to send home. Open diaper and fold over the tabs so they do not stick to the child's skin. Leave the soiled diaper under the child.   

Clean the child with baby wipes from front to back using a fresh wipe each time. Use as many wipes as necessary. Pay close attention to cleaning the folds of skin (e.g., around the legs). Place the wipes inside the dirty diaper.   

Remove the dirty diaper from underneath the child. Re-secure diaper with tabs.   

Remove latex gloves by holding diaper in left hand and using the right hand to pull the left glove off your hand and over the diaper. Repeat with the right hand. This procedure helps to secure the germs inside the diaper and gloves.   

Dispose of the diaper in a covered, lined step can if it is possible to do so without leaving the child. If you cannot, place the diaper on the corner of the changing table out of the child's reach.   

Wash your hands with a disposable wipe. Dispose of wipe as you did the diaper in Step 8.   

Put the clean diaper on and redress the child.   

Assist the child in washing his or her hands. If the child is too young to wash his or her hands at the sink, you can wash the hands with either a baby wipe or wet, soapy paper towels. (Be sure to follow your state's regulations if they specify one method over the other.) If you use soap, be sure to remove all soap from the child's hands. Return the child to the play area.   

Dispose of all materials, if it wasn't possible to do so before now.   

Sanitize the changing table using a bleach and water solution and disposable paper towels.   

Wash your own hands according to the procedures mentioned above. Record the diaper change on the child's chart.

Conclusion

The health and well-being of young children can be enhanced by providing a safe classroom environment that includes, but is not limited to, teachers who follow universal infection control precautions. Following universal infection control precautions can greatly reduce the chances of children and teachers in early childhood classrooms contracting communicable diseases. Once the basic health and safety needs of the children are met in the classroom, work can begin on meeting higher-order needs such as building trust and developing positive self-esteem (Greenberg, 1991; Maslow, 1970).  
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Answer the following questions:
1. What organization does take care of prevention of spreading diseases in nursery school?

2. What diseases are blood borne pathogens?

3. What diseases are communicable?

4. What are the most important precaution measures?

5. When should children wash their hands?

6. What is the procedure of proper hand washing?

7. What is the procedure of proper diapering?

8. How effective can be those measures?

9. What are the other ways of health care in nursery school?

10. Make the list of precaution measures from the most important to the least important and explain your choice. 

Unit 5

Equipment and Surrounding in Nursery School

Analysis of Preschool Children's Equipment Choices and Play Behaviors in Outdoor Environments

Hyung-Jeong Ihn 

Pinocchio went to Playland with the bad boys and not to school, eventually grew a long nose and donkey ears, and was made to wear a dunce cap, among other indignities. His tale reflects a long-standing belief that in certain fundamental ways play and school are worlds apart (Johnson, 1996). Teachers, administrators, and others generally consider playgrounds and the activities that occur there less important than indoor spaces in the lives of young children.

The Benefits of Outdoor Play

Playgrounds and outdoor play experiences have been viewed primarily as an opportunity to develop physical skills through vigorous exercise and play (Frost & Wortham, 1988). Despite this long-held attitude, educators are becoming more aware that outdoor play can be much more valuable than previously assumed. Clearly, outdoor play can stimulate physical-motor development (Myers, 1985; Pellegrini, 1991). In addition, however, playgrounds are a positive setting for enhancing social interaction (Kraft, 1989; Pellegrini & Perlmutter, 1988). Further evidence indicates that well-equipped playgrounds can stimulate a variety of play types, including dramatic play (Shin & Frost, 1995).

Outdoor play can be as effective as indoor play in promoting young children's development. Frost & Wortham (1988) suggest that "the outdoor play environment should enhance every aspect of child development-motor, cognitive, social, emotional-and their correlates-creativity, problem-solving, and just plain fun" (pp. 24-25).

Outdoor play and playground environments allow children to become familiar with nature (Rivkin, 1990) and the world around them. Outdoor play provides children daily opportunities to use and develop their large-muscle skills as well as the opportunity to express themselves freely and "loudly" (Bredekamp, 1987). The National Association for the Education of Young Children (NAEYC) asserts that outdoor play is an integral part of the curriculum for young children's physical, cognitive, and emotional development (Bredekamp, 1987).

However, many reports indicate that playgrounds are hazardous, developmentally sterile, and the most neglected components of preschool and school programs (Frost, 1992a; Morris, 1990). As Frost (1992a) points out, most playgrounds are still designed as though children's play needs are limited to simply running and swinging-as though children cannot think, symbolize, construct, or create.

Since the child's social and cognitive development during the preschool years is so dependent upon play activities (Bruner, 1972; Kohlberg, 1968), the importance of environmental factors influencing preschool children's play cannot be underestimated. Historically, the majority of studies involving play have been associated with the social and/or cognitive aspect of behaviors in indoor classroom settings (Parten, 1932; Rubin, Maioni, & Hornung, 1976; Smilansky, 1968, cited in Hart & Sheehan, 1986, p. 668).

Play and Non-Play Definitions

Cognitive Play

Functional: Simple repetitive muscle movements with or without objects.

Dramatic: Substitution of an imaginary situation or object in a pretend play situation.

Constructive:  Manipulation of objects to construct or create something.

Games with rules: Acceptance of prearranged rules and adjustments to them in organized play.

Social Play

Solitary:  Child plays alone and independently.

Parallel:  Child plays beside rather than with other children.

Group: Child plays with another child or group of children striving to attain a common goal.

Other

Exploratory:  Child seeks sensory information or stimuli.

Rough & Tumble: Play fighting or playful physical activity.

Chase Games: One or more children planning to chase or actually chasing another child or children.

Aggression:  Real fighting-with intent to hurt or defend.

Non-Play

Unoccupied: Child is not playing. Watching anything of momentary interest.

Onlooker: Watching other children play. May converse with players but does not participate.

Transition:  Preparing for or moving from one activity to another.

The Study

Early childhood educators have known for quite some time that the outdoor play environment is an important extension of indoor classroom learning and that varying types of outdoor environments and available equipment influence the behavior of children in different ways (Campbell & Frost, 1985; Hart & Sheehan, 1986). Because of the lack of empirical studies involving outdoor play settings in early childhood education research, this study was undertaken to identify preschoolers' social, cognitive, other, and non-play behaviors in outdoor environments.

The purpose of this study was to examine the free play behavior of preschool children on a newly constructed playground. The research focused on the following questions:

What social play behaviors do preschool children engage in?     

What cognitive play behaviors do preschool children engage in?     

What other play and non-play behaviors do preschool children engage in?     

What components of the playground equipment do preschool children prefer?      

What are the safety problems?     

How do play behaviors differ between girls and boys?

The data collected in this study will help early childhood educators understand the value of outdoor play and create better outdoor play environments rich in experience and choices for children. Johnson (1996) concludes, "What the teacher learns through careful observation of the children playing during free times could prove invaluable for curriculum enrichment and give teachers insight into children's socio-emotional and psychological needs" (p.85).

The subjects for this study were preschoolers-six boys and six girls-enrolled at a private school in Austin, Texas. The setting was a newly constructed playground designed by Little Tikes, Inc. It included a superstructure, teeter-totter, blue and purple dinosaurs, loose surfacing (sand), rubber surfacing, loose parts, open space, sand and water table, swings, sand digger, sand box, wheeled vehicle path, playhouse, etc.

In the outdoor environment of this study, children chose "loose parts" most frequently in conjunction with sand surfacing (e.g., shovels, rakes, buckets, screens, etc.), open space (balls and Frisbee), and sand and water and water table, swings, sand digger, sand box, wheeled vehicle path, playhouse, etc.

For definitions of terms and of different types of play, see the sidebar above.

Operational Definitions

Equipment: All apparatus either permanently affixed or too heavy to be moved by the children. Examples of equipment are playhouse, superstructure, swings, etc.

Loose materials: Those items that are portable or movable, or play material that can be moved by either an individual child or a group of children. Examples of loose materials include small items like pails, scoops, hats, tires, etc.

Findings

Based on observation, the most common play behavior of preschoolers was functional play (33 percent). These repetitive muscle movements are valuable in developing motor skills and in developing feelings of success and self-worth for certain children (Henniger, 1985).

The outdoor environment also stimulated dramatic play (21 percent), followed by exploration (11 percent), construction (seven percent), games with rules (six percent), and other (five percent).  Smilansky and Shefatya (1990) indicate that growth in dramatic play leads to gains in cognitive and social development as well as school-related skills. According to Vygotsky ([1930] 1990), the pretending of early childhood serves as vital preparation for the development of abstract thought, in which symbols are manipulated and propositions evaluated without referring to the real world.

1.What social play behaviors do preschool children engage in?

Social play was divided into three categories: solitary, parallel, and group play. The most frequent social play behavior was group play (57 percent) followed by parallel (27 percent), and solitary play (16 percent).

2. What cognitive play behaviors do preschool children engage in?

Cognitive play was divided into four categories: functional, dramatic, constructive, and games with rules. The most frequent cognitive play behavior was functional (48 percent). The second most frequent play behavior was dramatic play (32 percent), followed by constructive play (11 percent), and games with rules (nine percent).

3. What "other play" and "non-play" behaviors do preschool children engage in?

"Other play" was divided into four categories: exploration, chase, rough and tumble (R &T), and aggression. Exploration was the leading category, representing 58 percent of the other play behavior. The second most frequent play types were chase and R & T (17 percent each), followed by aggression (eight percent). The percentages of non-play were unoccupied (31 percent), onlooker (six percent), transition (25 percent), and other (38 percent).

4. What components of the playground equipment do preschool children seem to prefer?

Loose parts 29%

Sand Surfacing 13%

Super Structure 11%

Open Space 10%

Sand & Water Table 7%

Swing 6%

Teeter-Totter 4%

Play House 3%

Sand Box 3%

Rubber Surfacing 3 ½%

Talk Tube 3%

Panel 1%

5. What are the safety problems?

No serious injuries or safety problems were observed except a few children throwing sand. Teachers interrupted these behaviors immediately.

6. How do play behaviors differ between girls and boys?

Some boy-girl play behavior differences were found. Over all, girls engaged in more functional play (40 percent) than boys (26 percent), and less exploration (eight percent) than boys (15 percent). In social play categories, boys engaged in more solitary play (20 percent) than girls (13 percent), and less parallel play (14 percent) than girls (38 percent). In cognitive play categories, girls engaged in more functional play (53 percent) than boys (45 percent), and less dramatic play (29 percent) and games with rules (seven percent) than boys (36 percent and 11 percent respectively). In "other" play categories, boys engaged in more chase (20 percent) and R & T (20 percent) than girls (11 percent and 11 percent respectively).

Boys chose "loose parts" most frequently (28 percent), followed by superstructure (14 percent), open space (13 percent), sand surfacing (10 percent), and teeter-totter (seven percent). Girls also chose "loose parts" most frequently (31 percent) followed by sand surfacing (14 percent), open space (nine percent), and superstructure (seven percent). 

Implications

The results of this study are consistent with that of Frost & Strickland's (1978). Children prefer equipment that does something (is movable) and/or that is complex (offers several play options). Further, it appears that children prefer play equipment that can be adapted to their play schemes (movable and complex equipment, such as the loose parts, sand surfacing, superstructure, and swing in this playground) rather than stationary play structures (e.g., the slide, blue and purple dinosaurs, and fence panels in this playground) which require children to adapt themselves to the limitations of the equipment.

"An essential element of learning in the early childhood years is the opportunity to affect the environment" (Henniger, 1993/94, p. 88). In addition, Kamii & DeVries (1978) emphasize that children learn a great deal by manipulating the materials and equipment in their world. Nearly all indoor play materials-puzzles, blocks, art materials, musical instruments, and dramatic play props-can be manipulated by children. On the playground, however, this diversity is rare.

Children deserve the same diversity and richness in their outdoor play environment as they have indoors (Henniger, 1993/94). "Loose parts" (Nicholson, 1971) are the major content for young children's play; the most valuable, creative materials are those that children can make an impact on. They can move them, build with them, stack, arrange, tear down, and rearrange them, use them as props for imaginative play, create structures for gross motor activity, and even incorporate them into games with rules (Frost, 1992b). In short, every major form of play uses loose parts. Indeed, an abundance of loose or transportable materials seems to be the nucleus of a good playground because these items offer flexibility, diversity, novelty, and challenge and are readily adaptable to use in conjunction with fluid materials, such as sand and water, as well as with fixed structures (Frost & Strickland, 1978; Frost & Klein 1979).

In the outdoor environment of this study, children chose "loose parts" most frequently in conjunction with sand surfacing (e.g., shovels, rakes, buckets, screens, etc.), open space (balls and Frisbee), and sand and water table (soap bubbles, cups, bottles, shells, etc.).

The playhouse was not a popular place for the children (only four percent of total percentage of equipment choices) because it didn't offer enough loose parts such as a table, housekeeping toys and equipment, and other home-related accessories to stimulate more social/dramatic play. Fence panels were also seldom chosen due to their lack of flexibility, diversity, and challenge. Adding more movable parts to these panels (magnetic alphabet letters to the letter panel, movable parts to the maze panel) would make a big difference. By carefully analyzing the playground setting and determining what is missing, teachers can provide a greater variety of play materials and opportunities to manipulate materials and nurture all kinds of play.

Children chose "under the ship deck area" as a private gathering, resting, and even dramatic play area. This area was chosen most frequently within the superstructure. Children used plastic timbers under the tree as a resting area, and for drinking water and talking each other. Most unoccupied behaviors occurred in this area.

Most play, overall, remained gender-segregated in this playground. Boys most often played fantasy themes (e.g., Power Rangers, T-Rex, and monsters) and girls played out real-life themes (e.g., playing house, making food, and having a birthday party). Teachers may need to model, guide, or scaffold children's play to encourage cross-gender play.

Frost (1992a) asserts that the nature and richness of play, and indeed the quality of play, are heavily influenced by the type and variety of materials and equipment available. If teachers believe that more dramatic play, constructive play, etc., is desirable or if more involvement of boys or girls in a particular form of play is desirable, these aims can be achieved by deliberate choices of materials and equipment, coupled with sensitive teacher involvement in planning for play.

Conclusion

"Play offers the child the opportunity to make sense out of the world by using available tools. Understanding is created by doing, by doing with others, and by being completely involved in that doing. Through play, the child comes to understand the world and the adult comes to understand the child" (Chaille & Silvern, 1996, p. 277). The outdoor play environment should not be considered as a type of gross-motor activity that children need to "blow off steam." It should be viewed as a vehicle for children's physical, social, emotional, cognitive, psychological, and language development-development of the "whole" child.

Hyung-Jeong Ihn is a doctoral student of early childhood education at the University of Texas at Austin.
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Answer the following questions:
1. What are the basic definitions in this paper?

2. What is the purpose or the research which has been undergone in it? 

3. What has been the setting of the research?

4. Who has been the subject?

5. What findings did they come upon?

6. What are the implications?

7. Which aspects of this research would you like to apply to your work with children?
Choosing Appropriate Toys and Equipment for Young Children

By Angie Dorrell, M.A. 

Children are amazingly resourceful and creative. They will transform cardboard boxes into space ships, stones into animals, and cardboard tubes into telephones. Children do not need the most expensive toys and equipment for optimal learning, but there are guiding principles and helpful processes to use in evaluating and selecting the most appropriate toys and materials.  

Determining Need

Most budget-conscious grocery shoppers work from a list to resist impulse and unnecessary buying. The same is true of toys and educational materials. Before shopping or ordering you need to know the amount to spend, the need, and the priority of those needs. Utilizing an efficient and effective process, such as inventory lists for monitoring the amounts and types of materials in each classroom is a must. The inventories are exhaustive lists of what each classroom should have in each learning center, including quantities. The list should include a place to report how many of each item the classroom currently has and specifications for the items still needed. Set up routine times in the year to fully complete the inventories, updating it as materials are added or discarded. 

Inventory Items

Learning environments for young children should be rich with a wide variety of gathered and recycled materials and store-bought items children can explore, transform, and combine. Spaces for young children should be equipped to promote hands-on, active learning. The quantity of an item is as important as the item itself. There should be enough materials in each area or center so a number of children can play at the same time. Providing at least two of most items will reduce classroom management issues and enhance learning opportunities. Appropriate amounts of the same materials (such as blocks) are important to maximize utilization. For example, twenty unit blocks in a center is not enough for creative building. Give children a full set of 300 blocks and watch the creativity bloom.

Attributes of a Great Toy

The best educational materials and toys are flexible – children use them in a variety of ways in different types of play. Other attributes that make a toy great are listed below.

1. Materials should be appealing and interesting to the children and offer many opportunities for success.

2. Great toys help a child learn how to learn.

3. The best toys respectfully reflect children’s family lives as well as provide opportunities for exploring other cultures.

4. Items for classrooms are durable and suitable for use with groups. Many items offered at local toy stores are designed for home use by one or two children over a short period of time, not for a classroom of children for years.

5. Great toys are well constructed, shatterproof, strong enough to hold a child’s weight, and safe for the ages of the children in the group. Don’t be hesitant to carefully examine and pull on the item at the store or when you first receive it to ensure it’s safe for the children.

6. Materials should not have sharp edges, points, exposed nails, projectiles, loud noises, or require batteries. 

7. Corners are rounded and surfaces are smooth.

8. Finishes and dyes should be non-toxic and meet all safety standards.

9. Great toys and materials must be easily cleaned and hold up to repeated washings.
Social-Emotional and Creative Development

Proper materials engage children in a wide range of play, alone and with others. Children gain confidence as they make their own plans and choose materials that are of particular interest to them. An environment that encourages children to make their own choices helps them feel safe, valued, adventurous, competent, and confident to take initiative. Great equipment encourages children to use their imagination and learn to cooperate with others. Creative art, movement, and drama materials foster creativity, are an appropriate emotional outlet, and provide another view of life. 

Physical Development

Appropriate toys and materials encourage children to build muscle control and strength. Children gain practice and confidence as they manipulate materials. Toys that children can explore in many different ways build eye-hand coordination and encourage children to think about how things work. Some items also promote balance and body awareness. 

Cognitive Development

Toys and materials that promote active learning motivate children to pursue their own ideas and interests enthusiastically. Hardwood unit blocks help children learn about geometry, gravity, shapes, and balance while construction items help children learn about science and number. Many toys also encourage children’s interests in the physical world – same/different, patterned/plain, and classification. Children also practice problem solving as they figure out how things work, pick up new ideas, and gain confidence in their abilities.

Language Development

Books and recordings help children appreciate words, literature, and music. Pretend play objects encourage children to talk with each other. Children learn through experience that language is a way to communicate with others.

Storage and Clean-Up of Toys and Materials

For optimal, hands-on learning to take place, toys and materials must be arranged so children have direct access to them, not situated primarily for display, demonstration, or decoration. This visibility and accessibility ensures that children see their choices and can easily reach them. All the materials are then organized with like items grouped together in learning centers.

Teachers sometimes get discouraged about using materials that have many pieces like unit blocks or manipulatives because of the time and energy involved in clean up. There are simple clean-up strategies that when used consistently, make this time easier and help the children take ownership and pride in their classroom.

Labeling storage containers and shelves is one of the most important steps in a good clean-up strategy. While the initial set up of a labeling system is time-consuming, once in place, it encourages independence and ownership, helps children recognize that words have meaning, infuses the environment with print, frees the teacher for individual instruction with children, turns clean-up time into another learning opportunity and makes it easier to take and maintain inventory.

Each container is labeled with words and pictures.  If the containers have specific places on the shelves ten label the shelf as well.  This enables children to match the picture and the object and put it away without any adult help.  Pictures of objects can be cut from catalogues, neatly hand drawn, traced, the material itself, or photographs taken.  The words can be handwritten or typed – be certain proper capitalization and spelling are always used.  Labels can be attached with clear contact paper to baskets or containers and the shelves.  For more durable labels on baskets laminate the pictures after putting the picture and word on an index card or piece of paper and punch a hole at the top two corners.  Slide or zip ties (found at hardware or home improvement stores) can be threaded through the holes affixed to the baskets.

BUYING TOYS AND EDUCATIONAL MATERIALS

The decision to purchase items locally or to order them depends on your purchasing process and personal preference.  Ask other programs for names and numbers of reputable vendors they use.  Vendors wit local sales representatives are sometimes more attentive and responsive to local program needs.  Ask the vendor what happens if an item arrives damaged; including who pays any shipping and packaging costs.  Ask the vendor what the company’s policies are for payments, replacements, and refunds and discount programs.

Angie Dorrell, M.A., is director of curriculum for La Petite Academy, one of the nation’s largest providers of early childhood education programs.  She also serves as a NAEYC accreditation validator and commissioner.  She is the proud mother of two young daughters. 

Answer the following questions:
1. How should a nursery teacher evaluate and select the most appropriate toys and materials?

2. How should a nursery teacher  determine the need for a toy?

3. What are attributes of a good toy?

4. How should a nursery teacher organize storage and clean up of toys and materials?
Landscape for Learning: The Impact of Classroom Design on Infants and Toddlers

Louis Torelli 

Jan, a teacher in a toddler classroom, takes out two baskets of blocks and brings them to the middle of the room. The children love to build, and within seconds there are eight toddlers surrounding Jan and the blocks-all shoulder to shoulder. After only a minute or so, one child grabs another's blocks. While the teacher encourages this pair to "be gentle," a similar battle breaks out between two other children. Adding to the ensuing chaos, a toddler who has been racing around the classroom suddenly crashes into the tower of another child who has been deeply involved in play.

The physical environment in a group care setting powerfully affects children, caregivers, and their interactions. In infant/toddler classrooms without a design specifically aimed at supporting children's development, young children spend much of their time either aimlessly wandering about the room or engaged in teacher-directed activities. In poorly designed classrooms, children's engagement in self-directed exploration and focused play is impaired. When children are not appropriately engaged, aggressive behavior increases. The caregiver finds herself saying "no" to the children far too often. In such an environment, she needs to act as police officer and custodian, managing behavior instead of facilitating individual and group needs. 

Exploring their physical environment comprises a great deal of the "curriculum" for mobile infants and toddlers. We must, therefore, consider the impact of environment on children and caregivers, and learn to design spaces that contribute appropriately to children's development. Many classrooms are simply not designed to meet the developmental needs of infants and toddlers in group care, nor do they support teachers in their role as facilitators of children's learning and self-directed play. By contrast, a well-designed environment can have enormous positive impact on the well-being of both children and teachers.

The Well-Designed Classroom

A well-designed environment is, of course, safe for infants and toddlers but, more than that, it supports their emotional well-being, stimulates their senses, and challenges their motor skills. A quality design aims to create a classroom that is highly functional, aesthetically attractive, age-appropriate, child-directed, and teacher-supported. A well-designed group care environment promotes children's individual and social development. The setting, layout, and equipment all give infants many opportunities to challenge themselves through seeing, touching, feeling, and moving. In surroundings that are safe to explore freely, infants learn to map their environment cognitively, to manipulate it, and to master it. We call such an appropriate and challenging environment a Landscape for Learning.

A Landscape for Learning can be built into the design or renovation of any classroom. Through the use of platforms, lofts, recessed areas, low walls, and canopies, all placed along the periphery of the classroom, the room can be sculpted to provide a variety of age-appropriate activity areas. The walls frame the activity areas, while the center of the classroom remains fairly open, allowing for the circulation of children and adults, as well as providing flexible space that can change depending on the teachers' observations of the children's interests. Children play under natural sunlight next to the windows and can look outside, maintaining a visual connection with the outdoor environment while indoors. 

Private Spaces

Sculpting the classroom into defined multilevel activity areas encourages individual and small-group play without herding all the children from one activity to the next. While easily supervised by the caregiver, these semi-enclosed activity areas provide for private and semiprivate environments which are critical to the development of the young child's self-concept and personal identity. Much of the aggression and breakdowns that children experience in group care can be traced to the stress of being in a large group for upwards of ten hours a day, five days a week. Creating spaces where children can retreat in privacy can help to alleviate this stress. 

Private spaces can also be achieved by incorporating into the classroom a tunnel; a carpeted, built-in cabinet with the doors removed; a cozy loft space; or a few risers enclosing a small corner of the room. Instead of experiencing the stress of being in a large group all day, the infant can withdraw to a private space to rest, observe, and recharge emotionally. With access to these small-group activity areas, two toddlers who are just beginning to develop a relationship can go off together.

The Planning Process

When undertaking a major remodel or designing a new child care facility, you have the opportunity to create classroom and building layouts that will add to, rather than detract from, a developmentally designed program. Visiting existing child care centers can be an important part of the design process; however, creating a formal and deliberate written program for the space provides assurance that the goals for the center will be addressed and incorporated into the design. A well-thought-out program provides a set of criteria-pertaining to age groups, group size, ratios, child and adult activity areas, room sizes, and other specifics-on which the design is based and by which it is later evaluated. It allows for the clarification of objectives and the definition of expectations about the child development program, addressing questions and concerns before construction takes place.

Incorporating some relatively simple features into a classroom can result in significant improvement in the way the spaces are used by children and caregivers. Careful consideration of the needs of infants and toddlers-to move, to change activities at will, to rest and observe-suggests additions and changes that can strongly influence the atmosphere of the classroom. 

Lofts

An appropriately designed loft can be a wonderful addition to an infant/toddler classroom. Along with supporting motor exploration, it provides a "get-away" place for a child, where he can watch the rest of the group yet be by himself. It is also a place where an infant can snuggle with a caregiver. As well as creating the feeling of more space in the classroom, an appropriately placed loft can help define two additional activity areas.

Defined Space 

The construction of low walls (24"-30" high) and carpeted platform areas (5" high) along the edge of the room creates several different environments. Low partitions allow children to feel that they are in a discrete space. This layout also allows the child care provider to supervise children easily. Children can engage in extended individual and small-group play, while the child care provider supervises two or three of these activity areas simultaneously. 

Activities that work best when contained within a defined space, such as blocks, books, or small manipulatives, benefit from the incorporation of a platform into the classroom. If a child is playing with blocks on a raised platform, the strong definition of the space naturally confines the block building to its own area instead of letting it spill into the adjacent activity area or circulation space where it might be trampled on and knocked over.

Space for Movement

Movement is essential to a child's physical and emotional development. Once an infant can crawl and pull herself up, moving becomes a major focus of her day. Even if there is nothing safe in the classroom to climb on, she will find a way to climb-onto tables and shelves, rocking chairs, and high chairs. Because these activities are unsafe, the teacher will redirect the child off the piece of equipment. The message the child receives is that what she is interested in doing is not okay. Self-initiated exploration, a primary focus for healthy development, is prevented instead of promoted.

Creating a classroom that supports appropriate movement is a fundamental component in designing a developmentally appropriate environment. Motor competence and emotional competence are closely linked in infants and toddlers. Feeding oneself, crawling to a desired toy and picking it up, climbing to the top of a loft, and going down a slide are all activities that help the infant develop a sense of self, a feeling that he is capable, that he can achieve, that he can master.  

The indoor environment must support a child's need to crawl, climb, run, and jump. Most (though not all!) four-year-olds can accept a teacher's saying to them, "We're going outside in 20 minutes and then you can run. Until then, you can play at the water table, paint, build with blocks, or read a book." A 16-month-old cannot grasp such limitations. She needs to crawl now; she needs to climb now; she needs to move now. Her environment must support and encourage this fundamental need.

Appropriate equipment is essential in order to meet the developmental needs of infants and toddlers in group care. Equipment that is ideal for individual development may cause conflict in a group care setting. For instance, a step/slide unit which only one child at a time can use leads to conflict, whereas a step/slide wide enough for at least two children allows toddlers to be more actively involved in motor exploration, and gives them an opportunity for positive peer interaction. Rather than controlling and redirecting, the caregiver spends her time observing and facilitating children's extended prosocial play, supporting a child-directed learning experience.

Nancy, a teacher in a toddler classroom, has a wooden step-and-slide unit in her classroom. Toddlers love to climb and slide, so this is a popular and well-used item. Unfortunately, the steps and the slide are only wide enough to allow one child at a time to use them. Since toddlers find it difficult to wait their turn, the children in back inevitably try to push their way around the child in front-with predictable results. 

Other Equipment

Additional equipment and materials can include pillows (attractive and washable), hanging plants, fish, natural wood toy shelves (24" high, secured to wall), photographs of children and family members (covered with clear contact paper, laminated, or Plexiglas framed), wide full-length Plexiglas mirrors, and hammocks for rocking infants. (Hammocks are preferable to rocking chairs because they allow the caregiver to rock more than one infant at a time if necessary. Rocking chairs can seriously hurt an infant who crawls behind one in motion; they also take up floor space, while hammocks can be taken off their hooks and stored when not in use.)

Risers

Carpeted risers are an indispensable piece of equipment. They can be used to create "safe spaces" for young infants while older infants are crawling and moving about. They can also be used to define activity and circulation areas, or as a toy shelf, a safe balance beam, or a jumping platform. A 12"-high riser provides a comfortable seating area for caregivers, allowing them to observe and interact at eye level with the children, without having to spend their whole day sitting on the floor.

Classroom Design Guidelines

The following guidelines provide a starting point for the design or renovation of a child care environment:

Group Size. The number of children cared for in one classroom affects infants' health and well being, as does the adult:child ratio. Large group size means that children get sick more often, and general noise and activity levels increase. Infants should be cared for in groups of no more than six to eight children; toddlers, in groups of no more than eight to 12 children (APHA & AAP, 1992; Lally et al., 1995; Ruopp et al., 1979).

Room Size. Children in group care environments require adequate space in order to move, grow, and learn. In classrooms that are too small, children behave more aggressively and have a higher incidence of illness. They are less focused, engage in more aimless wandering, and interact less with others (Ruopp et al., 1979). For a group size of six or fewer, the classroom should incorporate a minimum of 350 square feet of usable space (Zero to Three, 1992). For more than six children, 50 feet of usable space per child should be provided (APHA & AAP, 1992). Usable space does not include cribs, nap rooms, kitchens, bathrooms, diapering areas, adult storage, or other space that is not accessible to children.

Flooring. Infants and toddlers spend much of their time on the floor. For safety and comfort, the majority of the classroom should be carpeted, with the exception of the entrance, diapering and bathroom areas, and eating and messy play (water play/painting) areas. Use low-pile, neutral-colored, anti-microbial carpeting (to prevent the growth of fungus and mold).

Ventilation. A well-designed child care facility provides appropriate natural and mechanical ventilation, such as windows that open, ceiling fans to circulate the air, operable skylights, and central air that uses mostly fresh, rather than recirculated, air.  Because children love to observe, each classroom should have several child-height windows, allowing children to feel visually connected with the outside, and engaging them throughout the day.

Lighting. Poor lighting can negatively affect the general atmosphere of the classroom. Lighting that is either too bright or too dim can strain the eyes. Incandescent lighting is preferable to fluorescent, which can make a classroom feel like a hospital or office instead of a place to play. Incandescent lighting helps the classroom look and feel more like a home.

Pools of light for specific activity areas can be created using pendant lights and track lights. Add indirect lighting using recessed lights or wall sconces. Dimmer switches allow the lighting to be adjusted according to the brightness needed at different times of day and in support of varying activities.

Sinks. Hand washing is essential to reduce the spread of illness among children. Separate sinks should be provided for food preparation and diapering. Toddlers should have their own child-height sinks in the classroom. Through sinks, which have two or three faucets, are especially useful to minimize waiting as well as to encourage prosocial interaction and to model appropriate behavior.

Color. The choice of classroom colors plays an important role in creating a rich and home-like environment. Bright primary color schemes can create an environment which feels over-stimulating to the children as well as to adults. A neutral-colored background, such as ivory/eggshell-colored walls, and furniture made out of natural wood will provide a calming atmosphere in the classroom. Colorful toys, materials, and pictures on the wall stand out on a warm, neutral background, helping children to focus and visually to discriminate the object from the background.

Storage. A developmentally designed environment depends on adequate, easily accessible storage located within the classroom. Wall storage adjacent to every activity area allows caregivers to change play materials without leaving the classroom under-supervised. Storage located on the walls does not take up valuable, usable play space.

Ease of Supervision. A well-designed environment allows teachers to supervise children from anywhere in the classroom. Place activity areas along the walls, leaving the center of the room open, with diapering and food-prep areas separated from the classroom by half-height walls. Separate nap rooms can incorporate low windows (30"-34" high) to allow teachers easy visual access. 

Conclusion

A developmentally designed environment supports children's individual and social development. It encourages exploration, focused play, and cooperation. It provides choices for children and supports self-directed learning. A developmentally designed environment also supports the caregiver-child relationship. It minimizes management and custodial activities, allowing caregivers more time for interaction, observation, and facilitation of children's development.

Louis Torelli, M.S.Ed., and Charles Durrett, architect, are principals in the child care facility design firm Spaces for Children, and Torelli/Durrett, a catalogue company designing and selling infant and toddler child care furniture.
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Answer the following questions:
1. What are problems with classical playroom/classroom?

2. What changes are proposed in the text?

3. What is Landscape for learning?

4. What are private spaces?

5. What are lofts?

6. What is defined space?

7. What are the eight crucial classroom guidelines?
Unit 6

Computers in Nursery School

Computers in the Early Childhood Classroom

Susan Haugland 

As we approach the year 2000, teachers are at an important crossroads regarding the role computers will play in young children's lives. Two events support the importance of establishing a clear vision about the future of technology in young children's lives. In 1994, President Clinton signed the Goals 2000 Educate America Act (PL 103-227). It established eight educational goals and directed the Secretary of Education, in cooperation with other agencies, to develop a long-range plan to encourage the use of technology to improve teaching and learning. In 1996, NAEYC adopted a Position Statement on Technology and Young Children: Ages Three to Eight. This document, published in the September 1996 issue of Young Children, states, "Early childhood educators have a responsibility to critically examine the impact of technology on children and be prepared to use technology to benefit children" (NAEYC, 1996, p. 11). The position statement emphasizes the importance of teachers using computers in developmentally appropriate ways.

If computers are going to be used in early childhood classrooms, it is important that they be used in developmentally appropriate ways. Computers are a learning resource and should meet the same high standards of all the equipment, materials, and resources we provide young children. To use computers in developmentally appropriate ways, five components emerge as important: computer placement, software selection, teacher interaction, supporting activities, and teacher training/support.

Computer Placement

Before the children enter the classroom, teachers make an important decision regarding how computers will be used in their classroom. Computer placement has a dramatic impact on when and even if children will use the computer. Research (Haugland, 1989) has shown that when computers are sectioned off with dividers and placed in a quiet, isolated location, children do not experience the developmental gains they do when computers are integrated into the classroom. Furthermore, the computer is used less often and the classroom tends to consist of two groups of children: users and non-users. Children seem to view the computers as intimidating, different, or special, rather than one of the many resources they can use to learn about the world.

What is the best placement for computers in the classroom? Select a central location and arrange the computers so the monitors can be seen by the children from diverse points throughout the classroom. Position the computers and then move to various centers and check at a child's height to ensure the monitors are visible from most of the classroom.

Computer accessibility is important for several reasons. First, children can easily determine when the computer is available. Second, children can interact with those who are using the computer, even though they are involved in other activities. This interaction encourages children to learn from each other, provides opportunities for peer teaching, and supports language development. Research has shown that children value peer interaction while using computers and that the social effects are "overwhelmingly positive" (Rhee & Bharnagri, 1991; Bergin, Ford, & Hess, 1993; and Clements, 1994). Research has also shown that computers provide valuable support to young children's language development (Clements, 1994). Thus, when computers are placed in a central location, they support both social interaction and children's language development. In addition, it is much more likely that computer activities will become integrated into the overall curriculum and that teachers will reap the full benefits of including computers in their classroom.

Software Selection

The most important decision a teacher makes regarding computers is software selection. The software children use determines to a large degree whether computer experiences are developmentally appropriate. When children use developmentally appropriate software, research has shown the learning outcomes are significantly different than when children use non-developmental software.

Haugland (1992) assessed the effect of developmental and nondevelopmental software on children's cognition, creativity, and self-esteem. Three classrooms of four-year-old children were exposed to computers for one hour, three days weekly, during self-selected activity time. In a fourth classroom, children received no computer exposure. Of the three classrooms exposed to computers, one classroom was exposed to nondevelopmental software (drill and practice), another to developmental software, and the third to developmental software reinforced with supplemental activities. Children were assessed using the Behavioral Academic Self-Esteem, the Detroit Test of Learning Aptitude, Pre-Primary, and the Multidimensional Stimulus Frequency Measure.

All the classes with computer exposure had significantly greater gains in self-esteem. Children using nondevelopmental software showed significant losses in creativity; their scores dropped 50 percent. This was not true of children with no computer exposure or of those using developmental software. Clearly, nondevelopmental software has a detrimental effect on children's creative abilities. This should be of concern to anyone using drill and practice software with young children.

Those children exposed to developmental software had significant gains in intelligence, non-verbal skills, structural knowledge, long-term memory, and complex manual dexterity. Clearly, in these classrooms the type of software young children used had a dramatic effect on their development.

The Haugland Developmental Scale is a tool for identifying developmentally appropriate software. Software is evaluated using ten criteria. These include: age appropriateness; the ability of the child to remain in control; the clarity of the instructions; increasing difficulty levels; the ability for the child to work independently; non-violent content;  the process orientation of the program; whether the program models the real world; technical features; and transformations. An anti-bias deduction is calculated to ensure that software reflects the diversity of our society. Software scoring 7.0 or above is considered developmentally appropriate. Currently, about 160 programs have been identified as being developmentally appropriate for young children. Unfortunately, this represents only about 20 percent of the software currently being marketed for use by young children (Haugland & Wright, 1997).

How can teachers or early childhood professionals determine which software is developmentally appropriate? There are four options. First, they can evaluate software using the Haugland Developmental Scale. To administer this scale, it is important to review the descriptions for each criterion and follow the Guidelines for Internal Consistency described in Young Children and Technology: A World of Discovery (Haugland & Wright, 1997).

Second, teachers can select software from the 150 developmentally appropriate software programs described in the same text. Descriptions include publishers, developmental ratings, cost, available platforms, recommended ages, a software overview, and the program's strengths and weaknesses. A content index enables teachers to identify software to meet specific learning objectives.

A third option is to use software which is awarded the Developmental Software Award. This award is presented yearly to the best software for children ages 3-8 and 7-12 in the following categories: creativity, language, math and science, multicultural, multipurpose, problem solving, and thematic focus. The awards are presented at the Annual Conference of the National Association for the Education of Young Children and reviewed in the Early Childhood Education Journal.

A fourth option is to use the software reviews on the Children and Technology: A World of Discovery home page. Located on the World Wide Web, the site features three developmental software programs monthly. The address for the site is http://economics.semo.edu/kidscomp. Whatever options teachers select, it is important to ensure that software available to young children is developmentally appropriate.

Teacher Interaction

Adults play an essential role when computers are used successfully with young children. The first step is introducing children to the computers in their classroom. Providing children with computer direction ensures that all children will have positive beginning computer experiences. Some children will approach the computers eagerly, ready to explore. They may have had previous computer experience at home, or they may just feel confident and excited about this new resource. Other children will be much more hesitant or even intimidated by this big new machine in their classroom. Without direction and support, these children may never approach the computer. Thus it is important that everyone has beginning direction to ensure that children later make an informed decision about whether they want to use the computer for learning.

Initial computer instruction can occur either in small groups or individually. Children should be encouraged to use the computer, but never forced. When working in small groups, make certain that all children have "hands-on" opportunities during the training sessions. An aide or parent volunteer may be recruited to provide this initial training. While this training will initially take time, the benefits will become apparent throughout the school year: Children will need less assistance later and most of the children will be using the computer on a regular basis as a useful tool.

Expect that initially more children will want to use the computer than time allows. Research supports this "novelty effect" (Lipinski et al., 1986). Be assured that the effect is similar to any time teachers bring a new and exciting resource into the classroom, whether it be a computer, a carpentry bench, or a theater stage.

It is important for the teacher to have a prearranged plan for who will get training and when. Throughout the year, a system for taking turns is also important. A sign-in sheet to indicate when children want computer time is an effective tool. Children sign up for a time to use the computer and then select another activity. When a computer is available, they are called. This enables children to avoid spending their time waiting, and prevents them from hurrying children who are already using the computer. And if they become engrossed in another activity, they can have the option to wait until later or even until the following day to use the computer.

After initial training, individual differences and age will dictate how much help children will need at the computer. Three-year-olds will need more assistance than older children. (I suggest three years as the youngest age children should use computers in the classroom, because of factors such as attention span, motor skills, and other developmental needs of two-year-olds.)

In addition, as children explore the computer, you will find some to be more process-oriented and others more product-oriented. Process-oriented children are quick to try alternatives, do not get easily frustrated, and will usually experiment until they master their goal. Usually a simple suggestion ("Have you thought of...") or a question ("What would happen if...?") is all the child needs to proceed. 

Product-oriented children usually have a goal in mind. They are much quicker to seek help and appreciate more modeling of how a program operates. Whether children are process- or product-oriented, teachers need to provide guidance, helping a child learn how to make a program function rather than doing it for the child. With guidance, children build competence.

A utility program is a tremendous asset to the classroom, reducing the amount of assistance children need to access software. Using a program such as Kid Desk (from Edmark), the teacher installs all the software available to the classroom. When children turn on the computer, Kid Desk displays icons of their software choices. This means children do not have to navigate any management files and also that they cannot access adult files.

Remember that computer assistance does not always need to come from adults. Peers can provide valuable assistance to each other. When children help each other learn, they also build important social skills.

Supporting Activities

Activities in the classroom provide important support to computer experiences. In the Haugland (1992) research, only when supplemental activities were available to reinforce the major objectives of software did children show significant gains in conceptual skills, verbal skills, problem solving, and abstraction. The supplemental activities in this study were manipulative, art, and language activities.

Teachers can use two avenues to ensure that activities support children's computer experiences. First, they can incorporate into their lesson plans a couple of activities every day that support the computer software. A wide variety of activities are possible. For example, a flannel board of the weather reinforces Sammy's Science House (from Edmark); dramatic play props including airplanes, a ticket counter, and brochures, reinforce Let's Explore the Airport With Buzzy (from Humongous); and marbles, spinners, and dice reinforce Math Keys: Unlocking Probability (from The Learning Company). It is important that throughout the year diverse activities support the software available at the computer.

The other approach is selecting software which complements or reinforces the theme or web that is used as a curriculum focus for planning. The teacher (probably using a content guide) selects software that integrates with the content already planned for the classroom. For example, a winter animals theme or web is reinforced with Alaskan Trek (from Soleil Software, Inc.), while Blocks in Motion (from Don Johnson) is selected to complement a unit on shapes.

When using this approach, teachers will want to include a drawing and word processing program (or one program that combines both) to be available throughout the year. Also, it is important that software continues to be available after the curriculum unit is completed. Children will undoubtedly want to return to their favorites, and will need time to explore and build competence with the software. Generally, programs need to be available for at least a couple of months.

Don't be concerned if all the curriculum units don't have matching software. What is important is that generally software is reinforced through the curriculum units in the classroom.

Teacher Training and Support

For teachers to use computers effectively with young children, access to training is very important (NAEYC, 1996). While many computer veterans have taught themselves through trial and error what works with young children and computers, this can be very time consuming and frustrating.

Workshops, seminars, and on-site training are all important. Teachers can make training most effective by asking questions and honestly sharing their feelings and experiences. Everyone using computers with young children has learned from others and continues to discover daily what works and what does not work with young children.

Networking with other teachers and early childhood professionals may provide valuable support (Haugland and Wright, 1997). Teachers often share common concerns and questions. Their experiences can provide valuable insights to using computers successfully with young children. The home page on the World Wide Web (http:// economics.semo.edu/kidscomp) has two networking options: teacher talk and dialogue with the authors. Teacher talk gives teachers an opportunity to share their discoveries, ideas, and feelings. Dialogue with the authors provides an opportunity to ask questions and have them answered by professionals in the field.

Outstanding Software for Young Children

The following software products were reviewed using the Haugland Developmental Scale. Software which scored 7.0 or above is considered developmentally appropriate. Developmentally appropriate software responds to the needs, interests, and abilities of young children. Children are not expected to adapt to or keep pace with developmentally appropriate software. Instead, the software is flexible, matching the child's current level of understanding and skills. Developmentally appropriate software also expands to teach more advanced concepts, skills, and ideas. All of the following software programs have been field tested in classrooms and homes.

Kid Desk o Edmark Corporation o 800-426-0856

Ages 3-10 o Price: $39.95 o Rating: 9.0

This utility program enables children to access programs independently and protects adult and management files. Each child has a personalized nameplate. When children click on their icon their software choices are displayed. The desktop also includes a calendar, calculator, clock, and telephone. Teachers can individualize software choices, leave messages for children on the telephone, or remind them of important events using the calendar.

Kid Pix Studio o Brøderbund o 800-521-6263

Ages 3-12 o Price: $49.95 o Rating: 8.5

This multimedia program provides children 50 paint brushes, 12 erasers, 500 stamps, 336 animated stamps, 14 fonts, 100 movies, 80 sound clips, animated brushes, and digital puppets. Children can integrate the pictures they create to make movies using a slide show.

Paint, Write and Play o The Learning Company o 800-685-6322 

Ages 4-7 o Price: $60.00 o Rating: 9.0

Children draw, write stories, and/or explore ten diverse microworlds in the Travel Center. Text to speech allows children to hear words and stories read. Pick and click word lists and Rebus pictures enable children to add words to stories without typing. Drawing options include eight tools, 48 colors, and cut/paste.

Stanley's Sticker Stories o Edmark Corporation o 800-426-0856

Ages 3-7 o Price: $29.95 o Rating: 8.5

Children create animated stories, alphabet and counting books, and write letters using a child-friendly picture menu. They can select from 300 stickers and a variety of backgrounds, record sounds and/or type words and sentences. A Sticker Spelling Book provides spelling for stickers. Animation is achieved with the click of a button.

Thinking Things Series o Edmark Corporation o 800-426-0856

Ages 4-13 o Price: $69.95 o Rating: 8.0-9.0

The three programs in this series include diverse activities which provide rich microworlds for exploration and discovery. The programs include building environments where children experiment with shapes, gravity, depth perception, size, friction, and movement. They also include activities which challenge children to distinguish items, determine the relationship between objects, use planning skills, and conduct simple programming.

Wiggleworks Storey Packs o Scholastic New Media o 800-541-5512 

Ages 3-8 o Price: $51.60 o Rating: 9.0

Children listen to, write, and illustrate stories with this program. They can also create word lists and/or narrate stories. Story starters are included to stimulate children's imaginations. 

Magic School Bus Series o Microsoft Corp. o 800-376-5125

Ages 6-10 o Price: 44.95 o Rating: 8.5

Children explore Mrs. Frizzle's classroom and/or navigate the Magic School Bus to diverse environments, including the earth, dinosaurs, the human body, the ocean, the solar system, and the rain forest. Children can conduct experiments, review reports, and explore games. Liz the lizard provides onscreen help.

Math Keys Series o MECC o 800-685-6322

Ages 5-12 o Price: $99 each o Rating: 9.0

Titles include Unlocking Probability (K-2), Unlocking Geometry (K-2), Unlocking Measurement (grades 3-6), and Unlocking Fractions and Decimals (grades 3-6). Each unit provides hands-on experiences, teaching children mathematical concepts through discovery. Extensive teacher resources provide learning objectives and student handouts.

Conclusion

Experiences with computers, like all the other materials, equipment, and resources we provide young children, need to be developmentally appropriate. When computer experiences match children's developmental needs, they provide a valuable, unique learning resource. Developmentally appropriate software provides children a world they are eager to manipulate, experiment with, and discover. As teachers integrate computers into their classrooms, they begin a journey with children, exploring together how children learn and discover the world.

Dr. Susan Haugland is a professor in the Department of Human Environmental Studies at Southern Missouri State University.
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Answer the following questions:

What are the official documents dealing with a nursery teacher’s position in using computers in an early childhood classroom?

What basic criteria are proposed for using computers?

What is your opinion on this issue?

Do we have computers in our nursery schools?

Are computers going to take children to a better world? 

How should a nusery teacher prevent computer addiction at children?
Unit 7

Multicultural Awareness in Children

Connecting Children to Their Cultures and Communities

By Francis Wardle, Ph.D. 

Early childhood programs and schools are part of a community. They reflect that community – its people, values, businesses, and resources. When I taught at PACERS school in Kansas City, Missouri, we actively used the community as a learning resource. We often visited Kaleidoscope (Hallmark Cards) to do art projects; our students pretended to drive the tractors, combines, and hay rakes at the Agriculture Hall of Fame; and we participated in historic events and activities at a 1850’s outdoor museum. 

On a weekly basis we used the Jewish Community Center swimming pool for lessons, went bowling, practiced ice skating at the local rink, and visited the public library (Wardle, 1978). We also used the Kansas City Learning Center (a teacher resource center), visited Loose Park Rose Garden, and enjoyed the Harry Truman Museum in Independence, Missouri.

Another way we used the community was by soliciting a variety of student aides from local colleges and universities. And, on one Thanksgiving, members of a local Native American Nation visited the school, talked to the students about their perspective of Thanksgiving, and then we all sat down and ate the Thanksgiving meal together (Wardle, 1976).

Clearly this active use of community taught our students about the incredible resources available, about respecting and caring for resources like parks and outdoor museums, and the relationship between school, community, and culture.

Connecting Childrento Their Cultures and Communities

There are, of course, many ways for early childhood programs to help connect the children they serve with their cultures and communities. These include, providing a program that welcomes and includes everyone, taking children into the community, and using community resources in the program.

Everyone Should Feel Welcome and part of your early childhood community

Programs can do a variety of things to make each child and family feel welcome. These include using photographs and artwork throughout the entire building that reflect each family, making sure every child and family is reflected in program communication pieces (newsletters, reports, announcements), and assuring that educational materials – such as books in the parent lending library – provide something for everyone. This visibility in the program is particularly important for people who are usually overlooked, such as fathers (Cunningham, 1998/9) and multiracial and multiethnic families (Wardle, 1999).

A special bulletin board that addresses the father’s role and provides parenting tips for fathers works well.Programs that respond to families’ unique needs make people feel welcome. When I was a Head Start director I noticed children from Jehovah Witness homes were asked to stay at home when we had any kind of celebration. Clearly these children did not feel connected to our program. So I talked at length with several parents about their culture, invited them to join our policy council (governing board), and made several changes in our approach to celebrations.

We also had an influx of Hmong families in our program, but knew nothing about their culture. So, we invited an expert to provide training to our staff, worked with local Hmong leaders, and expanded our somewhat restricted view of diversity (Wardle, 1991).

Take Children Into Their Communities

As already discussed, we should find lots and lots of ways for children to explore the resources in the communities where they live. This can be achieved through field trips, joining festivals and other community activities, and sponsoring specific events for children and families in the community.

Include People From the Community in the Program

There are many ways to include people from the community in the program. These include volunteers, parent requirements for involvement in the school (parent cooperatives and some private programs), visiting speakers and presenters, and using practicum students from local colleges.

Many programs such as Head Start also hire some of their staff from the local community.

Conclusion

There are abundant ways for local early childhood programs to connect children with their communities and cultures. This must be an active, deliberate, and ongoing activity. But, in doing so we must recognize that families we serve come from a variety of cultural backgrounds, that cultures are continually changing, and that children experience overlapping cultures and communities. Thus the program should carefully make sure they never engage in any activity, or support any community cause, that omits or marginalizes any of their children and families.  We are in the business of making connections and building community, not in reinforcing divisions and separations.  

Francis Wardle, Ph.D., is the director for the Center of Biracial Children, the author of the book, Tomorrow’s Children:  Meeting the Needs of Multiracial and Multiethnic Children at Home, in Early Childhood Programs, and at School (CBSC), and adjunct professor at the University of Phoenix/Colorado.
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Answer the following questions:
1. What are the possible ways to connect children to their culture and community?

2. How to teach children that there are not superior and inferior cultures?
3. What example of multiciltural value is described in the text?
Multicultural Play Awareness

by Sara Lundsteen

Homogeneous populations of children waiting to be guided in an educational play group are usually a thing of the past. A study of multiple cultures sheds light on typical variations and also sharpens our ideas about mainstream play behaviors, even our definitions of play. The study of unfamiliar cultures at play throws into relief aspects of one‘s own play cultures that may be too familiar and taken for granted. In 1974, the creation of the Association for the Anthropological Study of Play was one of the markers of a rising interest in the subject of play in this multicultural context (Norbeck, 1979).

On the one hand, Schwartzman (1983) defines child-structured play as that which children create on their own, often out of sight of adults. On the other hand, team sports, board games, and others that are highly structured and introduced to children by supervising adults are called adult-structured play. One extensive study of child-structured play of Western children is the Opies’ collection of English children’s street games (1959). Their studies also indicated that the more adult intervention, the less that unstructured, child-initiated play thrived.

Some Questioned Assumptions: With such definitional distinctions and cross cultural findings in mind, Schwartzman (1983) questioned some current assumptions about play. Four of them follow with commentary.

1.) Play, especially imaginative play, needing long undisturbed periods of time, does not flourish when children must assume child care and other economic responsibilities at an early age.

Schwartzman disagrees with this assumption, saying that cross-cultural study reveals that play can take place as children combine work with play. For example, in a rural community in Kenya, Kipsigis children might initiate a game of tag while watching the family cows, or climb a tree while looking after a younger child. Rather than giving up play, they restructure it to suit the context.

As I talked to one of my students who was a boat escapee from South Vietnam, at first she said she had no play as a child, no toys, no games; they were not encouraged. Then, with a child-structured definition of play, she realized that she did engage in creative, imaginative pretense with other children during her childhood, but had not labeled it as "play".

"Oh, yes, I remember now; when we were out in the field, pretending . . . we did play, didn’t we?" she said. She had been thinking only of the more adult-structured meaning of the word.

As a further thought related to this first debated assumption, some working-class mothers in England and elsewhere, agitated about the connection between lying, deceit, and fantasy, discourage pretend play. But children seem remarkably resilient to such a parental attitude—they just go off and do it with friends (Schwartzman, 1983). It is my understanding that such down grading of play and toys may be true also of some mothers in Ghana, India, and East Africa (Ebbeck, 1971). Or, it may be that in these cases, childhood is accepted as part of the adult world, giving children little reason to play make-believe at being an adult.

2.) Children from "disadvantaged" families and/or less "economically complex" societies play less frequently and less imaginatively than children from economically advantaged families in complex societies. 

Work by Smilansky (1968) and others puts forth this "impoverished child—impoverished play" tenet. Schwartzman counters, however, that if the locale of study is comfortable and non-threatening (e.g., neighborhoods as opposed to schools or laboratories), impoverished children can play imaginatively and creatively with ingenious self-created toys. Some examples are a clever pressure squirt gun fashioned of bamboo; stones and peas used as marbles; cabbage leaves becoming helmets in Okinawa. Differences, however, in play style and content may vary considerably from what is expected and condoned in school (Schwartzman, 1983).

3.) Same-age peer groups are natural and important socialization experiences for all children.

Again, a cross-cultural look at play questions this assumption. In a society such as that of the Bushmen with long birth spacing, children who naturally interact in multi-age groups as opposed to same-age groups do not show inept forms of social behavior known as "parallel play" and "collective monologue".

Along this line, a study of young Mexican-American children found levels of sociodramatic play to be highest when the children were playing in different age and different gender play group combinations (Christman, 1979). If one values the pluses of child-structured play, this same study also suggested that early childhood programs for such migrant children that eliminated or deemphasized spontaneous, unstructured play in favor of concentrated academic activity needed (to put it nicely) serious reexamination. Other data drawn from England, Norway, Spain, Greece, Egypt, and the US have also shown the leading role the school can have in the development of socialization in play, especially for boys (Seagoe, 1971).

4.) Children must have sufficient and appropriate space and toys allotted to them by adults to engage in particular types of play.

Schwartzman (1983) suggests that in most societies children do not have their own private interior space or ready-made toys (as most middle-class American children do); yet they construct active play lives for themselves. Urban children in crowded cities as different as Lusaka, Zambia; New York, and Port-au-Prince, Haiti, transform unlikely environments (e.g., trash heaps, abandoned buildings) in creative ways. Blackburn (1992), however, revealed that children in overcrowded Mexico City may not be developing their bodies and muscles as well as they should because of constricted play areas.

Undoubtedly there are individual differences operating here within this assumption about necessary space and toys, depending on whether children are high in fantasy and low in fantasy. Individual differences in children may be related to variance in influential family members, or the whole tenor of humor and playfulness in a certain household—despite findings about cultural norms. Individual differences are powerful.

Implications: What does a study of culture say to people engaged in providing play/learning environments or experiences for children? To my mind it says, if you cannot afford to hire an anthropologist, use some of the anthropological tools (interview, observation, personal histories, artifact collecting) to get a window on what the children of varied cultures coming to you do now, and what is their heritage that they may or may not know and relish. Blackburn (1992) revealed that after three or four years in the US, hispanic children were dropping play more typical of their Mexican culture and adopting American toys, games, and even competitive ways of playing.

In conclusion, this article illustrates that cultures have some unique customs, traditions, lifestyles, values, and beliefs. These characteristics apparently influence the role of play in each culture and how children play. And yet the careful observer finds universals. Apparently universals include a pleasure component, an imaginary constructive component, and a pretense component. Such understandings could help designers and educators assess current views of children's play in this country. In turn, those who serve the best interests of children can be as accurate, authentic, and respectful as possible with regard to multicultural play.
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This article was taken from Play, Policy, & Practice Connections, the newsletter of the Play, Policy & Practice Caucus of the National Association for the Education of Young Children.

Answer the following questions:
1. What is the difference between a child structured play and an adult structured play?

2. What is Schwartzman’s opinion of make believe play?

3. How should a nursery teacher deal with disadvantaged families?

4. What is the value of the same age peers?

5. Do cultural values merge? What example is provided in the text?
Multicultural Activities That Enrich Your Program

Carolyn R. Tomlin 

If you're like many child care programs, you serve families of different ethnic groups and those with a variety of cultures. Use this diversity to strengthen your program and expand your children's horizons. The following ideas will enrich your program, teach preschoolers to appreciate their heritage, and help all children learn from one another. After all, aren't we more alike than different?

Invite parents from different ethnic groups to visit your program. Ask them to bring ingredients for a simple recipe used in their country. As part of the lesson, involve children in preparation. (Always post an allergy alert chart for parents the day before, or prior to, the cooking or tasting time.) 

Check out a library book of games from other countries such as Ready-to-Use Multicultural Activities for Primary Children by Saundrah Clark Grevious. Older preschoolers will enjoy playing variations of the game. Talk about how a familiar game is played in our country. 

Start an English as a second language class in your program. Use staff volunteers or enlist the help of local schools and churches to teach the class.

Fill a library shelf with multicultural books. Preschoolers will enjoy easy-to-hold books with bright-colored pictures and simple text. Why Mosquitoes Buzz in People's Ears: A West African Tale by Verna Aardema; Strega Nona by Tomie De Paola; and The Tortilla Factory by Gary Paulsen are all great choices.

Teach children words or phrases from other languages and give them the English equivalent. Listen to a recording or tape if you are uncertain of the correct pronunciation.

Invite people from the community who have traveled in another country to visit your program. Could they share souvenirs and artifacts they brought back? Perhaps a native costume?

Give a blank tape to a friend who plans international travel. Ask them to tape scenes with their camcorder that would be of interest to preschoolers. When you show the tape, plan a special celebration that includes music, food, and decorations from that country.

Teach music and simple folk dances from other countries. Enlist the help of physical education or music students from a local university or college to teach the children.

Bring the world to your program through the Internet. View family traditions of Japan. Learn about living in a rain forest in Africa. See how people of the far North survive winter weather. What is it like to ride on the back of a camel? What determines the type of clothing worn in northern areas and southern areas? 

Carolyn R. Tomlin is a former kindergarten teacher and assistant professor of early childhood education at Union University.

Answer the following questions:

1. What activities are proposed in the text?

2. Which ones do you likr most? Explain your choice.
General discussion
1. What is culture?

2. What is play? Is it different in different cultures?

3. Is Vojvodina a multicultural region? 

4. What nationalities do live in it?

5. Do they share their customs, games, languages?

6. What multicultural activities could you as a nursery teacher organize in nursery school?
Unit 8

Assessing Children in Nursery School

Assessing Young Children: What’s Old, What’s New, and Where Are We Headed?

By Susan Bowers, Ph.D. 

Traditionally, the issues related to assessment have centered around three key questions: 1) Why should I engage in assessment?; 2) Which methods should I select?; and 3) How should I use the information obtained? In this article, the answers to these questions are explored, along with trends emerging in the field today. 

Why Engage in Assessment?

One question new professionals in early childhood often ask is, “Why should I engage in assessment?” For some, the answer is obvious-state regulations or administrative boards may mandate assessments. For others, assessment is an elective choice. Assessment is a great way to chart a child’s progress over time, provide feedback to a child’s parent(s), or help with classroom management and discipline. Often, we choose to engage in assessment because we see disruptive or dangerous behavior, and/or because we see “normal behavior exhibited in inappropriate contexts” (Salvia & Ysseldyke, 1995, p. 207). The primary reasons for assessment identified in the literature are to screen for disabilities; to assess kindergarten readiness; to assist in developing curriculum and daily activities; to evaluate the effectiveness of a project or a program; and to provide feedback to parents.

Which Measures Should I Select?

Perhaps one of the most confusing aspects of assessment is choosing which method(s) to use. Assessment measures can be grouped into two categories. The first category includes standardized tests and inventories that are available for purchase and used primarily to compare children against developmental norms or to other children. The second category consists of informal methods. Observations may be obtained from informal methods in a methodical way, but the results are not usually compared to standardized norms or averages. Today, hundreds of standardized tests exist, with the majority being designed for use by persons specifically trained in their use and interpretation. Studies suggest early childhood professionals tend to choose standardized tests that are already being used by others (Johnson & Beauchamp, 1987). Many individuals in early childhood rely on a combination of assessment methods, including some of the common informal methods, as well, as a source of collecting data about young children.

Standardized Tests and Inventories

One of the major advantages of standardized tests is that the results can be used to compare a child to developmental norms or to children in similar circumstances. A norm is an average or series of averages obtained on the sample of children used in developing the test. A second advantage sometimes cited is the predictive validity of such tests. That is, children who perform well on standardized tests in the preschool years tend to also perform well on tests in kindergarten and in the early elementary years (Vacc, Vacc, & Fogleman, 1987).

Common tests for preschoolers include the Battelle (Newborg, Stock, & Wnek, 1984), the Child Behavior Checklist (Achenbach, 1992), the DIAL-R (Mardell-Czudnowski & Goldenberg, 1990), the Miller Assessment for Preschoolers (Miller, 1982), the Peabody Developmental Motor Scales (Folio & Fewell, 1984) and the Peabody Picture Vocabulary Test (Dunn & Dunn, 1981). Tests often used with infants include the Bayley Scales of Infant Development (Bayley, 1993), and the Denver Developmental Screening Test (Frankenburg et al., 1975).

One of the major disadvantages of standardized tests is how to interpret the data obtained. Results from administration of such tests must be considered in comparison to similar children in similar circumstances. Often, this comparison is relatively difficult to achieve. An example of this is the cultural bias of early developmental tests, which were developed primarily on Caucasian children from middle-class backgrounds in the United States. Thus, content found in the tests, such as the words and pictures children are to identify, has been criticized as non-applicable to other groups of children (Reynolds, 1982).

In addition, the predictive validity of standardized tests-that is their ability to forecast achievement in kindergarten-may not be the most important variable we want to know (Pilkington, 1988; Quay & Steele, 1998; Rudner, 1996). More and more, alternatives to formal tests are being explored, including measures which are thought to be more holistic and developmentally appropriate in their focus and approach.

Validity and Reliability

Standardized tests are accompanied by information regarding their validity and reliability. Validity information, indicating whether the test really “measures what it is supposed to measure,” (Witt, Elliott, Kramer & Gresham, 1994, p. 103) offers teachers the opportunity to evaluate whether the test is appropriate for its intended use. Reliability information, indicating the test’s ability to produce “the same result when repeatedly measuring the same thing,” (Witt et al., 1994, p. 95) helps determine a teacher’s degree of confidence in the information that will be obtained. Information on both validity and reliability can be found in the manual that accompanies the test when purchased.

In addition, standardized tests are designed to be used by individuals specifically trained in their administration and interpretation. Many standardized tests, although available for purchase, should not be used without prior training and/or experience. In part, this is because such tests must be administered in a standardized way in controlled testing conditions for the results to be valid. In addition, even with proper administration, the results are meant to be interpreted by individuals knowledgeable in what the norms given in the manual mean, and how to best compare children to such norms. For example, a test may be developed and standardized on both boys and girls. Later, when the test is administered to a girl, the results obtained could be compared to either the initial sample of boys and girls or only girls in the initial sample. If you find this confusing, it is!

Informal Methods and Other Techniques

Informal methods for assessment range from teacher-made (such as checklists or open-ended questions) to those that are purchased. Many teachers are familiar with and use the anecdotal record, a format in which short episodes of a child’s behavior are recorded and kept for comparing change in behavior over time. One primary advantage of this method is its ease of use. Anecdotes can be recorded in virtually any setting at any time with very few materials needed. Other informal methods commonly used are time sample, checklists, rating scales, interviews, and videotape or audiotape recordings. All of these methods should include the following five elements: frequency of the behavior observed, duration of the behavior or event, a complete heading describing when and where the observation occurred, and the date and time.

An additional method which has been gaining favor in the early childhood community is the portfolio (Gronlund, 1998; Honig, 1996; Kankaanranta, 1996). In general, a portfolio is any collection of works thought to be representative of the individual. For young children, this often includes drawings and writings, and/or stories dictated to an adult. Additionally, portfolios may include information about the child contributed by teachers, parents, and other professionals (e.g., speech therapists).

One advantage of the portfolio is that it can be used as a springboard for reflection. Reflections centering around a portfolio can occur with children themselves, with parents, or with other professionals. Discussions with children around a portfolio may include reflection on what the child drew (“tell me more about...,”) or looking with the child at his or her work ver time. With parents and professionals, portfolios offer the distinct advantage of having an array of information about the child, which can serve as a springboard for discussion at parent conferences. This form of assessment differs from standardized tests, which often leave parents confused as to the interpretation of the score(s) and their relation to a child’s daily behavior and needs.

Selecting Informal Methods

The criteria used for selecting any method should be based on the purpose of the assessment itself. Questions asked prior to engaging in assessment should include: 1) Why do I need this information? What is the purpose of my efforts? 2) Based on what I need to know, what kind of information will be helpful? Test scores? Written records? Works found in a portfolio? 3) How often and when do I need to collect such information, and how can I best assure the information is accurate and valid? In addition, any method used should be selected for its appropriateness for the children on whom it will be used. Two important criteria are developmental appropriateness, e.g., “Is it designed for the age of child I’m testing?” and cultural appropriateness, e.g., “Is it relevant to the background and daily circumstances of the child?”

Using Informal Methods

To some extent, any method is only as good as the person performing it. Thus, assessments are most appropriate when every effort has been made to insure objectivity (Salvia & Ysseldyke, 1995). Objectivity refers to the process of examining a child or event without pre-formed ideas about outcome. When we are objective we report only the facts, and, in turn, interpret those facts based only on what was observed, rather than feelings or attitudes about the child.

Another common question asked by early childhood professionals is, “When should assessment occur?” Researchers suggest observations should occur on an ongoing basis in natural settings (Shepard, Kagan, & Wurtz, 1998), and should be integrated into daily activities (Chapman, 1997).

Emerging and New Approaches to Assessment

Increasingly, many early childhood professionals are moving away from “old” methods altogether, and relying instead on techniques thought to be more holistic and developmentally appropriate. These methods include innovative approaches which emphasize behavior occurring in natural settings and assessments which reflect the complete set of circumstances surrounding the child.

One area in which innovative methods have been emerging is in the assessment of children at risk, including children at risk because of poverty (Dunbar & Reed, 1999) and/or disabilities (Lee & Kahn, J., 1997). At-risk children may be assessed to screen for (or to evaluate the effect of) fine and gross motor delays, speech and hearing difficulties, and atypical behavior. One example of an innovative method is play-based assessment, which evaluates children’s developmental skills and their social interactions, learning styles and behaviors” through play (Lowenthal, 1997, p. 1).

How Should Assessment Information Be Used?

During the assessment process every effort should be made to use the information in ways that are respectful of the child. In the best scenarios, we pay careful attention to issues such as confidentiality and consent. Confidentiality implies all information will be discussed only in professional settings, and the information will be handled in such a way that identities and results are revealed only to the intended audience.

Consent, on the other hand, implies individuals (or parents, in the case of minors) have given their permission to be evaluated and/or assessed. Parents may offer such consent at the time of the program enrollment if they sign a form indicating that they realize such activities will be occurring. Otherwise, it is wise to obtain specific permission prior to engaging in ongoing assessment projects, even if informal measures are being used.

In addition, assessment should occur only if it is likely to have some direct benefit to the child or the program (Witt et al., 1994). For example, our assessment efforts might help the child in some way by improving teaching or caregiving, by providing intervention for special needs, and/or by providing a means of documenting the child’s developmental growth. One practice to avoid is the temptation to label children based on assessment results, such as “this child is difficult” or “this child is slow.” Studies indicate children placed in these categories very early on have difficulty overcoming them later.

Where Are We Headed?  Innovative Approaches

In the 21st century, assessment practices are likely to become more holistic and innovative in their approach. For example, a relatively new term that has emerged is “authentic assessment.” Authentic assessments take into account the particular circumstances surrounding the evaluation of individual children (Gonzalez-Mena, 1998). These circumstances include a range of issues from the settings in which testing occurs to the appropriateness of the assessment instrument used. Another term being used with increasing frequency is “performance-based assessment.” Performance-based assessment refers to focusing on the daily activities and skills already being performed by the child (Brualdi, 1998). Finally, researchers working in clinical settings are likely to provoke us with their ongoing findings of the relationship between biology and behavior. Scientists working in these domains are now using electrophysical and neuroimaging techniques to assess and screen for potential delays in young children (Tyler & Howard, 1996).

Family Involvement

Family involvement in assessment, such as parent reports and observations, has been relatively overlooked in mainstream early childhood settings. However, it is likely such strategies will gain popularity in the coming years. Researchers suggest information obtained from parents can be an important part of the assessment process (Wolfendal, 1998). Studies also indicate parent reports are helpful in identifying and screening for disabilities (Ireton, et al, 1995). Ireton et al., analyzed data reported by parents using a standardized inventory, and found such data was helpful and consistent with the decisions made by other professionals. In addition, family involvement may benefit all parties involved. Honig (1996), for example, suggests parents who are included in assessment gain valuable knowledge about their child’s behavior, as well as their role in facilitating developmental growth.

Emphasis on the Positive

Finally, after decades of assessing what children cannot do, there has been a shift toward focusing instead on what children can do. Such positive approaches to assessment are thought to be helpful in viewing the child as an individual with unique characteristics and abilities rather than disabilities. As professionals, such approaches also help us maintain more positive attitudes about the issues related to child development, and our role in modifying environments and/or providing intervention.

Conclusion

Review of research indicates assessment techniques, both standardized and informal have been, and will remain, an important tool for early childhood professionals. Assessment methods can be used to screen for disabilities, to assess kindergarten readiness, to assist in developing curriculum and daily activities, to evaluate the effectiveness of a project or a program, and/or to provide feedback to parents. Traditional questions surrounding assessment centered on three key questions. In the future, these questions will continue to be asked, along with many new questions, which accompany our increasingly complex knowledge of child development.

Susan Bowers, Ph.D., is a professor of early childhood studies at Northern Illinois University, and a child care consultant in the Chicago area. She has experience as a preschool teacher and director, as a parent counselor for child care resource and referral, and as a researcher in medical diagnostic settings. Dr. Bowers is also the author of a recent series of research articles on training early childhood professionals.
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Answer the following questions:

Why should nursery teachers engage in assessing young children?

What are the measures that can be selected?

What are the advantages of standardized tests and inventories?

Are there informal methods of assessment?

How should a nursery teacher use the assessment information?

What innovative approaches does the 21st century bring?
Unit 9 

Nursery Teacher

The Seven Faces of the Early Childhood Educator

by Jill Miels Ph.D.

Over the last decade, the National Association for the Education of Young Children (NAEYC) has brought us into a new era of working with young children. They have encouraged us to implement developmentally appropriate practices, to establish child-centered programs, and to value the importance of what we do. As this new era unfolds, we must prepare ourselves for new roles and responsibilities. 

In order to envision new roles, I feel it is essential that we free ourselves from old stereotypes that might limit what we do with and for children. The concepts of teacher and caregiver present a picture of one who is in control; of one who dispenses knowledge; and of one who serves as the central figure in a program. In truth, the central figure of any program should be the child. Therefore, we must continually re-examine and re-define what we do and how we see ourselves. 

The roles identified here are not given in order of importance, nor is the list all-inclusive. If I've learned nothing else over the past quarter century, I've learned that each individual must decide which roles to embrace and which roles to reject. 

Communicator

We are all inherently social beings. We seek contact with others and along with this contact comes the exchange of thoughts and ideas. The communicator role is probably the least developed in our profession. Because of time constraints, we often "just do the job"; we seldom have the opportunity for professional conversations. The result - isolation. We must make an effort to talk to one another on a regular basis. In addition to talking, we need to listen. Listening should comprise half of the communication process, but it always seems to be less. By minimizing the use of listening, we send hidden messages to the children indicating that our thoughts are more important than theirs. 

Facilitator

As facilitators of learning, we need to give up some of the control that accompanies the traditional role of "teacher." Instead of being dispensers of knowledge, we should serve as guides to the children in our care. Therefore, the facilitator is deeply interested in the classroom environment-how it is set up and how it affects individual children. The role of facilitator is time consuming and requires additional planning and research hours to seek out the most current information about children and learning and to reflect on how educational theory relates to our particular programs. 

Coach

As coaches, we function as encouragers who make suggestions, provide options, and observe classroom activity. The students come to us when more or new information is required, and we become responsible for developing a sense of community and cooperation, while bringing out the best in each player. 

Model

This role may be the most significant one we undertake. My mother used to say, "Do what I say, not what I do." It never seemed important for me to understand why I should do something; I always just did it (most of the time). Today's children seldom accept something as fact. Because of the multitude of experiences they are exposed to at an early age, they seem to be more sophisticated, more alert, and certainly better able to question adult practices. Therefore, it is vital that we do as we want them to do. For us to model the kind of behaviors we expect from children, we will have to ask ourselves some hard questions, including: "What do I believe?" "How much of what I believe can and should be passed on?" and even, "Do I have prejudices that come through in hidden ways?" 

Keeper of the Watch

We watch over our classrooms and children to ensure that all is well and to manage the amount of time spent on certain classroom activities. Over the years, I found myself to be an unusually rigid time keeper. Let me challenge you to look carefully at how you use time. Who controls it? What does strict adherence to a schedule say to children? Are we giving them the message, even at this early age, that the quality of work or depth of thought is not as important as finishing the work in a prescribed amount of time? Are we saying that the process of learning must be broken up into time blocks? Do we actually discourage some children from choosing certain centers because they know that they won't have time to experiment? 

As I observe classrooms, I notice that we seldom see the whole picture; we have too many other roles. Although things may look good at a glance, something may be wrong on the inside. Ask yourself, "How often do I stop to reflect on why a child has chosen an activity or how he or she came to an end product?" I found, in my final years of teaching, that videotaping classroom activity gave me enormous insight into how children responded to materials and what events preceded certain behavior. 

Storyteller

Many children come from backgrounds where family stories are not passed on or valued. Even in homes where children are given rich learning experiences, quality time and the opportunity to know and learn from extended family members are limited. I often wonder if we are losing the value of memories. If storytelling is a skill that is being lost, perhaps our classrooms are the perfect arena to reintroduce that talent. 

Researcher

Early childhood professionals are in a perfect position to help further our knowledge base about educating young children. We have massive amounts of information about the way children learn, but lack knowledge on how particular populations react in a specific environment. These things cannot be determined anywhere except in existing classrooms. Using data from authentic situations will help build new bodies of knowledge. 

Conclusion

If we are to lead the educational march into the 21st century, we will need to re-evaluate what we know and how we use our knowledge. We can't do it alone, but if millions of early childhood professionals raise their voices, we will certainly be heard. 

Jill Miels, Ph.D., is an assistant professor in the Department of Elementary Education, Teachers College at Ball State University. In addition to teaching undergraduate classes, she is actively involved in professional organizations and continues to work closely with schools. She worked with young children in a variety of settings from 1971 until 1993. 

Answer the following questions:

1. What are the seven faces of the early childhood educator?

2. What is the communicator like?
3. What is the facilitator like?
4. What is the coach like?

5. What is the model like?

6. What is the keeper of the watch like?

7. What is the story teller like?
8. What is the researcher like?

9. What kind of the early childhood educator would you like to be? Explain your choice.
Unit 10 

Art 
Expressing Feelings Through Art

Carolyn Tomlin 

Four-year-old Rebecca is intent on using crayons and paper in her child care center. Holding a red crayon tightly, she makes heavy marks on the paper. The young child is expressing her feelings about a recent automobile accident in which she and her mother were injured. Both were transported by ambulance to the hospital. It's been several weeks since the accident, but whenever she hears a siren or the screeching of tires she panics. 

After the destruction of the World Trade Center in New York, six-year-old Danny draws a picture of two planes. When asked about his drawing, Danny tells his teacher, "I'm drawing a 'good' plane and a 'bad' plane."

During a personal trauma or national crisis, it is important for teachers and parents to give children the tools and opportunities to express themselves. Like adults, children feel the need to talk through their fears and concerns. They look to us to give them stability in an often unstable world. Children feel cared for when the normal routine continues, when they are listened to, and when they know their questions are just as important as answers. When a crisis occurs, be extra vigilant and look for the following signs in children:

Expression of a broad range of emotions  

Physical illness (particularly stomach aches)  

Problems sleeping (waking up, nightmares)  

Separation anxiety when away from parents  

Increased attachment to adults   

Irritability or expressions of anger

Using Art as a Means of Therapy    

Whether children are victims of abuse, fearful of the dark, witnesses to a crime, or experience tragedy by watching television, they are seldom able to cope with traumatic events. Young children are often not able to express or discuss their thoughts and feelings because of their limited vocabularies and language skills. One way for teachers and parents to encourage children to talk about what they have seen, heard, or experienced is to give them art materials. By drawing, children are able to communicate without using words. Julie Barlar, a registered clinical art therapist in Nashville, TN, offers the following statements to explain why art is so important to children, especially when they have experienced traumatic events:

Children process what they learn through play.   

Drawing helps control the situation. Once an idea or thought is drawn, it becomes concrete. Children can manipulate it, hang it on a wall, stomp it, or tear it up.  

If a child is anxious about a situation, encourage the youngster to draw a picture of a "safe" place.  

If the drawing is scary, the child may tear up the picture and use the pieces to make something pretty.  

Encourage the children to use crayons, marking pencils, and paper. Clay and paints may cause a child to express more emotions than they are able to cope with. 

Interpreting Art

Once children have put their "thoughts" on paper, it is up to a teacher or parent to interpret what has been said. When children have experienced traumatic events, signs such as these often surface in their art. 

Young children may draw themselves very small and others very large. Experts in art therapy believe the child feels he or she has little control over the situation.  

If the child has a phobia about animals, for example, the dog or cat may appear much larger in the drawing and loom over the child. In this situation, the child feels powerless to control the animal.   

If an adult has abused a child, the abuser may appear large and frightening.

Carolyn R. Tomlin has taught early childhood education in public school and on the university level. She is the author of What I Wish It Hadn't Taken Me So Long to Learn, available at http://www.1stbooks.com/

Answer the following questions:

1. What are the forms and opportunities for a child to express his feelings?

2. Can art be a means of therapy? Describe how a nursery teacher should behave on such occasions.

Unit 11

Playing with Natural Materials

Wonderful Water Play

Jerry H. Funk, M.Ed. 

There is little dispute that hands-on activities are the most effective teaching strategies. Tactile play is a highly expressive and therapeutic activity for young people. From the time a child plunges his hands into tactile materials, he is in charge. He can explore, experiment, analyze, observe, question, and create. Even brain researchers agree that, “The single best way to grow a better brain is through challenging problem solving” (Jensen, 1998). Water is one of those tactile materials that is fascinating, easy to manipulate, and great fun during the summer months. The following activities are suggested as appropriate learning environments for an early childhood classroom.  

Bubble Fun. Children enjoy blowing or creating bubbles. In addition to blowing bubbles by hand, try adding non-toxic baby shampoo to the water in a water tub or table. Using eggbeaters or wire whips, encourage each child to experiment how high the bubbles will go. Ask the children to record what happened by drawing a picture showing how high they were able to form a bubble mound.    

Sidewalk Painting. Give each child a large paintbrush. Have several children share a large bucket of water. Using a sidewalk or outside wall, encourage the children to “paint” pictures using the brushes and water.    

Spray Painting. Encourage the children to easel paint using spray bottles filled with colored water. Food coloring or non-toxic liquid watercolors can be used to color the water.  Allow the children to create interesting shapes and pictures by using stencils.   

Melting Water. Place ice in the water table. Allow the children to experiment with the frozen water material. Allow the ice to melt and encourage the children to observe and explain what happens to frozen water when it is in a warm place. Older children may wish to record this experiment in a journal by drawing pictures.    

Animal Habitats. Place small plastic water animals in the water table (you may wish to tint the water blue or green to simulate an ocean or lake). Encourage the children to explore how animals live and play in the water and how they find food.    

Floaties. Large sponges make wonderful “rafts” in the water table. Place some multi-colored plastic manipulatives, such as counting discs or bears, in the water tub. Float several large sponges of assorted colors on the water. Have the children sort the counters by color and place them on the sponges. To make the activity easier, color coordinate the color of the sponges with the color groups of the manipulatives. Many variations of this activity can be developed. You can use colored plastic plates for the rafts and various colors of milk jug lids for the sorted items.    

Catching Fish! Place plastic fish, or any other small manipulative, in a water tub filled with water. Using small goldfish nets, encourage the children to “catch” whatever they can in the net. This could be turned into a classification game by asking the children to fish out certain items. For example, “See if you can catch the items that are blue.” 

Always keep in mind safety when using a water center. Wet floors can be a safety hazard when they are left unattended. Always monitor the children and have basic ground rules for keeping the water in the center. When the environment is kept safe, the water center can provide many days of enjoyable learning and fun activities for play.  

There are many other activities that can be performed in a well thought-out water table center. Carefully look at the academic skills required in your program, as well as the thematic units that you have planned for the children. The water center will usually fit in nicely and be a lively and entertaining center for the children.  

John H. Funk, M.Ed., is currently the Early Childhood Manager for SLCAP Head Start in Salt Lake City. He is also an adjunct professor of teaching and learning at the University of Utah. John taught preschool through grade 2 for 24 years and was the1996 Utah Teacher of the Year.  
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Answer the following questions:
1. What is the value of tactile play?

2. What tactile games are described in the text? Which one do you like most?
Creating With Natural Materials

by Evelyn Petersen

TAKE IT OUTSIDE

It is amazing how the simplest tasks are easier when they are done outside in the sun and fresh air, and yet we often husk corn, peel vegetables, pit cherries, snap beans or slice peaches in the house. To model creativity we should show children that tasks can be done in different ways and in different settings instead of the same old way. Think of things you might do outdoors instead of inside, inviting your child to help with ideas. Take some of the kitchen tasks outdoors to do, fold the clothes outside, or write letters and read outside. Sit under a tree or on the grass and read a story to your child, and have a snack. Whether you are doing tasks or just relaxing outdoors, take time to watch the birds, talk about the sky and clouds, or watch the trees and leaves move in the wind.

WATER

Like clays, sand, earth and pebbles, water is an "open ended" natural material. Children are no different than adults. We all enjoy the beauty of water, and we love using it in many ways for play, relaxation, and reducing stress. Be sure to allow your child time each day to play with water, whether it is in the bathtub or elsewhere. Inside or outdoors, you can keep children busy and happy with a plastic dish pan containing a few inches of water and things to pour, fill, empty, float and sink. You can add liquid soap, give them straws, and join them in laughing and blowing bubbles. Or...try this experiment. At a table outdoors or inside, place several layers of paper towel under individual plastic cups containing a little liquid soap and a straw. Blow LOTS of bubbles to overflow the cup. Next, CAREFULLY drop a few droplets of food color on top of the bubbles. The geometric designs you see will amaze you.

SANDCASTLES TO MUD STEW

Surely you remember the joy of playing in the wet sand or mud as a child. Find ways to help your children create and enjoy making mud pies, sandcastles and other sand/mud inventions. If you don't live on a beach, create a sand pit or a sand play area in your yard. Be sure the child is dressed appropriately; this kind of creating can be messy. Wet the sand; show how it can be molded and dribbled. Give the child discarded, safe cans of many sizes for molding. Provide items like shells you have collected, or golf tees and party toothpicks for castle flags and decorations. You can also give the child an old saucepan, plastic bowls and spoons, and a plastic pitcher of water for making "mud stew". They can add grass, leaves, twigs, pods and pine cones. Model creativity; be sure to accept if they invite you to a pretend "dinner."

SNOW AND ICE

If you live where it is cold enough for ice and snow during the year, you know that snow is a terrific open ended play material. Children love sliding, rolling, climbing and falling down safely in the snow; they love making snow people and snow angels. Try something new...Make an ice candle! On a cold (below freezing) afternoon, put water in a small or medium plastic bucket outside. The next day, the water will have frozen at the top and around the sides, but not in the middle. Lay the bucket on its side and pour a kettle of very hot water on the bucket, helping your child slide out the molded ice. When you set it upright, you will have a beautiful ice candle holder that looks like fine crystal when a lighted votive candle is placed inside. Watch it at night from your window.

COLORED SAND PAINTINGS

Colored sand paintings have been done by many cultures in many ways for centuries. Gather or obtain some clean sand, dividing it into small margarine tubs. Add different food colors to each container and let the sand dry out overnight. Put a cookie sheet under your child's work, and let your child drip white glue to make a design on sturdy colored paper or recycled white cardboard. Let the child dribble one color of sand onto the glue, lifting the paper to let the excess sand fall in the cookie sheet. Pour this sand back into the container, and let the child add more glue and a different color of sand to the design. Repeat this process until the design or picture is finished, letting the creation dry flat and thoroughly.

NATURE WALK

Take a walk in a park or woods with your child, bringing along a paper bag. Collect moss, fungi, acorns, interesting small stones, and pine cones or seeds. Talk about your discoveries as you go. Later you can make a unique plaster of Paris wall decoration with your findings. Use your outdoor sand box or line the bottom of a plastic dish tub with sand. Let the child choose and place his or her favorite nature findings in a shallow depression in the sand, putting the "best" side of the items face down. Mix up a SMALL amount of plaster of Paris, cover the creation, and make a hole for hanging before the plaster sets up. A great way to save a memory or make a gift.

DRIFTWOOD

Walks in the woods or on a beach can produce findings of interesting pieces of dry deadwood or driftwood. Save these in a small box until you have an interesting assortment. Add to this box various mosses or lichen, shells, stones, cones or other nature items your child finds. Obtain a few dried, colored straw flowers and break the stems to shorten them. On a "rainy day," put newspaper on a table, let your child choose a piece of driftwood or deadwood, and lay out the assortment of nature items. Shake excess dirt from the mosses, and let your child glue moss to the wood wherever he or she chooses. Then let your child choose and glue other findings to the moss and wood. A few dried flowers can be added for color; these can be poked right into the moss. Every creation your child makes with these natural materials will be different and beautiful.

REAL CLAY

Go exploring and try to dig up real clay for children to use. Dig up some from a river bank or a shallow lake...you may even be able to dig down and find it in your yard. If not, obtain gray pottery clay from a hobby store and let your child reuse it for years. Keep it in a large jar, wrapped with wet rags. If it ever dries out, soak it for a day by filling the jar with water. When you pour off the water, the clay will be as soft and slippery as ever. The process of creating with clay is very different than with play doughs, because clay is more flexible. Children can slide and push clay into shapes and stick pieces of it to other pieces. Try it yourself!

PET ROCKS

Many children want pets, and can't have them for various reasons. Children also love to collect stones and rocks. Put those two facts together. This is your cue to do some outdoor exploring with your child to gather some hand sized stones or rocks. Then find scraps of fake fur, buttons, pipe cleaners and other odds and ends, get out the glue, and help your child make his or her own "pet rock" to carry about, to talk to and to love. Smooth stones can also be painted, either as "pets" or for attractive gift paperweights.

GRASS AND FLOWERS

Do you remember making a whistle out of a blade of grass, or making a "daisy chain" crown, bracelet or necklace from flowers? Instill a sense of magic in your child by recalling those outdoor memories. Recreate these simple wonders with your child. Read Edward Duensing's book "Talking to Fireflies, Shrinking the Moon: A Parent's Guide to Nature Activities" for ideas. (Plume, 8.95)

Evelyn Petersen is an early childhood consultant, the author of "A Practical Guide to Early Childhood Planning" and 5 other books for parents and teachers, including "Growing Creative Kids." She has been a weekly parenting columnist for the KRTN Wire service since l986, and is the national spokesperson for Hasbro's Family Game Night. Learn about the three early childhood education courses Evelyn is teaching on the internet on her web site http://www.earlychildhood.com/Redir/index.cfm?L=25. 
Answer the following questions:

1. Why is it important to take children outside?

2. What can children make out of sand, clay, snow or ice?

3. What activties can be organized in the park or woods?

4. Can you dig up in nature some materials for play?

5. What parts of nature can children collect and take home?

Making the Most of Sand Play

by Sandra Crosser Ph.D.

It was the summer of 1926 when Grandma and her cousins dug the hole to China. "We're digging a hole to China, to China," they sang over and over again. Grandma wonders now why they started to dig at the top of the hill, but their spirits were undaunted. 

It wasn't until the pit deepened that the children decided they needed to measure their progress. The older girls took turns inserting their legs ankle deep, knee deep, thigh deep. When the hole was finished, had you inserted a leg and stretched your toes really far, you too, could have touched China! 

Children have always been intrigued by sand play. They dig in sand, sift it, build with it, pour it, enjoy the feel and smell of it, pretend with it, and explore how it moves. Balke (1997) contends that, "The culture of children is threatened by mass media and overproduction of plastic playthings that are ready-made and demand nothing of the child" (p. 358). Sand, on the other hand, is well-suited to the explorative and imaginative nature of young children. 

Why Play in Sand?

There is no right way to use sand. It invites participation; it permits children to make and test hypotheses; it stretches the imagination; it provides a potentially soothing sensory experience; and it is an excellent avenue for children to learn physical, cognitive, and social skills. 

Because sand play is open-ended, the child determines the direction and path of his or her own play. This freedom then clears the way for the child to build developmental concepts. 

According to constructivist theory (Piaget, 1945), children have an inner drive to build an understanding of their world as they explore and interact with materials. Concepts about how the world works are built gradually and become increasingly complex as the child enters a rich learning environment and exercises his or her freedom to play. 

The Exploration-Play-Application Sequence

When a child first encounters a new play setting, he or she will behave in a manner Vandenberg (1978, 1984) described as the exploration-play-application sequence. According to Vandenberg, a child cautiously explores a novel material or piece of equipment before he or she actually plays with it. It has been suggested that this tentative exploration is a child's way of determining whether it is safe to begin play (Weisler & McCall, 1976). 

Children who have never had the opportunity to play in sand or any other material will need time to explore their new environment before beginning purposeful play. As teachers, we should plan large blocks of time for children to become engaged with materials. During the second, or play part of the sequence, children tend to develop skills they can later apply to new situations (Sylva, Bruner, & Genova, 1976). In other words, play is a practice time during which the child develops useful physical, cognitive, and social skills in an environment where mistakes and errors are inconsequential. Those skills are then available to the child as a resource for future use. 

The Teacher's Role

It is important that play be open-ended. Children should feel comfortable asking and answering their own questions. Chaille and Britain (1997) suggest that it is the teacher's role to structure a rich environment, observe what children are doing and thinking, and interact in a nondirective manner. Teachers should "encourage problem solving, perspective taking, and/or consideration of feelings" (Chaille & Britain, 1997, 65). Open-ended play can be fostered by using key phrases like the following: 

How could you change/fix that?  

What else could you do?  

What would happen if you...?  

What do you think/feel about...?  

How did you do that?  

Is there another way to...?

By asking open-ended questions, the teacher provides a framework that enables children to learn more than they could on their own. Vygotsky (1933) called this framework a scaffold. The teacher provides support for learning, then gradually withdraws that support as children become able to do more and more on their own. The teacher first carefully prepares a challenging, intriguing environment. She then asks open-ended, purposeful questions which build a bridge for children to cross the gap between what they could accomplish with appropriate scaffolding. 

What Can Children Learn From Playing in Sand?

Sand play promotes physical development. Large muscle skills develop as children dig, pour, sift, scoop, and clean up spills with brush and dustpan. Eye-hand coordination and small muscle control improve as children learn to manipulate sand accessories. 

Sand play also promotes social skills. When children work together at the sand table they are faced with real problems that require sharing, compromising, and negotiating. A group may engage in dramatic play as they "cook," construct roadways, dig tunnels, or create a zoo for rubber animals. As children take on roles associated with their dramatic play, they learn important social skills such as empathy and perspective taking. 

The teacher can promote cognitive development by preparing an interesting, challenging sand play environment. This environment can be achieved by continually changing and adding interesting accessories to the center. 

Mathematical concepts can be developed during sand play by providing children with measuring spoons and cups, containers in a variety of sizes and shapes, balance scales, or counting bears. As you observe children's sand play, use mathematical terms like more/less; many/few; empty/full; heavy/light. Then challenge children to count how many scoops it takes to fill a container. Sequence accessories by size. 

Develop science concepts by suspending a funnel or pendulum above the sand table. Provide magnets and buried treasure. Use ropes and pulleys to move buckets of sand. Punch holes in a plastic bottle, fill it with sand, and observe. Then try different sizes and placement of holes. What happens? Ask children what they could do with a water/sand wheel, PVC pipes, ramps, sieves, funnels, or rolling pins. Add water, filters, or gravel to the sand. How does it change? 

Encourage children to make signs for use in sand play and find out what a colander is to develop language skills. Invite children to write their names in the sand or tell a story about their play. Move traffic signs from the block center to the sand box. 

Teachers can incorporate the arts into sand play by encouraging children to draw a song in the sand; make castings, moldings, and prints; and write a sand poem. As children sift and pour, play background music and encourage them to sing. Try using sand combs and describe pattern and design. 

You will think of many more accessories to change the sand play area to keep it fresh and inviting. Look around for common objects and household discards that might spark ideas when paired with sand. "A developing brain doesn't know the difference between an inexpensive set of measuring cups and an expensive set of stackables purchased at a toy store" (Newberger, 1997, p. 8). You might even decide to make alternative rice, nut, corn, bean, mulch, packing peanut, aquarium gravel, or cornmeal centers to compare with sand play. 

Conclusion

Children have a natural affinity for sand play. Teachers can build on that interest by providing children with inviting props, asking appropriate questions, and scheduling ample time for children to work through their play ideas. While the teacher provides the stimulating environment to enhance concept development and skill building, it is important that the sand play area remain free and child-centered so that children may generate their own play schemes imaginatively. 

It is through purposeful, self-initiated play that children move beyond the world of what is to become the strongest, the wisest, the most competent and skilled participants in the world of what could be. We need to invite children to explore the time-tested natural ingredients of play so that they, too, might stretch their toes really far and touch China. 

Sand Play Accessory Ideas

cardboard tubes and ping-pong balls 

spatulas

rolling pins

sand wheel

funnels

sieves

colanders

mortar and pestle

stones

shells

scoops

measuring spoons and cups

aquarium gravel

gardening tools and gloves

sprinkling cans

plastic flowers and vases

wooden spoons

buckets

jewels

shakers

zoo or farm animals

table blocks

pipes, tubes, cylinders

pine cones

nuts

jars and lids

clothespins

counters

potato mashers

block people

magnifiers

magnets

dishes from housekeeping center

rubber puzzle pieces

marbles

sand combs

filters

zippered plastic freezer bags

cloth scraps

vehicles

berry containers

model railroad accessories-tunnels, trees, people

latch hook canvas

spice containers

net bags from onions or citrus fruit

aquarium nets

large marbles

balance scale

feathers

corrugated cardboard

baking bowls, pans

pulleys

suspended pendulum

small pitchers

soup ladles

mixing bowls 
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Answer the following questions:

What should children play in sand?

What is a nursery teacher’s role in this play?

What can children learn from playing in sand?

Do children in our nursery schools play in sand?

How would you organize such activities in nursery school?

Unit 12

Indoor games

10 Circle Time Games

Carolyn R. Tomlin 

It’s no wonder the games used during “circle time” often become a special and favorite part of our preschoolers’ day. Children love to suggest favorite games and take turns being the leader. The familiar routine and comforting aspects of circle time lend themselves to terrific opportunities for movement, quality social interactions and enthusiastic learning. 

Circle time is also a wonderful way to transition children from one part of the day to another, including the “wait time” at the end of the day when children are passing time until their parents arrive to collect them.

Here are ten sure-fire circle time games - some old favorites and some new ones - to enrich your child care program. Children may either stand or sit in a circle to participate.

1.   Name That Tune. Play a familiar song and choose a child to provide the title. The preschooler giving the correct answer becomes the chooser for the next tune.

2.   Doggy, Doggy Where's My Bone? A child leaves the room and a child in the circle places the paper bone behind his/her back. Bring the seeker back into the room and have them deduce which child is holding the bone.

3.   Quiet Mouse, Still Mouse. Children sit in a circle as the leader announces which child (eventually, you hope, all of them) has become a mouse by being very quiet and still. 

4.   Alphabet Shopping. Using the first letter, match the child’s name with something to buy that begins with that letter. For example, “My name is Connor and I will buy a coat.” This facilitates teaching categories and organizational skills by using alphabet animals, foods and places.

5.   Beginning Sounds and Rhyming Words. Children sit in a circle and someone says a beginning sound or rhyme-able word. They choose the person to provide the answer by rolling a large ball to that person. 

6.    I Spy. “I spy something with my little eye, and the thing I see is (green).” Use colors or shapes to complete the sentence. The child who is “It” calls another person’s name and if they answer correctly, they become “It.”

7.   Hot, Warm & Cold. One person leaves the group while someone is appointed to be “It.”  The seeker returns and walks around the circle while the others call out hot, warm and cold as the child get closer or further away from the child secretly “It.”

8.   Simon Says. “Simon says stand up. Simon Says touch your nose. Sit down!”  If a child follows the command without hearing, “Simon Says,” they have to sit down. Use some of the following: Wiggle your fingers, stand on one foot, hop one step, etc. You can draw stick figures for the hearing impaired.

9.   Hot Potato. Children sit in a circle and pass a potato as music plays. Pass it fast; pass it slow as the musical selection indicates. When the music stops, the person holding the potato is out. 

10. Listen and Clap. Say the child’s name. Clap out the syllables. 

Recognize that most children react badly to being “out,” and may feel ostracized. An easy way to handle this is to have the children, as they are sent out of the game, move to a book area for quite reading time or a simple craft. 

Circle games reinforce listening skills, socialization and working together as a group, and physical activity helps to reduce discipline problems. Modify and adapt games to accommodate children with special needs.

Answer the following questions:

1. Why is circle time important?

2. What ten games are mentioned in this text? Which one do you like most?

3. Act some of them out.

10 Activities for Rainy Days

Carolyn Ross Tomlin 

“Rain, rain, go away, little children want to play.”  

It’s raining and activities to do with the children are limited or are they? Don’t allow those early summer showers hinder learning. Instead, weave these rainy day activities into teachable moments throughout the day. The possibilities are endless!  

Indoor Rainy Day Activities

Think creatively, plan ahead, and never allow bad weather to keep your children from having an enjoyable day. If rain keeps you and your children indoors, try the following activities. 

Dress-up Trunk. Children love to play dress-up, and a rainy day is the perfect opportunity to pretend. Collect an assortment of male and female clothing, hats, shoes, handbags, and other props and put them in a “rainy day trunk.” When rain forces you inside, pull out the trunk and put on a play. Change the contents often to encourage different types of creative play.    

Broom Ball. Gross motor activity, even on rainy days, reduces tension. Broom ball is a fun game to use with small groups of children for which the object of the game is to sweep a ball into a box. To set up a game, clear an open space in the classroom and provide child-size brooms, a ball, and a large box – the size and placement of the box will depend upon the developmental level of your children. Give each child an opportunity to “sweep” the ball into the box.      

Clothespin Drop. Develop hand-eye coordination with a simple game that involves dropping clothespins into the neck of a plastic gallon jug. Younger preschoolers may need to have a larger opening cut in the jug. Tip: Placing a few pebbles in the bottom of the jug will keep the container upright.    

Color my World. Using a clean medicine dropper and colored water (made with food coloring), drop small amounts of water on white or pastel-colored construction paper. Allow the colors to fade together. Talks about the designs created by the children using water and display the artwork in the classroom.    

Rain Dance. Play a recording of classical music and encourage children to move to the music. Challenge them to become raindrops falling, tree limbs blowing, grass bending, or flowers lifting their heads to welcome the rain. Model the movements by participating in the fun yourself.

Outdoor Rainy Day Activities

There’s something about the combination of a soft, summer rain and children that can turn a cloudy day into a day full of sunshine. Raincoats, boots, and small umbrellas will keep the children dry as they venture outside for these fun and exciting activities. 

Umbrella Parade. Lift your umbrella high and march down the sidewalk for a rainy day parade. Sing favorite songs as you walk.    

Chart the Rain. Collect rainwater in a plastic container with straight sides. Use a ruler and measure the amount. Chart the amount on a calendar. How much rainfall did we have today? This week? This month?    

Here’s my Community. A damp, paved area makes a good chalkboard after a light rain. Supply large pieces of colored chalk for a classroom project. Encourage each child to draw her house or familiar neighborhood buildings. When finished, you have a beautiful community mural.     

Here Come the Ducks. Before going outdoors, read Make Way for Ducklings (1942) by Robert McCloskey. Say, “Let’s pretend to be ducklings. Can you show me how a duck walks?” Use raincoats and umbrellas if the rain is still falling. Ask children to illustrate their play when they return indoors.    

Rainy Day Code. Make a natural sign language by collecting things that are wet, such as a leaf, twig, rock, blade of grass, etc. Assign an action to each object. For example, a leaf could mean to hop one time, a twig means to clap your hands. Arrange the objects in a pattern with the difficulty related to the child’s developmental age. Have the children “write and perform” the code.

Carolyn R. Tomlin is a former professor of early childhood education at Union University.  

Resources

Bennett, S. & Bennett, R. (1993). 365 outdoor activities you can do with your child. Holbrook, MA: Bob Adams Publishers. 

Answer the following questions:

What games are proposed for indoor activities during rainy days?

What games are proposed fer outdoor activities during rainy days?

Which ones do youfind most applicable in our nursery schools?
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