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About this Module -ECP  2100
ECP 2100: CHILD PSYCHOLOGY

 STYLEREF  "Guide Sub-title"  \* MERGEFORMAT ! No text of specified style in document.has been produced by the School of Early Childhood studies .All modules for school of Early Childhood studies produced by Chalimbana University are structured in the same way.

How this ECP  2100is structured

The course overview

The course overview gives you a general introduction to the course. Information contained in the course overview will help you determine:

· If the course is suitable for you.

· What you will already need to know.

· What you can expect from the course.

· How much time you will need to invest to complete the course.

The overview also provides guidance on:

· Study skills.

· Where to get help.

· Course assignments and assessments.

· Activity icons.

Units.

We strongly recommend that you read the overview carefully before starting your study.

The course content
The course is broken down into units. Each unit comprises:

· An introduction to the unit content.
· Specific outcomes.

· Core content of the unit with a variety of learning activities.
· Reflections

· A unit summary.

· Assessments criteria.
Resources

For those interested in learning more on this subject, we provide you with a list of additional resources at the end of this ECPS 2100; these may be books, articles or websites.

Your comments

After completing ECPS 2100: CHILD PSYCHOLOGYwe would appreciate it if you would take a few moments to give us your feedback on any aspect of this course. Your feedback might include comments on:

· Course content and structure.

· Course reading materials and resources.

· Course assignments.

· Course assessments.

· Course duration.

· Course support (assigned tutors, technical help)

Your constructive feedback to the department and the school will help us to improve and enhance this course.

Course overview

Welcome to ECP 2100: CHILD PSYCHOLOGYError! No text of specified style in document.
Child psychology is a scientific study of developmental changes in infants, children and adolescents. In this course the entirety of the growing child is analysed from physical growth and development of motor skills to cognitive development and to the development of one’s personality and identity. This course will equip trainee teachers with good understanding of child development process and the significance of these processes in the learning process of a child.

ECP  2100: CHILD PSYCHOLOGY  is this course for you?
This course is intended for students pursuing the Bachelor’s Degree in   Early Childhood Education.
Course Outcomes
By the end of Child Psychology- ECP 2100, you will be expected to:
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Objectives
	1. demonstrate an understanding of various theories of development and apply them to the teaching learning situations.

	
	2. analyse the various learning theories appropriately 

	
	3. discuss the concepts of human intelligence in various cultural contexts.

	
	4. describe various motivational techniques and how they can be applied to enhance learning.
5. describe how assessment is done in early child education

	
	


Course outcomes

Upon completion of the ECP 2100: CHILD PSYCHOLOGY(ECE) course you will be able to:
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Outcomes
	· apply theories of child development in an early childhood class.
·  identify individual differences among learners.
· use knowledge of motivation to enhance learning in the classroom.
· explain factors that influence child development.
· calculate central tendency, variability, standard deviation, and correlation
· compare and contrast various theories of child development..

· conduct Assessment in Early childhood Education classroom


Timeframe

A year comprising three (3) residential
Six (6)  weeks of contact sessions

You need three hours for formal study per week and you are expected not to spend less ten (10) hours per week for self-study
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How long?
	


	Study skills
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	As an adult learner your approach to learning will be different to that from your school days: you will choose what you want to study, you will have professional and/or personal motivation for doing so and you will most likely be fitting your study activities around other professional or domestic responsibilities.

Essentially you will be taking control of your learning environment. As a consequence, you will need to consider performance issues related to time management, goal setting, stress management, etc. Perhaps you will also need to reacquaint yourself in areas such as essay planning, coping with exams and using the web as a learning resource.

Your most significant considerations will be time and space i.e. the time you dedicate to your learning and the environment in which you engage in that learning.

We recommend that you take time now—before starting your self-study—to familiarize yourself with these issues. There are a number of excellent resources on the web. A few suggested links are:

http://www.how-to-study.com/
The “How to study” web site is dedicated to study skills resources. You will find links to study preparation (a list of nine essentials for a good study place), taking notes, strategies for reading text books, using reference sources, test anxiety.

http://www.ucc.vt.edu/stdysk/stdyhlp.html
This is the web site of the Virginia Tech, Division of Student Affairs. You will find links to time scheduling (including a “where does time go?” link), a study skill checklist, basic concentration techniques, control of the study environment, note taking, how to read essays for analysis, memory skills (“remembering”).

http://www.howtostudy.org/resources.php
Another “How to study” web site with useful links to time management, efficient reading, questioning/listening/observing skills, getting the most out of doing (“hands-on” learning), memory building, tips for staying motivated, developing a learning plan.

The above links are our suggestions to start you on your way. At the time of writing these web links were active. If you want to look for more go to www.google.com and type “self-study basics”, “self-study tips”, “self-study skills” or similar.


Need help? Please do not hesitate to contact the following persons
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Help
	Mr. Maurice Moono

0977520204

Email: emoono.75@gmail.com
Room 3, Tutorial Block 1

Mr. Godfrey Sichamba

Mobile: 0977645240

Email: sichambagodfrey@yahoo.com
EMT Block. 



Assignments
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Assignments
	you are expected to do two assignments of equal weight and one test
All assignment must be submitted to the course Lecturer.
Assignment due dates will be advised by the responsible Lecturers

	
	


Getting around this ECP 2100
Margin icons

While working through this ECP 2100you will notice the frequent use of margin icons. These icons serve to “signpost” a particular piece of text, a new task or change in activity; they have been included to help you to find your way around this ECP2100.

A complete icon set is shown below. We suggest that you familiarize yourself with the icons and their meaning before starting your study.
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	Activity
	Assessment
	Assignment
	Case study
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	Discussion
	Group activity
	Help
	Note it!
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	Outcomes
	Reading
	Reflection
	Study skills
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	Summary
	Terminology
	Time
	Tip
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	Computer-Based Learning
	Audio
	Video
	Feedback
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	Objectives
	Basic Competence
	Answers to Assessments
	


Unit 1

INTRODUCTION TO CHILD PSYCHOLOGY
Introduction

Welcome to the first unit of this module. In this unit Child Psychology will be defined; goals and branches of Psychology will also be discussed. We hope that it will give you a foundation for easier interaction with other units.
Outcomes

By the end of this unit, you are expected to:
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outcomes
	· define child psychology
· state the goals of child psychology
· differentiate child psychology from other branches of psychology
· explain the difference between pure and applied psychology


	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	

	
	
	


Meaning of Child Psychology
Child psychology is the application of the principles of general psychology to the problems of education. Child psychology is basically the study of overall pattern of child development and social psychological process involved in child development during the preschool years.   It an area of psychology that shades more light on expected development outcomes in preschool years. How would you define child psychology in your own words?

Goals of child Psychology

Let us now take a look at some of the goals of Child Psychology.  The major goals are:

1. to describe, predict, explain and change learner behaviour for the better.
2. to assist in the better adjustment of children.
3. aims at helping the teacher to bring about improvement in the quality of his/her instructions.
4. it gives an insight into developmental outcomes in preschool years
5. gives an insight of how assessment should be done in children during preschool years
6. it helps teachers understand the theories that explains child development process
Branches and fields of Psychology
Like any other discipline that you may know, the subject matter of psychology can also be grouped into different branches for the sake of convenience and specialised study. 
General Psychology

This is relatively a large area or field of psychology which deals with fundamental rules, principles and theories of psychology in relation to the study of behaviour of normal adult human beings.

Abnormal Psychology

Abnormal psychology describes and explains the behaviour of abnormal people in relation to their environment. The causes, symptoms and syndromes, descriptions and treatment of the abnormalities of behaviour form the subject matter of this branch.
Social Psychology

Social psychology deal with group behaviour and interrelationships of people. Group dynamics, likes and dislikes, interests and attitudes, social distance and prejudices of the people in their personal and social relationships form the subject matter of this branch.
Experimental Psychology

Experimental Psychology describes and explains ways and the means of carrying out psychological experiments following scientific methods controlled in laboratory situations for the study of mental processes and behaviour. It picks up animals, birds and human beings as subjects for experiments.

Physiological Psychology

Physiology psychology describes and explains the biological and physiological basis for behaviour. This is the study of the internal environment and physiological structure of the body, particularly the brain, nervous system and functioning of the glands in relations to the, cognitive and affective behaviour of the human beings form part of the subject matter of this branch.

Child/ developmental Psychology

Child Psychology describes and explains the phases and products of the process of growth and development in relation to behaviour of an individual from birth to old age. You have to bear in mind this is the branch of Psychology you will be doing in this course.

Educational Psychology

Educational psychology applies the psychological principles, theories and techniques to human behaviour in educational settings.

Clinical Psychology

Clinical psychology describes and explains the causes of illness or abnormal behaviour of a patient attending the clinic or hospital and suggests individual or group therapy for treatment and effective adjustment of the affected person in society.

Industrial Psychology

This branch of applied psychology tries to seek application of the psychological principles, theories and techniques for the study of human behaviour in relation to industrial environment.

	[image: image32.png]




	Activity





1. Explain the different branches of psychology ?
2. What is the importance of child psychology to a teacher?

Reflection
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Reflection
	1. What challenges can a teacher who has not done child psychology face in the teaching and learning process ?



Unit summary
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Summary
	In this unit you have learnt the meaning of child psychology and its goals, We are sure with this background information that you are now ready to venture in the theories of human development.

Key References

Child, D. (1986). Psychology and the Teacher. London: Holt, Rinehart and Winston.

Gagne, N.L. &Berliner, D.C (1992).Educational Psychology (5th Ed). 

Boston: Houston Mifflin.

Ard, L. & Pitts, M. (Eds.). (1990). Room to grow: How to create quality early childhood environments. Austin, TX: Texas Association for the Education of Young Children. 

Caples, S.E. (1996). Some guidelines for preschool design. Young Children, 51 (4), 14-21. 



Unit 2

HUMAN DEVELOPMENT

Introduction

In this unit, we will learn about human development from conception up to adulthood. You will also learn why it is important to study child development. We will then take a brief tour of the history of child development using various theories of child development 
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outcomes
	by the end of this unit, you are expected to:
· explain the stages of human development from conception
· discuss different types of child birth and delivery
· identify factors that affect early childhood growth and development
· explain reasons for learning child development


Stages of Human Development

It is very important for you to have a very clear concept of human development because this is the basis on which you will understand the behaviours of the children you are going to teach. As you study these stages of child development pay particular attention to factors that can affect child development at each stage.

Let’s now go through human development from conception up to adulthood.

Prenatal Stages of Development 

Prenatal development is the process by which a baby develops inside the mother’s womb. This development takes about 38 weeks to complete. During this time, a single cell goes through rapid development until it becomes a fully formed baby.

This period is divided into different stages of development. The three (3) primary stages of a prenatal development are the germinal period, the embryonic period, and the foetal period. Each of these stages is important for reaching the normal development of the child. Here we discuss the stages in a bit more detail. 

Germinal Period 

The germinal period starts from conception. Conception is when the woman’s egg is fertilized by the male’s sperm. Pregnancy is considered to begin at the first day of the mother’s last Conception typically occurs at what is considered the 2nd week of pregnancy.

The union of the sperm and egg cell forms a single cell called a zygote. The zygote moves along the fallopian tube towards the uterus. At the same time, the zygote is rapidly dividing in a process called cleavage (this is the early successive splitting of a fertilized ovum).
Once it reaches the uterus, the zygote becomes what is called blastocyst (blastocyst is a thin –walled hollow structure in early embryonic development that contains a cluster of cells called the inner cell mass from which the embryo arises , and it begins to implant into the wall of the uterus. The germinal period ends when the blastocyst is fully implanted into uterus tissue.

Embryonic Period 

This stage lasts from implantation until about eight weeks from the time of conception (for the 10th week of pregnancy). This is the most important time of prenatal development because the embryo is developing the foundations for a healthy baby. 

Think about the factors that can affect the developing child at this stage?

The blastocyst that is implanted in the uterus continues to divide rapidly after implantation through a process called differentiation (a process by which cells become progressively more specialised: a normal process through which cells mature). Cells begin to take on different functions. One of the first examples of this is a division between the cells that will make up the placenta and cells that will make up the baby.

After this, the three germ layers cluster and form the ectoderm, mesoderm and endoder. This process in which three layers are formed is called gastrulation. The outer layer is called the ectoderm, this is the layer which gives rise to important tissues and structures including the skin and its appendages such as sweat glands, hair and nails. The middle layer is called the mesoderm, is a layer which gives rise to a number of tissues and structures including bones, muscles, and the inner layer are called the endoderm this is a layer of an embryo which develops into gastrointestinal track the lungs and associated structures.

Each germ layer will differentiate into different structures; the ectoderm will form many outer tissues such as skin and hair, as well as most of the nervous system tissues- including the brain. The mesoderm will form tissues inside the body such as lungs, bones, and muscles-including the heart. The endoderm will form tissue such as digestion tract and bladder, as well as other internal organs.

All of the essential structures would have been formed (both inside and outside) by the time the embryonic period comes to an end. The new title of foetus is now given to the embryo.

Embryogenesis is a term that can be used to describe all of the processes of embryo development up until the time it becomes a foetus.

Fetal Period

This final stage of development is called the fetal period of development. This stage takes place from the end of the embryonic period until the time of birth (or the 10th to 40th weeks of pregnancy).

The most notable development during this stage is the dramatic change in size that takes place. When the baby becomes a fetus, it is less than an 2.5centimetres long and weighs less than 3 grams. By the time the baby is considered full term of 38 weeks, it will probably be over 50 centimetres long and weigh about 3.4 kilograms.

Neonatal Development
The neonatal period (birth to 1 month) is an on-going system transitioning from the uterine environment to external world. This includes the initial period after birth which is referred to as the prenatal period.

It would seem obvious to say development does not stop at birth. In fact many systems (cardiovascular, respiratory gastrointestinal, homeostasis) undergo significant changes at birth, and many others (neural) have not yet completed their development. Note this current process focuses on prenatal development so postnatal content is not as detailed.

Post natal development

Postnatal development is the period six weeks after birth of a baby. It can be broadly divided into the age categories of Neonatal (birth to 1 month); Infancy (1 month to 2 years); Childhood (2) years to puberty), puberty development (12 years to mid-teens) and young adult a more recent category (late teens to early twenties).

large spoons or salad tongs) to the baby’s head to help guide the baby out of the birth canal..

Heredity and environmental influences on child development

Genetics and Heredity

The characteristics that we possess are determined by the genes we inherit from our parents and the interaction with the environment. You may wish to know that your height, colour of skin, eyes and also intelligence are determined to a large extent by the genes you inherited from your parents. 
Nutrition 

Nutrition is one element that influence development 

Maternal Nutrition 

Nutrition is important before and during pregnancy and is the most influential non-genetic factor in foetal development. Maternal under nutrition is a risk factor for foetal growth restriction and has adverse perinatal outcomes.

 Mother’s poor nutrition status during pregnancy is indicative of intrauterine growth restriction whereby affecting brain development. Low maternal weight before conception is associated with an increased risk of low birth weight and symmetrical growth restriction and pregnancy loss. 

Childhood Nutrition 

Breast feeding 

Traditionally you have heard that breast milk is ideal and best food for infants, it provides a unique nutrient constituting of proteins, carbohydrates and fats needed for optimal core function and growth. Further, the contents change to suit the nutrient requirements of child’s development with age. Exclusive breastfeeding up to six months of age helps improving health and development of the child. Breastfeeding babies are less likely to develop obesity and will have lower cholesterol level in their later life. Fatty acids in breast milk help with brain development and thus enhanced cognitive development and visual acuity. 

Complementary Feeding

An appropriate and adequate start of complementary feeding at six months is equally critical for development. In many developing countries, children of these age groups do not receive timely, appropriate and adequate feeding to grow to optimum level. Adding food too soon takes the place of breast milk which results in a low nutrients and increase risk of illness. Often the child does not receive appropriate nutrients thus resulting in restriction of growth and development.

Complementary feeding contributes to child growth and development as infant from 6 months to 18 months are especially vulnerable in developing malnutrition.

Why do we study child development?
· an important motive for studying child development is curiosity and the desire to learn about children. 
· to gain insight into human nature
· to gain insight into the origins of adult behaviour
· to gain insight into the origins of sex differences and gender roles, and the effects of culture on development
· to understand origins, prevention, and treatment of developmental problems
· to optimise conditions of development
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	activity


1. discuss  the stages of child development ?
2. discuss the effects of heredity and environment on child development ?

	

	Reflection[image: image37.png]





1. describe how educators can promote  typical child development?

Unit summary

	[image: image38.jpg]



Summary
	In this unit, we have explored the stages of human development from inception to birth and beyond. You have been taken through a discussion of the factors that can potentially affect development before and after birth. 

Key References

Child, D. (1986). Psychology and the Teacher. London: Holt, Rinehart and Winston.

Gagne, N.L. &Berliner, D.C (1992). Educational Psychology (5th Ed). 

Boston: Houston Mifflin.

Munsaka&Matafwali, E. (2013). Human Development from conception to adolescence. Typical and atypical trends. LUSAKA: University of Zambia Press

Santrock, J.W. (2008).Child Development. Boston: McGraw Hill.




UNIT 3
PRINCIPLES OF GROWTH AND DEVELOPMENT OF CHILDREN
Introduction

Welcome to the first unit of this module. In this unit Child Psychology will be defined; goals and branches of Psychology will also be discussed. We hope that it will give you a foundation for easier interaction with other units.

Outcomes
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Outcomes
	By the end of this unit, you are expected to:

· describe different principles growth and development in children
· demonstrate understanding of physical development in children
· explain how you can use your knowledge on child development principles in support learning in a classroom


Principles of Growth and Development of Children

The process of development has been studied experimentally and otherwise. The studies and researches have highlighted certain significant facts or principles underlying this process. These are as follows:

(i) Development follows a pattern:
Peculiar of the species Development occurs in orderly manner and follows a certain sequence. For example, the human body cuts his molars before his incisors, can stand before he walks and can draw, a circle before he can draw a square. In physical development one can see the cephalocaudal sequence in the prenatal life of the human child.

This mean that control of the body as well as improvements in the structure itself develops first in the head and progresses later to parts further from the bread.

The cephalocaudal sequence may be illustrated by the development of motor functions. When the baby is placed in a prone position, he can lift his head by his neck before he can do to by lifting his chest. The control of muscles of the trunk precedes that of the muscles of the arms and legs.

Even the specific phases of development such as motor, social and play follows a pattern also. Group play activity follows the self-centered play activity. The child is interested in himself first before he can develop interest in other children. He babbles before he talks, he is dependent on others before he achieves dependence on self.

(ii)Development proceeds from general to specific responses: 
It moves from a generalised to localised behaviour. This can be observed in the behaviour of infants and young children. This new​born infant moves his whole body at one time instead of moving only one part of it. The baby waves his arms in Ogeneral and makes random movements before he is capable of such a specific response as reaching out for a specific object.

He makes random kicking with his legs before he can co-ordinate the leg muscles well enough to crawl or to walk. When given an unpleasant stimulus on any part of the body i.e. a pin-prick he reacts with the entire body before he learns to restrict the movement to the particular part of the body which is stimulated. In the emotional field, the baby first responds to all strange objects with a general fear. Gradually, his fear becomes specific. He reaches out for the object as a whole before he can hold its specific parts.

(iii)Development is a continuous process:
Development does not occur in spurts. Although, it is suggested that there are definite developmental stages such as ‘gang age’ or ‘adolescence’, yet it is a fact that growth continues from the moments of conception until the individual’s reaches maturity. It takes place at a slow regular pace rather than by ‘leaps and bounds’. Development of both physical and mental traits continues gradually until these traits reach their maximum growth.

For example, speech does not come over-night. It has gradually developed from the cries and other sounds made by the baby at birth. The first teeth seem to appear suddenly, but they start developing as early as the fifth fetal month: they cut through the gums about five months after birth. There may be a break in the continuity of growth due to illness, starvation or malnutrition or other environmental factors or some abnormal conditions in the child life.

(iv) Although Development is Continuous Process, yet the Tempo of Growth it not Even: 
There are periods of accelerated growth and periods of accelerated growth. During infancy and the early preschool years, growth moves swiftly. Later on it slackens Growth from three to six is rapid but not so rapid as form birth to three years. In early adolescence it is again rapid as compared to the period covering eight to twelve years.

(v) Different aspects of growth develop at different rates: 
Neither all parts of the body grow at the same rate, nor do all aspects of mental growth proceed equally. They reach maturity at different times. For example, the brain attains its mature size around the age of six to eight years. It gains much in organisation after that. The feet, hands and nose reach their maximum devolvement early in adolescence.

This can explain the awkwardness, clumsiness and self-consciousness characteristic of this period. Similarly, creative imagination develops rapidly during childhood; it seems to reach its peak during youth. Reasoning develops at a relatively slower rate. Rote memory and memory for concrete objects and facts develop more quickly than memory for abstract and theoretical materials.

General intelligence reaches its peak, in most cases, about the age of 16 years. Children probably learn more new things in the first five years of life than in all the rest of their lives. Adolescence is marked by the most rapid development of the genital systems and of certain definite social interests and emotional capacities which is not so in other stage of development.

(vi) Most Traits are correlated in Development: 
Generally it is seen that the child whose intellectual development is above average is so in health size, sociability and special aptitudes. Mental defectives tend to be smaller in stature than the normal child. Idiots and imbeciles are often the smallest of the feeble-minded group. There is a correlation between high intelligence and sexual maturity.

(vii) Growth is Complex. All of its Aspects are closely Inter-Related:
“It is impossible to understand the physical child without understanding him at the same time as a child who thinks and has feeling.” His mental development is intimately related to his physical growth and its needs. Again, there is a close relationship between his total adjustment to school and his emotions, his physical health and his intellectual adequacy. An emotional disturbance may contribute to difficulties in eating or sleeping. A physical defect may be responsible for the development certain attitudes and social adjustments.

(viii) Growth is a Product of the Interaction both Heredity and Environment:
Neither heredity alone, nor the mere environment is the potent factor in the development of an individual. But it is not possible to indicate exactly in what proportion heredity and environment contribute to the develop​ment of an individual. The two work hand in hand from the very conceptions.

The environment bears upon the new organism from the beginning. Among the environmental factors, one can mention nutrition, climate, the conditions in the home, and the type of social organisation in which individual move and live, the roles they have to play and other.

(ix) Each Child Grows in his own Unique Way. There are wide individual differences:
How much and how little individuals vary one from another has not yet been discovered as definitely as the fact that they do differ. It is definitely indicated in various studies that the differences in physical structure are less than the differences in intellectual capacity. Similarly, it has been found out, that personality differences are far more marked than either physical or intellectual differences. Differences in special aptitudes seem to be the most marked of all. 

Individual differences are caused by diff​erences in hereditary endowment and environmental influences. Among the environmental influences, the most important factors are food, climate health conditions, opportunities for learning, motivation to learn, social relationships, codes of behaviour set up by the social group to which the individual belongs, and the strength of social approval or disapproval.

Individual differences in rate of development remain constant. For example, a child may be slow in learning in early childhood. It is wrong to presume that he will catch up with the average. Evidence shows that the rate of growth is consistent and those who grow rapidly at first will continue to do so and those who develop slowly in early years will continue to do so, in later years. This observation is not applicable when the growth has been regarded by some condition which may be remedied, if the treatment is given in time.

(x) Growth is both quantitative and Qualitative: 
These two aspects are inseparable. The child not only grows in ‘size’; he grows up or matures in structure and function. Breckenridge and Vincent have given a nice example to illustrate this principle. The baby’s digestive tract not only grows in size, but also changes in structure, permitting digestion of more complex foods and increasing its efficiency in converting foods into simpler forms which the body can use. The younger the child, the simpler the emotions. With growth, there is an increase of experiences and these produce more and more complex emotional reactions to more and more complicated situations.

(xi) Development is Predictable: 
We have seen that the rate of development for each child is fairly constant. The consequence is that it is possible for us to predict at an early age the range within which the mature development of the child is likely to fall. But it may be noted that all types of development, particularly mental development, cannot be predicted with the same degree of accuracy. It is more easily predictable for children whose mental development falls within the normal range rather than for those whose mental development shows marked deviation from the average.

(xii) Principle of spiral versus linear arrange​ment: 
The child doesn’t proceed straight on the path of development with a constant or steady pace. Actually he makes advancement, during a particular period but takes rest in the next following period to consolidate his development. In advancing further, therefore, he turns back and then makes forward again like a spiral.

Developmental psychologists have also observed that each developmental phase has certain traits characteristic if it, that it has certain undesirable forms of behaviour which are usually found at that age and which are outgrown as the individual passes into the next stage, and that every individual normally passes through each stage of development.

Jersild, while writing about the principles of development, remarks that one feature of the growing ability is its spontaneous use and wholeheartedness.

As a child’s capacities for doing, thinking and feeling mature he has an impulse to put them to use, and he often does it wholeheartedly. This is described by Jersild as ‘Indigenous motivation’. Another feature of human development is its struggle. The process of growth involves conflicting impulses and demands. The child struggles against these in his striving toward maturity.

The process of development is also characterised by anticipation, in that it is also geared to the needs of the future, by the capacity for self-repair by the developmental revision of habits, by the persistence of archaic behaviour trends and by its quality of becoming’ its dynamic rather static nature, made so by the changes that occur in the individual at every step.

Development is affected by many factors. Some of these factors play a more important role than others. These factors are intelligence, sex, glands of internal secretion,   nutrition, fresh air and sunlight, injuries, accidents and diseases, position in the family, psychological conditions in the family matrix, social roles and cultural demands. These factors affect different phases of development at different stages in varying degree

Lessons for preschool teachers
As a preschool teacher you must know from principles of child development that:
1. All areas of development and learning are important.

2. Learning and development follow sequences.

3. Development and learning proceed at varying rates.

4. Development and learning result from an interaction of maturation and experience.

5. Early experiences have profound effects on development and learning.

6. Development proceeds toward greater complexity, self-regulation, and symbolic or representational capacities.

7. Children develop best when they have secure relationships.

8. Development and learning occur in and are influenced by multiple social and cultural contexts.

9. Children learn in a variety of ways.

10. Play is an important vehicle for developing self-regulation and promoting language, cognition, and social competence.

11. Development and learning advance when children are challenged.

12. Children’s experiences shape their motivation and approaches to learning.
Physical development concerns the physical maturation of an individual's body until it reaches the adult stature. Although physical growth is a highly regular process, all children differ tremendously in the timing of their growth spurts (Gagne, and Berliner, 1996). It is important to note that in all aspects child development play plays pivotal role. For preschoolers, it is important for them to experience physical maturation so that aspects that constitute physical development can begin to influence children’s learning experiences. Let’s look at fine motor skills. Fine motor skills are necessary to engage in smaller, more precise movements, normally using the hands and fingers. Fine motor skills are different than gross motor skills which require less precision to perform. By ages 2 to 3 years, children can create things with their hands. They can build towers out of blocks, mold clay into rough shapes, and scribble with a crayon or pen. Children of this age can also insert objects into matching spaces, such as placing round pegs into round holes. 2 to 3 year-olds often begin showing a preference for using one hand more often than the other, which is the beginning of becoming left or right-handed.

Around ages 3 to 4 years, children start to manipulate clothing fasteners, like zippers and snaps, and continue to gain independence in dressing and undressing themselves. Before they enter school, most children will gain the ability to completely dress and undress themselves (even though they may take a long time to finish the task). At this age, children can also begin using scissors to cut paper. Caregivers should be sure to give children blunt, round-edged "kid" scissors for safety reasons!

3- to 4-year-olds continue to refine their eating skills and can use utensils like forks and spoons. Young children at this age can also use larger writing instruments, like fat crayons, in a writing hold rather than just grasping them with their fist. They can also use a twisting motion with their hands, useful for opening door knobs or twisting lids off containers. Because children can now open containers with lids, caregivers should make certain that harmful substances such as cleaners and medications are stored out of reach in a locked area to prevent accidental poisonings.

During ages 4 to 5 years, children continue to refine fine motor skills and build upon earlier skills. For instance, they can now button and unbutton their clothes by themselves. Their artistic skills improve, and they can draw simple stick figures and copy shapes such as circles, squares, and large letters. Drawing more complex shapes, however, may take longer.

5–7-year-olds begin to show the skills necessary for starting or succeeding in school, such as printing letters and numbers and creating shapes such as triangles. They are able to use paints, pencils and crayons with better control. Children can also complete other self-care tasks beyond dressing and undressing, such as brushing their teeth and combing their hair. Children of this age can also independently feed themselves without an adult's immediate supervision or help

Characteristics of Physical and Cognitive Development In Early
Childhood
Early childhood as stated earlier is the period from 2 to 6 years of age. This period is sometimes referred to as preschool period. In this stage children become more self-sufficient, begin to take care of themselves, acquire language, become a part of the group, become more coordinated, develop school readiness skills (following instructions, identifying letter) and obtain a higher degree of self-control.

	Features of Cognitive Development
	Features of Physical Development



	(A) 

• Realises that the world exists even if he/she cannot see it (object permanence)

• Unable to see the perspective of other (egocentric)

• Absence of logical thinking

• Believes that all things (living and non-living) possess life and feelings.

• Indulges in fantasy and make-believe play

• Easily confused by surface appearances

• Uneven attention

• Limited memory

Acquires basic concepts of colour, shape, size, number, days etc.

• High level of curiosity

• Language changes from two word utterances to full sentences and grammatical usage.


	At 2 years: A child

• is 23-30 pounds in weight, 32-35 inches in height

• capable of bowel and bladder control

• can run, kick a ball, build a 3 cube tower

At 2-3 years: A child

• is 32-33 pounds in weight and 37-38 inches in height

• can jump of a step, ride a tricycle, use crayons, build a 8 cube tower etc.

At 3-4 years: A child

• is 38-40 pounds in weight and 40-41 inches in height

• Self-sufficient in many routines in house e.g. dressing.

• Can stand on one leg, jump up and down, draw a circle and a cross etc.

At 4-5 years: A child

• is 42-43 pounds in weight, 43-44 inches in height

• has mature motor control, skips, dresses on his/her self, do long jump, copy a square and a triangle.
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	Activity





1. Explain the different types of principles of growth and development?

2. What is the importance of understanding principles of development and physical development to a preschool teacher?

Reflection
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Unit summary
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Summary
	In this unit, you have learnt about principles of growth and Development in children. You have also learnt about physical development. We are therefore sure that you would tailor your classroom teaching to principles of development and physicals developmental mile stones of the preschool learners.
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Unit 4
SOCIAL-EMOTIONAL DEVELOPMENT IN PRESCHOOL CHILDREN
Introduction

This lesson will help you understand how children develop social-emotional skills during the preschool years. You will learn about social-emotional milestones and what to do if you are concerned about a child’s development. You will also learn how to promotes social-emotional development in preschool children.

Outcomes 

· demonstrate understanding of social and emotional development in preschool children
· identify typical social-emotional milestones in preschool-age children.
· discuss the role adults play in supporting the social-emotional skills of preschool-age children.
· discuss what to do if you are concerned about a child’s development.
· demonstrate what it means to be a responsive preschool teacher.
· describe what it means to be a socially-emotionally competent preschool teacher.
· brainstorm how to cultivate and nurture social-emotional competence in your preschool classroom and program:
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Outcomes
	


Social-Emotional Development
Social and emotional development is a child’s ability to understand the feelings of others, control his or her own feelings and behaviours, get along with other children, and build relationships with adults.   In order for children to develop the basic skills they need such as cooperation, following directions, demonstrating self-control and paying attention, they must have social-emotional skills. Having positive social and emotional skills is important throughout life and can have an impact on how they function at home, school and in the community. When young children are faced with social, emotional or behavioural challenges it can impact their chances for school success and healthy relationships. A child's positive relationship with trusting and caring adults is the key to successful emotional and social development. 

Children’s emotional well-being during their early years has a powerful impact on their social relationships. Children who are emotionally healthy are better able to establish and maintain positive relationships with adults and peers (Trawick-Smith, 2014). Consider some of the children in your own life and the different stages in their social-emotional development as they were growing up.

Preschool-age children are learning to talk about their feelings and the feelings of others. Social-emotional development, however, involves more than just expressing emotions. It entails taking turns, becoming independent in following routines, interacting more with peers, engaging in meaningful relationships with others, controlling emotions, and developing a positive self-image. These skills are crucial for children’s successful participation in school and home experiences and for their overall growth.

Milestones

The chart below provides a closer look at how preschoolers develop social-emotional skills at different ages. Remember that individual differences exist when it comes to the precise age at which children meet these milestones. Milestones should not be seen as rigid checklists to judge children’s development, but rather as guides for when to expect certain skills or behaviours to emerge in young children so you are prepared to meet their changing needs. Think of these milestones as guidelines to help you understand and identify typical patterns of growth and development in children. You can use these milestones to meet the needs of the young children in your classroom. Although the skills highlighted in the chart develop in a predictable sequence over the preschool years, each child is unique. Your goal is to help all children grow and learn to their potential.
Social-Emotional Developmental Milestones in Preschool

	Social-Emotional Developmental Milestones in Preschool
Age 3
· Copies adults and friends

· Shows affection for friends without prompting

· Takes turns in games

· Shows concern for a crying friend

· Dresses and undresses self

· Understands the idea of “mine” and “his” or “hers”

· Shows a wide range of emotions

· Separates easily from family members

· May get upset with major changes in routine

Age 4
· Enjoys doing new things

· Is more and more creative with make-believe play

· Would rather play with other children than alone

· Cooperates with other children

· Plays “Mom” or “Dad”

· Often can’t tell what’s real and what’s make-believe

· Talks about what he or she likes and is interested in

Age 5
· Wants to please friends

· Wants to be like friends

· More likely to agree with rules

· Likes to sing, dance, and act

· Is aware of gender

· Can tell what’s real and what’s make-believe

· Shows more independence

Is sometimes demanding and sometimes cooperative



	Summary of Features of Social Development


	Summary of Features of Emotional Development



	At 2 years: A child

• does opposite of what he is told

At 2-3 years: A child

• copies parent’s action

• is dependent, clinging

• is possessive

• enjoys playing alongside a child

At 3-4 years: A child

• learns to share

• has cooperative play with other children

• may enter nursery school

• begins to identify with same ‘sex parent’.

• imaginary friends

• interest in human body

• practises sex role activities

At 4-5 years: A child

• prefers to play with other children

• becomes competitive

• prefers sex appropriate activities.


	At 2 years: A child

• throws temper tantrums

• resents new baby (if present)

• has negativism

At 2-3 years: A child

• fear separation from others

• is negativistic

• differentiates facial expressions of anger, sorrow and joy

• has sense of humour

3-4 years: A child

• displays affection towards parent

• pleasure in genital manipulation

• imaginary fears of dark, monsters, injury etc.

At 4-5 years: A child

• experiences feelings of responsibility and guilt

• feels pride in accomplishment




	Red Flags for Social-Emotional Development (4 years)

If you notice some of the following things by the time your child is 4 years old, you may want to talk to your doctor, or to another health professional such as a mental health clinician, a speech-language pathologist, an occupational therapist, or a psychologist.

· He is not able to initiate or join in play with other children

· She is not able to share at all with other children

· She wants to be dependent on her caregivers for everything

· He is extremely “rigid” about routines, and becomes extremely upset when things are changed

· She has extreme difficulty separating from you

· He is too passive or fearful, and does not want to try things other children his age are doing

· She has extreme fears that interfere with daily activities

Red Flags for Social-Emotional Development (5 years)

If you notice some of the following things by the time your child is 5 years old, you may want to ask for help from your doctor, or from another health professional such as a mental health clinician, a speech-language pathologist, an occupational therapist, or a psychologist.

· He is not interested in playing with other children

· She is not able to share or take turns with other children

· She wants to be dependent on her caregivers for everything

· He is extremely “rigid” about routines, and becomes extremely upset when things are changed

· She has extreme difficulty separating from you

· He is too passive or fearful, and does not want to try things other children his age are doing

· She has extreme fears that interfere with daily activities




Remember that expectations about developmental milestones are driven by cultural values and preferences. For example, in some cultures, children are not expected to feed themselves independently until they are 3 or 4 years old. In other cultures, children are expected to start eating independently in early infancy and toddlerhood. In your daily interactions with children and their families, you should remind yourself that culture and family priorities influence children’s social-emotional competence.

If you are concerned about a child’s development, talk with your trainer, coach, or supervisor first. Share your observations of the child’s behaviour and the reasons you are concerned. Your trainer, coach, or supervisor may choose to observe the child and set up a meeting with the child’s family. In some situations, families might be encouraged to contact their local school district, which can arrange a free evaluation of the child’s development and can help the child get any needed help and services.

Preschoolers and Social-Emotional Development

As you study the chart, you may notice that the milestones are associated with different aspects of social-emotional development: Some are associated with children’s ability to engage in relationships with others, whereas others are associated with positive self-awareness. Some milestones relate to children’s ability to regulate or control emotions and others correspond with children’s ability to perform various tasks independently. Let’s take a closer look at these aspects of social-emotional development:

Relationships with others: Preschool-age children engage in pretend play with friends and use words and sentences to express their feelings and thoughts. Even though they may still need adult support to share toys and materials with friends, they improve on their own as time passes. Preschoolers also improve in their ability to understand and appropriately respond to their friends’ feelings. Children with healthy social-emotional development have a balance of all of these components.

Self-awareness: Preschool-age children improve their ability to control their bodies during different activities throughout the day (e.g., sitting at circle time or playing in the gym), take turns and have conversations with peers, acknowledge and use their own names and the names of others, and self-evaluate and know when they made appropriate or inappropriate choices.

Emotional regulation: Preschool-age children display a variety of emotions in different ways. For example, they may say, “I’m upset,” they may match facial expressions to happy, mad or sad, or they may laugh when excited. At the same time, they also improve their ability to manage their emotions to match the situation and environment and to control their emotions (e.g., separate easily from family members). Although preschoolers are better than toddlers at regulating emotions, they still need a great deal of help and practice with developing these appropriate behaviours.

Independence: Preschoolers with healthy independence will follow predictable daily routines and activities at school and at home, start identifying a favourite friend and ask that friend to play, independently play with toys and materials at home, school, or an outdoor playground, and complete many self-care tasks, such as getting dressed, going to the bathroom, eating snacks, feeding themselves, or getting ready for bed. Independent preschoolers will also tell caregivers about their day and learn and use new vocabulary daily.

Emotional Literacy

Emotional literacy is children’s ability to label and talk about their own emotions or feelings, as well as the feelings and emotions of others (Dunst and Kassow, 2008). This is an essential component of social-emotional development because it helps children understand their own emotional experiences and, at the same time, helps them to acknowledge and understand the emotional experiences of others. Emotional literacy helps children solve problems and regulate their own emotions; these skills are essential for success in preschool and beyond. Children who label, talk about, and are aware of their emotions are more likely to focus on and engage in classroom routines and activities and less likely to become easily frustrated, have excessive tantrums, or act impulsively (McLean,  Bailey, &  Wolery,  2004) .

Many children learn to identify and discuss emotions through interactions or conversations with responsive adults in the context of positive relationships and supportive environments. In your work at a preschool program, you should embed opportunities for social skill development throughout the day. For example, you can share your emotions about events or experiences and encourage children to share their own emotions. You can also read books that discuss emotions or social interactions. In the Apply section of this lesson, you will find additional examples of resources and activities you can use to foster children’s emotional literacy.

Supporting the Social-Emotional Development of Children in Preschool

Children learn social-emotional skills in the context of their relationships by watching, imitating and responding to the social behaviours of others. Children also learn from the ways others respond to their emotions. Social-emotional skills are closely connected to a child’s family, cultural background and early experiences. Children learn by interacting and forming relationships with members of their families, schools and communities.

As highlighted in Lesson One (Social-Emotional Development: An Introduction), social-emotional learning begins in infancy and adults are the most influential models for young children. Caregivers who understand their infants’ emotional cues and respond immediately and sympathetically have infants who are less fussy and easier to soothe. The same happens with preschoolers; if caregivers validate children’s feelings, address their needs, and are responsive and supportive; preschoolers are better able to communicate their needs and emotions and are more likely to demonstrate healthy social-emotional development.

Healthy social-emotional development is highly associated with responsive care giving. Responsive caregivers are supportive and positive, provide stimulating materials, play and engage with children, share events and experiences, follow children’s lead, and support children’s interests and learning. Responsive caregivers plan meaningful opportunities throughout the day to help children practice and learn social skills. As you read this section, envision the role you play in fostering healthy social-emotional development for the children in your care.

Preschool-age children in your care need daily opportunities to participate in activities that help them learn new social-emotional skills or practice existing skills in fun, stimulating, and supportive environments. You should purposefully use strategies throughout your day to support young children’s social-emotional development. Understanding developmental milestones is an important aspect of working with young children. Learning and understanding how preschoolers develop social-emotional skills and competence will help you foster their social-emotional learning and determine what kinds of experiences to plan in your classroom and program. 
Lessons for Preschool Teachers

Preschool teachers should consider the following in their daily work with pre-schoolers:
· Be responsive to children’s interaction attempts and build on what children say.

· Engage in frequent, developmentally appropriate social interactions with children and adults in your classroom throughout your daily experiences and routines.

· Follow children’s leads, cues and preferences.

· Include emotion words in conversations with children.

· Make books available that discuss feelings and social interactions.

· Ask children meaningful questions about their actions, interests, events and feelings.

· Encourage children to use their words and talk to their peers when conflicts arise. Use developmentally appropriate language and provide conversation models and cues for children to follow if they need help solving a problem.

· Ensure you are sensitive to children’s unique needs, experiences and backgrounds.

· Reach out to children’s families and be responsive to their needs and preference.

How the Preschool teacher can be Responsive in promoting Social-Emotional
Development
What does it mean to be a responsive preschool teacher?

Researchers Carl Dunst and Danielle Kassow (2008) have identified key characteristics of sensitivity and responsiveness in caregiver-child relationships. Although Dunst and Kassow’s (2008) research focused on defining sensitive caregiving for infants or toddlers, below we outline the responsive characteristics that are most important for preschooler teachers.

Dunst and Kassow’s 6 Characteristics of Responsiveness
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Positive attitude: (Dunst and Kassow, 2008)
The teacher frequently smiles, laughs and provides positive statements to children. For example, a teacher may smile at children as they arrive in the morning and say, “I am so happy to see you this morning!” or the teacher may smile and laugh in response to a child telling a joke. Research suggests that teachers should provide five positive statements for every directive or negative statement. Negative or directive statements include demands (e.g., “Stop running on the playground”), nags (e.g., “I keep telling you to stop dripping water on the floor”), criticism (“Julian, you are not listening or doing what you are supposed to do”), or avoidance of a particular child (e.g., the teacher may see a child struggling with an activity and avoid the opportunity to help). Teachers should avoid and limit negative and directive statements. Positive statements can be verbal or nonverbal. Nonverbal positive statements can include following the child’s lead in play, hugs, smiles, specific praise and encouragement, listening to a child tells a story or talk about an experience, or giving positive comments to a child’s mom and dad upon arrival or departure.

Support:

The teacher is available and helps each child develop. For example, many preschool children are learning to share toys and take turns with peers. The teacher arranges multiple opportunities each day for children to practice taking turns during different classroom activities, such as circle, centre and snack time or outdoor play. The teacher supports children in taking turns and sharing by modelling turn taking, physically supporting children, and providing encouragement and specific praise for sharing and taking turns.

Response quality:

The teacher responds immediately and appropriately to match the child’s needs. For example, if a child in the classroom fell and is crying because of a scratch, the teacher calmly talks to the child until he or she is calmed down and helps the child bandage the affected area. If the child is excited because he or she has just mastered a new skill (such as riding a tricycle), the teacher responds with excitement as well.
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(Dunst and Kassow, 2008)
Synchrony:

The relationship between the teacher and child is reciprocal and rewarding for both parties. For example, the teacher and the child laugh together as they read a favourite silly book, or they enjoy taking turns singing silly songs while washing hands before snack time.

Stimulation:
The teacher arranges the environment to provide multiple opportunities for play and learning, as well as the engagement and encouragement of children. The teacher includes a range of developmentally appropriate materials in the classroom, intentionally uses opportunities to teach children to take turns engaging and playing with the materials, and monitors children to ensure they are engaged and learning form their environment. Additionally, the teacher acknowledges individual differences, preferences, and learning styles in children and is responsive to their needs.

Mutuality:
The adult and child frequently share attention to objects, events and people in the environment and discuss them. For example, while playing on the playground, the teacher and child both observe a bird flying over their heads, or during snack time, a teacher and children may look and talk about a new poster on the wall
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(Dunst and Kassow, 2008)
What does it mean to be a socially and Emotionally Competent Preschool Teacher?

Social-emotional growth and development is a crucial part of the human experience; it helps us learn things about ourselves, establish and maintain relationships with others, and allows for meaningful learning experiences. In your daily interactions with preschool-age children, it is your responsibility to build relationships with them and foster relationships among children by designing supportive environments and by being responsive. Building relationships is an essential, primary component of good teaching.[image: image47.jpg]



(Dunst and Kassow, 2008)
In your work, you are responsible for creating meaningful experiences that incorporate opportunities for the practice of social-emotional skills throughout the day. Being a socially and emotionally competent teacher can be expressed in a number of different ways:

· Taking time to work on establishing and maintaining relationships with children and colleagues in your classroom and program

· Trying to work out solutions to challenges

· Demonstrating flexibility

· Allowing yourself to make mistakes

· Being nurturing and responsive

· Trying new things

· Asking for help or support when facing difficulties

· Helping others in need

· Being willing to accept new or different perspectives

· Embracing diversity

· Being open-minded

· Sharing your own emotions and thoughts
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	Reflection


  Reflection 
What are some of your own views about being a socially-emotionally competent preschool teacher? Pause for a few moments and think about this. 

.

Other steps to be taken by preschool teachers to help preschoolers

Cultivating and Nurturing Social-Emotional Competence in your Preschool Classroom and Program

Social-emotional competence helps you become part of a workplace community that feels welcoming, supportive, friendly, energetic, and nurturing. It helps you engage children, families, and colleagues in a range of meaningful ways. Consider the following when engaging with children, families, and colleagues in your program.

Engaging with children

· Demonstrate empathy and compassion when working with children. Inspire children to be empathetic and compassionate by demonstrating these attributes yourself.

· Demonstrate positive social skills with children throughout the day, encourage children to do the same, and positively reinforce them when doing so.

· Use children’s backgrounds, experiences, and interests as inspiration for ideas about experiences and activities in your classroom.

· Cultivate a climate of respect and appreciation of individual differences in your classroom. Invite children to share their views and experiences with you.

· Demonstrate respect for children’s values and opinions. Your example will be setting the tone for how children view themselves and for how they treat others.

Engaging with families

· Families can be your program’s window into culturally responsive experiences. Invite families to share meaningful experiences.

· Provide opportunities for families of the children in your classroom and program to meet and get to know each other.

· Invite families to observe and participate in some of your classroom activities.

· Send home books with the children about emotions and social-emotional skills.

· Encourage families to nurture social-emotional skills at home by extending some of your classroom and school experiences in the home environment.

Engaging with colleagues

· Connect with your colleagues. Share your interests and experiences with colleagues during staff meetings, lunch breaks, or in-service days. Explain how these interests drive some of the experiences you create for children in your classroom. Get to know the people you work with on a personal level.

· Exchange ideas with colleagues about experiences that foster social-emotional growth. Invite a colleague to come to your room, observe your activities, and give you feedback. Offer to do the same for your colleagues.

· Ask a trainer, coach, or supervisor to observe your classroom so they can offer feedback about your use of materials and experiences to promote children’s social-emotional growth.

· Acknowledge colleagues who are doing great things, who offer you guidance and constructive feedback, and who inspire you to strive for excellence and to be a team player.

Activity 
Study the picture below and explain its  value in social-emotional development 
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(Dunst and Kassow, 2008)
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Reflection 

1. How can you use the following  figures  to promote social and personality development
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  Figure: preschool playing in a circle(Dunst and Kassow, 2008 )           
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Figure two: preschool pupils around one table

Social-emotional competence

The achievement of healthy relationships with caregivers and friends, a positive self-awareness and ability to control emotions, and the ability to independently participate in daily routines and play across a variety of environments

Summary

In this unit you have learnt that social development involves learning to interact with other people, and to understand and control your own emotions.  Babies start to develop relationships with the people around them right from birth, but the process of learning to communicate, share, and interact with others takes many years to develop. Developing the ability to control your emotions and behaviour is also a long process. Children continue to develop their social-emotional skills well into their teenage years, or even young adulthood.
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UNIT 5
THEORIES OF CHILD DEVELOPMENT
Introduction

In this unit, we are going to discuss the major theories of Child Development and their application to Early Childhood Learning. Each theory will be examined in terms of its strengths and weaknesses. You are encouraged to familiarise yourself with each of the theories so as to effectively see their application to teaching and learning.
Outcomes

By the end of this unit, you are expected to:

	[image: image53.jpg]



Outcomes
	· apply different theories of child development in teaching.
· evaluate weaknesses and strengths of each theory
· explain how each theory affects early childhood education 
· discuss the implications of these theories on adult life


Jean Piaget theory of cognitive development

During the past half century Swiss psychologist Jean Piaget devised a model describing how humans go about making sense of their world by gathering and organising information (Piaget, 1954). 
According to Piaget, children are born with innate tendencies to understand the world around them own their own. These innate tendencies are organisation and adaptation. Through  organisation and adaptation children learn the world around them and  form mental schemas. However, for them to adapt, children need to engage in assimilation and accommodation processes.  Generally, children learn through social interaction with the environment when they explore their physical environment and through experiences created and social activity they form pictures about the order of the environment around them. All the following processes are involved in process 
Organisation

People are born with the tendency to organise their thinking processes into psychological structures. These psychological structures are our systems for understanding and interacting with the world. (Flavell, Miller and Miller, 2002; Miller, 2002).
Adaptation

In addition to the tendency to organise their psychological structures, people also inherit the tendency to adapt to their environment. Two basic processes are involved in adaptation: assimilation and accommodation.

Assimilation takes place when people use their existing schemes to make sense of events in their world. Assimilation involves trying to understand something new by fitting it into what we already knew. At times, we may have to distort the new information to make it fit. For example, the first time many children see a fox, they call it a ‘doggy’. They try to match the new experience with an existing scheme for identifying animals.

Accommodation occurs when a person must change existing schemes to respond to a new situation. If data cannot be made to fit any existing schemes, then more appropriate structures must be developed. We adjust our thinking to fit the new information, instead of adjusting the information to fit our thinking. Children demonstrate accommodation when they add the scheme for recognising foxes to their other systems for identifying animals.

Equilibration

According to Piaget, organising, assimilating and accommodating can be viewed as a kind of complex balancing act. In his theory, the actual changes in thinking take place through the process of equilibration – the act of searching for a balance. Piaget as summed that people continually test the adequacy of their thinking processes in order to achieve that balance. Briefly, the process of equilibrium works like this: if we apply a particular scheme to an event or situation and the scheme works, then equilibrium exists. If the scheme does not produce a satisfying result, then disequilibrium exists, and we become uncomfortable. This motivates us to keep searching for a solution through assimilation and accommodation, and thus our thinking changes and moves ahead.
Four stages of Cognitive development

 Piaget believed that all people pass through the same four stages (sensor motor, preoperational, concrete operational and formal operational) in exactly the same order (Orlando and Machado, 1996)
Infancy: the Sensor motor stage (birth to two years approximately)

The earliest period is called the sensor motor stage, because the child’s thinking involves seeing, hearing, moving, touching, tasting, and so on. During this period, infants develop object permanence, the understanding that objects do exist in the environment whether they perceive them or not. This is the beginning of the important ability to construct a mental representation. As most parents discover, before infants develop object permanence, it is relatively easy to take something away from them. The trick is to distract them and remove the object while they are not looking – ‘out of sight, out of mind’. The older infant who searches for the ball that has rolled out of sight is indicating an understanding that objects still exists, but they do not have the memory skills to ‘hold on’ to the location of the object or the motor skills to coordinate a search (Baillargeon, 1999; Flavell, Miller and Miller, 2002).

A second major accomplishment in the sensor motor period is the beginning of logical, goal directed action. Think of the familiar container toy for babies. It is usually clear plastic with a lid and contains several colourful items that can be emptied out and replaced. A six – month – old baby is likely to become frustrated trying to get to the toys inside. An older child who has mastered the basics of the sensor motor stage will probably be able to deal with the toy in an orderly fashion by building a ‘container toy’ scheme: (1) get the lid off, (2) turn the container upside down, (3) shake if the terms jam, and (4) watch the items fall. Separate lower – level schemes have been organised into a higher – level scheme to achieve a goal.

The child is soon able to reverse this action by refilling the container. Learning to reverse is a basis accomplishment of the sensor motor stage. As well will soon see, however, learning to reverse thinking – that is learning to imagine the reverse of a sequence of actions – takes much longer.

The Early Childhood years: the Preoperational stage (two to seven years approximately)

By the end of the sensor motor stage, the child can use many action schemes. As long as these schemes remain tied to physical actions, however, they are of no use in recalling the past, keeping track of information, or planning. For this, children need what Piaget called operation, or actions that are carried out and reversed mentally rather than physically. At the pre – operational stage the child has not yet mastered these mental operations, but is moving towards mastery.

According to Piaget, the first type of thinking that is separate from action involves making action schemes symbolic. The ability to form and use symbols – words, gesture, signs, images, and so on – is thus a major accomplishment of the preoperational period and moves children closer to mastering the mental operations of the next stage. This ability to work with symbols, such as using the word ‘horse’ or a picture of a horse or even pretending to ride a horse to represent a real horse that is not actually present, is called the Semiotic function.

In fact, the child’s earliest use of symbols is in pretending. Children who are not yet able to talk will often use action symbols – pretending to drink from an empty cup or touching a comb to their hair, showing that they know what each object is for. This behaviour also shows that their schemes are becoming more general and less tied to specific actions. The eating scheme, for example, may be used in playing house. During the preoperational stage, there is also rapid development of that very important symbol system, language. Between the ages of two and four, most children enlarge their vocabulary from about 200 to 2,000 words.

As the child moves through the preoperational stage, the developing ability to think about objects in symbolic form remains somewhat limited to thinking in one direction only, or using one – way logic. It is very difficult for the child to ‘think backwards’ or imagine how to reverse the steps in a task. Reversible thinking is involved in many tasks that are difficult for the preoperational child, such as the conservation of matter.

Conservation is the principle that the amount or number of something remains the same even if the arrangement or appearance is changed, as long as nothing is added and nothing is taken away. You know that if you tear a piece of paper into several pieces, you will still have the same amount of paper. To prove this, you know that you can reverse the process by taping the pieces back together. A classic example of difficulty with conservation is found in the preoperational child’s response to the following Piagetian task. Leah, a five year – old, is shown two identical glasses, both short and wide in shape. Both have exactly the same amount of coloured water in them. She agrees that the amounts are ‘the same’. The experimenter then pours the water from one of the glasses into a taller, narrower glass and asks, ‘Now, does one glass have more water, or are they the same?’ Leah responds that the tall glass has more because ‘it goes up more here’ (she points to higher level on taller glass).

Piaget’s explanation for Leah’s answer is that she is focusing, or centring, attention on the dimension of height. She has difficulty considering more than one aspect of the situation at a time, or decentring. The preoperational child cannot understand that decreased diameter compensates for increased height, because this would require taking into account two dimensions at once. Thus, children at the preoperational stage have trouble freeing themselves from their own immediate perceptions of how the world appears.

This brings us to another important characteristic of the preoperational stage. Preoperational children, according to Piaget, have a tendency to be egocentric, to see the world and the experiences of others from their own viewpoint. The concept of egocentrism, as Piaget intended it, does not mean selfish; it simply means children often assume that everyone else shares their feelings, reactions and perspectives. For example, if a little boy at this stage is afraid of dogs, he may assume that all children share this fear. Very young children centre on their own perceptions and on the situation appears to them. This is one reason it is difficult for these children to understand that your right hand is not on the same side as theirs when you are facing them.

Egocentrism is also evident in the child’s language. You may have seen young children happily talking about what they are doing even though no one is listening. This can happen when the child is alone or, even more often, in a group of children – each child talks enthusiastically, without any real interaction or conversation. Piaget called this the collective monologue.

Research has shown that young children are not totally egocentric in every situation, however. Children as young as two describe more details about a situation to a parent who was not there compared to the descriptions they give to a parent who experienced the situation with them, It follows then that young children do seem quite able to take the needs and different perspectives of others into account, at least in certain situations (Flavell, Miller and Miller, 2002). In fairness to young children, even adults can make assumptions that others feel or think as they do. For example, have you ever received a gift that the giver loved but was clearly inappropriate for you? It is likely that the ‘three mountains task’ used by Piaget to measure egocentrism in young children was inadequate (McDonald and Stuart – Hamilton, 2002). The focus on Practice gives ideas for working with preoperational thinkers.

Working with children
· Use concrete props and visual aids whenever possible

· Make instructions relatively short – not too many steps at once. Use actions as well as words.

· Help children develop their ability to see the world from someone else’s point of view.

· Be sensitive to the possibility that learners may have different meanings for the same word or different words for the same meaning. Children may also expect everyone to understand words they have invented.

· Give children a great deal of hands – on practice with the skills that serve as building blocks for more complex skills such as reading comprehension or collaboration.

Middle Childhood: the Concrete – Operational Stage (seven to eleven years approximately)

Piaget coined the term concrete operation to describe this stage of ‘hands – on’ thinking. The basic characteristics of the stage are the recognition of the logical stability of the physical world, the realisation that elements can be changed or transformed and still conserve many of their original characteristics, and the understanding that these changes can be reversed.

According to Piaget, a learner’s ability to solve conservation problems depends on an understanding of three basic aspects of reasoning: identity, compensation and reversibility. With a complete mastery of identity, the learner knows that if nothing is added or taken away, the material remains the same. With an understanding of compensation, the learner knows that an apparent change in one direction can be compensated for by a change in another direction. That is, if the glass is narrower, the liquid will rise higher in the glass. When an understanding of reversibility is gained, the learner can mentally cancel out the change that has been made. Leah apparently knew it was the same water (identity), but lacked compensation and reversibility, so she was moving towards conservation.

Another important operation at this stage is classification. Classification depends on a learner’s abilities to focus on a single characteristic of objects in a set (e.g. colour) and group the objects according to that characteristic. More advanced classification at this stage involves recognising that one class fits into another. A city can be in a particular province or area and also in a particular country. 
Classification is also related to reversibility. The ability to reverse a process mentally now allows the concrete – operational child to see that there is more than one way to classify a group of objects. The learner understands, for example, that buttons can be classified by colour, and then reclassified by size or by the number of holes.

Seriation is the process of making an orderly arrangement from large to small or vice versa. This understanding of sequential relationships permits a learner to construct a logical series in which A < B < C (A is less than B is less than C), and so on. Unlike the preoperational child, the concrete – operational child can grasp the notion that B can be larger than A but still smaller than C.

With the abilities to handle operations such as conservation, classification and seriation, the learner at the concrete – operational stage has finally developed a complete and very logical system of thinking. This system of thinking, however, is still tied to physical reality; The logic is based on concrete situations that can be organised, classified or manipulated. Thus, children at this stage can imagine several different arrangements for the furniture in their rooms before they move any pieces. They do not have to solve the problem strictly through trial and error by actually making the arrangements. However, the concrete – operational child is not yet able to reason about hypothetical, abstract problems that involve the coordination of many factors at once. This kind of coordination is part of Piaget’s next and final stage of cognitive development.

In any learning context, knowledge of concrete – operational thinking will be helpful (see the Focus on Practice below). In the early stages, the children are moving towards this logical system of thought. In the middle childhood years, it is in full flower, ready to be applied and extended by teachers and caregivers. Older learners and even adults still commonly use concrete operational thinking, especially in areas that are new or unfamiliar.

Working with concrete – operational children

· Continue to use concrete props and visual aids, especially when dealing with sophisticated material

· Continue to give learners a chance to manipulate and test objects

· Make sure presentations and readings are brief and well – organised 

· Make readings ‘real’

· Give opportunities to classify and group objects and ideas on increasingly complex levels

· Let learners manipulate objects

· Continue using teaching aids

For more ideas see http://chiron.valdosta.edu/whuitt/col/cogsys/piagtuse.html
Late childhood and adolescence: formal operations
Some learners remain at the concrete – operational stage throughout their school years, even throughout life. However, new experiences usually those that take place in school, eventually present most learners with problems that they cannot solve using concrete operations. What happens when a number of variables interact, as in a science experiment? Then a mental system for controlling sets of variables and working through a set of possibilities is needed. These are the abilities Piaget called formal operations.

At the level of formal operations, the focus of thinking can shift from what is to what might be. Situations do not have to be experienced to be imagined. Ask a young child how life would be different if people did not sleep, and the child might say, ‘People do sleep!’ In contrast, the adolescent who has mastered forma; operations can consider contrary – to – fact questions. In answering, the adolescent demonstrates the hallmark of formal operations hypothetical – deductive reasoning. The formal thinker can consider a hypothetical situation (people do not sleep) and reason deductively (from the general assumption to specific implications, such as longer working days, more money spent on energy and lighting, smaller houses without bedrooms or new entertainment industries). Formal operations also include inductive reasoning, or using specific observations to identify general principles. For example, the economist observes many specific changes in the stock market and attempts to identify general principles about economic cycles. Formal – operational thinkers can form hypothesis, set up mental experiments to test them, and isolate or control variables in order to complete a valid test of the hypotheses. This kind of reasoning is necessary for success in many advanced learning contexts (Meece, 2002).

The ability to consider abstract possibilities is critical for much of mathematics and science. Most mathematics is concerned with the hypothetical situations, assumptions and givens: ‘Let x = 10’, or ‘Assume [image: image55.png]
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 ’, or ‘Given two sides and an adjacent angle...’ Work in humanities and literature requires abstract thinking, too: ‘What did David Lloyd George, the British prime minister, mean when he said of World War One, “This war, like the next war, is a war to end all wars”?’, ‘Identify some metaphors for hope and despair in Shakespeare’s sonnets?’, ‘What symbols of old age does T. S. Eliot use in The Waste Land?’ , ‘How do animals symbolise human character traits in Aesop’s fables?’ The organised, scientific thinking of formal operations requires that learners systematically generate different possibilities for a given situation. For example, if asked, ‘How many different shirt/trousers/jacket outfits can you make using three of each kind of clothing?’ the child using formal operations can systematically identify the 27 possible combinations. A concrete thinker might name just a few combinations, using each piece of clothing only once. The underlying system of combinations is not yet available.

Another characteristic of this stage is adolescent – egocentrism. Unlike egocentric young children, adolescent do not deny that other people may have different perceptions and beliefs, the adolescents simply become very focused on their own ideas. They analyse their own beliefs and attitudes. This leads to what Elkind (1981) calls the sense of an imaginary audience – the feeling that everyone is watching. Thus, adolescents believe that others are analysing them. ‘Everyone noticed that I wore this to/shirt twice this week.’ Or ‘The whole class thought my answer was stupid!’ You can see that social blunders or imperfections in appearance can be devastating if ‘everybody is watching.’ Luckily, this feeling of being ‘on stage’ seems to peak in early adolescence by age 14 or 15, although in unfamiliar situations we all may feel our mistakes are being noticed.

The ability to think hypothetically, consider alternatives, identify all possible combinations and analyse one’s own thinking has some interesting consequences for adolescents. Because they can think about worlds that do not exist, they often become interested in science fiction. Because they can reason from general principles to specific actions, they often are critical of people whose actions seem to contradict their principles. Adolescents can deduce the set of ‘best’ possibilities and imagine ideal worlds (or ideal parents and teachers, for that matter). This explains why many young people at this age develop interests in utopias, political causes and social issues. They want to design better worlds, and their thinking allows them to do so. Adolescents can also imagine many possible futures for them and may try to decide which is best feelings about any of these ideals may be strong and idealistic.

Helping young people to use formal operations

· Continue to use concrete – operational teaching strategies and materials
· Give learners the opportunity to explore many hypothetical questions
· Learners’ opportunities to solve problems and reason scientifically
· Whenever possible, teach broad concepts, not just facts, using materials and ideas relevant to the young people’s lives (Delpit, 1995)
· For more ideas about Formal operations, see http://chiron.valdosta.edu/whuitt/col/cogsys/piagtuse,html
Some Limitations of Piaget’s Theory

Although most psychologists agree with Piaget’s insightful descriptions of how children think, many disagree with his explanations of why thinking develops as it does.

The trouble with stages

Some psychologists have questioned the existence of four separate stages of thinking even though they agree that children do go through the changes that Piaget described (Millet, 2002). One problem with the stage model is lack of consistently in children’s thinking. For example, children can conserve number (the number of blocks does not change when they are rearranged) a year or two before they can conserve weight ( a ball of clay does not change when you flatten it). Why can’t they use conservation consistently in every situation? In fairness, we should note that in his late work, even Piaget put less emphasis on stages of cognitive development and gave more attention to how thinking changes through equilibrium (Millet, 2002).

Another problem with the idea of separate stages is that the processes may be more continuous than may seem. For example, rather than appearing all at once, object permanence may progress gradually as children’s memories develop. The longer you make the infants wait before searching – the longer you make them remember the object – the older they have to be to succeed. Siegler (1998) notes that change can be both continuous and discontinuous, as described by a branch of mathematics called catastrophe theory. Changes that appear suddenly, like the collapse of a bridge, are preceded by many slowly developing changes such as gradual, continuous corrosion of the mental structures. Similarly, gradually developing changes in children can lead to large changes in abilities that appear to be abrupt (Fischer ad Pare – Blagoev, 2000).
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	Activity


Activities

1. What is the difference between accommodation and assimilation?

2. According to Piaget, how can you tailor instruction to ensure that children acquire the necessary academic skills?

3. Identify the different levels of function seen at different stages of Piaget’s cognitive development.
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	Reflection


Do you think teaching complex concepts are early childhood is appropriate considering the child’s cognitive level?

Lev Vygosky’s social–culture theory of cognitive development
Psychologists today recognize that culture shapes cognitive development by determining what and how a child will learn about the world. He presents a concept of the content and process of children’s thinking. 

A major proponent of this Social Cultural Theory (also called socio historic) was a Russian psychologist who died in 1934. Lev Semenovich Vygotsky

· Vygotsky’s work began when he was studying learning and development to improve his own teaching. 

· He went on the write about language and thought, the psychology of art, learning and development. 

· His work was banned in Russia for many years because he referenced western psychologists. However, in the past 30 years, with the rediscovery of his work, Vygotsky’s ideas have become major influence in psychology and education. They have provided alternatives to many of Piaget’s theory. 

Vygotsky’s believed that human activities take place in cultural settings and cannot be understood apart from these settings. One of his key ideas was that our specific mental structures and processes can be traced to our interaction with others. These social interactions are more than simple influences on cognitive development. They actually create our cognitive structures and thinking processes (Parisca, 1998). 

In fact, Vygotsky conceptualized development as a transformation of socially shared activities into internalized processes (John Sterner and Mahan 1996:192) In this lecture  we will examine three themes in Vygotsky’s writing that explain how social processes form learning and thinking; the social sources of individual thinking; the role of cultural tools in learning and development especially the tool of language; and the zone of proximal development.

The social sources of individual thinking.
Vygotsky assumed that ‘every function in a child’s cultural development appears twice. 

First, on the social level and later on the individual level 

First between people (inter psychological) and them inside the child (intra psychological) in other words, higher mental processes first are co-constructed (a social process in which people interact and negotiate (usually verbally) to create an understanding or solve the problem. The final product is shaped by all participates.

 During this shared activity between the child and another person, then the processes are internalized by the child and become part is the child’s cognitive development.  For example, children first use language in activities with others to regulate the behaviour of the others. 
Consider this example: 
A six year – old has lost a toy and asks her father for help, the father asks her where she last saw the toy; the child says I cannot remember the outside.
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	Case study


To each question the child answers no when the father said did you leave it in the car? She says I think so and goes to retrieve the toy. 

In this case who remembered? The answer is really neither the father nor the daughter, but the two together. Remembering and problem solving were co –constructed between people in the interaction. However, the child may have internalized strategies to use next time something is lost. So like the strategy for finding the toy, higher function appear first between a child and a teacher before stay exist within the individual child, Kozulin, (2003).

Cultural Tools and Cognitive Development

Vygotsky emphasized the importance of the ‘tools’ that the culture provides to support thinking. He believed that all higher – order mental processes, such as reasoning and problem solving are mediated by (accomplished through and with the help of) psychological tools such as language, signs and symbols. Adults teach these tools to children during day to day activities and the children internalize them. Then the psychological tools can help the learners advance their own development (Karpov, 1998). 

The process is something like this; as children engage in activities with adults or more capable peers, they exchange ideas and ways of thinking about or representing concepts – drawing maps, as a way to represent spaces and places. This co – created ideas are internalized by children. Thus, children’s knowledge, ideas, attitudes and values develop through appropriating or ‘taking for themselves’ the ways of acting, and thinking provided by both their culture and other members of their groups. Vygotsky believed that cultural tools, real tools (computers, scales, rulers) and symbol systems (Numbers, language, internet, and graphs) that allow people in society to communicate, think, solve problems and create knowledge). Cultural tools include material things (printing press, mobile phones, internet and abacuses and psychological tools such as (signs, and symbol systems such as numbers and mathematical systems, Braille and signs language, maps, works of art, codes and language. Play a very important role in cognitive development. These culture kit help children make sense of and learn about their world. In Vygotsky’s theory language is the most important symbol system in the tool kit and it is the one that helps to fill the kit with other tools. 

1. The Role of Language and Private Speech. 

Language is critical for cognitive development. It provides a way to express ideas and ask question, the categories and concepts for thinking, and the link between the past and the future. 

2. Language And Cultural Diversity 

In general, culture develop words for the concepts that are important for people,

Vygotsky believed that thinking depends on speech. 

Private Speech

Children ‘self – talk’, which guides their thinking and action. Eventually, these verbalizations are internalized as silent inner speech. Vygotsky believed that the private speech play an important role in cognitive development. The private speeches also help children regulate their behaviour. 

Because private speech helps learners to regulate their thinking, it makes sense to allow and even encourage pupils to use private speech in school.  Teachers insisting on total silence when young children are working on difficult problems may make the work even harder for them. 

4. The Zone of Proximal Development
(Is a phase at which a child can master a task if given appropriate help and support?) 

According to Vygotsky, at any given point in development, there are certain problems that a child is on the verge of being able to solve. The child just needs some structure reminders, help with remembering details or steps, encouragement to keep trying and so on. Some problems, of course are beyond a child’s capability even if every step is explained clearly. The zone of proximal development (ZPD) is the area between the child’s current development level, as determined by independent problem solving and the level of development that the child could achieve through adult guidance or in collaboration with more capable peers. This is the area where instruction can succeed, because real learning is possible. Kathleen Berger (2006) called this area the ‘magic middle’ somewhere between what the learner already knows and what the learner isn’t ready to learn. In ZOPAD he used Scaffolding ‘helping a child step by step to solve a problem.’ 

Limitation of Vygotsky’s Theory

Young children appear to figure much about the world before they have the chance to learn from either their culture or teachers (Schunk 2004)

Vygotsky did not details the cognitive process underlying developmental changes, which cognitive process allow learners to engage in more advanced a independent participation in social activities. Vygotsky’s theory consists of mostly general idea
	Teaching Strategies Based on Vygotsky’s Theory
Following are some ways that Vygotsky’s theory can be incorporated in the classroom:

1. Use the child’s zone of proximal development in teaching. Teaching should begin toward the zone’s upper limit, where the child is able to reach the goal only through close collaboration with the instructor. With adequate continuing instruction and practice, the child organizes and masters the behavioural sequences required to perform the target skill. As the instruction continues, the performance transfers from teacher to child. The teacher gradually reduces the explanations, hints, and demonstrations until the student is able to perform the skill alone. Once the goal is achieved, it may become the foundation for the development of a new ZPD.

2. Use scaffolding. Look for opportunities to use scaffolding when children need help with self-initiated learning activities (Elicker, 1996). Also use scaffolding to help children move to a higher level of skill and knowledge. Offer just enough assistance. You might ask, “What can I do to help you?” Or simply observe the child’s intentions and attempts, smoothly providing support when needed. When the child hesitates, offer encouragement. And encourage the child to practice the skill. You may watch and appreciate the child’s practice or offer support when the child forgets what to do.

3. Use more-skilled peers as teachers. Remember that it is not just adults that Vygotsky believed are important in helping children learn important skills. Children also benefit from the support and guidance of more-skilled children.

4. Monitor and encourage children’s use of private speech. Be aware of the developmental change from externally talking to oneself when solving a problem during the preschool years to privately talking to oneself in the early elementary school years. In the elementary school years, encourage children to internalize and self-regulate their talk to themselves.

5. Assess the child’s ZPD, not IQ. Like Piaget, Vygotsky did not believe that formal, standardized tests are the best way to assess children’s learning. Rather, Vygotsky argued that assessment should focus on determining the child’s zone of proximal development. The skilled helper presents the child with tasks of varying difficulty to determine the best level at which to begin instruction. The ZPD is a measure of learning potential. IQ, also a measure of learning potential, emphasizes that intelligence is the property of the child. By contrast, ZPD emphasizes that learning is interpersonal. It is inappropriate to say that a child has a ZPD. Rather, a child shares a ZPD with a more skilled individual.

6. Transform the classroom with Vygotskian ideas. What does the Vygotskian classroom look like? The Kamehameha Elementary Education Program (KEEP) is based on Vygotsky’s theory (Tharp, 1994). The zone of proximal development is the key element of instruction in this program. Children might read a story and interpret its meaning. Many of the learning activities take place in small groups. All children spend at least 20 minutes each morning in an activity called “Centre One.” In this context, scaffolding is used to improve children’s literacy skills. The instructor asks questions, responds to students’ queries, and builds on the ideas that students generate. Thousands of low-income children have attended KEEP public schools in Hawaii, on an Arizona Navajo Indian reservation, and in Los Angeles. Compared with a control group of non-KEEP children, the KEEP children participate more actively in classroom discussion, are more attentive in class, and have higher reading achievement (Tharp & Gallimore, 1988).
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	Activity


1. Identify the strategies that you would use to help a child develop self-monitoring skills.

2. List the stages that that explain the Zone of Proximal Development.
3. Come up with an activity where you make your learners compare and contrast events and activities as a way of teaching logic and analytical thinking.
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	Reflection


How can you use Vygotsky’s theories to improve teaching and learning?

Urie Bronfen Brenner’s social Ecological model of Human Development

Human behaviour and the factors influencing it are very complex. Models are used to provide a framework to understand the numerous factors and behaviours that enable or act as barriers to effective participation. Models are used to help us understand a specific problem in a particular setting or context. They help us to identify factors related to participation, access and retention in specific education settings therefore enabling the design of more effective interventions. In the context of education, the term intervention is used to describe a strategy, program or policy that is designed to have an impact on education participation. Models are used to inform intervention development, implementation and evaluation.
Background to the Social-Ecological Model

The social-ecological model was developed out of the work of a number of prominent researchers. Some of the notable ones include:

· Urie Bronfen brenner’s Ecological Systems Theory (1979), which focused on the relationship between the individual and the environment.

· Kenneth McLeroy’s Ecological Model of Health Behaviours (1988), which classified five different levels of influence on healthy behaviour. This model however, did not include physical environment, which is an essential element of a social-ecological model of physical activity.

· Daniel Stokols’s Social Ecology Model of Health Promotion (1992, 2003), identified the core assumptions which underpin the social-ecological model (Glanz 2008, pp. 468–469).

The work of these and other researchers has been used and modified and has evolved into what is now referred to as the social-ecological model. We take you through a discussion of Urie Bronfen brenner’s Ecological Systems Theory.

Urie Bronfen  brenner’s Ecological Systems Theory
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Ecological systems theory

In his original theory, Bronfenbrenner postulated that in order to understand human development, the entire ecological system in which growth occurs needs to be taken into account. This system is composed of five socially organized subsystems that support and guide human development. Each system depends on the contextual nature of the person's life and offers an ever growing diversity of options and sources of growth. Furthermore, within and between each system are bi-directional influences. These bi-directional influences imply that relationships have impact in two directions, both away from the individual and towards the individual.

Because we potentially have access to these subsystems we are able to have more social knowledge, an increased set of possibilities for learning problem solving, and access to new dimensions of self-exploration.

Microsystem

The Microsystem is the layer closest to the child and contains the structures with which the child has direct contact. The Microsystem encompasses the relationships and interactions a child has with his or her immediate surroundings such as family, school, neighbourhood, or childcare environments. At the Microsystem level, bi-directional influences are strongest and have the greatest impact on the child. However, interactions at outer levels can still impact the inner structures. This core environment stands as the child's venue for initially learning about the world. As the child's most intimate learning setting, it offers him or her reference point for the world. The Microsystem may provide the nurturing centrepiece for the child or become a haunting set of memories. The real power in this initial set of interrelations with family for the child is what they experience in terms of developing trust and mutuality with their significant people. The family is the child's early microsystem for learning how to live. The caring relations between child and parents (or other caregivers) can help to influence a healthy personality. For example, the attachment behaviours of parents offer children their first trust-building experience.

Mesosystem

The mesosystem moves us beyond the dyad or two-party relation. Mesosystems connect two or more systems in which child, parent and family live. Mesosystems provide the connection between the structures of the child's microsystem. For example, the connection between the child's teacher and his parents, between his church and his neighbourhood, each represent mesosystems.

Exosystem

The exosystem defines the larger social system in which the child does not directly function. The structures in this layer impact the child's development by interacting with some structure in his/her microsystem. Parent workplace schedules or community-based family resources are examples. The child may not be directly involved at this level, but they do feel the positive or negative force involved with the interaction with their own system. The main exosystem that indirectly influence the youths through their family include: school and peers, parents' workplace, family social networks and neighbourhood community contexts, local politics and industry. Exosystem can be empowering (example: a high quality child-care program that benefits the entire family) or they can be degrading (example: excessive stress at work impacts the entire family). Furthermore, absence from a system makes it no less powerful in a life. For example, many children realize the stress of their parent's workplaces without ever physically being in these places.

Macrosystem

The macrosystem is composed of cultural values, customs and laws. It refers to the overall patterns of ideology and organization that characterize a given society or social group. Macro systems can be used to describe the cultural or social context of various societal groups such as social classes, ethnic groups, or religious affiliates. This layer is the outermost layer in the child's environment. The effects of larger principles defined by the macrosystem have a cascading influence throughout the interactions of all other layers. The macrosystem influences what, how, when and where we carry out our relations. For example, a program like Women, Infants, and Children (WIC) may positively impact a young mother through health care, vitamins, and other educational resources. It may empower her life so that she, in turn, is more affective and caring with her new born. In this example, without an umbrella of beliefs, services, and support for families, children and their parents are open to great harm and deterioration. In a sense, the macrosytem that surrounds us helps us to hold together the many threads of our lives.

Chronosystem

The Chronosystem encompasses the dimension of time as it relates to a child's environment. Elements within this system can be either external, such as the timing of a parent's death, or internal, such as the physiological changes that occur with the aging of a child. Family dynamics need to be framed in the historical context as they occur within each system. Specifically, the powerful influence that historical influences in the macrosystem have on how families can respond to different stressors. Bronfenbrenner suggests that, in many cases, families respond to different stressors within the societal parameters existent in their lives.

Components of the social-ecological model

You may come across a number of versions of the social-ecological model in your reading, which use slightly different classifications of environmental influences. For the purposes of Education the social-ecological model made up of the individual, social environment, physical environment and policy components will be looked at.
Bronfenbrenner’s work saw the influences on behaviour as a series of layers, where each layer had a resulting impact on the next level. He described these layers as being like a series of Russian dolls, where the innermost level represents the individual, which is then surrounded by differing levels of environmental influences (Bronfenbrenner, 1994). For example, an individual’s social environment of family, friends and workplace are embedded within the physical environment of geography and community facilities, which is in turn embedded within the policy environment of different levels of government or governing bodies. All levels of the social-ecological model impact on the behaviour of the individual (Stokols, 1996, p. 291). The social-ecological model represents this concept as a series of overlapping circles, with each circle representing a different layer or component of the model.

The Social Ecological Model explained

Let’s take some time now to explore the Social Ecological Model in more detail. 

Individual

The individual is at the centre of the social-ecological model. This level includes personal factors that increase or decrease the likelihood of an individual being physically active. Individual factors which influence physical activity participation include:

· knowledge, attitudes, behaviours, beliefs, perceived barriers, motivation, enjoyment 

· skills (including fundamental motor skills and sports specific skills), abilities, disabilities or injuries

· age

· sex

· level of education

· socioeconomic status

· employment status

· Self-efficacy.

Strategies which bring change at the individual level tend to focus on changing an individual’s knowledge, attitudes, behaviour and skills. You notice from this discussion th\t you can influence the participation of an individual to a very large extent. For example you could use education and mentoring programs.

Social environment

The second level of influence is the Social environment. Surrounding the individual in the social-ecological model is the social environment. The social environment comprises the relationships, the culture and the society with whom the individual interacts. The social environment has a significant influence on physical activity behaviour. For example, having someone such as a peer, family member or work colleague to be physically active will have an impact on behaviour.

The social environment includes:

· family, such as the influence of parental and sibling physical activity levels and family support

· spouse or partner 

· peers 

· institutions and organisations, such as schools, workplaces and community organisations

· access to social support networks versus social isolation

· influence of health and other professionals such as doctors, teachers and coaches

· community norms

· cultural background

Socioeconomic status of the community

Strategies which bring change at the social environment level include community education, support groups, peer programs, workplace incentives and social marketing campaigns. These are used to promote positive community attitudes and awareness to participation in physical education. 

Physical environment

Education, whether formal or informal, takes place in physical environments. Physical environment includes the natural environment and the built (or man-made) environment. Physical environments are likely to influence the amount and type of Education, this influence can be positive or negative. For example, physical environments such as sports fields, bike paths, swimming pools and gymnasiums are designed for physical activity, while other physical environments such as workplaces, schools, family homes or theatres may discourage, restrict or prohibit physical activity. 

The physical environment includes:

· natural factors such as weather or geography

· availability and access to facilities such as parks, playgrounds, sporting grounds, gymnasiums, walking or cycling tracks

· aesthetics or perceived qualities of facilities or the natural environment

· safety such as crime rates or amount and speed of traffic

· community design such as connectivity of streets,  density of housing or land use 

· Public transport.

The built environment provides opportunities for intervention, such as the inclusion of walking or bicycle tracks and parks in new housing developments and ease of access to them. The natural environment has fewer opportunities for intervention; these tend to focus on overcoming barriers to physical activity within the natural environment. 

Strategies focusing on the physical environment usually should be put in place before educational or community awareness initiatives are attempted. Sometimes educational initiatives encourage impossible or unrealistic behaviour. For example, media campaigns that encourage people to walk will be ineffective in communities where there are no or poorly maintained walking paths or where safety is an issue. In this scenario, education and awareness programs are more likely to be effective when preceded by programs for the development of community facilities and promoting community safety (Sallis, 1998 p. 381).

Policy

This refers to legislation, regulatory or policy making actions that have the potential to affect education. These are often formal legal actions taken by local, state or federal governments.
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	Activity


1. Explain how the microsystem and the chronosystem can affect the academic performance of learners

2. Identify the significant influences in the microsystem that can affect the child either positively or negatively.
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	Reflection


Think about the different components of the child’s environment, which one of them do you think have the greatest influence?

Lawrence Kohlberg-moral development theory

A psychologist named Lawrence Kohlberg modified and expanded upon Jean Piaget’s work to form theory that explained how children develop moral reasoning. Kohlberg was not interested so much in the answer to the question but in the reasoning for each participant’s decision. The responses were then classified into various stages of reasoning in his theory of moral development.

One of the dilemmas Kohlberg presented: “Heinz Steals the Drug”

“In Europe, a woman was near death from a special kind of cancer. There was one drug that the doctors thought might save her. It was a form of radium that a druggist in the same town had recently discovered. The drug was expensive to make, but the druggist was charging ten times what the drug cost him to make. He paid $200 for the radium and charged $2,000 for a small dose of the drug.

The sick woman’s husband, Heinz, went to everyone he knew to borrow the money, but he could only get together about $1,000 which is half of what it cost. He told the druggist that his wife was dying and asked him sell it cheaper or let him pay later. But the druggist said: “No, I discovered the drug and I’m going to make money from it.” So Heinz got desperate and broke into the man’s store to steal the drug for his wife. Should the husband have done that?” (Kohlberg, 1963).

Level 1 Pre – conditional Morality

Stage 1 – Obedience and Punishment. The earliest stage of moral development is especially common in young children, but adults are also capable of expressing this type of reasoning. At this stage, children see rules as fixed and absolute. Obeying the rules is important because it is a means to avoid punishment.

Stage 2 – Individualism and Exchange. At this stage of moral development, children account for individual points of view and judge actions based on how they serve individual needs. In the Heinz dilemma, children argued that the best course of acting was the choice that best – served Heinz’s needs. Reciprocity is possible at this point in moral development, but only if it serves one’s own interests.

Stage 3 –Interpersonal Relationships. Often referred to as the “good boy – good girl” orientation, this stage of moral development is focused on living up to social expectations and roles. There is an emphasis on conformity, being “nice,” and considering of how choices influence relationships.

Stage 4 –Maintaining Social Order. At this stage of moral development, people begin to consider society as a whole when making judgements. The focus is on maintaining law and order by following the rules, doing one’s duty and respecting authority.

Stage 5 –Social Contract and Individual Rights. At this stage, people begin to account for  the differing values, opinions, and beliefs of other people. Rules of law are important for maintaining a society, but members of the society should agree upon these standards.

Stage 6 –Universal Principles. Kohlberg’s final level of moral reasoning is based upon universal ethical principles and abstract reasoning. At this stage, people follow these internalised principles of justice, even if they conflict with laws and rules.

Level 2- conventional Moral reasoning
at this stage judgement is based on others’ approval, family expectations, traditional values, the law of society and loyalty to the country.

Stage: 3 Good Boy-Girl Orientation, good means ‘nice’. It is determined by what pleases others.

Stage4: Law and Order Orientation;

Laws are absolute, authority must be respected and social order maintained.

Level 3 post-conventional moral reasoning

Stage 5 Social contract orientation

This is determined by socially agreed upon standards of human rights.

Stage 6 Universal Ethical Principle Orientation

Good and Right is a matter of individual conscience and involves abstract concepts of justice, human dignity and equality

Application of Kohlberg's Theory in the Classroom 

Lawrence Kohlberg's theory on moral development can be applied to the classroom where rules, standards, and consequences are concerned. The theory tracks an individual's level of moral reasoning by assigning him to one of six stages, where the first stage is a basic submission to authority and the last is universal ethics for all. As an educator, consider where your students' personal development lies in terms of Kohlberg's six stages. Then work toward achieving optimal moral character along the lines of Kohlberg's level six "Universal Principals" for a positive and constructive learning environment.

1.    Give students the opportunity to help create a classroom code of conduct. In this way, they will become responsible for the rules that they set and follow them accordingly, rather than blindly agreeing to standards set by school administrators or other authorities. By creating classroom policy, students can advance from stage one submission to stage three where they are accountable within the small classroom community.

2.  Allow for a written self-evaluation as part of any disciplinary consequence. It does not have to be lengthy, but it should provide the student with adequate time to review their own reasoning for misbehaviour and to come up with a solution for the future. This type of action relates to Kohlberg's fourth stage of morality, in which individuals do their part to maintain order by reflecting on the impact of their words and actions.

3.    Plan group projects where students work together toward the understanding of curriculum instead of sitting back and listening to the teacher talk at them. Not only is this sure to get students more involved. But it places the responsibility of learning onto the students, forcing them to adhere to the classroom goal of educational enrichment as in Kohlberg's fifth morality stage on upholding a social contract.
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	Activity


3. Make time for role play, whether it be related to the curriculum or used as a problem solving tool. By acting or seeing situations through the eyes of others, students gain a more broad understanding of what is taking place. This helps them to make decisions based not on themselves, but on a commitment to the group. Similarly, they have advanced to Kohlberg's sixth stage, in which the needs of every person in society are worth considering. In a classroom, a brief skit or scenario can help students focus on making sure everyone is involved and engaged in learning.

1. What are the major differences between Piaget and Kolhberg?
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	Reflection


Do you think the perspective taken by Kolhberg adequately helps understand behaviour?

Sigmund Freud’s Psychosexual stages of development

Psychoanalytic Theory
The psychoanalytic theory for child development has been largely derived from the works of Sigmund Freud and Erik Erikson. Psychoanalysis focuses on understanding behaviour from the perspective of what goes on in the mind, conscious or unconscious state. This perspective emphasises the importance of early childhood experiences on later development of the child and gives importance to unconscious motivation.

Freud’s Psychosexual Stages

Famous psychoanalyst, Sigmund Freud, described child development as a series of ‘psychosexual stages.’ His theory of psychosexual development describes how personality develops during childhood.

Freud believed that the way parents dealt with their children’s basic sexual and aggressive desires would determine how their personalities developed and whether or not they would end up well-adjusted as adults. Freud described children as going through multiple stages of sexual development, which he labelled Oral, Anal, Phallic, Latency, and Genital. Freud believed that personality develops through these stages in which the pleasure – seeking energies of the id become focused on certain erogenous areas. This psychosexual energy, or libido, was described as the driving force behind behaviour. If these psychosexual stages are completed successfully, the result is a healthy personality. If certain issues are not resolved at the appropriate stage, fixation can occur. A fixation is a persistent focus on an earlier psychosexual stage. Until this conflict is resolved, the individual will remain “stuck” in this stage.

Let us now start the journey to learn about the psychoanalytic theory for Freud. 

The Oral Stage

Age Range: Birth to 1 year

Erogenous Zone: Mouth

Am sure you have noticed that children at some point in time play with their mouth. During the oral stage, the infant’s primary source of interaction occurs through the mouth, so the rooting and sucking reflex is especially important. The mouth is vital for eating, and the infant derives pleasure from oral stimulation through gratifying activities such as tasting and sucking. Because the infant is entirely dependent upon caretakers (who are responsible for feeding the child), the infant also develops a sense of trust and comfort through this oral stimulation.

The primary conflict at this stage is the weaning process – the child must become less dependent upon caretakers. If fixation occurs at this stage, Freud believed the individual would have issues with dependency or aggression. Oral fixation can result in problems with drinking, eating, smoking, or nail biting.

The Anal Stage

Age Range: 1 to 3 years

Erogenous Zone: Bowel and Bladder Control

During the anal stage, Freud believed that the primary focus of the libido was on controlling bladder and bowel movements. The major conflict at this stage is toilet training – the child has to learn his or her bodily needs. Developing this control leads to a sense of accomplishment and independence.

According to Freud, success at this stage is dependent upon the way in which parents approach toilet training. Parents who utilize praise and rewards for using toilet at the appropriate time encourage positive outcomes and help children feel capable and productive. Freud believed that positive experiences during this stage served as the basis for people to become competent, productive and creative adults.

However, not all parents provide the support and encouragement that children need during this stage. Some parents’ instead punish, ridicule or shame a child for accidents. According to Freud, inappropriate parental responses can result in negative outcomes. If parents take an approach that is too lenient, Freud suggested that an anal – expulsive personality could develop in which the individual has a messy, wasteful or destructive personality. If parents are too strict or begin toilet training too early, Freud believed that anal – retentive personality develops in which the individual is stringent, orderly, rigid and obsessive.

The Phallic Stage

The next stage is the Phallic Stage. 

Age Range: 3 to 6 years

Erogenous Zone: Genitals

During the phallic stage, the primary focus of the libido is on the genitals. At this stage, children also begin to discover the differences between males and females.

Freud also believed that boys begin to view their fathers as a rival for their mother’s affections. The Oedipus complex describes these feelings of wanting to possess the mother and the desire to replace the father. However, the child also fears that he will be punished by the father for these feelings, a fear Freud termed castration anxiety.

The term Electra complex has been used to describe a similar set of feelings experienced by young girls. Freud, however, believed girls instead experience penis envy.

Eventually, the child begins to identify with the same – sex parent as a means of vicariously possessing the other parent. For girls, however, Freud believed that penis envy was never fully resolved and that all women remain somewhat fixated on this stage. Psychologists such as Karen Horney disputed this theory, calling it both inaccurate and demeaning to women.

The Latency Stage

Age Range: 6 to Puberty

Erogenous Zone: Sexual Feelings Are Inactive

During the latent period, the libido interests are suppressed. The development of the ego and superego contribute to this period of calm. The stage begins around the time that children enter into school and become more concerned with peer relationships, hobbies and other interests.

The latent period is a time of exploration in which the sexual energy is still present, but it is directed into other areas such as intellectual pursuits and social interactions. This stage is important in the development of social and communication skills and self – confidence.

The Genital Stage

Age Range: Puberty to Death

Erogenous Zone: Maturing Sexual Interest

During the final stage of psychosexual development, the individual develops a strong sexual interest in the opposite sex. This stage begins during puberty but lasts throughout the rest of a person’s life.

Where in earlier stages the focus was solely on individual needs, interest in the welfare of others grow during this stage. If the other stages have been completed successfully, the individual should now be well – balanced, warm and caring. The goal of this stage is to establish balance between the various life areas.

Another part of Freud’s theory focused on identifying the parts of consciousness. Freud thought that all babies are initially dominated by unconscious, instinctual and selfish urges for immediate gratification which he labelled the Id. As babies attempt and fail to get all their whims met, they develop a more realistic appreciation of what is realistic and possible, which Freud called the”Ego.” Over time, babies also learn about and come to internalise and represent their parents’ values and rules. These internalised rules, which he called the “Super – Ego”, are the basis for the developing child’s conscience that struggles with the concepts of right and wrong and works with the Ego to control the immediate gratification urges of the Id.
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	Activity


By today’s rigorous scientific standards, Freud’s psychosexual theory is not considered to be very accurate. However, it is still important and influential today because it was the first stage development theory that gained real attention; many other theorists used it as a starting place.

1. Explain how Sigmund Freud’s theory can be applied in the classroom situation.

	

	Reflection         


2. What are the similarities between Sigmund Freud’s psychosexual theory of human development and Erickson’s psychosocial theory of human development?

Think about the challenges faced by children and how these can be minimized

Erickson’s psychosocial stages of human Development
Erick Erikson was an American developmental psychologist and psychoanalyst. He believed that personality develops in a series of stages. In each stage, people experience a conflict that serves as a turning point in development. In Erikson’s view, these conflicts are centred either developing a psychological quality or failing to develop that quality.

Each stage is characterised by a psychosocial crisis of two conflicting forces. If an individual does indeed successfully reconcile these forces (favouring the first mentioned attribute in the crisis), he or she emerges from the stage with the corresponding ‘virtue’ or quality.

Each stage builds upon the successful completion of earlier stages. Thus, the challenges of stages not successfully completed may be expected to reappear as problems in the future.

Psychosocial Stage 1 – Trust vs. Mistrust

The first stage of Erikson’s theory of psychosocial development occurs between birth and one year of age and is the most fundamental stage in life. Here, the question that needs to be answered is – Can I trust the people around me?

Because an infant is utterly dependent, the development of trust is based on the dependability and quality of the child’s caregivers. If a child successfully develops trust, he or she will feel secure in the world. Caregivers who are inconsistent, emotionally unavailable, or rejecting contribute to feelings of mistrust in the children they care for. Failure to develop trust will result in fear and a belief that the world is inconsistent and unpredictable. Later on, it can lead to feelings of frustration, suspicion, withdrawal, and a lack of confidence.

Of course, no child is going to develop a sense of 100 per cent doubt. Erikson believed that successful development was all about striking a balance between the two opposing sides. When this happens, children acquire hope, which Erikson described as openness to experience tempered by some wariness that danger may be present.

Psychosocial Stage 2 – Autonomy vs. Shame and Doubt

The second stage of Erikson’s theory of psychosocial development takes place during early childhood and is focused on children developing a greater sense of personal control. The relevant question in this stage is - Can I do things myself or am i reliant on the help of others?

Erikson believed that toilet training was a vital part of this process. Learning to control one’s bodily functions leads to a feeling of control and a sense of independence. Other important events include gaining more control over food choices, toy preferences, and clothing selection.

Highly restrictive parents, however, are more likely to instil in the child a sense of doubt, and reluctance to attempt new challenges. If caregivers encourage self – sufficient behaviour, toddlers develop a sense of autonomy – a sense of being able to handle many problems on their own. But if caregivers demands too much soon, refuse to let children perform tasks of which they are capable, or ridicule early attempts at self – sufficiency; children may instead develop shame and doubt about their ability to handle problems.

Erikson believed that achieving a balance between autonomy and shame and doubt would lead to will, which is the belief that children can act with intention, within reason and limits.

Psychosocial Stage 3: Initiative vs. Guilt

Children face this stage at the age of 3 – 5 years. The relevant question in this stage, therefore, is am I good or bad?

During the preschool years, children begin to assert their power and control over the world through directing play and other social interactions. Children need to begin asserting control and power over the environment by taking initiative by planning activities, accomplishing tasks and facing challenges. The development of courage and independence are what set pre – schoolers apart from other age groups.

Pre – schoolers are increasingly able to accomplish tasks on their own and can start new things. With this growing independence come many choices about activities to be pursued. Sometime children take on projects they can readily accomplish, but at other time they undertake projects beyond their capabilities or that interfere with other people’s plans and activities. If parents and preschool teachers encourage and support children’s efforts, while also helping them make realistic and appropriate choices, children develop initiative – independence in planning and undertaking activities. But if, instead, adults discourage the pursuit of independent activities or dismiss them as silly and bothersome, children develop guilt about their needs and desires. When an ideal balance of individual initiative and willingness to work with others is achieved, the ego quality known as purpose emerges.

Psychosocial Stage 4 – Industry vs. Inferiority

This stage covers the early school years from approximately age 5 to 11. At this age, children start recognising their special talents and continue to discover interests as their education improves. They may begin to choose to do more activities to pursue that interest, such as joining a sport if they know they have athletic ability, or joining the band if they are good at music. Through social interactions, children begin to develop a sense a pride in their accomplishments and abilities

Erikson viewed the elementary school years as critical for the development of self – confidence. Ideally, elementary school provides many opportunities for children to achieve the recognition of teachers, parents and peers by producing things.

If children are encouraged to make and do things and are praised for their accomplishments, they begin to demonstrate industry by being diligent, persevering at tasks until completed and putting work before pleasure. They develop a feeling of competence and belief in their skills. If children are instead ridiculed or punished for their efforts or if they find they are incapable of meeting their teachers’ and parents’ expectations, they develop feelings of inferiority about their capabilities. Those who receive little or no encouragement from parents, teachers, or peers will doubt their abilities to be successful, If not allowed to discover their own talents in their own time; they will develop a sense of lack of motivation, low self – esteem, and lethargy. 

Psychosocial Stage 5 – Identity vs. Confusion

This stage occurs during adolescence between the ages of approximately 12 to 18. The existential question in this stage is – Who am I?

The adolescent is newly concerned with how they appear to others. As they make the transition from childhood to adulthood, teens may begin to feel confused or confused or insecure about themselves and how they fit in to society. As they seek to establish a sense of self, teens may experiment with different roles, activities and behaviours.

According to Erikson, this is important to the process of forming a strong identity and developing a sense of direction in life. Eventually, Erikson proposed, most adolescents achieve a sense of identity regarding whom they are and where their lives are headed. 

Those who receive proper encouragement and refinement through personal exploration will emerge from this stage with a strong sense of self and a feeling of independence and control. Those who remain unsure of their beliefs and desires will be insecure and confused about themselves and the future.

Completing this stage successfully leads to fidelity, which Erikson described as an ability to live by society’s standards and expectations.

Psychosocial Stage 6: Intimacy vs. Isolation

This stage covers the period of early adulthood (between the ages of approximately 19 and 40) when people are exploring personal relationships. During this period of time, the major conflict centres on forming intimate, loving relationships with other people. The question that needs to be answered is – Will I be loved or Will I be alone?

Erikson believed it was vital that people develop close, committed relationships with other people. Those who are successful at this step will form relationships that are committed and secure.

It is important to remember that each stage builds on skills learned in the previous stages. Erikson believed that a strong sense of personal identity was important for developing intimate relationships. Studies have demonstrated that those with poor sense of self tend to have less committed relationships and are more likely to suffer emotional isolation, loneliness, and depression.

Successful resolution of this stage results in the virtue known as love. It is marked by the ability to form lasting, meaningful relationships with other people.

Psychosocial Stage 7: Generativity vs. Stagnation

This stage takes place during middle adulthood between the ages of approximately 40 and 65. During this time, adults strive to create or nurture things that will outlast them; often by having children or contributing to positive changes that benefits other people. The question that drives people in this stage is – How can I contribute to the world? Contributing to society and doing things to benefit future generations are important needs at this stage of development.

Generativity refers to “making your mark” on the world through caring for others, creating things and accomplishing things that make the world a better place. Stagnation refers to the failure to find a way to contribute. These individuals may feel disconnected or uninvolved with their community and with society as a whole.

Those who are successful during this phase will feel that they are contributing to the world by being active in their home and community. These individuals who fail to attain this skill will feel unproductive and uninvolved in the world.

Care is the virtue achieved when this stage is handled successfully. Being proud of your accomplishments, watching your children grow into adults, and developing a sense of unity with your life partner are important accomplishments of this stage.

Psychosocial Stage 8 – Integrity vs. Despair

This stage occurs during late adulthood form age 65 through the end of life. During this period of time, people reflect back on the life they have and come away with either a sense of fulfilment from a life well lived or a sense of regret and despair over a life misspent. The pertinent question is – Did I live a meaningful life?

You will notice that a child who feels proud of their accomplishments will feel a sense of integrity. Successfully completing this phase means looking back with few regrets and a general feeling of satisfaction. These individuals will attain wisdom, even when confronting death. Those who feel proud of their accomplishments will feel a sense of integrity. Successfully completing this phase means looking back with few regrets and a general feeling of satisfaction. These individuals will attain wisdom, even when confronting death. This phase occurs during old age and is focused on reflecting back on life.

Those who are unsuccessful during this stage will feel that their life has been wasted and will experience many regrets. The individual will be left with feelings of bitterness and despair.

Those who feel proud of their accomplishments will feel a sense of integrity. Successfully completing this phase means looking back with few regrets and a general feeling of satisfaction. These individuals will attain wisdom, even when confronting death.

Using Psychosocial Development in the Classroom
"Teachers who apply psychosocial development in the classroom create an environment where each child feels appreciated and is comfortable with learning new things and building relationships with peers without fear" (Tamara , 2010, para. 1). Teaching Erikson’s theory at the different grade levels is important to ensure that students will attain mastery of each stage in Erikson's theory without conflict. There are specific classroom activities that teachers can incorporate into their classroom during the three stages that include school age children. The activities listed below are just a few suggested examples that apply psychosocial development.

At the preschool level, teachers want to focus on developing a hardy personality. Classroom examples that can be incorporated at the Preschool level are as follows:
1. Find out what students are interested in and create projects that incorporate their area of interest.
2. Let the children be in charge of the learning process when participating in a classroom project. This will exhibit teacher 
appreciation for the areas of interest of the students as well as confidence in their ability.
3. Make sure to point out and praise students for good choices. 
4. Offer continuous feedback on work that has been completed.
5. Do not ridicule or criticize students openly. Find a private place to talk with a child about a poor choice or behaviour. Help students formulate their own alternate choices by guiding them to a positive solution and outcome. 
6. When children experiment they should not be punished for trying something that may turn out differently than the teacher 
planned.
7. Utilize physical activity to teach fairness and sportsmanship.

Teachers should focus on achievement and peer relationships at the elementary level. Classroom examples that can be incorporated at the Elementary level are as follows:
1. Create a list of classroom duties that needed to be completed on a scheduled bases. Ask students for their input when 
creating the list as well as who will be in charge of what. 
2. Discuss and post classroom rules. Make sure to include students in the decision making process when discussing rules. 
3. Encourage students to think outside of their day-to-day routine by role planning different situations. 
4. Let students know that striving for perfection is not as important as learning from mistakes. Teach them to hold their head 
high and move forward. 
5. Encourage children to help students who may be having trouble socially and/or academically. Never allow any 
child to make fun of or bully another child. 
6. Build confidence by recognizing success in what children do best. 
7. Provide a variety of choices when making an assignment so that students can express themselves with a focus on their 
strengths.
8. Utilize physical activity to build social development and to help students appreciate their own abilities as well as the abilities of 
others.

During the middle and high school years, building identity and self-esteem should be part of a teacher's focus. Classroom examples that can be incorporated at the Middle School and High School level are as follows: 
1. Treat all students equally. Do not show favouritism to a certain group of students based on gender, race, academic ability or 
socioeconomic status. 
2. Incorporate guest speakers and curriculum activities from as many areas as possible so as to expose students to many career 
choices. 
3. Encourage students to focus on their strengths and acknowledge them when they exhibit work that incorporates these 
strengths. 
4. Encourage students to develop confidence by trying different approaches to solving problems. 
5. Incorporate life skills into lesson planning to increase confidence and self-sufficiency. 
6. Utilize physical activity to help relieve stress, negative feelings and improve moods.
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	Activity


Discuss how you can apply each of Erickson’s eight stages of human development to education.
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	Reflection


From the discussion on Erickson’s Theory, identify the different challenges likely to occur resulting from failure to manage the current states

John Bowlby’ attachment theory

You might have seen that people react differently in different situations. The causes of these emotional reactions are rooted usually in their upbringing. The attachment theory will give you an understanding of why children behave the way they do.  The development of an emotional bond or attachment is usually formed between an infant and his or her care giver during the first year of life and is seen by many as an important base for future relationships. In this Unit, attachment theory, phases of infant’s attachment to their care givers and quality of attachment will be discussed.

Attachment Theory

You will now learn about emotional development of children. while studying this theory, you must pay attention to the phases of attachment, attachment related fears and different types of attachment. Attachment theory is today’s most influential theory of parent-child and other close relationships, was formulated by John Bowlby, a British Psychiatrist who died in 1990. It was elaborated on by his colleague Mary Ainsworth, an American developmental Psychologist who died in 1999. It was based on ethological theory, with its focus on the adaptive value of the evolved behavior of species and included concepts from psychoanalytic theory (Bowlby was a therapist trained in analytic thinking about mother-child relationships and their contributions to psychopathology) and cognitive theory (Bowlby believed that expectations about sex and others are important, as you will see later. Attachment theory replaced a learning theory perspective on early relationships, which held that caregivers become sources of reinforcement to infants through their association with food, comfort and other primary re-enforcers (Ruthaus, 2008).

 According to Bowlby (1969), an attachment is a strong affectional tie that binds a person to an intimate companion. It is also a behavioral system through which humans regulate their distress when under threat by seeking proximity to another person. I am sure at his point you have an idea of what attachment is. In your own words, how would you define attachment? Bowlby maintained that the Quality of the early parent-infant attachment has important effects on later development, including the kinds of relationships people have with friends, romantic partners and their children. He proposed that, based on their interactions with caregivers, infants construct internal working models which are cognitive representation of themselves and other people that shape their expectations about relationships and their processing of social relationships. Securely attachment infants who have received responsive care will form internal working models suggesting that they are lovable individuals and that other people will be trusted to care for them. By contrast, insecurely attached infants subjected to insensitivity , neglectful, or abusive care may conclude that they are difficult to love, that other people are unreliable, or both. The insecure infant would be expected to have difficulties in later interpersonal relationships. They may for example, be wary of entering close relationships or become jealous and overly dependent.

 In summary, attachment theory, as developed by Bowlby and elaborated by Ainsworth claimed that:

1. The capacity to form attachment is part of our evolutionary heritage.

2. Attachment unfolds through an interaction of biological and environmental forces during a sensitive period early in life.

3. The first attachment relationship, the one between infant and caregiver, shapes later development and the quality of later relationships and

4. Internal working models of self and other serve as the mechanism through which early experience affect later development.

Phases of Infant’s Attachment to the Caregivers

Now that you have a good understanding of attachments, let’s look at the phases of infant attachment. 

Infants need time before they are developmentally ready to form attachment. They progress through the following phases. (Ainsworth, 1973; Bowlby, 1969).

1. Undiscriminating Social responsiveness (birth to 2 or 3 months): Very young infants are responsive to voices, faces and other social stimuli, but at this stage any human interests them. They do not yet allow a clear preference for one person over another.

2. Discriminating Social responsiveness (3-6 months): At this stage infants begin to express preferences for familiar companions. They are likely to direct their biggest grins and most enthusiastic babbles towards those companions, although they are still friendly to strangers.

3. Active Proximity Seeking or true attachment (6-7 months to about 3 years):  around 6- 7 months, Infants form their first clear attachments, most often to their mothers. Now able to crawl, an infant will follow her mother to stay close, protests when her mother leaves, and greets her mother warmly when she returns. Within weeks after forming their attachments, most infants become attached to other people as well such as fathers, siblings, grandparents and regular baby-sitters. By 18 months, few infants are attached to only one person, and most are attached to several.

4. Goal directed Partnership ( 3 years and older): By about age 3, partly because they have more advanced social cognitive abilities, children can take a parent’s goal and plans into consideration and adjust their behavior to achieve the all goal of maintaining optimal proximity to the attachment figure. Thus, a 1 year old cries and tries to follow when dad leaves the house to talk to a neighbor, whereas a 4 year old probably understands where dad is going and can control the need for his attention until he returns. The child capable of symbolic thinking can also maintain proximity symbolically - conjuring a mental representation of the parent; possibly even imagining the reassuring things mom might do or say to provide comfort. To participate in a goal directed partnership, children need to understand other people’s needs and intentions, and they need skills in communication and cooperation (Weiten, 2010). This final partnership phase of attachment lasts a life time.

Attachment - Related Fears

 Infants no sooner experience the pleasures of love than they discover the agonies of fear. One form of fear which is separation anxiety is an important sign that an attachment has been formed. Once attached to the parent, babies often become wary or fretful when separated from that parent and will follow the parent to try to avoid separation. Separation anxiety normally appears when infants are forming their first genuine attachments, peaks between 14 and 18 months.

A second fearful response that often emerges shortly after an infant becomes attached to someone is stranger anxiety; this is a wary or fretful reaction to the approach of an unfamiliar person. Anxious reaction to strangers is often mixed with signs of interest, and it becomes common between 8 and 10 months, continue through the first year and gradually declines in intensity over a second year (Sroufe, 1996).
Exploratory Behaviour

  The formation of strong attachment to a caregiver has an important consequence: It facilitates exploratory behavior. Ainsworth and her colleagues (1978) emphasized that an attachment figure serves as a secure basefor exploration which is a point of safety from which an infant can feel free to venture and to which she can return if frightened. A Securely   attached infant visiting a neighbor’s home with mom may be comfortable cruising in the living room as long as she can check occasionally that mom is still on the couch, but may freeze and fret if mom disappears into the bathroom. Infants apparently need to rely on another person to feel confident about acting independently.

The Quality of the Attachment

 Ainsworth made her most notable contribution to attachment theory by devising a way to assess differences in the quality of parent-infant attachment, therefore making Bowlby’s psychoanalysis hypothesis testable (Thompson & Raikes, 2003). The quality of attachment to parents can be characterized as one of four types: secure resistant, avoidance and disorganized – disoriented.

1. Secure attachment: About 60 to 65% of 1-year olds in our society are securely attached to their mothers (Colin, 1996). The Securely attached infant actively explores the room when alone with his mother because she serves as a secure base. The infant may be upset by separation but greets his mother warmly and is comforted by her presence when she returns. The Securely attached child is outgoing with a stranger when the mother is present.

2. Resistant attachment: About 10% of 1-year olds show a resistant attachment, an insecure attachment characterized by anxious ambivalent reaction. The resistant infant is anxious and often does not venture off to play even when his mother is present, which suggests that she does not serve as a secure base for exploration, yet this infant becomes distressed when his mother departs, often showing more separation anxiety than the securely attached  infant, perhaps because he is uncertain whether the mother will return, when his mother returns the infant is ambivalent: He may remain near his mother but seems to resent her for having left, may resist if she tries to make physical contact and may even hit and kick her in anger. Resistant infants are also wary of strangers, even when their mothers are present. It seems then that resistant or ambivalent infants want affection and work hard to get the attention of their care givers because they are never sure it will be forthcoming. 

3. Avoidant attachment: Infants with avoidant attachment (about 15% of 1-year olds) seem uninterested in exploring, shows little distress when separated from their mothers and avoid contact when their mothers return. The insecurely attached infants are not particularly wary of strangers but sometimes avoid or ignore them in much the same way that they avoid or ignore their mothers. Avoidant infants, then seem to have distanced themselves from their parents, almost as if they were denying their need for affection or had learned not to express their emotional needs, whereas the attachment system of the resistantly attached infant is hyper activated, always alert to threats and ready to seek proximity to the attachment figure, the attachment system of the avoidantly attached infant is deactivated (Mikulincer&Shever, 2003).

4. Disorganized – disoriented attachment: Ainsworth’s work initially focused on secure, resistant and avoidant attachment styles. Some infants do not develop any of these coherent ways of copying for their needs for proximity to their caregivers when they are stressed. Up to 15% of infants – more in high risk families display what is now recognized as a fourth attachment classification, one that seems to be associated with later emotional problems ( Atkinson & Goldberg, 2004). Disorganized – disoriented attachment has features of both resistant and avoidant styles and reflects confusion about whether to approach or avoid a parent (Main & Solomon, 1990). Reunited with their mothers after separation, these infants may act dazed and freeze or lie on the floor immobilized or they may seek contact but then abruptly move away as their mothers approach them, only to seek contact again. Unlike secure, resistant, or avoidant infants, infants with a disorganized – disoriented attachment have not been able to devise a coherent strategy for regulating negative emotions, such as separation anxiety; they seem frightened of their parent and stuck between approaching and avoiding this frightening figure (Hesse& Main, 2000).
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	Activity


1. Compare different stages of cognitive development as proposed by Piaget 
2. Explain the Phases of Infant’s attachment to the care givers.

3. Discuss attachment related fears.
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	Reflection


How would you explain a child’s inability to form healthy relationships with adults? 

. 

Unit summary
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Summary
	In this unityou have learnt the seven major theorists of Child Development. We believe that this discussion has helped you understand how children develop and you as the teacher can direct instruction to enhance learning. These theories have both strengths and weaknesses; it is encouraged to adopt an eclectic approach in your teaching.


Key References 
Munsaka &Matafwali, E. (2013). Human Development from conception to adolescence. Typical and atypical trends. LUSAKA: University of Zambia Press

Santrock, J.W. (2008).Child Development. Boston: McGraw Hill.
Unit 6
LANGUAGE DEVELOPMENT
Introduction

You are aware that Speech and Language are tools that human beings use to communicate; ideas and emotions Cardwell Clark and Meldrum (1996:343) defined Language as “a highly complex system of communication based on words which have meaning. These words can be strung together according to a set of grammatical rules and used to create an infinite number of sentences”.

By the end of this unit, you are expected to:
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Outcomes
	· define language 
· explain stages of language development
· discuss causes of language delay in children
· explain theories of language development
· explain the implication of language to teaching.



Meaning of language

Language is a tool for communication. Slavin (1997) defines language “as vehicle, medium or channel used to communicate ideas, exchange facts and opinion, defuse or solve problems resulting from human interaction”. 

The American Linguist Leonard Bloomfield (1887-1949) said “the Language is influenced by three levels of responses”, namely;

· Primary Response; actual use of the Language

· Secondary Response; views people have about Language

· Tertiary Response; terminologies used to express Language.

Stages of Language Development according to Spencer 
It is important for you to understand that. Language is central to our nature as human beings. It is a social artefact (a tool). Language especially in its written form contains special powers, which are sometimes understood by the initiated and it controls objects, people and the super natural,

You may be aware that the most intensive period of speech and Language development for human beings is during the first three years of life, a period when the brain is developing and maturing. These skills appear to develop best in a world that is rich with sound and consistent exposure to the speech and language of others.

The beginning sings of communication occur during the first few days of life, when the infant learns that a cry will bring food, comfort and companionship. At this stage communication is non-verbal. The new born also begins to recognise the important sounds of his/her environment. The sound of parents can be one important sound. As they grow, infants begin to sort out the speech sounds (phonemes) or building blocks that compose the words of their language. Research has shown that by six months of age, most children recognise basic sound of their native language. 

You should also remember that as the speech mechanism (the jaw, lips and the tongue) mature an infant is able to make controlled sounds. This begins in the first few months of life with “cooing” a quiet pleasant repetitive vocalization.

By six months of age an infant usually “bubbles” or produces repetitive syllables such as,” ba, ba, ba, or da, da, da”. Bubbling soon turns into a type of nonsense speech (jargon) that often has a tone and cadence of human speech that does not contain real words.

By the end of their first year, most children have mastered the ability to say a few simple words. Children are most likely un aware of the meaning of their first words, but soon lean the power of these words as others respond to them.

By eighteen months of age, most children can say eight to ten words. By age two, most children put words together in crude sentences such as “more milk”. This is called telegraphic stage, because children just use the key words to communicate. At age 3, 4 and 5 a child’s vocabulary rapidly increases and he/ she begin to master the rules of their language. Children however, vary in their development of speech and language. There is however, a natural progression time for mastering the skills for each language. The milestones are identifiable skills that can serve as a guide to normal development. These milestones help teachers, doctors and parents to give extra help to children who delay to speak or to use language.

Stages of Language development according to Slavin (1997)

Birth -12 months 1st stage.

· Undifferentiated crying during the first weeks. Differentiated crying e g. when, wet, hungry, 1-2 weeks 3rd - 4th week on wards there is spontaneous cooing, vowel like sounds. 2nd -3rd month there are bubbling sounds where consonants like sound are constantly repeated, bubbling reaches its peak at 8 months and gives way to vocables. This develops into echolalia (I e echoing, mimicking and imitating. At about 9 months, the child can point at people to show that they have receptive language.

12-24 months 2nd stage   

· Holophrases or holophrastic stage, these are single words which represent events or sentences that are accompanied with facial expressions. Associating objects with people. Analytic stage, two words utterances (duos)e g baby cry, mama walk. Verbal stimulation in the environment accelerates acquisition of true words.(language development)

24-36 months 3rd stage

Through reinforcement the child starts to speak the language of the community in which it is brought up. And this is the final stage of language development 

We have looked at language development according to Spencer and Slavin, let us now look at the Implication of language to teaching

You should always remember that as a teacher you are a role model for child as such they learn the language from you. Children learn the language according to the way it is spoken. The time spent talking to the child or talking in his presence is important for his language acquisition. Since language is none instinctive it must be acquired with the help of the people who know it well. Language being symbolic, the teachers have to ensure that learners understand what the word symbols represent.
Causes of Language Delay in some children
You may be aware that Noam Chomsky (1957), maintain that there are several factors that may cause delay in language acquisition among some children, and the following are some of them;

· Maturation delays( due to delay in development of the speech centre of the brain)

· Hearing impairment

· Brain damage

· By bilingualism (in which a child combines comprehension of two or more languages)

· Inadequate language stimulation

· Concentrating on developing skills other than language

· Learning

Do you think there are other causes of language delay that are not listed above? Write them down

Some functions of Language

In your own understanding, what do you think are the uses of language? Malinowski (1884-1920), maintains that the following are some of the uses of language:

· Emotional expression- (emotive Language)

· Social interaction-(social Language)

· To maintain rapport

· Control of reality

· Recording facts

· Expression of  identity

We have looked at some causes of language delay in some children; let us now consider theories of language acquisition.

Theories of Language Acquisition

You are aware that Language is extremely important to human beings. We use language to communicate with one another, to express our emotions and to solve problems, because of the importance attached to this vital tool of human activity, numerous theories have been proposed to account for the normal development and its use

Behaviourist Theory
You may remember that one of the earliest attempts to explain language acquisition came from learning theorist. B. F Skinner in his book verbal behaviour (1951). He regarded language acquisition as behaviour, like any other whose appearance and development could be accounted for by the basic principles of learning. According to the behaviourist or learning theorists, imitation, classical conditioning, observation and reinforcement are the mechanisms that explain the mean the children’s acquisition of language, phonological, semantic, syntax and pragmatic. 

The learning theorists argue that productive language is initially shaped through the selective reinforcement of the child’s earliest vocalization. Although babies are born with a tendency to bubble, these early sounds are gradually shaped into meaningful language; by the way in which those around them respond to the sounds made.

Sounds which are not reinforced eventually extinguish; thus children come to acquire language through operant conditioning, e, g  if an infant were bubbling blats out a sound resembling mama, the mother who is near pick up the baby and bags/ or kisses her. The child finds this reinforcing. Just to make sure the baby doesn’t forget, the mother repeats mama a few more times. Inter spacing the repetitions with more kisses and hags. If on the other hand, the baby responds with meaningless bubbling she doesn’t receive such a positive response from the mother.

Imitation can work with reinforcement. For example, the mother says a word to the child, and then the baby repeats. Children understand language through a classical conditioning process as well. By endless repetitions in the presence of an object/ person, children come to associate the sound with the object or person.

Imitation plays a significant role in language acquisition. According to learning theories, as parents and other user of language label objects for children and speak syntactically correct sentences, they provide modes of competence and mature language use for young language learners. Children after all learn the phonology, syntax and conversational rules of a culture into which they are born. They must be influenced by the linguistic model in their environment.

Criticism of Behaviourist Language Acquisition

Noam Chomsky (1956), maintain the following as the weaknesses of behavioural language learning acquisition theory

· The theory fails to explain children’s use of novel utterances (utterances they have never learnt through imitation) such as‘I goed to town’, ‘I runned faster than you’, ‘I have two foots’. Such kind of mistakes are s result of over generalisation

· Some evidence suggest that parents tend to respond to the truth in children utterances rather than grammatically incorrect statement e g. “I no like spinach”, might be followed by the mother saying “I know”, e g. “I am sleeping” when the child is awake. The mother can say “No you are not”. Research has shown that parents are more concerned about the factual correctness of their children’s speech than their grammatical correctness. 

Reinforcement, of correct language their fore, does not happen as often as the learning theorists suggest

· Critics point out that the quality of adult speech is such that a child cannot easily learn it.

· Another important limitation of the learning perspective is the assumption that the child plays no important role when acquiring language. It has been observed that even in the earliest stages of learning language; children often experiment with the use of language regardless of the reaction of their care givers. They point to objects that their parents label for them and create utterances that others have. 

There is evidence that reinforcement, imitation and classical conditioning contribute to the early language learning, at the same time only a few research cling to the behaviourist perspectives these days. If one goes by behaviourist perspective.

 Adults would have to engage in intensive language tutoring, a physically impossible task even for the most conscious parents.

Nevertheless, the ideas of Skinner and other behaviourists should not be dismissed entirely. It has showed that adults responsiveness support language leaning.

The Nativist perspective 

You have learnt that under behaviourist theory language is acquired through reinforcement by adults, yet under the nativist perspective. Noam Chomsky’s 1957 book “syntactic structures” along with his critical review of skinners theory convinced the scientific community that the children assume much responsibility for their own language learning, in contrast to behaviourist. Chomsky argued that children have internal mental structures that give them the capacity to interpret and generate language. His alternative theory is a Nativist account that regards language as a biologically based uniquely human accomplishment focusing on children’s grammatical achievements. Chomsky stated that the rules for sentence construction are too complex to be directly taught or discovered by cognitively immature young children. Instead he argued that infants are born with a Language Acquisition Device (LAD). This is a biologically based innate mechanism for picking up language. All it needs is to be triggered by verbal inputs from the environment. The LAD permits children as soon as they have acquired sufficient vocabulary to combine words into grammatically consistent new utterances and to understand the meaning of sentences they hear from people around. 

In your own view do you agree that infants are born with language acquisition device?

How can a single LAD account for children’s mastering of language around the word? According to Chomsky (1926) within the LAD is a universally grammar which is a built-in store house of rules that apply to all human languages. Children use this knowledge to decipher grammatical categories and relationships in any language to which they are exposed.

We have looked at Chomsky’s language acquisition device, and how they help children in language acquisition. Let us now look at Chomsky’s beliefs

Chomsky (1954)’s believed that;

· Children know the Rules of Language

· The adults’ Language is chaotic for children to learn and 

· Children are born with innate understanding of the structure of Language.

What do you think about Chomsky’s beliefs? Do you agree or not? Give reasons.

Support to Nativist Theory 

· There is evidence that children are biologically primed to acquire language i.e .have innate disposition to acquire language. New born babies are very sensitive to speech sound and prefer to listen to the human voice.

· Children the world over, reach the major milestones of language development in a similar sequence. This regularity of development fits with Chomsky’s idea of a biologically determined language programme. E g. Chomsky among the language development universals he discusses is that, the onset of language regularly occurs between the second the third year of life.

The following are the challenges to Chomsky’s theory according to Berk (1997).

· Researchers have had great difficulty identifying a single underlying grammar for all languages-the universal grammar

· Chomsky’s theory does not give a great deal of attention to semantic development; many consider this to be a major deficiency.

· Careful study of children’s word combination reveal that they often don’t follow adult grammatical rules

1. It is rather difficult to make statements about the possible LAD.  No one has verified or disapproved that the brain actually contain this special language device

2. Children do not acquire language as quickly as Nativist theories suggest, their progress in mastering many sentence construction is not immediate but steady and gradual. This suggests that more learning and discovery are involved in language acquisition than Chomsky assumed.

The interactionist Perspective Theory
According to Berk (1997) new theories of language acquisition have arisen in recent years. They emphasize the interaction between inner deposition and environmental input and have replaced the dichotomy that grew out of the Skinner / Chomsky debate. Several interactionist models exist and virtually all of them stress the social context of language learning. An active child who is well endowed for acquiring language observes and engages in social exchange with others. Out of this experience, the child gradually discovers the functions and regularities of language. According to the interactionist perspective native innate capacity- a strong desire to interact with others and a rich linguistic and social environment combine to assist children in building a communicative system. Although all interactionists refer to the child as an active communicative being, debate continues over the precise nature of children’s innate abilities. Some accept the modified view of Chomsky’s position that children are pre-wired to make sense of the language. Other theorists are impressed by the remarkable cognitive capacities of infants and pre-scholars. They believe children make sense of their complex language environment by applying powerful analytical tools of a general cognitive kind rather than ones that are specifically tuned to language

Jerome Brunner’s View on Language Acquisition  

According to Brunner, children acquire language through the interaction of the Language Acquisition Support System(LASS), and something similar to Chomsky’s idea of LAD, therefore, LAD+LASS= Language Acquisition in children.

The most basic fundamental component of LASS is that it provides young language learners with a chance to use language to communicate. LASS support language acquisition through the following components:

· Pre-linguistic pragmatic training

· Formatting

· Motherless

· Expansions and recasts

Together these LASS components combine to create a special learning environment which supports language learners as they make the transition from pre-linguistic to linguistic communication.

LASS and the Opportunity to Communicate

You may be aware that it is very rare for human beings to fail to acquire language. When such a failure occurs, the common cause is the absence of communicative interaction between language users and the language learners, e g autistic children are described as antisocial, because they shun physical and emotional contact with others as infants. They fail to attend when their parents speak to them because of this, many parents with such children suspect that they have a heavy problem. Although they hear language spoken around them, they do not learn language unless they undergo a special therapy. For all children, including the autistic ones, language acquisition take place through social interaction and when that is not present, language is not present either.

Further evidence has shown that language development has social interaction as a pre-linguist comes from children who fail to develop language because they are raised in total isolation.

We have looked at language acquisition support system (LASS) and now let us explain the concepts applied in language acquisition

Pre-linguistic Pragmatic learning

A child understanding of pragmatics is far advanced of all other areas throughout infancy. They know e g that vocalization is an effective and appropriate way to get someone’s attention and that pointing appropriately is an effective way to shifting someone’s attention. They also know about the role that turn talking and eye contact play in sustaining social interactions

Formatting

Jerome Brunner uses the format to refer to common interpersonal contexts in which children can learn the pragmatic of language, such as   parent child games that involve activities such as pointing, looking, vocalizing, tickling or object sharing. These formats are parent child interaction involving separate but reversible roles. A parent child tickling game qualifies as a format because a parent and a child can swap or exchange the role of a giver and receiver of tickles. Vocalizing games have the same structure in that a parent and a child swap the role of “talker” and listener.

In the pre-linguistic and early linguistic environments of most formats offer special support for the language learners. In addition to the training the formats offer the pragmatic skills. The language that adults use in the formats seems to offer a beginner’s course in the meaning and language. 

However, Brunner readily agrees that format games provide no explanation as to how children acquire the rules of grammar. But these games make us aware of the considerable role that adults can play in supplying missing support or scaffold (support)

Uses of Expansions and the Recasts

Expansions and recasts both offer children mini lessons in aspects of language that they do not yet use. The lesson from an expansion is on how to transform telegraphic speech into conventional speech, e g a child says where shoes? The parent might say where is the shoes? Recast also involves some repetition of what a child had said, but to be a recast rather than an expansion, either new information must be added or the form of the utterances must be changed. If a child for example say house mummy, the mother responds by saying it is a big house isn’t it? The mother has added the new information big and also changed the information into a question.

Development of Language and Thought

Jean Piaget’s psycholinguistic theory (cognitive development) maintains that Language and Thought develop independently. He further believes that intelligence evolves before language, internal thought assumes the existence of internalised language, intelligence evolves during the sensory- motor period, and verbal ability enhances intelligence. The cognitive activity takes place without language.

Jerome Bruner (1966) believes that; 

Thinking depends on Language. He explains that language is essential to thought and is the highest form of thought. He believes that, the process of thinking is present and active in infants prior to development of language. Infants may perceive through imaginary but adults reason both out loud and internally through language.

B.F Skinner (1954) a behaviourist believes that;

Language is Learned through, imitation, conditioning, association and reinforcement or it is Learned as a Function of its Consequences. Adults shape the language of young ones by punishing and rewarding.

Advantages of this Theory

Children master the language spoken around them

· Children who listen to more spoken develop vocabulary faster than those who hear less

· Learning Theory, offers an explanation for aspects e g pronunciation and understanding of word meaning

Disadvantages of this Theory

It fails to…

· Account for the massive vocabulary acquired and an infinite number of sentences in a language 

· Account for qualitative changes in the child’s language e g sentences lengths, pronunciation

· Account for linguistic creativity e g novelty of sentences, innovation of words and creation of sentences

· Account for linguistic eras in children
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	Activity


Activity

1. Discuss the strengths and weaknesses of Chomsky’s theory of language development.
2. Examine early learning development standards indicators of a 5 to 6-year child on language.
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	Reflection


Reflection

1. Having looked at language acquisition, how important is language in teaching and learning?
Unit summary
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Summary
	You have learnt that Language is central to our nature as human beings. It is a social artefact (a tool). Language especially in its written form contains special powers, which are sometimes understood by the initiated and it controls objects, people and the super natural,

You may be aware that the most intensive period of speech and Language development for human beings is during the first three years of life, a period when the brain is developing and maturing. These skills appear to develop best in a world that is rich with sound and consistent exposure to the speech and language of others.

The beginning sings of communication occur during the first few days of life, when the infant learns that a cry will bring food, comfort and companionship. At this stage communication is non-verbal. The new born also begins to recognise the important sounds of his/her environment, and the sound of parents can be one such important sound.




Key References
Munsaka & Matafwali, E. (2013). Human Development from conception to adolescence. Typical and atypical trends. Lusaka: University of Zambia Press

Santrock, J.W. (2008).Child Development. Boston: McGraw Hill.

	


Unit 7
LEARNING THEORIES
Introduction

As you may be aware, learning is when experience causes a relatively permanent change in an individual’s knowledge or behaviour. The change may be deliberate or an unintentional, for better or for worse, correct or incorrect, and conscious or unconscious. 

On the other hand, changes simply caused by maturation, such as acquiring teeth, growing taller do not qualify as learning. Temporal changes resulting from illness, fatigue or hunger are also excluded from a general definition of learning. 

Outcomes
Upon completion of this unit, you are expected to:
	[image: image80.jpg]



Outcomes
	· discuss early explanations of learning
· explain the difference between classical and operant conditioning
· apply learning theories in the classroom
· discuss reinforcement schedules


Early Explanations of Learning
In your own understanding, what can you say learning is?

One of the earliest explanations of learning came from Aristotle (384 – 322: BC). He said that we learn and remember things: 

i) When they are similar

ii) When they contrast and 

iii) When they are contiguous (presented together). The last principle is the most important, because it is included in all explanations of learning by association. Do you agree? The principle of contiguity (association of two events because of repeated pairing) states that, whenever two or more sensations occur together often enough they will become associated later, when only one of these sensations (a stimulus) occurs together, the other will be remembered too. (a response) 

How can you explain the word stimulus?

A stimulus is an event that activates behaviour while a response is the observable reaction to a stimulus. 

Contiguity also plays a major role in another learning process best known as classical conditions.
Classical Conditioning
Classical conditioning is learning through association. It was identified in the 1920s by Iran Pavlov, a Russian physiologist who tried to determine how long it took a dog to secrete digestive juices after it had been fed. But the intervals of time kept on changing (Pavlov, 1927). At first, the dogs salivated as expected while they were being fed. Then the dogs began to salivate as soon as they saw the food and then as soon as they saw the scientist walking towards the lab. Pavlov decided to move away from his original experiments and examined these unexpected interference in his work. 

In one of his first experiments, Pavlov began by sounding a bell and recorded a dog’s response. As expected there was no salivating at this point, the sound of a bell was a;

Neutral Stimulus– (a stimulus not connected to a response) because it brought forth no salivation. Then Pavlov fed the dog. The response was salivation

The food was an unconditioned stimulus (US) because no prior training or conditioning was needed to establish the natural connection between food and salivation (the unconditioned stimulus is a stimulus that automatically produces an emotional or physiological response).

The salivation was unconditioned response (UR) again because it was elicited automatically no conditioning was required.

Using these three elements – the food, the salivation and the bell – Pavlov demonstrated that a dog could be conditioned to salivate after hearing the bell. He did this by continuously paring the sound of the bell will food. At the beginning of the experiment, he sounded the bell and then quickly fed the dog. After Pavlov repeated this several times, the dog began to salivate after hearing of the bell, but before receiving the food. Now the sound had become a Conditioned Stimulus– (a stimulus that evokes an emotional or physiological response after conditioning) a conditioned stimulus can bring forth salivation by itself. The salivating response after the sound was now a Conditioned Response(CR). This is a learnt response to a previously neutral stimulus. 

Now how can you apply classical conditioning in teaching? Here are some suggested procedures;

· Associate positive, pleasant events with learning tasks. E.g. emphasize group competition and cooperate over individual competition. 

· Many learners have negative emotional responses to individual competition because they may have repeatedly lost or been embarrassed and that may generalize to other learning. 

· Help learners reduce anxiety by allowing them make presentations in class.

· Come up with short steps towards a larger goal, give practice tests weekly, and then monthly, to learners who tend to ‘freeze’ in test situation. 

· Help learners recognize differences and similarities among situations so that they can discriminate and generalize appropriately. E.g. assure learners who are anxious about taking important tests (such as G.C.E. that this test is like all other achievement tests they have taken. before. 

Can you suggest any other ways to apply classical conditioning in class?

Now let us look at limitations of classical conditioning.

As you may be aware there are some limitations in the application of classical conditioning in the classroom Suggest some of them. 

Others may include the following:

· It assumes humans to be simple machine like creatures who simply respond to stimuli without thinking. 

· It does not consider the learners’ cultural background. 

· Classical conditioning describe only how existing behaviours may be paired with new stimuli; however, it does not explain how new behaviours are acquired. 

Having discussed classical conditioning, let us now look at operant conditioning. How can you explain operant conditioning?

Operant Conditioning

Operant Conditioning: involves trying new responses

You are aware that People act or ‘operate’ on their environment to produce different kinds of consequences. Operant is a voluntary (and generally go directed) behaviour emitted by a person or an animal. The learning process involved in operant behaviour is called operant conditioning because we learn to behave in certain ways (become conditioned) as we operate on the environment. 

The person generally thought to be responsible for developing the concept of operant conditioning is B.F Skinner (1953). Skinner began with a belief that the principles of classical conditioning account for only a small portion of learnt behaviours. Many human behaviours are operates (voluntary behaviours, emitted by a person) not respondents. 

How can you explain human behaviour, like response, action is simply a word for what a person does in a particular situation. Conceptually, we may think of behaviour as sandwiched between two sets of environmental influences: Those that precede it (its antecedents) and events following it(consequences) (Skinner, 1950).

This relationship can be shown by simply as antecedent – behaviour- consequence, A – B, - C. As behaviour is on-going, a given consequence becomes an antecedent for the next ABC sequence. 

According to the behavioural view, consequence determines a great extent whether a person will repeat the behaviour that led to the consequence. The type and timing of consequences can either strength or weaken behaviours. 





Reinforcement

Having discussed classical and operant conditioning, we now look at reinforcement. 

In your own way, what do you understand by the term reinforcement?

 Reinforcement involves use of Consequence to Strengthen Behaviour

You may recall that reinforcement to some people might mean ‘a reward’. This term has a particular meaning in psychology. A Reinforcer; is any consequence that strengthens the behaviour it follows. Therefore, reinforced behaviours increase in frequency or duration. The reinforcement process can be shown below;

Consequence effect Behaviour   reinforcer   → strengthened or repeated action. Sometimes whether the consequence of an action is reinforcing probably depends on individual perception of the event and the meaning it holds for the individual. From the above statement, 

You can say that when behaviour is reinforced the chances of it repeating are very high.

You may be aware that there are different types of reinforcement. Here are some of them:

Positive Reinforcement
This involves strengthening behaviour by presenting a desired stimulus after the behaviour. This occurs when the behaviour produces a new stimulus e.g. wearing a new outfit producing many compliments. Notice that positive reinforcement can occur even when the behaviour which is being reinforce is not ‘positive’ e g falling out of the chair

You have seen that when the consequence that strengthens behaviour is the addition of a new stimulus, the situation is defined as positive reinforcement. 

Negative Reinforcement

Let us now look at Negative Reinforcement. What do you understand by negative reinforcement? It involves strengthening behaviour by removing an aversive stimulus when the behaviour occurs

As you can remember, a stimulus is an event that activates behaviour.

Punishment
What do you understand by the word punishment? What really comes to your mind when you hear this word? 

Generally it is the Process that weakens or suppresses behaviour.

As you may be aware Negative reinforcement is often confused with punishment. The process of reinforcement (positive or negative) always involves strengthening behaviour. Punishment on the other hand, involves, decreasing or suppressing behaviour. A behaviour followed by punishment is less likely to be repeated in similar situations in future. 

The process of punishment is: Behaviour →        punisher →         weakened or decreased behaviour. Like reinforcement, punishment may take one of the two forms. The first type is presentation (or positive) punishment (sometime called type 1 punishment) presentation or positive punishment is decreasing the chances that a behaviour will occur again by presenting an aversive stimulus following the behaviour (also called type 1 punishment as stated above). This occurs when the appearance of a stimulus following the behaviour suppresses or decreases the behaviour. For example, when teachers give out extra work, running laps, detentions and so on, they are using positive punishment. 

The other type of punishment is removal (or Negative Punishment) – decreasing the chances that behaviour will occur again by removing a pleasant stimulus following the behaviour; also called punishment type II. This type of punishment as stated involves removing a stimulus. For example, when teachers and parents take away privileges after a young person has behaved inappropriately, they are applying removal punishment, perhaps with holding pocket money. The effect is to decrease that behaviour that led to the punishment. 

You have seen different types of reinforcement e g positive or negative and different types of punishment, which you as a teacher can use in your class. 

Now let us look at reinforcement schedules. What are reinforcement schedules?

Reinforcement Schedules

These are plans of how reinforcement would be administered to the learners.

You may be aware that when people are learning a new behaviour or skill they will learn it faster if they are reinforced for every correct response. This is Continuous Reinforcement Then, when the new behaviour has been mastered; they will maintain it best if they are reinforced intermittently rather than every time. (Intermittent reinforcement schedule is presenting reinforcer after some but not all responses). This type of reinforcement schedule helps learners to maintain skills without expecting constant reinforcement. 

There are two basic types of intermittent schedules, namely;

· Interval ratio schedule (length of time between reinforcers) is based on the amount of time that passes between the reinforcers. and

· The ratio schedule (reinforcement based on the number of responses between reinforcers).

Following below is the table showing reinforcement schedules

	SCHEDULE 
	DEFINITION
	EXAMPLE
	RESPONSE 
	REACTION WHEN REINFORCEMENT stop

	Continuous reinforcement 
	Every single response reinforced 
	(1) Receiving a grade for every piece of work 
	Rapid learning of responses 
	Disappears rapidly 

	Fixed interval 
	Reinforcement after a set period of time 
	Giving yourself a 15 minutes break after every hour of study 
	Response rate speeds up as next reinforcement approaches, but drops afterwards 
	Little resistance 

	Variable interval 
	Reinforcement after varying length of time 
	Finally receiving an answer after dialling busy number 
	Slow, steady rate of response 
	- greater persistence 

- slow decline in response rate

	Fixed ratio 
	Reinforcement after set number of responses 
	Credit/grades awarded  for completion of set number of assignments 
	- rapid response rate – pause after reinforcement 
	Little persistence rapid drop in response when expected number of responses given but no reinforcement occurs 

	Variable ratio 
	Reinforcement after varying number of responses 
	Receiving an A grade after a number of Cs -

Slot machine 
	Very high response rate – little pause after reinforcement
	Highest persistence response rate stays high and gradually drops off. 


Having looked at reinforcement, you need to understand it so that you can select which reinforcement schedule would be appropriate for your situation at which point during teaching and learning process.
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	Activity


· Why is reinforcement important in teaching and learning?

· What is a reinforcement schedule?

Explain the following:

· Positive punishment
· Negative reinforcement
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	Reflection


From the discussion on reinforcement, identify any three schedules and explain how you would use them to improve teaching and learning in your 
class.

Observational Learning Theory
You may be aware that over 30 years ago, Albert Bandura noted that the traditional behavioural views of learning were accurate, but incomplete because they gave only a partial explanation of learning and over looked important elements, particularly social influences. 

His early work was grounded in the behavioural principles of reinforcement and punishment, but he added a focus on learning from observing others.
Social Learning Theory.

Do youknow that Bandura’s expanded view was labelled Social Learning Theory? A theory that emphasizes learning through observation of others. Social learning theory was considered neo behavioural approach (Bandura, 1977, Hill, 2002). (Never supported behavioural theories)

To explain some limitations of the behavioural theories, Bandura distinguished between the acquisition of knowledge (learning) and the observable performance based on that knowledge (behaved) in other ways Bandura suggested that we all may know more than we may show in our behaviour. An example is found in Bandura’s early studies (1965). Pre-school children saw a film on a model kicking and punching an inflatable ‘bobo’ doll. One group saw the model rewarded for the aggression; another group saw the model punished and a third group saw no consequences. When they were moved to a room with a ‘Bobo’ doll, the children who had seen the punching and kicking reinforced on the film were the most aggressive on the doll. Those who had seen the attacks punished were the least aggressive. However, when the children were promised rewards for imitating the models aggression, all of them demonstrated had leant the behaviour. 

Thus, we can see that incentives can affect performance. Even though learning might have occurred, it may not be demonstrated until the situation is appropriate or there are incentives to perform. Recently, Bandura has focused on cognitive factors such as belief, self-perceptions and expectations, so his theory now is called Social Cognitive Theory (Hill,2002) This theory adds cognitive factors such as beliefs, self-perceptions and expectations to the social learning. This theory distinguishes between enactive and vicarious learning. Enactive is learning by doing and experiencing the consequence of your action. This may sound like operant conditioning all over again. But it is not, and the difference has to do with the role of consequences. Proponents of operant conditioning believe that consequences strengthen or weaken behaviour. 

In Enactive Learning, consequences are seen as providing information. Our interpretation of the consequences creates expectation, influence motivation and shape beliefs (Schunk 2004). Did you know that Vicarious Learning is learning by observation? People and animals can learn by merely observing another person or animal. And this fact challenges the behaviourist idea that cognitive factors are unnecessary in an explanation of learning. 
Also it is important for you to understand that Observational Learning include three elements namely

(ii) Attention

(iii) Retention

(iv) Production, which are important for the process of observation to be complete.

 In the same light Bandura identified three forms of reinforcement that can encourage observational learning. These are 

Reproduce; the behaviours of the model and receive direct reinforcement as when a gymnast successfully executes a flip/round off combination and the coach says excellent.

Vicarious; reinforcement: increasing the chances that will repeat behaviour by observing another person being reinforced for that behaviour. 

· Self – reinforcement– controlling your own reinforcer. 
· You should also understand that Bandura came up with Factors that Influence Observational Learning and these are
· Developmental level of the observer 
· Status of the model 
· By watching others 
· If observers have a high level of self – efficacy (a person’s sense of being able to deal effectively with a particular task.) 
In the same vein, you should also understand that Bandura came up with strategies on How to Promote Observational Learning. These strategies are:
· Directing attention to new behaviour to be learnt.
· Fine – tuning already – learnt behaviour 
· Strengthening or weakening inhibition 
· Deal with a rule breaker and breaking that rule will inhibit others from breaking that particular rule. You can use the ripple effect (this is the contagious spreading of behaviour through imitation.)
· Teaching new behaviours after looking at how to promote observational learning , he also looked at how to Encourage desired behaviour among learners and the following were the strategies:
· Teach Self-management, use of behavioural learning principles to change your own behaviour. 
· Goal setting
· Monitoring and evaluating progress
· Self – reinforcement - reward yourself for the Job well done.
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	Activity


1. Explain the difference between social learning theory and social cognitive theory

List any four factors that influence observational learning

Discuss strategies on how to promote observational learning
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	Reflection


As a teacher, why do you think it is important to study observational learning theory? Discuss
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	Activity


1. Compare and contrast classical and operant conditioning as learning theories. 

2.With clear examples explain how you can encourage curiosity in the early childhood classroom.
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	Reflection


In your own understanding, do you think social learning theory can be applied in the classroom to improve teaching and learnin
Unit summary
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Summary 
	In this unit you have learned different theories explaining how children learn. Under classical condition you have learnt that children learn through association while operant conditioning argues that children learn through consequences. Observational learning on the other hand, states that children learn better when they see what they are learning.
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Unit 8
MOTIVATION
Introduction

We hope you have understood the previous unit. In this unit we will discuss theories of motivation and their early childhood classroom application Motivation has been generally defined as an internal process that activates guides and maintains behaviour over time (Durojaiye, 1990). With respect to academic environments, as a teacher you need to know that the general goal behind motivation strategies is to increase student academic performance by increasing their motivation to learn. While many studies conducted in the area of motivation have indicated that motivation alone is not sufficient to increase academic performance, motivation has been consistently a necessary component in any formula for achievement (Aderman & Maehr, 1994). Both behaviourist and cognitive psychologists agree that motivation is essential for learning. Yet how to motivate learners in the classroom continues to be one of the puzzling problems confronting the teacher. You are therefore, requested to pay particular attention to this unit. 

Motivation is very important for effective learning to take place because research has shown that there is a decline in pupil motivation during adolescence period (Alderman &Maehr, 1994).
By the end of this unit, you are expected to:
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Outcomes
	· explain theories of motivation related to childhood education.
· discuss education implication of internal and external locus of control
· explain motivational implication of self-fulfilling prophecy
· define extrinsic and intrinsic motivation
· discuss implication of self-fulfilling theory to education
· apply achievement motivation in the classroom situation


Intrinsic Motivation

The first type of motivation we will discuss is intrinsic motivation. According to Tuckman & Monetti (2011) Intrinsic motivation refers to motivation that is driven by an interest or enjoyment in the task itself and exists within the individual rather than lying on any external pressure. Research conducted by Slavin (2009) indicates that intrinsic motivation declines from elementary school through secondary school. Lynch & Cicchetti (1997) proposed that the possible explanation for this decline in motivation is due to lack of regular contacts with the teachers. These research findings make it inevitable for teachers to find ways and means of making their pupils to learn.

In order to enhance intrinsic motivation among learners, a teacher must provide a supportive teaching style that allows students autonomy. Autonomy can foster increased interest, enjoyment, engagement for performance (Alderman & Maehrm, 1994). Supportive teacher behaviours include, listening, giving hints, encouragement and showing sympathy for students can greatly improve intrinsic motivation. It is clear that students have increased motivation when they feel some sense of autonomy in the learning process. Research has shown that pupil motivation declines when pupils have no voice in the class structure (Louw & Edwards, 1997). A teacher can intrinsically motivate his / her pupils to perform when the level of difficult is slightly above their current ability. If the task given to pupils is too easy, it prompts boredom, may demotivate learners and may  also communicate a message of low expectation or a sense that teachers believe that pupils are not capable of better work. On the other hand, a task that is too difficult may be seen as unattainable and may undermine self-efficacy and create anxiety in learners (Santrock, 2004).

Intrinsic motivation can further be promoted by a teacher if he/she creates learning activities that are based on topics relevant to the pupil’s lives (Slavin, 2009). Other strategies a teacher may use to promote intrinsic motivation are, asking pupils to set personally meaningful goals that are attainable. In the process of trying to achieve these goals, a teacher must continue giving feedback on tasks given. A teacher must also make clear the cause-effect- relationship between what pupils are doing and things that happen in real life. If the above strategies are put in place, there is a possibility that a teacher can promote intrinsic motivation in his / her pupils and improved academic performance will be the end result. Can you think of ways other than the ones mentioned above on how you an intrinsically motivate your learners. 

Extrinsic Motivation

Extrinsic motivation on the other hand is where a pupil engages in a behaviour believed to be instrumental to some consequence (Tuckman & Monnetti, 2011). In other words, extrinsic motivation comes into play when a student is compelled to do something or act in a certain way because of factors external to him/ her. These factors may include rewards such as money, grades or punishment. A pupil who is extrinsically motivated is doing something not because of love or enjoyment of doing that activity but because of the rewards that will accompany the activity (Woolfolk, 2008). I hope you are able to recall when your teacher applied this type of motivation while you were at secondary school. Think of what could be demerits of this type of motivation.

As a teacheryou must be extremely careful in the way you administer extrinsic motivation because, extrinsic motivation is not sustainable. For instance, as soon as the teacher withdraws the punishment or reward, the motivation can disappear. In some situations, when you motivate your students extrinsically, you get diminishing returns that are if the punishment or the reward that are sustaining a certain behaviour stay at the same level, motivation slowly drops. To get same motivation next time may require a bigger reward (Woolfolk, 2008).

We hope the above information gives you a clear understanding that extrinsic motivation  must be used to the minimum and in justifiable situations because it hates or hinders intrinsic motivation, punishing or rewarding a pupil for doing something removes innate desire to do it (Slavin, 2009). This view is in agreement with the social psychologists research which indicated that extrinsic reward lead to over justification and subsequent reduction in intrinsic motivation (Santrock, 2008).

The most straight forward conclusion of research from the past two decades is that teachers must promote intrinsic motivation because it is sustainable, while the promotion of extrinsic motivation is likely to have the precisely the opposite impact that we want to have on pupils achievement.
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	Reflection


Do you think intrinsic and extrinsic motivation is applicable in an early childhood class? If your answer is yes, give practical examples on how you can apply them in the classroom situation.


Abraham Maslow’s Hierarchy of Needs

Maslow (1970) suggested that humans have a hierarchy of needs ranging from lower level needs to survival and survival to high level needs for knowledge and understanding and finally self-actualization. Self-actualisation is Maslow’ term for self-fulfilment, the realization of personal potential.-“being all that you can be.” Each of the lower needs must be met before the higher level needs can be addressed.

Maslow (1968) called the four lower needs-for survival, then safety followed by belonging and then self –esteem- deficiency needs. When these needs are satisfied, the motivation for fulfilling them decreases. He labelled the three higher level needs cognitive needs, then, aesthetic needs and finally self-actualization need. When these needs are met a person’ motivation does not easy; instead, it increases to seek further fulfilment. Unlike the deficiency needs, these needs can never be completely fulfilled. For example the more successful you are in you effort to develop as a teacher, the harder you are likely to strive for even greater improvement. 

 In summary, the first needs a person must achieve are called, physiological needs these needs include; food, drink, temperature regulation, rest and sex just to mention a new. The second level of needs is called safety needs, such as protection from potentially dangerous objects. The third level of need is love and belonging such needs include; receiving and giving love, trust and acceptance, affiliation, being part of the group (family, and friends). The fourth level of needs is called esteem needs these include; the esteem and respect of others, self-esteem and self-respect and having a sense of competency fifth level of Maslow’s needs is cognitive needs, the sixth is aesthetic needs and the last one is called self-actualization.

Summary of Maslow’s theory of motivation



 Maslow’ theory has been criticised for the very obvious reason that people do not often appear to behave as the theory would predict. Most of us move back and forth among different types of needs. Do some research and find other weaknesses of this theory.
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	Reflection


Consider how problems with satisfying Maslow’s hierarchy of needs can affect early childhood learners.

Unit summary
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Summary
	In this unit we looked at   motivation and Maslow hierarchy of needs, achievement motivation and self-fulfilling. We hope that you can clearly differentiate between intrinsic and extrinsic motivation and that you also understand which one is most sustainable. In the next unit we will discuss assessment.
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UNIT 9
PLAY AND COGNITIVE DEVELOPMENT

Introduction

Although it is simple to compile a list of play activities, it is much more difficult to define play. Scales, et al., (1991) called play "that absorbing activity in which healthy young children participate with enthusiasm” (p. 15). Csikszentmihalyi (1981) described play as "a subset of life..., an arrangement in which one can practice behaviour without dreading its consequences" (p. 14). Garvey (1977) gave a useful description of play for teachers when she defined play as an activity which is: 1) positively valued by the player; 2) self-motivated; 3) freely chosen; 4) engaging; and 5) which "has certain systematic relations to what is not play" (p. 5). These characteristics are important for teachers to remember because imposing adult values, requirements, or motivations on children's activities may change the very nature of play.

Outcomes

By the end of this unit, you are expected to:
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Outcomes
	· define play
· explain the importance of play to child development

· discuss pattern of play theory.


Why is play important?

According to Fromberg and Gullo (1992), play enhances language development, social competence, creativity, imagination, and thinking skills. Frost (1992) concurred, stating that "play is the chief vehicle for the development of imagination and intelligence, language, social skills, and perceptual-motor abilities in infants and young children" (p. 48). Garvey (1977) states that play is most common during childhood when children's knowledge of self, comprehension of verbal and non-verbal communication, and understanding of the physical and social worlds are expanding dramatically. 

Fromberg (1990) claims that play is the "ultimate integrator of human experience" (p. 223). This means that when children play, they draw upon their past experiences-things they have done, seen others do, read about, or seen on television-and they use these experiences to build games, play scenarios, and engage in activities. 

Children use fine and gross motor skills in their play. They react to each other socially. They think about what they are doing or going to do. They use language to talk to each other or to themselves and they very often respond emotionally to the play activity. The integration of these different types of behaviours is key to the cognitive development of young children. According to Rogers and Sawyer (1988), "until at least the age of nine, children's cognitive structures function best in this unified mode" (p. 58). Because children's play draws upon all of these behaviours, it is a very effective vehicle for learning. 

Reflection 

Think of other ways you in which play can enhance cognitive development.

Play and Cognitive Development
The relationship between play and cognitive development is described differently in the two theories of cognitive development which dominate early childhood education-Piaget's and Vygotsky's. 

Piaget (1962) defined play as assimilation, or the child's efforts to make environmental stimuli match his or her own concepts. Piagetian theory holds that play, in and of itself, does not necessarily result in the formation of new cognitive structures. Piaget claimed that play was just for pleasure, and while it allowed children to practice things they had previously learned, it did not necessarily result in the learning of new things. In other words, play reflects what the child has already learned but does necessarily teach the child anything new. In this view, play is seen as a "process reflective of emerging symbolic development, but contributing little to it" (Johnsen& Christie, 1986, p. 51). Do you agree with Piaget’ view that play does not teach a child anything?

In contrast, Vygotskian theory states that play actually facilitates cognitive development. Children not only practice what they already know-they also learn new things. In discussing Vygotsky's theory, Vandenberg (1986) remarks that "play not so much reflects thought (as Piaget suggests) as it creates thought" (p. 21). 

Observations of children at play yield examples to support both Piagetian and Vygotskian theories of play. A child who puts on a raincoat and a fire fighter's hat and rushes to rescue his teddy bear from the pretend flames in his play house is practicing what he has previously learned about fire fighters. This supports Piaget's theory. On the other hand, a child in the block centre who announces to his teacher, "Look! When I put these two square blocks together, I get a rectangle!" has constructed new knowledge through her play. This supports Vygotsky's theory. Whether children are practicing what they have learned in other settings or are constructing new knowledge, it is clear that play has a valuable role in the early childhood classroom. 

Play-Indoors and Out

Early childhood teachers have long recognized the value of play in programs for young children. Unfortunately, teachers often fail to take advantage of the opportunities play provides for observing children's development and learning. Through such observations teachers can learn about children's social interactions, cognitive and language abilities, motor skills, and emotional development. 

Frost (1992) recommends that observing children at play be a daily responsibility for early childhood professionals. Regular observations provide teachers with assessment information for identifying children with special needs, planning future play experiences, evaluating play materials, determining areas of strength and weakness for individual children, planning curriculum for individual children, reporting to parents, and checking on a child's on-going progress. The increased use of authentic assessment strategies is making observations of children's play more commonplace in early childhood classrooms. 

Hymes (1981) recommends that children have two classrooms—one indoors and one outdoors. The outdoor play environment should be used as an extension of the indoor classroom. It should be a learning environment as carefully planned as the indoor activity centres and should encourage motor and social skills as well as help children refine existing cognitive structures and construct new ones. Used in this way, the outdoor play environment provides a basis for observational assessments in all areas of development. 

Fox (1993) researched the practicality of observing young children's cognitive development during outdoor play. Her observations of four- and five-year-old children during outdoor play found examples of addition and subtraction, shape identification, patterning, one-to-one correspondence, number sense, sequencing of events, use of ordinal numbers, knowledge of prepositions, and identification of final and initial consonants. Fox's outdoor observations also found multiple examples of problem-solving, creative thinking, social competence, language use, and gross and fine motor skills. Although outdoor observations do not replace classroom assessment, they can provide valuable information for teachers of young children. As Fox stated, "These observations can be performed unobtrusively, without intruding upon the children's activities and without placing children in a stressful testing situation" (p. 131). 

 Parten's Five Types of Play

Play for young children assumes many different forms. Mildred Parten (1932) was one of the early researchers studying children at play. She focused on the social interactions between children during play activities. Parten's categories of play are not hierarchical. Depending on the circumstances, children may engage in any of the different types of play. Parten does note, however, that in her research with two- to five-year-olds, "participation in the most social types of groups occurs most frequently among the older children" (p. 259). 

 

Onlooker behaviour—playing passively by watching or conversing with other children engaged in play activities. 

Solitary independent—playing by oneself. 

Parallel—Playing, even in the middle of a group, while remaining engrossed in one's own activity. Children playing parallel to each other sometimes use each other's toys, but always maintain their independence. 

Associative—when children share materials and talk to each other, but do not coordinate play objectives or interests. 

Cooperative—When children organize themselves into roles with specific goals in mind (e.g., to assign the roles of doctor, nurse, and patient and play hospital). 


How much should children play?

Indoors and outdoors, children need large blocks of time for play. According to Christie and Wardle (1992), short play periods may require children to abandon their group dramatizations or constructive play just when they begin to get involved. When this happens a number of times, children may give up on more sophisticated forms of play and settle for less advanced forms that can be completed in short periods of time. Shorter play periods reduce both the amount and the maturity of children's play, and many important benefits of play, such as persistence, negotiation, problem-solving, planning, and cooperation are lost. Large blocks of time (30 to 60 minutes, or longer) should be scheduled for indoor and outdoor play periods. Christie and Wardle remind teachers that extra play time does not result in children becoming bored. Instead, it prompts children to become involved in more complex, more productive play activities. 
 The Teacher's Role
The early childhood teacher is the facilitator of play in the classroom. The teacher facilitates play by providing appropriate indoor and outdoor play environments. Safety is, of course, the primary concern. Age and developmental levels must be carefully considered in the design and selection of materials. Guidelines for selecting safe and appropriate equipment for outdoor play environments are available through the U.S. Consumer Product Safety Commission's Handbook for Public Playground Safety and the Playground Safety Manual by Jambor and Palmer (1991). Similar guidelines are also available for indoor settings (Torelli&Durrett, 1996; Caples, 1996; Ard& Pitts, 1990). Once appropriate environments and materials are in place, regular safety checks and maintenance are needed to ensure that the equipment is sound and safe for continued play.

Teachers also facilitate play by working with children to develop rules for safe indoor and outdoor play. Discussion about the appropriate use of materials, the safe number of participants on each piece of equipment, taking turns, sharing, and cleaning up provides the children with information to begin their play activities. These discussions need to be on-going because some children may need frequent reminders about rules and because new situations may arise (e.g., new equipment). 

By providing play materials related to thematic instruction, early childhood teachers can establish links between the children's indoor and outdoor play and their program's curriculum. Thematic props for dramatic play can be placed in the dramatic play centre or stored in prop boxes and taken outside to extend the dramatic play to a new setting. An art centre in the outdoor play environment may encourage children to explore the possibilities of using leaves, twigs, pebbles, and sand in their three-dimensional art productions. Painting easels and water tables may also be moved outside periodically for children's use during outdoor play periods. Finally, a collection of books stored in a wagon to be taken outside during play time may offer some children a needed alternative to more active play. 

As facilitators of children's play, teachers should closely observe children during play periods not only for assessment purposes, as stated earlier, but also to facilitate appropriate social interactions and motor behaviours. It is important that children be the decision-makers during play, choosing what and where to play, choosing roles for each player, and choosing how play will proceed. Occasionally, however, some children will need adult assistance in joining a play group, modifying behaviour, or negotiating a disagreement. Careful observation will help the teacher to decide when to offer assistance and what form that assistance should take. 

Conclusion
Although play is a difficult concept to define, it is very easy to recognize. Children actively involved in play may be engaged in a variety of activities, independently, with a partner, or in a group. Because play is closely tied to the cognitive, socio-emotional, and motor development of young children, it is an important part of developmentally appropriate early childhood programs. 

Jill Englebright Fox, Ph.D., is an assistant professor of early childhood education at Virginia Commonwealth University. She taught kindergarten and first grade in the Texas public schools for eight years, and is currently an active member of the International Play Association-USA. Her research interests focus on play and aesthetic development in young children, and professional development schools. 
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	Activity


· Explain types of play

· Discuss  why play is important tochildren in general 

· Explain Partens’s Five Types of Play

Unit summary
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Summary
	In this chapter we have defined play. Reasons why teachers should teach using play have also been explored. We discussed the effect of play to cognitive development and Parten type of play. We have also encourage you to teach early childhood classes using play to enhance effective lesson delivery.




Key References 

Huffnung, S. (1997). Child and adolescence development (5thEd). Boston:  Houston Mifflin.

UNIT 10
ASSESSMENT IN EARLYCHILDHOOD EDUCATION
Introduction

Because young children learn in ways and at rates different from older children and adults, we must tailor our assessments accordingly. Because young children come to know things through doing as well as through listening, and because they often represent their knowledge better by showing than by talking or writing, paper-and-pencil tests are not adequate. Because young children do not have the experience to understand what the goals of formal testing are, testing interactions may be very difficult or impossible to structure appropriately. Because young children develop and learn so fast, tests given at one point in time may not give a   complete picture of learning. And because young children’s achievements at any point is the result of a complex mix of their ability to learn and past learning opportunities, it is a mistake to interpret measures of past learning as evidence of what could be learned. For these reasons, how we assess young children and the principles that frame such assessments need special attention. What works for older children or adults will not work for younger children; they have unique needs that we, as adults, are obliged to recognize if we are to optimize their development..  Note that assessing children in the earliest years of life—from birth to age 8—is difficult  because it is the period when young children’s rates of physical, motor, and linguistic  development outpace growth rates at all other stages. Growth is rapid, episodic, and highly influenced by environmental supports: nurturing parents, quality care giving, and the learning setting. Therefore, this unit helps you to gain your competence in child assessment with 

Outcomes

By the end of this unit, you are expected to:
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Outcomes
	· upon completion of this unit you are expected to :

· understand the purposes of assessment in early childhood

·  understand different meanings of the term assessment

·  develop an awareness of issues in testing young children

· demonstrate competence in early childhood  assessment

· apply  assessment strategies to the classroom situation


. What Is Assessment?
What do we need to know about all these diverse children with all kinds of families, cultures, and languages? The study of individuals for measurement purposes begins before birth with assessment of fetal growth and development. At birth and throughout infancy and early childhood, various methods of measurement are used to evaluate the child’s growth and development. Before a young child enters a preschool program, he or she is measured through medical examinations. Children are also measured through observations of developmental milestones, such as saying the first word or walking independently, by parents and other family members. Children might also be screened or evaluated for an early childhood program or service. Assessment is really a process. A current definition describes the assessment process: “Assessment is the process of gathering information about children from several forms of evidence, then organizing and interpreting that information” (McAfee, Leong, & Bodrova, 2004, p. 3). Assessment of children from birth through the preschool years is different from assessment of older people. Not only can young children not write or read, but also the young developing child presents different challenges that influence the choice of measurement strategy, or how to measure or assess the child. Assessment methods must be matched with the level of mental, social, and physical development at each stage. Developmental change in young children is rapid, and there is a need to assess whether development is progressing normally. If development is not normal, the measurement and evaluation procedures used are important in making decisions regarding appropriate intervention services during infancy and the preschool years.

Purposes of Assessment

Assessment is used for various purposes. We may want to learn about individual children. We may conduct an evaluation to assess a young child’s development in language or mathematics. When we need to learn more, we may assess the child by asking her or him to describe what she or he has achieved. For example, a first-grade teacher may use measurement techniques to determine what reading skills have been mastered and what weaknesses exist that indicate a need for additional instruction. Assessment strategies may be used for diagnosis. Just as a medical doctor conducts a physical examination of a child to diagnose an illness, psychologists, teachers, and other adults who work with children can conduct an informal or formal assessment to diagnose a developmental delay or identify causes for poor performance in learning. If medical problems, birth defects, or developmental delays in motor, language, cognitive, or social development are discovered during the early, critical periods of development, steps can be taken to correct, minimize, or remediate them before the child enters school. For many developmental deficits or differences, the earlier they are detected and the earlier intervention is planned, the more likely the child will be able to overcome them or compensate for them. For example, if a serious hearing deficit is identified early, the child can learn other methods of communicating and acquiring information.

Assessment of young children is also used for placement—to place them in infant or early childhood programs or to provide special services. To ensure that a child receives the best services, careful screening and more extensive testing may be conducted before selecting the combination of intervention programs and other services that will best serve the child (Dunst and Kassow, 2008Shepard, Kagan, Lynn, & Wurtz, 1998).

Program planning is another purpose of assessment. After children have been identified and evaluated for an intervention program or service, assessment results can be used in planning the programs that will serve them. These programs, in turn, can be evaluated to determine their effectiveness.

Besides identifying and correcting developmental problems, assessment of very young children is conducted for other purposes. One purpose is research. Researchers study young children to better understand their behaviour or to measure the appropriateness of the experiences that are provided for them.

The National Early Childhood Assessment Resource Group summarized the purposes for appropriate uses of assessment in the early childhood years as follows:

Purpose 1: Assessing to promote children’s learning and development

Purpose 2: Identifying children for health and social services

Purpose 3: Monitoring trends and evaluating programs and services

Purpose 4: Assessing academic achievement to hold individual students, teachers, and schools accountable (Shepard, Kagan, Lynn, & Wurtz, 1998).

General Principles of Assessment in children

The following general principles should guide both policies and practices for the assessment of young children.

• Assessment should bring about benefits for children. Gathering accurate information from young children is difficult and potentially stressful. Formal assessments may also be costly and take resources that could otherwise be spent directly on programs and services for young children. To warrant conducting assessments, there must be a clear benefit—either in direct services to the child or in improved quality of educational programs.

• Assessments should be tailored to a specific purpose and should be reliable, valid, and fair for that purpose. Assessments designed for one purpose are not necessarily valid if used for other purposes. In the past, many of the abuses of testing with young children have occurred because of misuse. The recommendations in the sections that follow are tailored to specific assessment purposes.

• Assessment policies should be designed recognizing that reliability and validity of assessments increase with children’s age. The younger the child, the more difficult it is to obtain reliable and valid assessment data. It is particularly difficult to assess children’s cognitive abilities accurately before age 6. Because of problems with reliability and validity, some types of assessment should be postponed until children are older, while other types of assessment can be pursued, but only with necessary safeguards.

• Assessments should be age-appropriate in both content and the method of data collection. Assessments of young children should address the full range of early learning and development, including physical well-being and motor development; social and emotional development; approaches toward learning; language development; and cognition and general knowledge. Methods of assessment should recognize that children need familiar contexts in order to be able to demonstrate their abilities. Abstract paper-and-pencil tasks may make it especially difficult for young children to show what they know.

• Assessments should be linguistically appropriate, recognizing that to some extent all assessments are measures of language.  Regardless of whether an assessment is intended to measure early reading skills, knowledge of color names, or learning potential, assessment results are easily confounded by language proficiency, especially for children who come from home backgrounds with limited exposure to English, for whom the assessment would essentially be an assessment of their English proficiency. Each child’s first- and second-language development should be taken into account when determining appropriate assessment methods and in interpreting the meaning of assessment results.

• Parents should be a valued source of assessment information, as well as an audience for assessment results. Because of the fallibility of direct measures of young children, assessments should include multiple sources of evidence, especially reports from parents and teachers. Assessment results should be shared with parents as part of an ongoing process that involves parents in their child’s education.

Why is assessment important?

Assessment provides educators, parents, and families with critical information about a child’s development and growth. Assessment can:

· Provide a record of growth in all developmental areas: cognitive, physical/motor, language, social-emotional, and approaches to learning.

· Identify children who may need additional support and determine if there is a need for intervention or support services.

· Help educators plan individualized instruction for a child or for a group of children that are at the same stage of development. 

· Identify the strengths and weaknesses within a program and information on how well the program meets the goals and needs of the children.

· Provide a common ground between educators and parents or families to use in collaborating on a strategy to support their child.

Teachers lessons

Teachers should use formal assessments and testing to:
· make “high stakes” decisions such as tracking  youngsters into high- and low-ability groups, (mis)labelling or retaining them, 

· using test results to sort children into or out of kindergarten and preschools

· plan learning activities 

· organize teaching and learning resources

· differentiate teaching strategies for children with different abilities

· For teaching and learning purposes, the timing of assessments makes the most sense if they occur on an ongoing basis as particular skills and content are being learned

Conducting Assessment in the Early Childhood Classroom

Curriculum standards define what children should know and be able to do in a particular content area. Standards provide guidance to teachers and inform their instruction. Teachers can use these curriculum standards to assess what concepts need strengthening or re-teaching, or to identify when a new strategy is needed. Standards are organized by grade level to better define what children should know and be able to do at each grade level, and to facilitate developmentally appropriate teaching. When faced with high-stakes testing, teachers often feel pressured to teach material to students before they are ready to learn it, or in ways that are not age appropriate. Teacher training, discussions with colleagues, and networking can enable teachers to carefully reflect about each step along the way to mastery. Standards should provide enough information to help with assessment of student mastery.
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(McAfee,  &Leong. 2002.)
Functions of Assessment
1. Identify current knowledge and skills of students

2. Address and plan for the strengths and needs of students

3. Evaluate student growth over time

4. Promote student motivation and objectivity

5. Evaluate program effectiveness

6. Enlighten parents of student progress

7. Promote parent advocates

Components of Early ChildhoodAssessment

Early Childhood Assessment is composed of three essential, interrelated components:

1. Documentation (data collection)

2. Evaluation (comparison to a standard)

3. Communication with family (sharing both progress and performance)

Documentation

Early childhood educators have historically valued and promoted child observation and program assessment as being important for high quality programs for children. Assessment is the process of gathering information about students in order to make decisions about their education. To get a well-rounded picture of the student’s understanding and progress, the strategies used for assessment must be comprehensive. Unique talents, interests, knowledge, skills, and progress are documented by observing, collecting, and reviewing children’s work over time. Teachers recognize that uneven development is normal and expected, allowing them to assess children fairly. Assessment must involve observing children regularly and collecting samples of their work. The physical products created can become part of a student portfolio, providing many examples of children’s thinking over time.

In documentation, emphasis is placed on discovering what a child already knows and is able to do. Acknowledging student understanding promotes the child’s sense of competence and provides teachers with clues about what and how to teach. It gives a much more accurate picture than assessing them in a contrived setting. For example, asking a child to write an answer to a math problem may not show whether or not the child has problem solving skills or can add digits. The child may not understand the meaning of the problem, may have stayed up too late, or may be coming down with the flu. In contrast, daily observation as the child solves many kinds of problems enables the teacher to discover what he understands about addition and problem solving as well as other mathematical concepts ( McAfee,  & Leong. 2002.)
Evaluation

The next step in assessment is comparing the gathered information of each student to the standard. This step enables teachers to guide instruction, evaluate teaching strategies, track student progress, and identify students with special needs that require additional interventions or services. Although standards are designed to provide consistent expectations for all children, instruction must be molded to fit each child’s individual strengths and needs. The insights gained from early assessment can serve as the basis for instruction. As teachers observe students at work, they can modify the learning experiences offered to meet the individual needs of their students.
Components of   a program evaluation

Evaluation should always begin with a review of the program’s goals and, where relevant, its mandated scope and mission. In every case the evaluation should address all components of the program as designed and as delivered. In other words, evaluation should include attention to the processes by which services and educational programs are delivered as well as to the outcomes or results. Outcomes, especially child outcomes, cannot be understood without knowing how effectively educational and other services were actually implemented. Teachers always evaluate the learning goes or outcomes and let evaluation be informed by curriculum goes and learners with different learning goes must be evaluated differently according to their learning goes(McLean,  Bailey, &  Wolery,  2004) .

Family Communication
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(McAfee,  &  Leong. 2002)
Family Communication

Families want to know how their child is doing in school, and family members appreciate specific examples of student progress. Showing examples from their child over time enables parents to personally assess the growth and progress of their child. It is essential to tell the whole story when reporting information about performance progress. For example, a first grade teacher may report that a first grade student made excellent progress in learning the letter sounds. Although this may be true, it can give a misleading impression to parents. At the beginning of second grade the new teacher informs the parents that the child is reading far below grade level. Talking with families about standards, sharing student work samples, using rubrics in conferences, and differentiating between performance and progress are some ways to ensure that families are given an accurate picture of student learning(McLean,  Bailey, &  Wolery,  2004) .
Early Childhood Assessment Strategies

Performance Assessment— Assess children as they participate in daily activities, write stories, solve problems, draw illustrations. Teachers observe and take brief notes on student discussions and interactions. Teachers review student work, determine strengths and weaknesses, and keep track of progress over time. Assessments are age appropriate, ongoing, aligned with curriculum standards, and comprehensive. 

Comprehensive Assessment—The range and scope of information and the type of data collected are based on the child’s social, emotional, cognitive, and physical development. A child’s success as a writer in first grade is tied to his fine motor development. A second grade student’s success in working in a cooperative learning group is dependent on both social and cognitive skills. Teachers need information about the student’s strengths and weaknesses in all areas to enhance their decision making and guide their instruction strategies.
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( McAfee,  &  Leong. 2002)
Standardized Tests— Criterion Reference Tests compare students to fixed standard or set criteria for measurement. Teachers plan how to prepare children to handle standardized tests successfully. Teachers recognize that the Criterion Reference Tests are based upon the core curriculum, and ensure that what they teach meshes with (but is not limited to) the curriculum goals evaluated by the tests (McLean, Bailey, &  Wolery,  2004)  Teachers provide opportunities for children to practice and gain familiarity with the test format. Teachers develop a curriculum timetable for the year, making sure essential concepts are sequenced developmentally and allocated appropriate time slots. So many standardized tests are now required in school settings that teachers are seeking balance in the assessment process.

Self-Assessment— Self-Assessment enables children to reflect on their progress. Teachers can help students assess their understanding by asking questions such as “What can I do very well? What are my personal strengths and interests? What skills can I improve? What is one thing on which I really want to work?” Teachers help model self-directed learning as they help each student learn the language and process of setting, recording, and evaluating goals

Other Different Child Assessment Methods
Methods of child assessment can  also be informal (conducting natural observations, collecting data and children’s work for portfolios, using educator and teacher ratings) and formal (using assessment tools such as questionnaires and standardized testing). Both methods are effective and can help inform educators and parents about a child’s progress.

· Observations can be made with minimal or no intrusion into children’s activities. Educators can observe all facets of development, including intellectual, linguistic, social-emotional, and physical development, on a regular basis.

· Portfolios are a record of data that is collected through the work children have produced over a period of time. The collection clearly shows the progress of a child’s development. Portfolios can be an important tool in helping facilitate a partnership between teachers and parents.

· Educator Ratings are useful in assessing children’s cognitive and language abilities as well as their social-emotional development. These ratings can be linked to other methods of assessment, such as standardized testing or other assessment tools. (See the next question below.)

· Parent Ratings integrate parents into the assessment process. Parents are encouraged to observe and listen to their child can help detect and target important milestones and behaviors in their child’s development.

Standardized Tests are tests created to fit a set of testing standards. These tests are administered and scored in a standard manner and are often used to assess the performance of children in a program. 

How should Early childhood teachers   implement assessment into their program?

The process of choosing the right assessment tools varies for each early childhood program (Catherine and Hemel 2008). Below are some general guidelines for implementing assessment into your program.

· Assessment aligns with instructional goals and approaches. Different types of assessments have different purposes. It is important to first determine what should be measured; then find the assessment program that best assesses those goals.

· Assessor knows the child. The adult conducting the assessment should have a pre-existing relationship with the child. Ideally the assessor is the educator.

· Assessment is “authentic.” Assessment should take place in a child’s normal setting. The assessment should reflect everyday relationships and experiences. It should be conducted in familiar contexts and settings (such as the classroom).

· Observations are ongoing and diverse. For a comprehensive assessment, observations should be made at a variety of children’s activities and be ongoing in order to fully see the progress of a child.

· Assessment is a cycle. Although specific methods for assessment tools vary, the process is cyclical. The cycle allows educators to make changes to their curriculum to better serve children in their program. The cycle is as follows: 

· Instruct.

· Observe. Observe children in various situations.

· Document, Reflect. Record while observing or as soon as possible.

· Analyze, Evaluate. Study the data with assessment tools. The assessment comes from the combination of documentation and evaluation.

· Summarize, Plan, and Communicate. This informs a child’s specific needs and future curriculum.

· Instruct. (The cycle repeats) (McLean,  Bailey, &  Wolery,  2004) 
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	Activity


1. Explain 3 types of assessment strategies that a preschool teacher can use in a preschool classroom?

2. Discuss  how and why  assessment in  children differ  from assessment in adults? 
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	Reflection


What challenges are you likely to face as a preschool teacher planning your learners goals and understanding their progress if you have not learnt about assessment in children?
Unit summary
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Summary
	In this chapter we have defined assessment and showed how it should be conducted in children. Reasons why teachers should use different assessment strategies for different goes have been explored. Therefore preschool  teachers aught to know that different assessment strategies serves different purpose in children and they should be treated as such .Assessment is key in influencing your daily activities with the pre-schoolers
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UNIT 11
HUMAN INTELLIGENCE 
Introduction
This section will limit itself to discussing the structure of human intelligence. It is paramount for teachers handling children in ECE to understand different concepts about human intelligence. The concept of intelligence has been theorised differently from different scholars. Therefore, this unit delved into different dimension of intelligence and how it can be tested in children.
By the end of this unit, you are expected to:
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Outcomes
	· Demonstrate an understanding of the concept of intelligence.

· Analyse the structure of human intelligence.

· Establish how different intelligence tests are conducted.

· Appropriately use intelligence test results

· Demonstrate an understanding of the influence of hereditary and environmental factors on intelligence.




Concept of Human Intelligence

In our daily lives we do hear people making such statements as that boy or girl is intelligent or that was an intelligent question or my son is more intelligent than your daughter. Then what really is meant by the term intelligent? Is intelligence  something that is understood the same way all over the world or does it vary from society to society? 

Human beings differ in their underlying capabilities. For many years, psychologists have used various labels to refer to these inferred mental abilities such as intelligence, capacity, aptitude, ability and potential. Moreover, a number of psychologists assumed that these same abilities can be measured through some sort of a test or scale.

Generally speaking, many definitions of intelligence exist today. Siegler et al. (2003) acknowledges that intelligence is one of the most challenging terminologies to define. Among other things, the difficulty in defining the concept is compounded by the diversities that obtain in various cultures around the world. Some psychologists say it is the capacity to profit from experience. Others say it is the ability to think abstractly and still yet, others claim it is the capacity to integrate new experiences and adapt to new situations. In other words, scholars around the world have given a number of definitions.  Let us look at two of such definitions.

Anastasi (1992), a prominent Russian female psychologist indicated that intelligence does not refer to a single ability, but rather it is a composition of a wide range of abilities in different areas. However, David Wechsler one of the known major scholars in the study of intelligence, views intelligent as a concept that connotes an ability to act purposefully and rationally in any given situation (Wechsler, 1958).
As can be seen from the two definitions cited above, intelligence embodies everything and anything that an individual uses to effectively interact with the environment.  One would rightly say an intelligent activity is one that consists of grasping the essentials in a given situation and responding appropriately to them or capacity to acquire and apply new knowledge.

Summary

In this section we discussed the concept of human intelligence. We pointed out that intelligence refers to purpose-driven, adaptive behaviour. Therefore, an intelligent person is one who is able to make alterations to his/her behaviour in order to respond more appropriately to his/her natural environment. Thus, intelligence needs to be understood in relation to specific cultural contexts. It should therefore be born in your mind that there is no such thing as universal intelligence.
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	Activity


1. Intelligence is probably one of those loosely used terminologies, not just in the English language, but in several other languages, including our own Zambian languages. What does the term intelligence mean to you? 

Structure of Human Intelligence

Alfred Binet can be said to be the first man who first began intelligence testing. He conceived of intelligence as having been made up of different abilities. Spearman, an English psychologist proposed that intelligence is a general intellectual capacity which can be tested through constructed tests. The scores from these tests can be computed together to come up with a single factor score. Spearman believed that all tests of intelligence have two components – the “g” factor and the “s” factor. The “g” factor is that which all tests of intelligence have in common though in different amounts, while the “s” factor is the portion that is unique to a particular test. The “g” factor can be seen as the basic intellectual power which we all have in varying measures. But since our performance differs across many tasks, Spearman identified many specific or “s” factors that are related to particular activities only. Spearman’s approach is termed the two factor theory of intelligence. 

· Thurstone refined Spearman’s approach and came up with seven primary mental abilities:

· verbal comprehension

· word fluency

· numerical ability

· space visualization

· associative memory

· perceptual speed and reading

Sternberg (1986) came up with a triadic view of intelligence.  He developed the triarchic theory of intelligence wherein he argues that intelligence in manifested in the following three forms: analytical, creative, and practical. According to Sternberg, students will possess these three forms of intelligence in varying degrees. Students who possess a high analytical ability will do well on tasks that require them to analyse, judge, evaluate, compare, and contrast. These students usually do well in conventional schooling because the above abilities are emphasized. Such students are also likely to perform well on various traditional intelligence tests.

Students who possess a high level of creative intelligence rarely do very well in conventional schools, nor on traditional intelligence test.  However, such students will show a high degree of ingenuity on tasks that require them to come up with unique, novel ideas.
Like students who possess a high level of creative intelligence, students who possess practical intelligence do not perform well in conventional schools and traditional intelligence tests. These students will do well on tasks that require them to apply ideas to practical situations – they are not theoretical. The application of social skills and common sense come naturally to these students.

Sternberg argues that a number of tasks both in conventional schools and in day-to-day life, require people to apply analytical, creative, and practical skills. In view of this, Sternberg points out that teachers in schools should teach various curricula in such a manner that all three areas of intelligence are tapped into.
Cattel (1987) has identified two forms of intelligence, namely crystallised intelligence and fluid intelligence. According to Cattel, crystallised intelligence is embodied in factual information about the world. For instance, knowledge about names of countries, word meanings, mathematical rules, carrying out procedures etc. On the other hand, fluid intelligence embodies abilities to adequately adapt to novel situations.  People who possess fluid intelligence are able to make linkages between what they know and what is new. People who possess fluid intelligence are adaptive.

Gardner (2000) identified eight types of intelligence, as follows:

· Verbal skills: ability to use words in a language to express a variety of ideas.

· Mathematical skills: the ability to compute and use numbers to carry out mathematical operations.

· Spatial skills: the ability to think in three dimensions.

· Bodily-kinaesthetic skills: the ability to use various physical skills.

· Musical skills: have an ear for pitch, melody, rhythm, and tone.

· Interpersonal skills: ability to harmoniously interact with other people.

· Intrapersonal skills: possessing self-awareness and the ability to direct oneself.

· Naturalist skills: possessing and appreciation for nature and an understanding for human-made systems.

The above intelligences constitute what Gardner (2004) terms as multiple intelligences. Gardner (2004) described multiple intelligences as the capacity of an individual to create products that are valued in one or more cultural settings, one’s skill to produce effective and efficient solutions to problems in daily life and also the ability to discover new and complex problems demanding solutions. Furthermore, both Gardner and Sternberg (2004) stated that instructional styles of teaching could not be based upon a single structure. In short, the traditional principle of one-size-fits-all in instructional methodologies must at all times be discouraged if the potential of a child and realised (Saban, 2004).

As can be seen, both Sternberg’s and Gardner’s views of intelligence, include aspects of social intelligence.  In Sternberg’s theory, social intelligence comes under “practical intelligence,” while in Gardner’s theory, social intelligence is covered under others’ and self-awareness.  Social intelligence was changed in the early 1990s to what is now called Emotional Intelligence.  Emotional intelligence manifests itself in the following ways:

· Self-awareness

· Ability to control and manage emotions

· Ability to read others’ emotions

· Ability to handle relationships.
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Summary

As regards the structure of human intelligence, we have learnt that Sternberg (1986) came up with a triadic view of intelligence where he argues that intelligence is manifested in three forms - Analytical, creative, and practical. According to Sternberg, students will possess these three forms of intelligence in varying degrees. Students who possess a high analytical ability will do well on tasks that require them to analyse, judge, evaluate, compare, and contrast. Students who possess a high level of creative intelligence rarely do very well in conventional schools, nor on traditional intelligence tests but will show a high degree of ingenuity on tasks that require them to come up with unique, novel ideas. Students who possess practical intelligence do not perform well in conventional schools and traditional intelligence tests but will do well on tasks that require them to apply ideas to practical situations – they are not theoretical. The application of social skills and common sense come naturally to these students. In view of this, Sternberg points out that teachers in schools should teach various curricula in such a manner that all three areas of intelligence are tapped into.

Cattel (1987) identified two forms of intelligence, namely crystallised intelligence and fluid intelligence. According to Cattel, crystallised intelligence is embodied in factual information about the world while fluid intelligence embodies abilities to adequately adapt to novel situations.

Gardner identified eight types of  human intelligence, as follows: Verbal skills - ability to use words in a language to express a variety of ideas; Mathematical skills - the ability to compute and use numbers to carry out mathematical operations; Spatial skills - the ability to think in three dimensions; Bodily-kinaesthetic skills - the ability to use various physical skills; Musical skills -  have an ear for pitch, melody, rhythm, and tone; Interpersonal skills - ability to harmoniously interact with other people; Intrapersonal skills - possessing self-awareness and the ability to direct oneself; and Naturalist skills - possessing an appreciation for nature and an understanding for human-made systems.
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	Activity


2. With  reference to Sternberg’s (1986) triadic view of intelligence, critically analyse the three forms in which intelligence is manifested.

In the next lesson, which is Lesson Four, we shall focus on Intelligent Testing.
Intelligence Testing
Binet and Simon test

The first IQ test to be devised was between 1904 and 1911 .  This test was developed by Alfred Binet and his collaborator Theodore Simon in order to identify children in public shools who needed extra classroom help.  After this test came the Wescheler intelligence scale. 

The Wechlser Intelligence Scale for Children (WISC)

The Weshler intelligence scale for children was developed by David  Weishler . The WISC has two main categories, namely verbal and performance. The verbal section is mainly designed to measure crystallised intelligence. It contains items asking for knowledge of the world and skills in using language.  The performance category mainly tests fluid intelligence.  It contains items on spatial and perceptual abilities.  Each of the categories contains six subtest items, the last of which is only administered if the tester sees the need to do so based on how the child may have fared on the other items.  For instance, if the child’s attention had become distracted in the course of the earlier tests.  Below we present the two WISC categories and the items that are found in these two categories. The verbal section contains the following items: information; vocabulary; similarities; arithmetic; comprehension; and digit span. In the WISC performance section are the following items: picture completion; picture arrangement; block design; object assembly; coding; and mazes (Siegler et al., 2003).
Intelligence testing
If we define intelligence as a mental capacity, then we must have some basis for inferring that capacity. Psychologists usually guess or determine an individual’s intelligence from that person’s performance in a test setting involving various learning or problem-solving tasks. However, intelligent tests do not directly measure a person’s learning or problem-solving capacities. Instead, the tests seek to establish an individual’s performance on a diverse sample of behaviours. As such, tests serve as indicators or signs of a relatively unrestricted list of activities. The results of a person’s performance on an intelligent test are reported as a numerical score termed as Intelligence Quotient or IQ.

IQ is the ratio of tested mental age to chronological age, usually expressed as quotient multiplied by 100.

IQ =  Mental age x 100

           Chronological Age

Mental age

Mental age is defined as problems or tasks a child is capable of solving that is equivalent to a particular age group.

Intelligent test

A standardized test used to establish an intelligence level rating by measuring an individual’s ability to form concepts, solve problems, acquire information, reason and perform other operations. Two of the most widely employed intelligence tests are the Stanford-Binet Scales and the intelligence scales prepared by Davis Wechsler and his associates. The Stanford – Binet Scales provide a global sampling of intelligence. In contrast, the tests developed by Davis Wechsler contain separate verbal and non-verbal components. Unlike the Stanford – Binet tests, the Wechsler tests employ a series of point scales (each test item is assigned points for a correct response).

The strength of the various Wechsler Scales derives from the size and representativeness of the sample populations upon which they are based. They are also characterized by the high technical quality of the procedures employed in item construction. The Wechsler Scales offer more diagnostic information than the Stanford – Binet tests by virtue of their separate verbal and performance scales. Because of its demonstrated reliability, educators and psychologists prefer the Wechsler to the Stanford – Binet as a measure for individuals sixteen years of age. However, its relation to academic success has not been clearly established as has the Stanford-Binet. Stanford-Binet is not designed to test adults.

The use and misuse of intelligence tests

Intelligence tests are chiefly measures of scholastic aptitude. Most educators and psychologists regard them as reasonably good predictors of academic success. However, it is possible that the use of an IQ test score alone for a single individual may result in relatively large error prediction. Further an individual’s IQ, unlike his/her blood type, is not fixed or unchanging. It varies from time to time; even under ideal testing conditions, it is also amenable to modification by environmental interventions.

It is not possible to predict success in all life’s endeavours from a test designed to predict academic success. The more real life situation differs from that of the school environment, the less valid the scores from intelligence tests will be in predicting an individual’s future performance, e.g. intelligence tests are not necessarily relevant to various occupations requiring mechanical and artistic talents, nor are intelligent tests designed to tell us about children’s curiosity, their motivation, their personal inner thoughts, their chances to become active and responsible members of society. However, when combined with other test results and classroom observations, an IQ score can prove to be a helpful tool.

It is important that teachers recognise that a single IQ score provides, at best, an exceedingly tentative estimate of a student’s scholastic aptitude. Although IQ scores can assist teachers in developing realistic expectations of students, the scores should not be used to form fatalistic expectations. Gronlund (1985) cautions those making educational decisions that intelligence test scores are less dependable for the following types of students:

(i) Those whose home environments do not provide the opportunity to learn the types of tasks included in the test.

(ii) Those who are little motivated by school tasks.

(iii) Those who have poor emotional adjustment.

IQ scores can also be used in counselling, for example, they can help identify problem behaviours. Santrock (2001) indicates that intelligence tests should be used by qualified people so that they are appropriately used. Further, IQ scores should be used to provide a general indication of the kinds of students teaches are dealing with, they should not be used to pigeon hole students. The following are cautionary measures which users of IQ scores should take into account:

· IQ test scores can easily lead to stereotypes and inappropriate expectations about children.  

· Children should not be stereotyped by teachers on the basis of the low IQ score they may have got. Teachers need to give full support even to children with a low IQ score because an enriched environmental can advance the child’s level of intelligence.

· IQ test scores should not be used as the main or sole characteristic of competence.  

· To take IQ test scores as the sole indicator of intelligence; is unacceptable unless the test also include creative and practical skills.

· Caution must be taken in interpreting the meaningfulness of an overall IQ score.  It is important to always remember that intelligence is made up of a number of domains.  Thus, people using IQ scores must always bear in mind the different types of intelligence as given by Sternberg and Gardner.  From this point of view therefore, one may find that a child performs poorly in one area, but does very well in another.  Another point to remember when interpreting intelligent test scores is that the IQ score is an indicator of current performance and not fixed potential. 

Underachievement and overachievement labels 

The terms mean there is a disparity between a child’s IQ score and school achievement, with the IQ score serving as a benchmark for assessing school achievement. However, the labels have come under attack because of the potential danger of affecting the child negatively. Nonetheless the terms can be useful to a teacher as a signal to a potential problem, warranting attention.
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Summary
In the preceding lesson we defined intelligence, and looked at the Wechlser Intelligence Scale for Children (WISC), which is still one of the popular instruments used to assess children’s intelligence. This instrument contains two major components – verbal category (which is mainly designed to measure crystallised intelligence) and performance (which tests fluid intelligence). We also looked at the use and misuse of intelligence tests. We learnt here that intelligence tests are chiefly measures of scholastic aptitude and that most educators and psychologists regard them as reasonably good predictors of academic success. However, it is possible that the use of an IQ test score alone for a single individual may result in relatively large error prediction. Further we discovered that an individual’s IQ, unlike his/her blood type, is not fixed or unchanging; it varies from time to time even under ideal testing conditions. We also looked at the terms underachievement and overachievement labels - which mean there is a disparity between a child’s IQ score and school achievement, with the IQ score serving as a benchmark for assessing school achievement. These terms can be useful to a teacher as a signal to a potential problem, warranting attention.

	[image: image108.png]




	Activity


1. Musonda is ten years old and he is able to solve problems that are suitable for twelve-year-olds. Using the IQ formula given in this lesson, calculate Musonda’s IQ and give interpretation of the IQ score that you obtained.

In the next lesson we shall confine ourselves to the discussion on the contribution of hereditary and environmental factors on intelligence
References 
Abramson, L.Y., Seligman, M.E, &Teasdale, J. (1978). Learned helplessness in humans: Critique and reformulation. Journal of Abnormal Psychology, 87, 49-74.

Ames, C. (1992). Classrooms: Goals, structures and student motivation. Journal of Educational Psychology, 84, 261-271.

Deci, E.L. and Ryan, R.M. (eds.) (2000). Handbook of Self-determination Research. Rochester: University of Rochester Press.

Eysenck, M.W. (2004) Psychology: An International Perspective. Psychology Press Ltd, 27 Church Road, Hove, East Sussex, BN3 2FA.

Gray, Peter (1994) Psychology (Second Edition). Worth Publishers, Inc.

Gronlund, N.E. (1976). Measurement and Evaluation in Teaching (third edition). Macmillan Publishing Co., Inc.

Gronlund, N.E. (1976). Measurement and Evaluation in Teaching (third edition). Macmillan Publishing Co., Inc.

Latham, G.P. & Yuki, G.A. (1975). Assigned versus participative goal setting with educated and uneducated woods workers. Journal of Applied Psychology, 60, 299 – 302.

Locke, E.A., Bryan, J.F., & Kendlall, L.M. (1968). Goals and intentions as mediators of the effects of monetary incentives on behaviour. Journal of Applied Psychology, 52, 104 – 121.

Male, D.B. (1999). Research Report: Learned helplessness in children with severe learning difficulties. SLD (Severe Learning Difficulties) Experience, 24, 16-17.

Slavin, R.E. (2009) Educational Psychology: Theory and Practice (9th ed.). Pearson Education Canada Ltd.

Wechsler, D. (1958). The Measurement and Appraisal of Adult Intelligence (4th Ed.). San Antonio, TX: Harcourt Assessment.

Weiner, B. (2000). Interpersonal and intrapersonal theories of motivation from an attributional perspective. Educational Psychology Review, 12, 1-14.

Westen, D. (2002) Psychology: Brain, Behaviour, & Culture (3rd ed.). New York: John Wiley & Sons, Inc.

Woolfolk, A.; Hughes, M. & Walkup, V. (2008). Psychology in Education. Pearson Education Limited, Edinburgh Gate, Harlow, Essex CM20 2JE, England
References
Ard, L. & Pitts, M. (Eds.). (1990). Room to grow: How to create quality early childhood environments. Austin, TX: Texas Association for the Education of Young Children.  Boston: Houston Mifflin.

Caples, S.E. (1996). Some guidelines for preschool design. Young Children, 51 (4), 14-21. 

Catherine E. Snow and Susan B. Van Hemel, eds(2008)   The National Academies Press, Nebraska/Iowa Primary Program: Growing and learning inEarly Childhood Assessment: Why, What, and How by the National Research Councilfamilies. In C. Seefeldt & A. Galper (Eds.), Continuing issues in early childhood education
Child, D. (1986). Psychology and the Teacher. London: Holt, Rinehart and Winston.

Christie, J.F. & Wardle, F. (1992). How much time is needed for play? Young Children, 47 (93), 28-32. 

Csikszentmihalyi, M. (1981). Some paradoxes in the definition of play. In Cheska, A.T. (Ed.). Play as context, (pp. 14-26). West Point, NY: Leisure Press. 
Fox, J.E. (1993). Assessing cognitive development by observing children's outdoor play. In M. Guddemi& T. Jambor, (Eds.). A right to play: Proceedings of the American Affiliate of the International Association for the Child's Right to Play, September 17-20, 1992, Denton, Texas, (pp. 128-131). Little Rock, AK: Southern Early Childhood Association. 
Fromberg, D.P. &Gullo, D.F. (1992). Perspectives on children. In L.R. Williams & D.P. Fromberg (Eds.), Encyclopedia of early childhood education, (pp. 191-194). New York: Garland Publishing, Inc. 

Gagne, N.L. &Berliner, D.C (1992).Educational Psychology (5th Ed). 

Huffnung, S. (1997). Child and adolescence development (5thEd). Boston:  Houston Mifflin.

 Lusaka: University of Zambia Press.

McAfee, O., & D. Leong. 2002. Assessing and guiding young children’s development and learning, 3d ed. Boston: Allyn & Bacon.
McLean, M., D. Bailey, & M. Wolery, eds. 2004. Assessing infants and preschoolers with special needs. 4th ed. Columbus, OH:Merrill.
Munsaka&Matafwali, E. (2013). Human Development from conception to adolescence. Typical and atypical trends. LUSAKA: University of Zambia Press

Munsaka, E. (2011). Mastering the Psychology of Teaching and Learning.

National Association for the Education of Young Children. (1988). NAEYC position statement on standardized testing of young children 3 through 8 years of age. Young Children
Santrock, J.W. (2008).Child Development. Boston: McGraw Hill.

Snow, C. E., and S. B. Van Hemel, eds. (2008). Early childhood assessment: Why, what and how. Report of the Committee on Developmental Outcomes and Assessment for Young Children for the National Research Council. Washington, DC: National Academies.

Woolfolk, A. E. (2010). Educational Psychology. Boston: Houston Mifflin.
(Before going to the next page!


Press <Ctrl>+<A>, then press <F9>. This will automatically insert text you have inserted in the form fields on this page throughout the entire manual in the relevant linked fields.





If you do not wish to include a school or department name, click on [Add School/Department name here] below and press the <Delete> key.





Click on [DOCUMENT TYPE] and type the description (e.g. course manual, self-study workbook, user guide) and not the course title.


Type in all lower case; the text will automatically appear in UPPER CASE. Please refer to the user guide for more information.








If your course title is very long please refer to the section “The [Add course title here] form field” in the user guide for help before modifying the format below.








(Before going to the next page!


Press <Ctrl>+<A>, then press <F9>. This will automatically insert text you have inserted in the form fields on this page throughout the entire manual in the relevant linked fields.





If you do not wish to include a school or department name, click on [Add School/Department name here] below and press the <Delete> key.





(Guidance on copyrights is available in the COL Copyright Toolkit. You can download the toolkit from COL’s website. Click on: Resources > Publications > Training Toolkits and Manuals. 





If an address field is not required click on it and press the <Delete> key.





Click on each of the fields above to acknowledge the type of assistance (input to course content, permission to use extracts from other course material, source of graphics, etc.)





Click on each of the fields above to acknowledge the person/institute giving assistance.


No need to delete unused fields—they will not print.


To add extra rows to this list click in the last row of the column on the rightand press the <TAB> key as many times as required.





(See Richard Freeman’s handbook, section 3.3: Setting aims and objectives for your course.





(Use taxonomy verbs. See Richard Freeman’s handbook, section 3.3.3: Bloom’s taxonomy, section 3.3.4: Other taxonomies, section 3.3.5 Learning objectives and learning outcomes.





To add extra outcomes press <ENTER> after the last outcome. Please refer to the user guide for instructions on formatting additional outcomes.


To delete any unused outcomes, select the entire line- including the paragraph marker (¶) and press the <Delete> key





Give details here for the general timeframe of this course. When writing this text you might like to use the fields below as a general guide.





Give details here of the support system. When writing this text you might like to use the fields below as a general guide.





Write a description of the general rules concerning assignments. When writing this text you might like to use the fields below as a general guide.





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(Note that [First topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(See Richard Freeman’s handbook, section 6.4: Planning and writing tutor-marked assignments.





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





1.What challenges do you think you are likely to face in understanding individual differences in development if you did not learn about principles of development ? 





(See Richard Freeman’s handbook, section 6.4: Planning and writing tutor-marked assignments.





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(Note that [First topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(Note that [First topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(Note that [First topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(Note that [Second topic heading] uses Heading 3 level. Use Heading levels 4 or 5 for additional sub-headings within this topic. See user guide for more help on using styles.





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).





(Remember to use taxonomy verbs for the outcomes!(See help text in � REF Course_outcomes \h  \* MERGEFORMAT ��Course outcomes�, page � PAGEREF Course_outcomes \h ��14�.)





(See Richard Freeman’s handbook, section 4.1.3: Components that form the three-part structure (Stage 3: Remind the learners …).









