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Foreword 

| welcome the publication of this, the third edition of Supporting Quality — Guidelines for Best 

Practice in Early Childhood Services. Book 1, which was published earlier this year, deals with 

Policy and Governance and now Book 2 covers the vital areas around Enhancing Children’s 

Learning and Development. The book succeeds in making research and development in early 

learning theory and professional practice accessible to students and practitioners alike and most 

importantly, the two parts of the new edition link the path between policy and practice. 

This third edition takes into account the heightened interest and development in the field of 

early childhood education and care in the last decade. Internationally, attention has become 

increasingly focused on how to best to support children’s well-being, identity, learning and 

development in the context in which it occurs. Developments in Ireland over the past decade 

also show our increasing focus on valuing our children and their lives. We set out a vision for our 

nation’s children in the 2000 Children’s Strategy and this was of ‘An Ireland where children are 

respected as young citizens with a valued contribution to make and a voice of their own; where 

all children are cherished and supported by family and the wider society; where they enjoy a 

fulfilling childhood and realise their potential.’ My work and the work of the Office of the Minister 

for Children and Youth Affairs is to try to realise that vision. 

In focusing on quality provision for our young children, this publication will, I’m sure, prove to be 

of enormous benefit to staff, parents and, most importantly, to the children in their care. 

Mr Barry Andrews 

Minister for Children and Youth Affairs 

September 2008



Glossary of Terms 

Adult is used interchangeably with the word 

‘practitioner’ in acknowledgement that not 

everyone who works with children is on a staff 

team. 

Agency is exercised by individuals when 

they feel empowered to make decisions and 

choices within a supportive social framework* 

Anti-discriminatory practice involves 

valuing and protecting children from 

discrimination. Encouragement and the 

development of positive attitudes to difference 

is central to an anti-discriminatory approach 

as well as challenging discriminatory practices 

and providing positive modeis and images for 

children from a young age. 

Anthroposophy is a philosophy coined 

by Steiner, which rejected Judeo-Christian 

theology in favour of the mystical, spiritual 

insights of human beings. 

Centre for Early Childhood Development 

and Education (CECDE) was established to 

develop and co-ordinate early childhood care 

and education in pursuance of the objectives 

of the White Paper ‘Ready to Learn’ (Ireland, 

1999a). 

Child centred refers to policy and practice 

that starts with the child’s needs as the 

principal consideration. 

Childminding service describes a pre- 

school service, which may include an 

overnight service, offered by a person who 

single-handedly takes care of pre-school 

children, possibly including the childminder’s 

own children, in the childminder’s home for a 

total of more than two hours per day, except 

where the exemptions provided in Section 58 

of the Child Care Act, 1991 apply. 

Childminders look after children in the 

childminder's own home. They offer this 

service all year round for the full working day 

or for different periods during the day. Parents 

and childminders negotiate their own terms. 

Co-construction is the joint creation of an 

activity, action, form, stance, interpretation, 

argument, emotion or any other reality that is 

culturally meaningful between a practitioner 

and a child. In order to co-construct, both 

participants are involved in learning in 

partnership within their own social and cultural 

contexts (Ochs and Jacoby, 1995). 

Constructivism is the psychological theory 

emanating from Piaget, Vygotsky and others, 

which suggests that humans construct or 

reinvent their own knowledge, intelligence 

and morality. These developments arise from 

their own activities and engagement with 

materials, ideas and people. Current thinking 

(social constructivism) emphasises the role 

of the interpersonal and social in learning and 

highlights the adult’s role. 

Consultation can be considered as a form of 

communication that seeks to encourage ideas 

and opinions from others, e.g. from children, 

parents or community. Consultation might be 

achieved by talking with individuals or in a 

meeting. 

Culture infers an identity which everyone has, 

based on a number of factors from memories, 

ethnic identity, family attitudes to child rearing, 

class, money, religious or other celebrations, 

or division of family roles according to gender 

or age. Culture is a shared way of doing things 

and evolves for individuals and communities. 

Cultural tools include those used for eating, 

signs and symbols, numbers and letters/ 

characters and language particular to a culture. 

Book 2 Enhancing Children’s Learning and Development



Curriculum addresses the totality of the 

child’s learning and development (National 

Council for Curriculum and Assessment, 

2001, p.10). It denotes all of the values, 

knowledge and skills ‘that children are meant 

to learn in educational establishments’ in 

addition to all the ‘intentional/unintentional 

learning’ (Siraj-Blatchford, Sylva, Muttock, 

Gilden and Bell, 2002, p.27). 

Development is the process by which 

a person changes and grows over time, 

influenced by both experiences and 

physiological changes. It has two dimensions — 

normative (following a prescribed pattern) and 

dynamic (depending on time and experience). 

Developmentally appropriate practice is 

educational practice that embraces children’s 

developmental stages. This term has been 

criticised in the past because it is based on 

universal laws of development, emerging 

from a Western ideology, and, without 

definition, may not be appropriate depending 

on the cultural context. The term coined as 

an alternative, is practice appropriate to the 

context of early development (Woodhead, 

1996). 

Dispositions consist of enduring habits of 

mind and action, and tendencies to respond to 

situations in characteristic ways that develop 

through interactions with others. Dispositions 

that are important for lifelong learning include 

an enthusiasm or motivation for exploration, 

curiosity, communication, perseverance, 

problem-solving and independent collaborative 

action. They can also include values and 

feelings. 

Drop-in centre refers to a service provided 

in shopping centres, leisure centres or similar 

establishments which is provided as part of 

a customer/client service and where children 

are left for no more than two hours while the 

parent or guardian is availing of a service or 

attending an event. 

Early childhood is defined as the period 

before compulsory schooling, in Ireland from 

birth to six years. 

Early childhood education and care is 

sometimes referred to as early childhood 

education (Department of Education 

and Science [DES], 1999); childcare 

(Department of Justice Equality and Law 

Reform [DJELR], 1999: Irish Childcare 

Policy Network [ICPN], 2007) and early 

childhood education and care (Organisation 

for Economic Development and Co-operation 

[OECD], 2004; OECD, 2006). The term 

early childhood education and care (ECEC) is 

deliberately used to reflect the inextricable link 

between care and education and to favour the 

OECD terminology. 

Early childhood setting refers to any early 

childhood setting including full day care, 

sessional services, Early Start or the infant 

cycle in Irish primary schools. 

Effective pedagogy occurs when, in day- 

to-day interactions, educators draw ona 

repertoire of strategies: from the provision 

of instructive environmenis for play and 

exploration, modelling, demonstration and 

direct instruction among others (Siraj- 

Blatchford, 2004). Three dimensions of 

teacher effectiveness are: knowledge and 

understanding about the content of teaching, 

how young people learn and how to manage 

the learning processes, 

Emergent curriculum is a curriculum 

that arises from children’s interests, adults’ 

understanding of individual children’s 

development and dedication to pursuing those 

interests. 

Equal opportunities work to redress any 

inequalities that exist, relevant to racial and 

cultural origins, gender and for people with 

disabilities. 
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Equilibrium as conceived by Piaget (1968, 

p. 101) is the compensation resulting from the 

activities of the subject in response to external 

intrusions. In other words, we continually strive 

for balance between understanding what we 

know (assimilation) and adjusting to the new 

(accommodation). This is an active process 

leading to the concept of active learning. 

Ethnicity refers to individuals’ identification with 

a group sharing some or all of the following traits: 

customs, lifestyles, religion, language, nationality. 

White people also belong to ethnic groups. 

Extending occurs when a suggestion is 

made by the practitioner, within interactions, to 

support the child to perceive other ideas/ways/ 

possibilities of doing things in their current 

activities (Siraj-Blatchford et a/., 2002). 

Explanatory Guide refers to the Explanatory 

Guide to the Child Care (Pre-School 

Services) (No2) Regulations, 2006. 

Evidence of learning demonstrates a child’s 

understandings, capabilities or dispositions, 

related to a particular learning statement, 

in the form of a record of observation or 

conversation, a piece of art, or an electronic 

text. This information about children’s learning 

or evidence is gathered in partnership with 

children, parents and other partners such as 

specialist colleaques* 

Family is used while recognising the changing 

patterns in family’s lives. An increasing rate 

of divorce and remarriage means that many 

children are growing up with a lone parent or 

stepparents. In addition, many children are 

cared for by grandparents, other relations, 

foster parents or their community. 

FETAC stands for the Further Education 

and Training Awards Council, which was 

established in 2001 and is the national 

awarding body for all further education in 

Ireland. FETAC has replaced the processes 

and procedures of the National Council for 

Vocational Awards (NCVA). 

Formative assessment is described 

as “assessment that informs teaching and 

learning. It is concerned with the short- 

term collection and use of evidence for the 

guidance of learning” (Dunphy, 2008a, p 7). 

Ful] Day Care is defined in the Child Care 

(Pre-School Services) Regulations, 2006 

Explanatory Guide as follows: A full day care 

service means the provision of a structured 

day care service for children for more than 

5 hours per day. Services such as those 

currently described as day nurseries and 

créches are included in this definition. 

Governance: The term ‘governance’ can 

relate to political decisions that grant priority 

to actions and decisions in ECEC provision. 

In the case of an ECEC service ‘governance’ 

relates to consistent management, adherence 

to legislation, cohesive policies and processes. 

Health Information and Quality Authority 

is an independent authority reporting to the 

Minister for Health and Children charged 

with establishing and monitoring standards in 

Ireland’s health and social care services. 

HETAC stands for the Higher Education and 

Training Awards Council. It was established 

in 2001, and is the qualification awarding 

body for third-level educational and training 

institutions outside the university sector. It 

is the successor to the National Council for 

Educational Awards (NCEA). 

Hidden curriculum consists of values, 

attitudes and messages that are conveyed to 

children, through the actions of their carers, as 

they participate in the setting, which may not 

be made explicit. 

Holistic curriculum incorporates a broadly 

based curriculum that incorporates all areas 

of learning and development. Learning 

experiences are designed to ensure that 

children engage with learning as a whole, 

rather than as separate pieces or disciplines. 
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Instruction/Instructive includes boih 

direct (demonstrating, questioning and other 

processes whose aim is to further learning) 

and indirect instructional behaviours and 

intentions such as the encouragement of 

parental involvement and the provision of 

‘pedagogical framing’ (Siraj-Blatchford et a/., 

2002, p.6). 

Institutional racism is concerned with racial 

discrimination which has been incorporated 

into the structures, processes or procedures 

of organisations, either because of racial 

prejudice or because of a failure to take into 

account the particular needs of black and 

ethnic minority people. Institutional racism 

occurs where the activities, practices, policies 

or laws of an institution lead, intentionally or 

unintentionally to less favourable outcomes for 

minority ethnic groups (Murray and O'Doherty, 

2001). 

Interaction is a process in which people or 

objects have a reciprocal effect upon each 

other through their actions. 

Interculturalism involves the interaction, 

understanding and integration among and 

between different cultures and ethnic groups 

without glossing over issues such as racism. 

The development of an intercultural approach 

implies policies which further these aims 

(Murray and O'Doherty, 2001). 

Key worker systems apply in early 

childhood settings where each child and family 

is allocated a specific member of staff, who 

will provide continuity between home and 

service and who has a ‘special’ responsibility 

for the child and the relationship with the 

child's family. 

Learning is a complex, dynamic and 

interactive process whereby knowledge 

is created through the transformation of 

experience. 

Literacy can incorporate a broader view than 

just knowledge of letters, which encompasses 

the changing nature of communication 

technology. It acknowledges many forms 

of representation and how meanings are 

increasingly communicated using multimodal 

(see below) and electronic texts. This view 

of literacy also recognises the diverse nature 

of social and cultural practices associated 

with literacy and how these practices provide 

differential access to power within society. 

Majority refers to the predominant culture in 

Ireland. 

Meta-cognition means children thinking 

about their own learning, remembering 

and thinking, evaluating their work and the 

usefulness of their current strategies and 

supporting mastery (Bruner, 1996). 

Minority ethnic refers to belonging to a 

cultural or religious group that is numerically 

smaller than the predominant majority. In 

Ireland this includes the Travelling community, 

indigenous Black lrish, those from Bosnia, 

Kurdistan, Romania, Somalia among many 

others. 

Multiculturalism celebrates difference but 

focuses on minority cultures and specifically 

the exotic aspects of these cultures, glossing 

over issues of racism and unequal power 

relations (Murray and O’Doherty, 2001). 

Multimodal texts are composed using two 

or more modes — written, visual, spoken and 

sound. Examples young children are familiar 

with are print-based (picture story books, 

food and toy packaging, catalogues) and 

screen-based (electronic games, the internet, 

television) * 
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National Council for Curriculum and 

Assessment (NCCA) was established to 

advise the Minister for Education and Science 

on matters relating to the curriculum for early 

childhood education, primary and post-primary 

schools and the assessment procedures 

employed in schools and examinations on 

subjects which are part of the curriculum. 

Non-sexist implies resources or attitudes are 

non-sexist when they present neutral images of 

the roles and behaviours of men and women. 

Therefore, a book that shows adults sharing 

domestic tasks is non-sexist. 

Overnight childcare services are provided 

either by a créche or a childminder which cater 

for children for more than two hours between 

7pm and 6am (Regulations, 2006). 

Office of the Minister for Children and 

Youth Affairs (OMCYA) is part of the 

Department of Health and Children. Its role 

is to improve the lives of children in Ireland 

under the National Children’s Strategy and 

bring greater coherence to policy-making for 

children. 

Part-time care is an early childhood service 

offering a planned programme for children for 

a more than 3.5 hours and less than 5 hours 

per day. 

Pedagogy is defined as the practice or the 

art, science, craft of teaching; therefore to 

be a pedagogue is to be a teacher; it refers 

to the interactive process between teacher 

and learner and the learning environment 

(which includes family and community) and 

how they are harnessed to foster learning in 

children (Siraj-Blatchford, 2004, p.138). It 

is about knowing what is appropriate or less 

appropriate for children. 

Pen Green Centre for Families is located 

in Corby, England. The centre has six 

major strands of activity: quality early years 

education and care; development work with 

parents; family support services; community 

regeneration; community based health 

services; training and research. 

Pobal is a not-for-profit company with 

charitable status that manages programmes 

on behalf of the Irish Government and the EU. 

Their mission is to promote social inclusion, 

reconciliation and equality through integrated 

social and economic development within 

communities. Pobal manages a number of 

Programmes for Government Departments 

including the National Childcare Investment 

Programme within the Office of the Minister 

for Children and Youth Affairs (Department of 

Health and Children). 

Practitioner js used generally in these 

guidelines to refer to all those who work 

with children from birth to six years of age 

who work in ECEC settings as this term is 

currently accepted by the ECEC community 

in Ireland identified through consultations 

(CECDE, 2006a). The term adult is used 

to apply to all adults including parents who 

spend time with children. However, it should 

be acknowledged that some educational 

approaches use the term ‘teacher’ (Froebel), 

‘director/directress’ (Montessori), ‘pedagogue’ 

(Nordic communities). ‘Educator’ has also 

been used as a term and could be argued is 

interchangeable between practitioner and adult 

as we are all educators (and learners). 

Pre-school children are defined as ‘children 

under 6 years of age, who are not attending 

a national school. Note the term ‘pre-school’ 

puts an emphasis on school rather than a 

preferred focus on early childhood as time of 

value in its own right; a focus on children’s 

‘being’ rather than ‘becoming’. 
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Pre-school service in a drop-in centre 

means a pre-school service offering day care 

which is used exclusively on an intermittent 

basis such as in a shopping centre or leisure 

facility. 

Pre-school service in a temporary drop- 

in centre means a pre-school service offering 

day care exclusively on a temporary basis, 

e.g. when the parent or guardian is attending 

a once-off event such as a conference or a 

sports event. 

Racism involves a pattern of attitudes and 

behaviour grounded in the belief that one 

group of people, defined by racial or cultural 

identity, is naturally superior to others. 

Language or behaviour would be racist if 

offensive words or discriminatory actions were 

directed at an individual or group because of 

their racial or cultural origins. 

Regulations, 2006 refer to the Child Care 

(Pre-School Services) (No2) Regulations 

2006. These fulfill the requirements of the 

Child Care Act, 1991 and stipulate mandated 

regulations regarding early childhood settings. 

Responsiveness is based on understandings 

of the child that take into account children’s 

interests, needs, backgrounds, and capabilities. 

Reflective practice involves adults thinking 

about their work with children and planning 

and implementing the curriculum to best 

support the children's interests and strengths. 

Observing, listening and discussing with 

colleagues are key components of reflective 

practice. This practice can be supported by 

action planning. 

Scaffolding is a process by which adults 

support and guide children’s learning, enabling 

children to reach to the next level of ability, 

beyond their own personal capability at that 

time. 

Sessional services mean the provision of: 

° a planned programme to pre-school children 

® of up to 3.5 hours per session 

Services covered by the above definition may 

include: playgroups, créches, Montessori 

groups, naionrai, Steiner schools, High/Scope 

settings or similar services which generally 

cater for children in the 3-5 year age 

bracket. Where younger children are cared 

for in sessional services, the appropriate 

requirements should apply. 

Sexism pertains to discrimination on the 

basis of sex; but especially behaviour, attitudes 

and language implying limitations on the 

capabilities or status of women and girls. It 

refers to discrimination against women and 

girls in a society in which men collectively have 

more power than women, based on a belief in 

the superiority of men and the inequality of the 

SEXES. 

Social inclusion is not simply about poverty 

but a complex interplay of many factors. 

Social exclusion limits or denies participation 

in economic, civil, cultural and social life. It 

may occur when services or resources are 

not available, accessible or acceptable. It 

may involve feelings of isolation, depression, 

powerlessness, apathy and experiences of loss 

of dignity (Home-Start International, 2002). 

Social-constructivism emphasises the 

role of the interpersonal and social in the 

construction of learning and highlights the 

adult’s role (see also constructivism above). 

Specific requirement is a term which 

acknowledges that while all children have 

individual needs/requirements, some children 

have additional requirements such as those 

resulting from a disability or a specific learning 

difficulty or may have a continuing health 

condition that affects their life. 
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Zone of proximal development according 

to Vygotsky (1978, p.86) is ‘the distance 

between the [child's] actual developmental 

level as determined by independent problem 

solving and the [child's] level of potential 

development as determined through 

problem solving under adult guidance or in 

collaboration with more capable peers’ 

* Adapted from Queensland Government, 

Australia (2005) Early Years Curriculum 

Guidelines. Australia: Queensland 

Government (http://www.qsa.qld.edu.au/ 

early/curriculum_guidelines/glossary.html) 

16 Book 2 Enhancing Children's Learning and Development



Acronyms 

BCCN Border Counties Childcare Network 

CCCs City and County Childcare Committees 

COR Child Observation Record 

CRA Children’s Rights Alliance 

CSO Central Statistics Office 

DES Department of Education and Science 

DEIS Delivering Equality of Opportunity in 

Schools — an Action Plan for Educational 

Inclusion (DES, 2005) 

DHC Department of Health and Children 

DIT Dublin Institute of Technology 

DJELR Department of Justice, Equality and 

Law Reform 

ECEC Early childhood education and care 

ECNC European Commission Network on 

Childcare 

EODP Equal Opportunities Development 

Programme 

ESRI Economic and Social Research Institute 

FETAC Further Education and Training 

Awards Council 

HSA Health and Safety Authority 

HETAC Higher Education and Training 

Awards Council 

HIQA Health Information and Quality 

Authority 

ICPN Irish Childcare Policy Network 

IPPA, The Early Childhood Organisation 

(previously known as The Irish Preschool and 

Playgroups Association [IPPA]) 

KHF Katharine Howard Foundation 

KDIs Key Developmental Indicators 

NCCA National Council for Curriculum and 

Assessment 

NCCC National Childcare Co-ordinating 

Committee 

NCIP National Childcare Investment 

Programme 

NCNA National Children’s Nurseries 

Association 

NESC National Economic and Social Council 

NESF National Economic and Social Forum 

NQF/ECE Siolta — National Quality 

Framework for Early Childhood Education 

NOQAI National Qualifications Authority of 

Ireland 

NVCOs National Voluntary Childcare 

Organisations 

OECD Organisation for Economic 

Development and Co-operation 

OMCYA Office of the Minister for Children 

and Youth Affairs 

Pobal previously known as Area Development 

Management (ADM) 

PHN Public Health Nurse 

PEIP Prevention and Early Intervention 

Programme 

SEC State Examinations Commission 

UNCRC United Nations Convention on the 

Rights of the Child 
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Introduction 

Welcome io the third edition of Supporting 
Quality: Guidelines for Professional Practice 
in Early Childhood Services. Ireland has 
witnessed a burgeoning of interest and 
development in the field of early childhood 
education and care in the last decade. 
Internationally, attention has become 
increasingly focused on how best to support 
children’s well-being, identity, learning and 
development in the context in which it occurs. 
To reflect the wealth of information and recent 
research available nationally and internationally, 
this new edition of Supporting Quality has 
been divided into two books: Book 1 Policy and 
Governance and Book 2 Enhancing Children’s 
Learning and Development. 
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In this Introduction, some key questions are answered regarding why early childhood 

education and care is important, what is quality and what is professional practice? International 

recommendations on the delivery of quality early childhood education and care services are 

subsequently offered. The Introduction then briefly presents the overall content and direction 

of both Supporting Quality books, empathises with the demands placed upon practitioners, 

articulates the aims and outlines the principles that underpin this edition. Early childhood 

education and care is sometimes referred to as early childhood education (Department of 

Education and Science [DES], 1999); childcare (Department of Justice Equality and Law 

Reform [DJELR], 1999; Irish Childcare Policy Network [ICPN], 2007. The term early 

childhood education and care (ECEC) is deliberately used to foreground that children are 

learning from birth while also acknowledging the inextricable link between education and care. 

Early childhood education and care is also the term used by the Organisation for Economic 

Development and Co-operation [OECD] (2004 and 2006). 

Why is early childhood education and care important? 

The benefits of quality education and care services for young children have been widely 

documented. Sylva (1993), having reviewed the evidence about the impact of early learning on 

children's later development, concluded: 

* The vast majority of research has shown that pre-school education leads to immediate, 

measurable gains in educational and social development. 

° The most rigorous studies show that quality early education leads to lasting cognitive and social 

benefits in children, which persist through adolescence and adulthood. 

° Investment in quality early education ‘pays off’ in terms of later economic savings to society. 

© The most important learning in pre-school concerns aspiration, task commitment, social skills 

and feelings of efficacy. 

Recent studies continue to demonstrate that for young children, particularly those living with 

the injustice of poverty and social exclusion, quality education and care lead to better school 

achievement, higher cognitive test scores, less special education placements, higher school 

retention rates (Reynolds, Wang, and Walberg, 2003; Schweinhart, Montie, Xiang, Barnett, 

Belfield, and Nores, 2004) and reduced depressive symptoms (McLaughlin, Campbell, 

Pungello, and Skinner, 2007). Well-designed early education programmes are shown to 

engender benefit for the participants themselves, Government and society. These benefits are 

reported to outweigh the costs (Karoly and Bigelow, 2005; Heckman, 2006). Children with 

a disability or specific requirement are also identified as being at increased risk of poverty and 

educational disadvantage over their life span. The research literature confirms the benefits of 

appropriately high-standard integrated settings. This is manifest in the children’s development of 

social networks and increasingly complex play behaviours (Guralnick, Hammond, Connor, and 

Neville, 2006). 

What is quality? 

Defining quality in early childhood settings is a challenge. Taking a global stance, Moss and 

Pence (1994) suggest that quality is subjective in nature, a constructed concept and is value- 

laden rather than being one objective reality. They suggest that itis more accurate to talk 

about quality perspectives than a universal standard of quality (Moss and Pence, 1 994). An 

international review of quality was conducted to underpin S/olta (Centre for Early Childhood 

Development and Education [CECDE], 2006a), our own quality framework (see Part 7, Book 1 

Policy and Governance and throughout this book), and offered the following key ideas regarding 

quality (Schonfeld, Kiernan and Walsh, 2004): 
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° The idea of a universally held conception of quality is rejected; therefore there is no single 

definition of quality. 

* Quality is relative and value based. 

© Any definition/description of quality is limited to a particular time and place and connected to 

particular macro structures at societal level. 

¢ What constitutes a quality service will differ in a society that views childhood as a time of ‘being’ 

in and of itself compared with a society that views childhood as a process of ‘becoming’ (an 

adult), involving the preparation of the child for its future role. 

® The conception of quality has been influenced by developmental psychology. 

© The way quality is defined determines the instruments used to measure it and the support 

structures put in place thereafter. 

© Defining, and indeed reaching, quality is an ongoing process. 

In one evaluation, quality was thus seen as “an ongoing, dynamic process that incorporated 

criteria specified by, and relevant to” the individual services (French, 2005, p. 23). This is not 

to imply that ‘anything goes’ regarding quality. There is wide consensus among theorists and 

practitioners regarding the features of policy, practice and provision which create the conditions 

for quality early learning experiences for young children (Pascal and Bertram, 1997). The 

OECD (2008) (see also Book 1 Policy and Governance, Part 1.2) identified those aspects of 

quality that can be evaluated as: 

° Orientation quality (the level and type of attention that states dedicate to ECEC policy 

— legislation, initiatives, regulation). 

° Structural quality/orogramme standards (the physical learning environment, group size, 

appropriate curriculum). 

° Educational concept and practice (generally guided by national curricula, ideally with the goals 

of learning to be, to do, to learn and to live together). 

° Operational quality (programme planning incorporating observations and documentation 

of children’s learning, professional development for practitioners, and integration of flexible 

services with local requirements). 

© Child outcome quality/performance standards (different outcomes can be privileged depending 

on the stance taken, e.g. standardised testing on numeracy and literacy is favoured in countries 

with a ‘readiness for schoo!’ approach. Alternative approaches involve centre versus child 

evaluations and favour unobtrusive child observation and documentation of children's learning). 

° Parent/community outreach and participation are also evaluated. 

° interaction or process quality (the quality and warmth of the pedagogical relationship which 

combines care, concern and upbringing/nurturing as well as expert support for children’s 

learning). 

What is professional practice? 

The importance of quality practice in early childhood services is repeatedly emphasised by 

practitioners and researchers. Quality care incorporates the quality of the care providers 

(those who are responsive and sensitive to the individual children’s needs, and are cognitively 

stimulating), the quality of the structural environment (better staff-child ratios, small group size, 

highly educated providers) and the quality of the physical learning environment (Siraj-Blatchford, 

Sylva, Muttock, Gilden, and Bell, 2002; Schweinhart et al., 2004). 
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In the UK, the Researching Effective Pedagogy in the Early Years (REPEY) project endeavoured 
to reveal the most effective strategies to enhance young children’s learning, thinking skills and 
attitudes (Siraj-Blatchford et a/., 2002). There is robust data to confirm the findings (see also 
Part 4 Supporting Early Learning - Setting the Context and Part 6 Supporting Early Learning 

~ Strategies). A range of settings from playgroups and private day nurseries to reception 
classes in primary schools were identified as demonstrating particularly positive outcomes for 
children in relation to academic, social and dispositional learning. This edition of Supporting 
Quality incorporates the indicators of quality settings (Pugh, 1999) with the key findings on 
the characteristics of the most effective settings in terms of advances in children’s social and 
cognitive development (Siraj-Blatchford et a/., 2002). Professional practice occurs when 
practitioners operate within: 

* Clearly defined aims and objectives, values and principles, policies and procedures with serious 
consideration of children’s rights as the starting point and how to achieve that. 

* An atmosphere in which every child and adult feels secure, valued and confident, with 

sensitivity to the non-educational needs of children. 

* An effective management structure and strength of leadership combined with long-serving staff. 

* A system that promotes shared educational aims with parents/carers, helping each to support 
children’s learning in the home and vice versa. 

* A strong educational focus with qualified practitioners working alongside and supporting less 
qualified staff. 

° A key worker system providing continuity of care. 

° A well organised physical environment, with access to appropriate resources inside and out. 

* An equal emphasis on social and cognitive development, where they are both seen as 
complementary. 

° Demonstrations of quality adult-child verbal interactions through ‘sustained shared thinking’, 

open-ended questioning and extension of children’s thoughts. 

° A secure knowledge base and understanding of child development and learning, curriculum 

differentiation and providing appropriate cognitive challenge. 

* A balance of practitioner-initiated group work and learning through child initiated play activities. 

* A proficiency in supporting children in talking through and resolving conflicts. 

® Skilled assessment of children’s learning, and consequent strategic planning for a wide range of 
curriculum experiences. 

* A practice of regular formative feedback to children during their activities and regular 

discussion with parents on children’s progress. 

° A system for monitoring and review of provision, based on clearly structured action plans. 

Ensuring professional practice from a Government 
perspective 
According to Ball (1993), international comparisons confirm that the salient features of good 
practice in the direction and management of the provision of early childhood services include: 
° The integration of education and care. 

° Unified responsibility for provision. 

° Targets for growth by a specified year. 

* Coherent and thorough training of early childhood practitioners. 

° A curriculum based on the principle of ‘purposeful play’. 
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° Effective linkage between the home and early childhood facilities, and smooth transitions 

between early childhood settings and primary school. 

* Adequate resources. 

In January 1996, the European Commission Network on Childcare (ECNC, 1996) established 
a set of global ‘quality targets in services for young children’ that early childhood services in 
member-states should strive to meet (see Appendix 1 in Book 7 Policy and Governance). More 

than a decade later, both sets of recommendations remain true with a strong concurrence with 

those of the OECD (2006). 

Twelve countries among the 30 democracies who form the OECD volunteered to have their 
ECEC policies and services reviewed from 1998-2000. Due to the depth and quality of 
the transnational exchange of knowledge regarding policy and the ensuing recommendations, 
the OECD Education Committee (comprised of Education Ministries of the OECD couniries) 
authorised a second review. This involved a further eight countries, of which Ireland was one 
(OECD, 2004). The results of both reviews are contained within Starting Strong tI: Early 

Childhood Education and Care (OECD, 2006). Starting Strong If has taken a broad and holistic 

approach encompassing care, health and nutrition in addition to education. It acknowledges 
that young children experiencing poverty stand to benefit the most, yet too few countries have 

prioritised early childhood. Starting Strong If considers how policies, services, families and 

communities can support young children’s early development and learning and provides clear 

counsel on how this can be achieved. 

In order to ensure a more coherent approach to the delivery of quality ECEC services, the 

following factors must apply (OECD, 2006): 

* High-level political endorsement of ECEC. 

° An integrated approach to policy manifested in a lead agency to co-ordinate early childhood 
policies. 

° A national policy on ECEC within an equal and strong partnership with the care and education 
system. 

* A participatory approach to quality improvement and assurance. 

¢ Appropriate training and working conditions for ECEC practitioners. 

° Attention to systematic data collection and monitoring. 

° A long-term agenda and a stable framework for research and evaluation. 

Finally, it was recommended to governments to pay particular attention to children in need of 
special support, but within a universal approach to access and substantial public investment in the 
infrastructure to both enhance quality and deliver quality services (OECD, 2006). 

Overall content and direction of Supporting Quality 
The overall title of Supporting Quality has been modified. Instead of being guidelines for best 

practice as in previous editions, it is now guidelines for professional practice. This is in 

recognition of the role of an ECEC practitioner as a professional. It is also in acknowledgement 
of the continuously changing nature of what is regarded as best practice at any given time. 
Given what has been shown through recent research on the benefits of ECEC and how to 
enhance children’s early learning and development, the opportunity has been taken in this third 
edition of Supporting Quality to substantially revise, update, expand and extend the original text. 
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This takes account of recent developments in policy, theory and practice. In order to present 

the information in a digestible way, Supporting Quality has been divided into two books: Book 7 

Policy and Governance and Book 2 Enhancing Children’s Learning and Development. 

Readers, who are familiar with the first two editions, can be assured that the original content is 

there, but that it may be reconfigured in a different section. There is also, however, a lot of new 

material with a much greater emphasis on the theory underpinning children's early learning 

and practical examples. The logic driving this edition is to start at the broadest but important 

influences on young children’s learning and development in Book 1 Policy and Governance and 

continue with the individual face-to-face interactions between practitioners, children and families 

in Book 2 Enhancing Children’s Learning and Development. The content of both books is 

necessary to ensure quality professional practice; children learning will not be enhanced without 

good governance. 

The term ‘governance’ can relate to political decisions that grant priority to actions and decisions 

in ECEC provision. In the case of an ECEC service, ‘governance’ relates to consistent 

management, adherence to legislation, cohesive policies and processes. It is used deliberately as 

a title to include both the importance of political will to ensure quality provision of ECEC services 

in lreland, and sound management and adherence to legislation within those services. 

Book 1 Policy and Governance therefore contains three parts. Part 7 sets out the political, social 

and economic context, some of the most recent and significant policy developments and the 

positioning of ECEC in Ireland. Part 2 considers legislation, regulation, health and welfare, which 

ultimately place statutory requirements on individuals for the broad well-being and protection of 

children. Part 3 focuses on leadership, policies, procedures and human resources, and explores 

the importance of sound ethical leadership, which establishes the social and emotional learning 

environment. Summaries and links to the main and relevant elements of both our National 

Framework for Quality (Siolta, CECDE, 2006a) and Framework for Early Learning (National 

Council for Curriculum and Assessment [NCCA] forthcoming) (see Part 1 and throughout this 

edition for more detail on both) are presented in Parts 2 and 3. 

Book 2 Enhancing Children’s Learning and Development consists of five parts. Part 4 sets the 

broad context for supporting early learning; it considers pedagogy, theoretical influences on 

curricula and provides an overview of pedagogical approaches to early childhood education. The 

Framework for Early Learning in lreland and relevant elements of the Child Care (Pre-school) 

Regulations (lreland, 2006a) in relation to children’s learning and development are presented 

in addition to the developmental characteristics of children aged from birth to six years. Part 

5 outlines how to observe, assess and plan for children’s early learning and development. 

Assessment in practice is also considered such as the use of documentation, learning stories 

and child observation records. Part 6 explores the importance of attachment and building 

supportive relationships with young children and outlines strategies on how to support children’s 

thinking, early literacy and numeracy development, transitions, creativity and play among others. 

Guidelines to enable collaborative behaviour are also offered. Part 7 then concentrates on the 

physical child-centred learning environment inside and outside, and the provision of appropriate 

materials and learning areas. Finally, Part 8 considers the democratic participation of families 

to support children learning and development and engagement in local, statutory, voluntary 

and community organisations. Each part ends with a summary and links to the main and 

relevant elements of S/olta (CECDE, 2006a) and the Framework for Early Learning (NCCA, 

forthcoming). 
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Aims of Supporting Quality 
Supporting Quality will be of use to early childhood practitioners who work with children from 

birth to the statutory school age of six years. This important work can take place in homes, 

in statutory, voluntary and community services, in private settings and in primary schools. 

Supporting Quality should also be of use to childminders and parents. It is intended to build 

on the role that parents and other carers play as their children’s continuing educators. The 

term parent is used to refer to the primary caregiver, in full acknowledgement that the primary 

caregiver could be grandparent, foster parent, stepparent or other relation. 

One aim of this edition of Supporting Quality remains the same: to provide information to ECEC 

practitioners that helps to enhance the quality of their practice and which takes into account our 

development as a multicultural society. This new edition also has a broader and more ambitious 

vision. lt aims to demonstrate through the application of theory to practice that the role of an early 

childhood practitioner is critical and is deserving of professional status, recognition and respect. 

lt is acknowledged in Irish policy documents that the role of the adult is central to enhancing the 

quality of young children’s experiences with the recommendation that those who work in ECEC 

services should have relevant qualifications (Ireland, 1999a; Ireland, 1999b; DJELR, 2002; 

CECDE, 2006a). Research has demonstrated the positive connection between quality ECEC 

services and appropriate training and staff support, including proper remuneration and good 

working conditions with access to professional development (OECD, 2006). 

Supporting Quality strives to provide a language for practitioners to clearly articulate their aims 

and the importance of their practice. A final aim of this edition is to encourage practitioners to 

become reflective. Considering what we do and why we do it, and whether we could do it better 

and how, is a process that is at the heart of improved practice in ECEC, no less than in any other 

field (Godhard, 1995). 
  

In.summary, the four aims are those of providing up-to-date information, supporting the development 

of the ECEC professionals, affording professional language and encouraging reflection. 
  

It is important to note that this is not a static document. It is intended that the information be used 

as the basis for developing professional practice as part of ongoing review and evaluation of 

service. It cannot be emphasised enough that guidelines and standards alone cannot establish 

quality early childhood services. High-level political support providing adequate resources, 

effective management structures, clear objectives, qualified and experienced staff who have 

access to in-service training, and a broad-based relevant curriculum are but some of the factors 

which contribute to quality. 

The challenge of keeping up to date with developments 

The recent developments in the field of early childhood education and care in Ireland have been 

remarkable. It can be a daunting task for practitioners to not only maintain services, but also 

to rise to the challenge of updating themselves in new thinking, regulations, frameworks and 

other developments. It is critically important that children receive the best possible education 

and care experiences. Theoretical knowledge and professional practice are therefore required 

of practitioners. Equally, ECEC services must adapt to the changing social context of the 

families. This all places large demands on practitioners. These demands can be offset by strong 

leadership and a culture of reflective practice within services, underpinned by good working 

conditions and remuneration. The result will be a dedicated workforce, supported in their learning 

and able to reflect on their work with children. 
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There are now many opportunities in Ireland for services to engage in discussion, deliberation 

and negotiation on practitioner's needs. Being informed about what is happening and sharing 

experiences with colleagues can support the change process, There are many electronic 

information sources, National Voluntary Childcare Organisations (NVCOs) and City and County 

Childcare Committees (CCCs) whose aim is to help the ECEC sector in Ireland (see Useful 

Resources). Communities of practice/learning and local research networks can be created to 

support the understanding and implementation of new developments. 

Principles underpinning Supporting Quality 
The principles which underpin Supporting Quality include the following: 
  

* All children are individuals, unique in their own abilities, from a rich diversity of backgrqunds, 

religions and cultures and have the right to be treated with respect, positive regard and dignity. 

* Children should be enabled to acknowledge, respect and affirm diversity in order to promote 

equality and to challenge unfair discrimination. Authentic, democratic relationships support 

children's development in this regard. 

* Children’s rights involve more than physical health and emotional well-being. They also include 

acknowledgment of their own agency and competence. It is incumbent upon adults to not only 

safeguard children’s rights, but to actively promote them. 

* Children’s well-being, early learning and development are at the heart of ECEC work. Any 

action concerning children should have their best interests at heart, and their views heard and 

taken into account in matters that affect them. 

® Children learn as social beings in interaction with others. Active participatory learning, physical 

and intellectual engagement with people (ideas), first-hand meaningful experiences, self- and 

group-directed problem solving and repetition are at the core of learning and development. 

These natural learning strategies should be respected. 

° Play is one of the key contexts for children’s early learning and development. Adults need to 

plan for play and the specific interactions required to appropriately scaffold children’s learning. 

* Children need time to be children: they need to be provided with the appropriate learning 

opportunities with the time to experience and enjoy those opportunities, to do nothing, stand 

and watch. 

* The close ties between child and family and community must be appreciated and supported. 

® In order for children’s holistic learning and development to be encouraged, excellent working 

conditions, remuneration, and professional education, training and development of practitioners 

must be ensured. 

* The provision of quality early childhood education and care should not be based simply on an 

economic argument (the later in life we attempt to repair earlier shortcomings, the more costly 

the remediation becomes; or, for every euro invested there is a saving to the exchequer later 

on). Neither should the provision of ECEC be based on a necessity for women (particularly) 

to participate in the workplace. The perspective underpinning Supporting Quality is that young 

children should have a right to quality ECEC. Quality early childhood programmes contribute 

to the well-being, belonging and identity of young children. They also contribute to educational 

equity and social integration to overcome intergenerational cycles of educational disadvantage 

(Bennett, 2006). 
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It cannot be emphasised enough that guidelines and standards alone 

cannot establish quality early childhood services. High-level political 

support providing adequate resources, effective management structures, 

clear objectives, qualified and experienced staff who have access to in- 

service training, and a broad-based relevant curriculum are but some of 

the factors which contribute to quality. 

  

Summary 
We have examined the dynamic nature of quality and the need to ensure professional practice 

and will now focus on the political, economic, legislative and regulatory context in which ECEC is 

placed in Ireland 
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Part 4 Supporting Early Learning - 

Setting the Context 

The term used to describe the early learning 

experiences offered to children in ECEC 

settings is curriculum. It has Latin origins 

leading to its meaning of ‘a course to be run’. 

As articulated by the Centre for Early Childhood 

Development and Education (CECDE, 2007, 

p.56) “it is the course which they [practitioners] 

run everyday as they encourage and support 

the holistic development... of each child”. 

Curriculum in early childhood has a broader 

meaning than that of prescribed, subject based 

content associated with primary and secondary 

schooling. It is the complete programme of 

activities offered to the children. It is, in effect, 

the totality of the policies and practices that 

are established, the relationships between all 

using the service, the experiences provided, 

the resources, the physical environment, the 

teaching and learning styles employed, and 

the systems of assessment and evaluation. As 

defined by the National Council for Curriculum 

and Assessment (NCCA), curriculum “...refers 

to all learning experiences, whether formal 

or informal, planned or unplanned, which 

contribute to a child’s development” (NCCA, 

2004: 2).  
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A question thus arises for practitioners in Ireland regarding what is mandated by our legislation 

for children from birth to six and how practitioners are to best support the learning and 

development of the children in their care. Furthermore, it is important for adults working with this 

age group to recognise the underlying developmental characteristics of young children in order to 

know how children's learning is progressing and to plan for their learning (see Part 5 Assessing 

and Planning for Early Learning for practical examples). 

  

..It is important for adults working with this age group to recognise the 

underlying developmental characteristics of young children in order to 

know how children’s learning is progressing and to plan for their learning. 

  

Part 4 sets the context for early learning by providing an overview of pedagogy and what 

research tells us constitutes effective pedagogy and hence effective pratitioners. An outline of 

key educational and theoretical influences on curricula is offered along with some models of 

early education. The Irish situation is discussed regarding the emerging Framework for Early 

Learning as well as relevant elements of the Regulations 2006. The temperamental traits 

and developmental characteristics of children from birth to six are explored. Finally, there is a 

summary and links to Siolta (CECDE, 2006a) and the emerging Framework for Early Learning 

(NCCA, forthcoming). The contents of Part 4 Supporting Early Learning — Setting the Context, 

Part 5 Assessment and Planning for Early Learning and Part 6 Supporting Early Learning 

— Strategies are interconnected. 

4.1 What is pedagogy? 

Pedagogy is distinct but complimentary to curriculum. Pedagogy is any activity consciously 

designed by one individual to contribute to learning in another (Watkins and Mortimore, 1999). It 

is considered to be the “practice or the art, science, craft of teaching; therefore to be a pedagogue 

is to be a teacher” (Siraj-Blatchford, 2004, p. 137). It refers to the instructional techniques 

and strategies that enable learning to take place and the interactive process between teacher/ 

practitioner and learner. The concept of pedagogy and early childhood that has evolved in those 

countries who inherited a social pedagogy tradition (Nordic and Central European countries) 

broadens that definition. As reported in Starting Strong II (OECD, 2006), the pedagogue 

addresses whole children. “This is not the child only of emotions — the psycho-therapeutical 

approach; nor only of the body — the medical or health approach; nor only of the mind — the 

traditional teaching approach” (OECD, 2006, p. 59). For the pedagogue, these are inter- 

connected elements of each child's life, not compartments needing to be addressed separately. 

But this is not simply a philosophical ideal. Bowman, Donavan and Burns (2001, p.58) 

provide research evidence that early childhood programmes “must attend to cognitive, social 

and emotional development simultaneously” in order to have a positive impact on children's 

learning and development. Furthermore, the responsiveness of practitioners to the individual 

characteristics and developmental stage of children is critical to enhancing children’s future 

development (Bowman et a/., 2001). Children will be free to learn if they are anchored by 

the emotional support, respect and acceptance of a nurturing practitioner (see also Part 4.2.8 

on attachment and Part 6.1 Creating a supportive interpersonal relationship). Pedagogy also 

involves reflection on the part of the practitioner (Moyles, et al., 2002). The ‘thinking practitioner’ 

is engaged in evaluating and articulating their practice while striving to develop effective 
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pedagogical practice. Such practitioners have positive dispositions to learning; continually 

challenging and extending themselves professionally (Moyles et ai., 2002). 

  

  

  

4.1.1 What we know about effective pedagogy and effective 

practitioners 

A significant research project Researching Effective Pedagogy in the Early Years (REPEY 

see also the /ntroduction and Part 6) was developed in the UK “to identify the most effective 

pedagogical strategies... to support the development of young children’s skills, knowledge and 

attitudes” (Siraj-Blatchford et a/., 2002: p.10). The study is based on research on three- and 

four-year-old children in early childhood care and education settings for which robust child 

developmental outcome data on more than 3,000 children from 141 settings was obtained. 

The data was provided by the five-year longitudinal Effective Provision for Pre-school Education 

(EPPE) Project. Funded by the Department for Education and Skills (DfES) in the UK, EPPE 

began in 1996 with the aim of investigating which types of provision, including homes and 

different types of ECEC, are most effective in promoting children’s progress and development. 

Having controlled for child factors and family background characteristics, the study demonstrated 

conclusively that while home, parent and child characteristics are significant predictors of 

attainment in school, this was not sufficient to explain the clear attainment gap between children 

who had attended ECEC services compared with those who had not. This suggests that early 

childhood experiences in the years before attending school can help reduce the inequality in 

cognitive development associated with children living in poverty particularly regarding language 

enrichment, early number concepts and pre-reading skills. 

In defining what is effective pedagogy, Siraj-Blatchford (2004) suggests that it occurs when, 

in day to day interactions, practitioners draw on a repertoire of strategies: from the provision of 

instructive environments for play and exploration, modelling, demonstration and direct instruction 

among other strategies (see Part 6 Supporting Early Learning — Strategies). A distinction 

between pedagogical framing (‘behind the scenes’ work’: planning for play, providing a routine 

and resources) on behalf of adults and pedagogical interactions (precise behaviours in face 

to face encounters [again see Part 6 ]) was made. It is acknowledged that both are required 

to effectively enhance children’s learning (Siraj-Blatchford et al., 2002). The key findings of 

REPEY were that the most effective settings (in terms of social, intellectual and dispositional 

outcomes for children) were characterised by: 

1. Staff knowledge-and understanding of the curriculum, curriculum differentiation, i.e. matching 

  

provision.to the individual and idiosyncratic needs of children; and providing appropriate: 

cognitive challenge were fundamental to effective learning (see this Part, Part.5-and:also 

Part 6): Knowledge of the curriculum content linked to strategies for promoting learning in 

»that content area is a vital component of pedagogy and it is just as important in the early _ 

years as at any later stage of education. These cognitive outcomes appeared to be directly 

related to the quantity and quality of the practitioner planned and initiated focused group work 

for supporting children's learning. 

NX 7     
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2. Knowledge of how young children learn, which is mainly through play. The most effective 

pedagogy consisted of both ‘teaching’ and providing freely chosen yet potentially instructive 
play activities. Positive modelling, intellectual challenge, open-ended questioning and extending 
children’s thinking in play episodes were also in evidence (see Part 6.5 and 6.9). 

3. Adult’s skill in supporting children in resolving conflicts through supporting children to be 

assertive while simultaneously using conflict resolution strategies led to better socialisation for 

children (see Part 6.10 Enabling collaborative behaviour). 

4. Helping parents to support children’s learning in the home through sharing child-related 

information between parents and staff, and involving parents in decision making about their 

child’s learning programme (see Part 8.1 Participation of families). 

5. The quality of adult-child verbal interactions through ‘sustained shared thinking’ (see Part 

6.5.3 for more detail) where adults and children engage in a prolonged conversation on a 

shared topic. Periods of ‘sustained shared thinking’ were considered to be essential for the 

most effective early years practice.   
NS / 

Other findings included: 

° An equal emphasis on social and cognitive development, where both are seen as 

complementary. 

* A strong educational focus with qualified practitioners working alongside and supporting less 

qualified staff. 

* Strength of leadership combined with long-serving staff. 

° A balance of practitioner initiated group work and learning through child initiated play activities. 

* Skilled diagnostic assessment of children's learning, and consequent strategic planning for a 

wide range of curriculum experiences. 

° Formative feedback to children during their activities and regular discussion with parents on 

children’s progress (Sylva et a/., 2005, Siraj-Blatchford et al., 2007). 

  

Early childhood experiences in the years before attending school can 
help reduce the inequality in cognitive development associated with 
children living in poverty particularly regarding language enrichment, 
early number concepts and pre-reading skills. 

  

Eifective praclitioners 

The REPEY study (Siraj-Blatchford et a/., 2002) was based on children’s outcome data to 

determine effective centres and thus effective pedagogical practices. A second research project 

from the UK was the Study of Pedagogical Effectiveness in Early Learning (SPEEL) (Moyles et 
al., 2002). SPEEL relied on the professional judgement of recognised effective practitioners 

in 27 ECEC settings to identify the components of effective pedagogy which were embedded 

within the practices and thinking of those adults. 

Based on their analysis, Moyles et a/. (2002) identified 129 key statements which they explicitly 

refer to as core competencies in an effective practitioner's role and which comprise their Framework 
for Effective Pedagogy in the Early Years. These statements are categorised under three key areas: 

* Principles 

° Practice 

° A professional dimension 
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Moyles et al. (2002, p.5) recognise effective early childhood practitioners as “those who 

possess particular professional qualities, thinking and knowledge which they bring to their role”. 

The role is seen as dynamic with professional qualities described as the skills and attributes that 

the practitioner brings as well as those skills which are developed as part of ongoing professional 

development within the role (see also Book 1 Policy and Governance, Part 3.10 Staff role). 

But what knowledge and attributes are required? In the US, Bowman at al. (2001) and the 

Committee on Early Childhood Pedagogy, proposed recommendations to promote quality 

ECEC. This was to be achieved through substantial government investment in the professional 

development of those who work with young children. They suggest that training programmes 

should support mastery of ECEC pedagogy. This includes much of what has been outlined above 

as the characteristics of effective ECEC settings such as knowledge (and understanding) of: 

* Teaching and learning and child development (in particular the development of children’s 

thinking, social and affective behaviour, and language) and their integration into practice. 

° How to provide conceptual, rich experiences to promote learning and development ina 

particular content area (early science) as well as developmental areas (e.g. language through 

enhancing vocabulary, cognition through developing thinking skills). 

° Effective teaching strategies including pedagogical framing and interventions (as above). 

° Assessment (observation, interview methods) to inform the curriculum content and pedagogical 

approach. 

® Methods of collaboration with parents/carers. 

Furthermore, the ability to work with other professionals, the appreciation of a parent's role and 

the requirement for accountability were recommended to develop the education and training of 

ECEC professionals. Finally it was advocated that during training, students should experience 

supervised relevant practice (or internship preparation) in working in a quality ECEC setting with 

ongoing feedback and guidance from qualified supervisors (Bowman at al., 2001). 

It should be noted that both the REPEY and SPEEL projects above were based in the UK where 

a clear commitment to reducing poverty through the provision of quality ECEC is demonstrated 

(Anning et a/., 2004). In addition, a national mandated early childhood curriculum was developed 

there (Department for Education and Employment DfEE]/Qualifications and Curriculum Authority 

[QCA], 2000) for children from three to five years with early learning goals in six areas and use 

of curriculum guidance as a support (DfEE/QCA, 2000). Likewise in the US there are national 

guidelines for the curriculum. We will return to this later on in this chapter (Part 4.3) and consider 

the Irish situation (Part 4.4 and Part 4.5). For now we will turn to some of the key influences on 

the development of curricula. 

4.2 Influences on curricula 
Three pioneers in early childhood care and education who significantly influenced mainstream 

early childhood education in Europe and North America were Friedrich Wilhelm Froebel (1782— 

1852), Rudolph Steiner (1861-1925) and Maria Montessori (1870-1952). All were skilled 

practitioners as well as being educational theorists. All were concerned with respect for individual 

needs, world citizenship, poverty and the concept of community. The ideas of the philosopher and 

educationalist Dewey (1859-1952) and psychologists Piaget (1896-1950) and Vygotsky 

(1896-1934) have also been highly influential. 

At the interface between psychology and sociology, more recent theory sees historical, social and 

cultural processes as being of most significance in children's learning and development. Before 
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we discuss the main theorists, it is important to pause and say a few words about learning and 
development. 

  

At the interface between psychology and sociology, more recent 
theory sees historical, social and cultural processes as being of most 
significance in children’s learning and development. 

  

4bout learning and development 

Development and learning are defined in the Background Paper to Children’s Early Learning and 
Development, which underpins our emerging Framework for Early Learning (French, 2007): 
“Development is the process by which a person changes and grows over time, influenced by 
both experiences and physiological changes. It has two dimensions — normative (following a 
prescribed pattern) and dynamic (depending on time and experience)” Learning is defined 
as “a complex, dynamic and interactive process whereby knowledge is created through the 
transformation of experience” (French, 2007, pp. 5/6). As explained above, current theoretical 
thinking emphasises the importance of social and cultural processes (Rogoff, 1990; Bruner, 

1996). From this perspective, in the Background paper and this edition of Supporting Quality, 

the separate and distinct processes of learning and development are seen as inextricably 

intertwined and are “embedded in the context of social relationships” (Rogoff, 1990, p. 8). 
Learning and development are therefore used interchangeably. 

The main ideas of six theorists are now briefly presented in order of their birth. 

4.2.1 Friedrich Wilhelm Froebel (1782-1852) and the kindergarten 
movement 

Froebel, the German educationalist, is known as the originator of the ‘kindergarten’ (child's 
garden) system. This system of education represents freedom, growth and a balance between 
nurture, nature and spirituality. In his educational approach he combined indoors and outdoors, 
the cultural and the natural. 

* Froebel recognised that children have inborn knowledge and skills and potential and are 
innately creative and unique beings. 

* He had a holistic view of each child's development which recognises children as active, feeling 
and thinking human beings, seeing patterns and making connections with their own lives. 
All faculties and abilities of each child are to be encouraged: imaginative, creative, linguistic, 

mathematical, musical, aesthetic, scientific, physical, social, moral, cultural and spiritual. 

° He recognised the integrity of childhood in its own right (as opposed to a preparation for 
adulthood). 

° Froebel sought to encourage the creation of educational environments that involved 

practical work, and the direct use of materials. Through engaging with the world in first-hand 

experiences, understanding unfolds. 

* He emphasised play and the use of a carefully sequenced set of manipulative (play) 
materials. These are geometric building blocks and pattern activity blocks such as shaped 
wooden bricks and balls (gifts). Gifts are complimented equally by occupations (activities) 
designed to promote children’s manual dexterity, e.g. paper folding, weaving and sewing, and 
recommended activities which have sense, purpose and meaning for the child, and involve Joy, 
wonder, concentration and satisfaction. 
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© He promoted that development of children's independence and sense of mastery should build 

on what children are good at. However, he recognised that children are part of a community 

in their natural world. He therefore promoted interdependence as well as independence, 

community as well as individuality and responsibility as well as freedom and that parents and 

practitioners should work in harmony and partnership. 

° There is a focus on adult-child dialogue strategies of coaching, prompting, giving suggestions, 

asking questions, modelling and deductive (reasoning) lessons with advanced thinkers. 

° Finally there was an awareness that skilled and informed observation of children underpins 

effective teaching and learning. 

(Wood and Attfield, 2005; wwwroebelweb.org; French, 2007) 

  

  

  

4.2.2 John Dewey (1859-1952) and progressive education 

Many of the ideas above are reflected in the work of the American philosopher and educationalist 

John Dewey, Professor of Philosophy in the University of Chicago and later the University 

of Columbia in New York. Children in the short lived university laboratory school in Chicago 

played with independence and freedom in a curriculum designed to meet the real circumstances 

children faced as members of their community. 

° A major goal of Dewey and one of his most enduring contributions to education was nurturing 

democracy in the classroom. Dewey viewed children as innately social beings and the builders 

of a new social order — a democratic society. 

° Dewey was more focused on learning/education than on development. In his view, learning is a 

reciprocal and collaborative process between adult and child. 

This involved a shift from adult directed to co-operative learning between adult and child. Adult 

observes, documents, builds on children's interests and plans a purposeful curriculum and 

makes sense of the world for children. 

Dewey (1959, p. 27, cited in Rankin, 1997) viewed learning as “a continuing reconstruction of 

experience” and progressive education as a process of “continual reorganizing, reconstructing, 

transforming” (Dewey, 1966, p. 50, cited in Rankin, 1997). Thus, Dewey sees education as 

being active and constructive. This kind of education is socially directed through “a joint activity” 

within which people consciously refer to each other's use of tools, ideas, materials, capacities, 

and how they apply ideas (Rankin, 1997). 

The curriculum, designed to meet real life challenges, integrated subject areas and required 

coordination of socio-emotional, psychomotor, and cognitive responses from children. 

© Activities were provided to promote social problem solving processes such as joint adult-child 

or child-child efforts at making lunch or lengthy projects e.g. representations of a local park. 

Local circumstances children faced as members of a community living in the modern world 

were used as curriculum material. 

Dewey valued uncertainty and the unknown. During project work, the benefits were not 

being sure “exactly how things will turn out or where they will go" (Rankin, 1997, p.74). True 

collaborative exploration takes place where all participants influence the direction, timing, and 

outcome of the investigation. Children should therefore have moderately novel experiences to 

enhance their deductive reasoning. 

° Children were allowed to investigate and reflect on their experiences through social interactions 

in a well-planned social and physical environment. 
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° A final influencing principle of Dewey's refers to the teacher/practitioner as not only a teacher/ 
practitioner and the student as not only a learner. Dewey (1966) proposed that learning is a 

reciprocal and collaborative process between both. 

(Dewey, 1966; Rankin, 1997: McDermot, 1981; Williams, 1999; Krogh and Slentz, 2001; 

French, 2007) 

  

True collaborative exploration takes place where all participants influence 
the direction, timing, and outcome of the investigation. Children should 
therefore have moderately novel experiences to enhance their deductive 
reasoning. 

  

4.2.3 Rudolph Steiner (1861-1925) and Waldorf Schooling 
Steiner was an Austrian thinker who developed a philosophy called Anthroposophy. This 
philosophy rejected Judeo-Christian theology in favour of the mystical, spiritual insights of human 
beings. He was asked by the managing director of the Waldorf-Astoria cigarette factory in 

Stuttgart, Germany, Emil Molt, to develop an educational programme based on this philosophy. 

Also influenced by Froebel, Steiner emphasised that the spiritual, intellectual and physical human 

being were the responsibility and concern of education. 

° The Steiner Waldorf approach to education holds the rhythm of the earth, nature and cycles 
of life at its core. This focus on mind, body and spirit also suggests a holistic and integrated 
education. 

Respect for childhood, rhythm, repetition, security, continuity and shared understandings 
characterise the Steiner approach. Children are given the gift of active patience, by the adult, in 

order to have time to be children. 

Steiner believed that children go through stages (Will, Heart and Head). As children learn 
through their senses, in early childhood, it is the physical being that dominates. Children who 

are offered a creative and balanced curriculum will develop into a creative and flexible people. 

@ The adult's role is to help children learn to do things to their best ability. Children learn through 
imitation. 

The design of the environment concerns warm colours, soft materials and rounded corners and 
is without plastic toys. Outdoors, the equipment is minimal, but logs and trunks are plentiful to 

encourage children’s use of own imagination. 

e Children are not given instructional materials and are not introduced to reading or numerical 

skills. Instead a routine of singing and opportunities for movement through circle games is 

provided and children are guided, sometimes with a story, to play where full expression of their 

imagination is encouraged. 

° Experiences of the arts and sciences are offered as well as processes of thinking, feeling and 

willing. Steiner believed that nimble fingers create nimble minds; activities such as weaving are 
provided. Open-ended activities (paintings) are favoured rather than limited options (colouring 

in sheets). Children play individually and in groups. 

Wooden blocks and simple natural materials are provided. Sewing materials and a workbench 
with child-sized but working tools are available. The equipment is versatile; the storage 

containers can be used in a multitude of ways to stimulate children’s imagination. 
(Oldfield, 2001; Clouder and Rawson, 2003; McNaughton and Williams, 2004; French, 2007) 
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Children are given the gift of active patience, by the adult, in order to 

have time to be children. 
  

4.2.4 Maria Montessori (1870-1952) and the Children’s House 

Maria Montessori was the first woman medical doctor in Italy. She developed her educational 

approach when working with children with intellectual disabilities. She believed that children have 

‘absorbent minds’, sensitivity to order and hunger for knowledge of their real world. She aimed to 

improve children’s daily practical living and intellectual potential. The school that she established 

was called Casa dei Bambini (the Children's House). 

° Montessori believed that learning occurs as a continuum between refinement of the senses and 

broadening of intellectual/ emotional /social functioning. 

e From birth children are self-motivated learners who have moments in their development when 

they are best able to learn some concepts more easily than others (sensitive periods). 

° She placed emphasis on encouraging children's independence and problem-solving skills, 

developing children's concentration skills, encouraging children to have dignity and to respect 

themselves and others, and helping children to become responsible group members through 

work experiences in the classroom. 

° Children learn best through active involvement in their physical and sensory environment 

because, in Montessori’s view, sensory learning is fundamental to all other learning. 

© Montessori believed that children self-educate if the environment is appropriately prepared. 

Appropriately trained staff position equipment and materials. The materials, developed by 

Montessori, are multi-sensory with graduated difficulty and are self correcting. 

© The child's self-paced, self-directed learning is also supported by scheduling large blocks of 

uninterrupted time for the children to explore the learning materials and exercises at their own pace. 

© There is an emphasis on indirect, non-verbal teaching techniques such as modelling and 

redirecting. Modelling is provided when children need assistance with a skill or new piece 

of equipment. The practitioners model the skills to be acquired using prescribed exercises. 

Redirection is provided when children are behaving inappropriately. 

° Verbal interaction between practitioners and children is kept to a minimum. However, 

intervention is likely when children make errors in their understandings of mathematical 

concepts and when they use incorrect language. 

° Observation is important. Montessori believed that teachers should spend the balance of their time 

on observing children rather than teaching them. This is in order to direct their physiological and 

psychological development. As a result she changed the title of ‘teacher’ to that of ‘directress’. 

° Montessori did not hold fantasy play in high regard, nor did she emphasise free-play as much 

as Froebel, Steiner and Dewey. 

(McNaughton and Williams, 2004, Wood and Attfield, 2005; French, 2007) 

4.2.5 Jean Piaget (1896-1980) and the child’s construction of 

knowledge 

The Swiss psychologist Jean Piaget studied the evolution of knowledge in children through 

detailed observation. This was a way of integrating two of his enduring interests: biology and 

epistemology. Piaget and Inhelder (1 969) concluded that the essential nature of human beings 

was their power to construct knowledge through adaptation to the environment. 

¢ Piaget believed that intellectual development is not simply an accumulation of facts or skills, but 

is rather a progression through a series of qualitatively distinct but uniform stages of graduating 

intellectual development — 
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- sensorimotor: from birth to approximately two years 

~ preoperational: from approximately two years to approximately six years 
~ concrete operational: from approximately seven years to approximately eleven years 

~ formal operational stage: from approximately twelve years on 

Williams (1999) described how sensorimotor play generally revolves around practicing 
physical skills acquired through use of the five senses. However, it can also be used as 
a medium for establishing social relationships. According to Piaget (1962), during the 
preoperational period play might be used symbolically or constructively to solidify physical 
knowledge of one's surroundings, to practice solving problems in the adult world, or to create a 
microsociety in which to try out new capabilities or to refine social interactions. 
Piaget's notion of stages is important for the sociology of children because it reminds us that 
children perceive and organise their worlds in ways qualitatively different from adults (Corsaro, 
1997). 
Learning is neither intrinsic (coming from child) or extrinsic (imposed by the environment) but 
through child's interactions with the environment. 

Achieving equilibrium (or balance) is the central force that propels the child through the stages 
of cognitive development. Piaget (1968, p. 101) conceives equilibrium as the “compensation 
resulting from the activities of the subject in response to external intrusions”. These can be 
experiences, e.g. splashing in a puddle, or ideas, e.g. listening to a story. Krogh and Slentz 
(2001) describe that equilibration is fundamental to learning and refers to the child's continual 
process of cognitive self-correction, whose goal is a better sense of equilibrium. 
From birth, children engage in the reciprocal acts of “assimilation” and “accommodation” in 
order to form, extend and expand the structures of their minds. In assimilation, children match 

information, concepts, and skills arising from interaction with the environment and with previously 
formed mental structures. Accommodation, on the other hand, requires that the structures be 
modified in order to make sense of the new information or concepis, or to represent new skills, 

These complementary processes are fuelled by children's direct activity through play. 
° Piaget believed that children are biologically pre-programmed to pass through the stages of 

development; therefore practitioners must provide developmentally appropriate materials as 
development leads learning. 

(Piaget, 1962; Piaget, 1968, Piaget and Inhelder, 1969, Corsaro, 1 997; William, 1999; 

Krogh and Slentz, 2001) 

  

Learning is neither intrinsic (coming from child) or extrinsic (imposed by 
the environment) but through child’s interactions with the environment, 

  

4.2.6 Vygotsky (1896-1934) and the socio-cultural view of human 
development 
Like Piaget, the Russian psychologist Vygotsky stressed children’s active role in their own 
development. It should be noted that Vygotsky died too young to develop his theories so it has 
been left to others to translate and develop them. Even so, Vygotsky's work has contributed 
significantly to early childhood education. Vygotsky offered a different constructivist approach to 
human development than that of Piaget. Although both theorists viewed development as resulting 
from the child’s activities, Vygotsky made no nativistic assumption similar to Piaget's notion of 
equilibrium to account for the motivating factor that generates the child's activities. He believed 
that children's development is a/ways the result of their collective actions and that these actions 
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take place and are located in the historical and cultural context and activities of the society 

(Vygotsky, 1978). 

* Vygotsky saw practical activities developing from the child's attempts to deal with everyday 

problems. Furthermore, in dealing with these problems, the child always develops strategies 

collectively — that is, in interaction with others. According to Vygotsky (1978, p. 57), 

“every function in the child's development appears twice: first on the social level, and later 

on the individual level; first, between people (interpsychological) and then inside the child 

(intrapsychological)”. We first develop and use such skills at the interpersonal level before 

internalising them at the individual level. For example, if we take the cultural practice of washing 

hands before meals, children may do this automatically, it is only later they understand the 

health and hygiene implications. 

Crucial to this process of the individual's internalisation or appropriation of culture is language, 

which both deciphers culture and is a tool for participating in culture. According to Vygotsky, human 

activity is inherently mediational in that it is carried out through language and other cultural tools 

(Vygotsky, 1978). Cultural tools include those used for eating, signs and symbols, numbers and 

letters/characters particular to a culture. However, in Vygotsky's view language has a particular 

significance. The language acquired becomes the young child’s internal thinking process. Therefore 

the language that practitioners use is significant to children’s learning and development. 

A significant proportion of children's everyday activities take place in what Vygotsky (1978, p. 86) 

calls the zone of proximal development (ZPD). This optimal condition for learning is “the distance 

between the actual developmental level as determined by independent problem solving and the 

level of potential development as determined through problem solving under adult guidance or in 

collaboration with more capable peers”. Wood et al. (1976) stressed the importance of the role of 

the adult (and capable peers) and identified that the key challenge for practitioners then becomes 

one of defining the limits of the zone matching or tuning the adult support or of scaffolding the 

learning to a point beyond the child’s current capabilities (see also Part 6.5.4 Scaffolding for more 

detail). Vygotsky believed, therefore, that learning leads development. 

4.2.7 Contemporary theorists 

Currently the field of ECEC has been challenged by a ‘theoretical sea change’ that has seen 

individualistic and universal developmental explanations for development and learning substituted 

by theories that emphasise the context in which the learning occurs and the “cultural and socially 

constructed nature of learning” (Anning, Cullen and Fleer, 2004, p.1). Bronfenbrenner's Ecological 

System’s Theory (1989) provides a framework which situates individual development in the context 

in which it occurs. Therefore, the child develops not in isolation but through relationships within the 

family, neighbourhood, community and society. Socio-cultural theory seeks to understand the social 

origins of mental functioning, meaning making and the use of cultural tools (such as language and 

symbols, see section above). Agency, voice, complex identities and social justice are considered 

to be critical. Socio-cultural theory also views learning as a work in progress, in context, and as a 

social activity without an endpoint; it does not focus on children's movement from immaturity to adult 

competence. The focus is on the child’s present (being) rather than its future (becoming). Some of 

the key developments in contemporary thinking are briefly presented below: 

® Children have ‘voice’; their opinions and ideas can be heard. It is important that they are 

involved in decision making. 

* Children have ‘agency’; an ability to direct their own lives/learning. This can be supported 

through choice. 

° Children arrive in ECEC settings with diverse understandings, experiences, dispositions that 

are valued by different social and cultural groups and which consequently need to be valued in 

the setting in a supportive social framework. 
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* Culture shapes the mind... mental activity is neither solo nor conducted unassisted. Awareness 
of children’s (and adults) culture is critical to learning and needs to be incorporated in activities 
and materials (Bruner, 1996). 

* Children develop at different rates and in different ways. There is less emphasis on stages, 
egocentrism, but greater emphasis on social interaction and the adult's role in promoting 
development and learning. 

* It is important that practitioners should provide many opportunities for children to increase their 
understanding about people and things through play. 

* Children's understandings and meaning-making are strengthened by dialogue. 
* Children are more capable and competent than previously assumed. Bruner believed that 

any subject can be taught effectively in an intellectually honest way to any child at any stage of 
development. 

* Children need time and space to produce work of quality and depth. 
* Learning and development occurs when children are regularly engaged in meaningful 
experiences over time with adults and other children. In order for children to produce 
new learning or ways of viewing the world, children’s interest and attention is required: 
encouragement and feedback given; the key points of a task explained so the child knows 
what's needed; and a demonstration offered from adult or peer of how it might be done. 

° Finally, relationships with other people (both adults and children) are of central importance to a 
child's learning; adult participation aids learning. 

  

Children arrive in ECEC settings with diverse understandings, 
experiences, dispositions that are valued by different social and cultural 
groups and which consequently need to be valued in the setting in a 
supportive social framework. 

  

More information on the key concepts of these educators and the implications for practice 
(and others including Erikson, Bruner and other contemporary theorists) can be found in the 
appendices of the background paper for the emerging Framework for Early Learning (NCCA, 
forthcoming) on Children’s Early Learning and Development (see French, 2007, www.ncca.ie). 

4.2.8 The importance of attachment 

A consistent feature of contemporary early childhood curriculum models, such as those from 
New Zealand, Australia, the USA and Italy, is that learning is “channelled through complex 

reciprocal and responsive relationships” (Wood, 2004, p.20). The warmth of those relationships 
between practitioners and children provide the supportive social and emotional structure for 
children’s optimal learning and development. It is therefore important to discuss a further 
influence on curricula; the significance of children developing attachments within ECEC services. 

Attachment is understood to be a complex process and its theory is credited to Bowlby. “Attachment 
theory is a way of conceptualizing the propensity of human beings to make strong affectional 

bonds to particular others and of explaining the many forms of emotional distress and personality 
disturbance, including anxiety, anger, depression, and emotional detachment, to which unwilling 
separation and loss give rise” (Bowlby, 1988, p.5). Attachment can be described as a sense of ‘felt 
security. Felt security provides a basis for the development of a secure attachment between infant 
and primary caregiver, which in turn develops the sense of an autonomous self (Martin, Snow and 
Sullivan, 2008). Some important things to take note of regarding attachment are: 
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* Forming an attachment takes time. 

® Parent-child bonds form at different rates for different parent-child pairs. 

® Clear-cut attachment is generally evident by the time the child is three years old. 

* Attachment is primarily a social behaviour. 

® Formation of attachment has fittle to do with food. Rather it has to do with how a child and 

parent interact and relate with each other in all their times together — during feeding, bathing, 

nappy changing, dressing, going to sleep, waking up, exploring, and playing. 

° A child's attachment is generally directed towards their parent (or a parent figure) and lasts a 

lifetime. 

® Through the attachment process, the child constructs an internal working model of how human 

relationships work. This model serves as the child's guide to future relationships (French and 

Murphy, 2005, p. 48). 
® It is suggested that if the internal working model is insecure then that will lead to insecure 

attachment later on and the inability of the child to create a secure sense of self with others 

(Martin et a/., 2008). 

It is worth stating a word of caution here. Through illness, adoption, emigration or other events, 

sadly many children and their parents experience short or long term separation. Many of those 

children thrive emotionally and maintain and develop secure attachments into adulthood. 

Bowman et al. (2001) reported that Bowlby's attachment theory has been expanded by Pianta 

(1994) and Howes (1999) to include ‘attachment networks’. This shifts the earlier focus from 

parent-infant attachment to early childhood practitioners and suggests that the quality of that 

attachment needs to be replicated in ECEC settings. From children’s perspective, practitioners 

in ECEC services provide emotional and physical care and are a constant in their lives. A 

consistent research finding in early childhood literature is that an emotionally positive and warm 

relationship between the adult and child in learning situations contributes to productive behaviour 

in children (Bowman et al., 2001). If children feel secure with the practitioner, he or she can 

be used as a support and a resource for exploiting the learning and development opportunities 

of their environment. This suggests the importance of developing attachment and mutually 

reciprocal relationships between adults and young children (Bowman et a/., 2001). Tone of 

voice, responsiveness, emotional and physical presence, key worker systems, interaction styles, 

sharing control and enabling collaborative behaviour are all strategies to support the development 

of attachment (for all these strategies see Part 6.1 Creating a supportive interpersonal 

relationship; Part 6.2 Supporting children’s well-being, belonging, identity and diversity; Part 6.3 

Supporting children’s transitions; and Part 6.10 Enabling collaborative behaviour). 

  

A consistent research finding in early childhood literature is that an 

emotionally positive and warm relationship between the adult and child 

in learning situations contributes to productive behaviour in children 

(Bowman et a/., 2001). 

  

4.3 Overview of pedagogical approaches to early childhood 

education 
The REPEY study identified three main approaches to early education: 

* A programmed, practitioner-directed, learning approach. 

® An open framework approach where children have free access to an instructive learning 
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environments in which adults support children’s learning. Such an approach offers guidelines 

but the content generally derives from children’s own interests and the kinds of activities 

appropriate to the context of their development. 

®* A child-centred approach where the adults’ aim is to provide a stimulating yet open-ended 

environment for children to play within (Siraj-Blatchford, et a/., 2002). 

They argue that “effective pedagogy in the early years involves a balance of the first two approaches, 

both the kind of interaction traditionally associated with the term ‘teaching, and also the provision of 

instructive learning environments and routines” (Siraj-Blatchford, et a/,, 2002, p.12). 

There are many comprehensive and documented models or educational approaches to promote 

learning and development in the early years. The advantages of adopting an approach are that it 

gives practitioners a shared framework for practice and aids communication within staff teams and 

families. We will now focus on two relatively recent approaches to early learning: Reggio Emilia 

and High/Scope. We will also consider some national curricula; gain an overview of the two broad 

pedagogical traditions which have emerged, ending with some lessons for curricula of the future. 

4.3.1 Reggio Emilia 

Reggio Emilia, a small town in Northern Italy is home to a remarkable set of schools which 

have evolved over the last 40 years. The Reggio experience has been produced within a very 

particular political economic and social context. Putnam (1993) provides some insights on the 

strong values of democracy, spirit of participation and social solidarity that permeates Reggio’s 

work and the importance attached to relationships and dialogue. The Emilia Romagna area is by 

far the most successful in Italy, both politically and economically and has deep reserves of social 

capital produced by trust, mutuality, cooperation and other values. 

Loris Malaguzzi was the inspirational guide of Reggio. Malaguzzi dedicated his life to the 

establishment of an educational community combining a group of practitioners of various 

specialisations with parents, community members and children. The principal educational vehicle 

involves young children in long-term engrossing projects, which are carried out in carefully planned 

environments. The environment is considered the third educator. Abbot and Nutbrown (2001, p. 2) 

describe how a “tetrahedron with the mirrored interior is often to be found there.... Mirrors proliferate 

in all the centres in keeping with the central philosophy of seeing oneself and of constructing one’s 

own identity.’ A second distinctive feature of Reggio schools is the well stocked atelier (art studio). 

Reggio Emilia’s idea of schooling for a multiple intelligences approach calls for the integration of the 

graphic arts as tools for cognitive, linguistic, and social development. The schools are light as a result 

of the large glass windows from floor to ceiling and the light white walls. Colour in the pre-schools is 

usually provided by the children's work hanging from walls and ceilings. 

  

The principal educational vehicle involves young children in long- 

term engrossing projects, which are carried out in carefully planned 

environments. 
  

These democratically run centres offer full day provision to all children up to the age of six (from 

all sectors of the community and children with disabilities or special rights). Abbot and Nutbrown 

(2001) identified that the educators of Reggio Emilia are an educatore and ateliarista (artist). 

The education of the children is continuously explored and developed by these practitioners who 
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see children's competence in a variety of forms of symbolic representation (sculpting, drawing, 

using shadows and light boxes) as a critical feature of early childhood education. 

Children secure meaning from their experiences through their representations and through 

their reflection on their successive redrafting of the same subject matter. Infinite care is taken 

with respect to every aspect of existence, whether it is the decision to constitute groups of two 

as compared with three children, the choice of brush or colour, or the receptivity to surprises 

and to surprise. In the Reggio Emilia approach, Abbot and Nutbrown (2001) describe how 

time to discuss children and their projects is an integral element of the professional role and 

development of all who work with children. Children have extended periods of time to discuss 

ideas, develop their cooperative projects, research ways of doing things, try things out and revisit 

drawings and comments previously made. Reggio's practice of revisiting — or reproposing 

— children’s language and drawings to them over time, allow children to reflect and transform 

their words and images should they so wish (Parker, 2001). 

The Reggio approach is not just about practice; it is underpinned by a philosophy which still 

continues to grow and develop. Its early foundations were rooted in well-known sources, 

among them: Maria Montessori's teaching, the British nursery/infant tradition, Piaget's insights 

into children’s construction of knowledge, and Vygotsky’s principles about adult and group 

engagement in children’s learning. As outlined by Abbot and Nutbrown (2001), the curriculum in 

Reggio Emilia is not established in advance, but emerges totally through the interests of children. 

Similar to High/Scope, topics for study are captured from the talk of children, through community 

or family events, as well as the known interests of children (puddles, shadow, dinosaurs), 

however, they are pursued in depth through projects. Collaborative group work, both large and 

small, is considered valuable and necessary to advance cognitive development. Children are 

encouraged to dialogue, critique, compare, negotiate, hypothesise, and problem solve through 

group work. 

Since the curriculum in Reggio Emilia is not established in advance, neither is it available for 

export or replication. Practitioners learn how to plan for possibilities, hypothesise directions 

for projects, express general goals, and plan ways to provoke and sustain children’s interest. 

Practitioners recognise that it is important to study the ideas expressed in children’s words, 

drawings, and play. They know that this will help them to learn how to scaffold further learning. 

Practitioners document rather than assess children’s work (see also Part 5.6). 

Kaiz (1998, pp. 27-44) pondered in particular what we can learn from Reggio and suggests that: 

* Practitioners in Reggio act on assumptions that we often give lip service to: that children have 

an inherent desire to grow, to know, and to understand things around them. 

© Not having to take home work every day and deliberately revisiting (or reproposing), allows 

children to use their work for further discussion and learning and, therefore, they attend to it 

with great care. 

e Use of art media for abstract and imaginative expression occurs as well as observational and 

realistic representation. The kind of work undertaken by the children in these projects provides 

rich content for practitioner-child relationships. 

* Many features of the adults’ behaviour convey to the children that all aspects of their work are 

taken seriously. 

© The detailed documentation and display of children's thought and work enhances their learning, 

the practitioner’ learning and the parents' involvement in their children's experiences in 

fundamental ways. 
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4.3.2 High/Scope 

The High/Scope curriculum, originally developed by David Weikart and colleagues in Ypsilanti 

(Michigan) for the Perry Pre-school Project, is based on Piaget's constructivist theory of child 

development, the work of John Dewey, where children are seen as active learners who plan, 

carry out, and reflect on their activities, and more recently Vygotsky, who believed children only 

learn in interaction with others and that individuals internalise their culture through language. 

Language development is therefore very significant (Epstein, 2007). In addition, the curriculum 

is based on the experiences of early childhood practitioners. The High/Scope environment is 

carefully planned and divided into distinctive work areas including a book area, a home area, 

a construction area, an art area among others (see Part 5.6 Assessment in practice; Part 6 

Supporting Early Learning ~ Strategies; Part 7 Child-centred Learning Environments for further 

learning areas and Part 8 Participation of Families and Community Engagement for more details 

on the High/Scope curriculum). The curriculum process includes a plan-do-review sequence 

within the daily routine as follows: 

  

Plan: children are free to choose which activities to do. This requires expressing their intentions. 

The child has to think, as opposed to receive; this also means the activity is always appropriate to 

the context of early development. 

Do: children carry out their plan, generating experiences. 

Review: children reflect on their experiences with their peers and adults. 

  

Wood and Atifield (2005) identified that this cycle is particularly empowering because children 

are supported to be interdependent and independent, self-directed problem solvers and learners. It 

also makes explicit processes in learning how to learn and thereby developing mastery. The skills 

for planning, doing and reviewing include children listening and speaking in a group; understanding 

how to plan and make decisions; learning how to implement a plan; asking for help from peers (and 

adults) and acting collaboratively. Processing information and communicating the purposes and 

meaning of an experience is integral to the plan-do-review cycle (Wood and Attfield, 2005). 

  

The skills for planning, doing and reviewing include children listening 

and speaking in a group; understanding how to plan and make 

decisions; learning how to implement a plan; asking for help from 

peers (and adults) and acting collaboratively. 

  

Adults guide children’s learning through small group time and large group time. The children 

assist with clean-up and have outside time. A set of key developmental indicators (see pages 

81-83) provides a conceptual framework for adults to plan activities, observe children, and 

assess effectiveness. Key developmental indicators help the teaching staff encourage and extend 

children’s self-chosen activities by providing learning experiences appropriate to the context 

of development. The adult role is to support, encourage, demonstrate and extend children’s 

learning, but never to dominate. 

The High/Scope curriculum continues to be evaluated (the most recent Scwheinhart et a/., 

2004), with the conclusion that adults born in poverty who attended a high-quality, active 
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learning pre-school programme at ages three and four, have half as many criminal arrest, higher 

earnings and property wealth, and greater commitment to marriage. Over participants’ lifetimes, 

the public exchequer is saving an estimated $17 for every dollar invested in early childhood 

services. It would appear that programmes where children initiate their own learning activities are 

superior to practitioner directed instruction. In fact, it is suggested that highly didactic practitioner 

directed curricula might have negative affects on children’s social and emotional development. 

4.3.3 National curricula in ECEC 
In the past decade some countries have adopted a national curriculum. It is important that adults 

working in early childhood services not only familiarise themselves with the theory and practice 

of different models of early childhood education, but also look at how other countries approach 

the growth of knowledge and understanding and how narrowly or holistically curriculum is viewed 

(Bruce, 1997). 
  

(s In Continental Europe, France has a national curriculum for children aged from three years 

with a mainly academic focus, Spain has a framework curriculum stressing active learning and 

Italy is without a national curriculum. 

® In the Anglo Saxon countries, Scotland has a curriculum framework. In the UK there's a 

‘Birth to Three Matters’ non-statutory framework and for children from three to compulsory 

school age (of five years) there’s a mandated Foundation Stage Curriculum with early learning 

goals. The goals are: 

- Personal, social and emotional development 

- Communications, language and literacy 

- Mathematical development 

- Knowledge and understanding of the world 

- Physical development 

~ Creative development 

In the Nordic countries, ECEC adopts a framework approach based on children’s 

participation, children's interests, significance of play and interaction with peers. Development, 

learning and care are seen as a whole. Sweden has goals/guidelines but is without a prescribed 

method or assessment. It concentrates instead on child observation, process versus product 

and play. Norway has suggestions for content, methods and outcomes. Content areas include: 

- Society, religion and ethics 

Aesthetic subjects 

Language, text and communication 

Nature environment and technology 

- Physical activity and health 

Finland has a framework for early childhood education and care (1-5 year olds). Pre-school 

education (6 year olds) must conform to national core curricula. 

¢ New Zealand has a curriculum framework called Te Whariki (a woven mat). This is unique as 

its development has allowed a consensus to form around acceptable practice. The curriculum 

has developed not as a prescription from experts but as an open-ended set of accepted 

principles from the bottom-up. The four broad principles which provide the framework for Te 

Whiriki are as follows: 

- Empowerment 

- Holistic Development 

- Family and Community   Relationships 
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These acknowledge the importance of context in development and the dynamism of learning. 

The five strands of the curriculum which lead to children's behaviours are: Belonging, Well- 

being, Exploration, Communication and Contribution. Learning is documented through learning 

narratives (see Part 5.6). The Irish emerging Framework for Early Learning draws from this 

thematic approach, as can be seen below (Part 4.4). 

4.3.4 Broad pedagogical traditions 

Examining the curricula in the countries named above it is clear that there are two broad pedagogical 

curriculum traditions. These have been identified in the 20 countries taking part in a review of ECEC 

Starting Strong ll (OECD, 2006). In English-speaking communities (US, UK) and France, a pre- 

primary or ‘readiness for school’ approach has been adopted, focusing on cognitive development 

and the acquisition of a range of skills, knowledge and dispositions which children should develop (as 

a result of their experiences in settings). Pedagogical method and content in both early and primary 

education are aligned, generally favouring academic and practitioner-centred approaches. 

in contrast, in countries that have inherited a ‘social pedagogy tradition’ (Nordic and Central 

European countries) the ‘kindergarten’ is seen as the foundation of lifelong learning and a broad 

preparation for life. Children are supported in their current interests and developmental tasks. 

This approach to children encompasses care, upbringing and education, without hierarchy, and is 

delivered by pedagogues. It is believed that kindergarten pedagogy should influence at least the 

early years of the primary school (OECD, 2006). 

Where curricula differ internationally is in relation to the space given to academic learning. In 

the pre-primary or ‘readiness for school' traditions, even though holistic development is broadly 

conceived, literacy and numeracy take the fore (OECD, 2006). For example, in the UK there 

is a prescribed ‘literacy hour’ combined with daily mathematical instruction. Countries favouring 

a social pedagogy tradition do not exclude literacy and numeracy experiences. However, 

knowledge acquisition is thought to be of lesser importance than holistic development and 

children's involvement in learning until children start formal education at approximately six years. 

The goals pursued in educational plans are not those privileged by ‘readiness for school’ subjects 

but respect the children and their families’ interests and society's interests with a focus on 

communication and democratic participation (OECD, 2006). 

There doesn’t have to be a dichotomy between the two traditions (readiness for school and the 

Nordic traditions). Both could be seen as being at opposite ends of the continuum; one with focused 

developmental goals and the other with broad developmental goais (OECD, 2006). In the REPEY 

Study it was the particular processes adopted by settings, which emphasised the development 

of literacy and numeracy, which resulted in the subsequent development of early reading and 

early maths skills (Siraj-Blatchford et al, 2002). The researchers found that the most effective 

practitioners provided the children with greater experience of language and mathematics activities 

with high intellectual challenges (see also specific learning areas for early literacy and maths in 

Part 7; see also Part 6.5 Interaction strategies to enhance children’s thinking; Part 6.6 Supporting 

children’s early literacy; and Part 6.7 Supporting the development of early mathematics). 

  

In the REPEY study it was the particular processes adopted by settings, 
which emphasised the development of literacy and numeracy, which 

resulted in the subsequent development of early reading and early maths 

skills (Siraj-Blatchford et al., , 2002). 
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Depth of knowledge is important to the practitioner if he or she is to respond flexibly to the child's 

interest: every area of the curriculum has a particular pattern, order, and set of relationships within it. 

According to Bartholomew and Bruce (1993), the three Cs of early childhood curriculum are: 

® The child: their background, the processes that are part of the child’s development; their 

language, play, symbolic life, spiritual, moral, physical, emotional and social development. 

© The context: the environment (indoors and outdoors) in which children develop and learn 

involves the people with whom the child interacts, the materials they encounter, and the places 

and events they experience. 

* The content: what is considered worthwhile for children to know about and understand 

is culturally defined. Some cultures emphasise performance according to practitioner-led 

activities and others value reflective, critical, imaginative and creative aspects. 

The three Cs must be balanced, with attention paid to all aspects. A good programme for 

young children is basically orderly but also flexible; it provides for variety in experience, levels 

of difficulty, and pacing. It is based on the principle that learning should be the result of actual 

experience, that play is a significant mode of learning and, above all, that the service should be a 

place of joy for both children and practitioners (Bartholomew and Bruce, 1999). 

Before looking at the emerging Irish Framework for Early Learning and in concluding this section 

on broad international pedagogical approaches some characteristics of professional practice are 

given. Laevers (2005) drew from the work of the European Early Childhood Education Research 

Association (EECERA) and an OECD (2004) symposium on professional practice in early 

childhood education. He analysed four highly regarded models of education: High/Scope (US), 

Reggio Emilia (Italy), Te Whariki (New Zealand) and Experiential Education (Belgium). Through his 

analysis he revealed six characteristics of professional practice in ECEC which could be considered 

to be the cormerstones of any educational model of the future. These characteristics are: 
  

(4 . Respect for the child not just as a formality but authentically and in support of the rights they 

are entitled to. 

2. An open framework (curriculum) approach characterised by the constructivist model involving 

~\ 

a high level of initiative from both the child and the adult where-both ‘programme’ one.another 

requiring a more complex adult role than that of the didactic one-way model of teaching: and 

learning. 

3. A fich environment where children can actively explore and-create through a broad diversity: 

and-depth of experiences. 

4. A process of representation for children to-shape the mind through the one hundred 

languages of children —-drawing, construing, evoking with sounds and movement, describing 

or expressing in words. 

5. Communication, interaction and dialogue endorsed by the social-constructivist view 

where learning is viewed as a collaboration and joint meaning-making through challenging, 

surprising, enthusing and empowering dialogue. 

6. Observation, observation, observation. 

4.4 The Framework for Early Learning in Ireland 

The most widely referenced curriculum in Ireland currently is the Primary School Curriculum 

(Ireland, 1999). A feature of the Primary School Curriculum is its detailed statement of content 

for each of the seven subject areas. These include: 

1. Language, which is subdivided into English and Gaeilge 

2. Mathematics 
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3. Social, environmental and scientific education, incorporating History, Geography and Science 

4. Arts education to include Visual Arts, Music and Drama 

5. Physical Education 

6. Social Personal and Health Education 

7. Religious Education 

The curriculum acknowledges that a child “at infant level perceives and experiences learning in 

an integrated way” (Ireland, 2005, p. 69). It celebrates the uniqueness of the child and seeks to 

nurture the child in all dimensions of her development: morality, spirituality, creativity, flexibility, 

aesthetics, and cognitive, emotional, physical and social development. Children currently in 

Junior and Senior Infants experience the Primary School Curriculum. Approximately half of all 

four year olds and most five year olds attend primary schools in this country. The compulsory 

school age is six years in lreland. 

A new Framework for Early Learning is under development by the National Council for 

Curriculum and Assessment (NCCA). See also Part 1.2.8. “The purpose of the Framework is to 

help adults extend and enrich children’s learning and development. The Framework will do this by 

describing the types of learning opportunities that are important to enable children from birth to 

six years to develop as competent and confident learners” (Forster, 2007, p.6). The Framework 

will be for all adults who support children’s learning and development from birth to six years: 

parents and families; childminders and practitioners working in out-of-home settings including 

créches, nurseries, playgroups, pre-schools, naionrai, hospital settings, after-school settings, Early 

Start classes and infant classes in mainstream and special schools. 

  

The Framework adopts a thematic approach (themes of well-being, 

identity and belonging, communicating, exploring and thinking) as opposed 

to a subjects-based approach such as English or Art or employing 

developmental divisions such as physical or cognitive development. 

  

The Framework adopts a thematic approach (themes of well-being, identity and belonging, 

communicating, exploring and thinking) as opposed to a subjects-based approach such as English or 

Art or employing developmental divisions such as physical or cognitive development. This thematic 

approach presents children’s progression in learning and development in a way that acknowledges 

“the integrated and holistic development of the young learner and the totality of his /her learning 

needs” (NCCA, 2004, p. 22). Furthermore, it acknowledges the dynamic nature of children’s 

learning and development. As Bruce (1997) suggested, subjects such as mathematics and art 

cannot be separated; young children learn in an integrated way and not in neat, tidy compartments. 

This way of thinking continues to support children to grow and develop socially, linguistically, 

physically, cognitively, creatively and so on, but in a way that is more natural, more meaningful and 

enjoyable for children. Children’s interests and needs are at the centre of what and how they learn. 

An effective curriculum acknowledges that children learn and develop holistically. The Framework for 

Early Learning is underpinned by a socio-cultural view of human development and is supported by 

the following background papers, all of which are available (see www.ncca.ie): on care and education 

(Hayes, 2007a), learning and development (French, 2007), play (Kernan, 2007) and assessment 

(Dunphy, 2008). In addition, the NCCA have produced portraiture studies (NCCA, 2007). The 

Framework is due to be published in full in 2009. 
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As the Framework is based on broad principles of how children learn and develop it will 
complement curricula/guidelines/approaches and traditions already in use in the ECEC sector in 
lreland. The Framework will consist of two parts (Forster, 2007): 

Part 1 consists of principles and the four themes of: 

° Well-being (children develop as happy and healthy individuals). 
° Identity and Belonging (children develop a positive sense of who they are, and feel connected 

to the early childhood group/setting, their community and wider society). 
° Communicating (children share their experiences, thoughts, ideas and feelings with others with 
growing confidence and competence for a variety of purposes). 

° Exploring and Thinking (children investigate and make sense of the world around them). 

Pari 2 consists of quidelines on: 

* Interacting with children. 

° Supporting parental and family partnerships. 

* Using play to support children's learning and development. 

¢ Assessment through gathering information about children’s progress in learning, and using this 
to plan for the next steps (Forster, 2007). 

Each set of guidelines will pose questions to aid adult reflection on how they might improve 
practice. Examples will be given to illustrate what professional practice might look like in the 
variety of early childhood settings considering the overlapping age groups. 

According to Forster (2007), the themes will be presented using aims and broad learning goals. 
Sample activities will be used to illustrate professional practice. Through the four themes, the 
Framework will focus on developing children’s dispositions and skills, nurturing attitudes and 
values, and building knowledge and understanding of their world. 
° By dispositions, for example, we mean concentration, curiosity, resilience... 
° By skills, for example, we mean crawling, climbing, cutting, writing... 
* By attitudes and values, for example, we mean respect for others, positive attitudes to learning 
and to life... 

° By knowledge and understanding, for example. we mean developing a sense of, shape, place, 
colour, and space; finding out how things work, the meanings of words... 

4.4.1 Principles underpinning the Framework for Early Learning 
The Framework will be based on eleven principles of early learning and development and are 
described in three groups (Forster, 2007). 

  

  

Children and their lives in early childhood ) 
° All children are unique individuals. 

* Biases develop very early in young children, by exploring the attributes of our own and other 
cultures, children are enabled to respect and celebrate diversity. 

* Children are citizens. of our community, 

Children’s connections to others 

° The adult role in establishing positive relationships is critical to enhancing and enriching 
children’s early learning. The children should be enabled to form attachments and experience 
trust, autonomy, initiative and empathy. 

° Participation of parents in their children’s early learning promotes children’s motivation. J 
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(How children learn and develop >) 

¢ Young children learn holistically from everything that happens to them and around them through 

the interwoven domains of all areas of development; they do not separate their learning into 

different subjects or disciplines. 

¢ Learning is a continual process of meaning making; it is not a linear input/output process. 

Active learning, physical and intellectual engagement with people (ideas) and materials 

(experiences), self and group directed problem-solving and repetition are at the heart of 

learning and development. 

* Children’s natural learning strategies are best supported through play and first-hand 

experiences (where children can touch, smell and taste as opposed to looking at photographs 

or plastic replicas). 

© The experiences offered to children should be relevant and meaningful. 

° Language and communication in learning is integral to the support of all others areas; inter- 

personal experiences play a formative role and children’s own articulation of their ideas is 

crucial in the curriculum. 

° The physical learning environment both indoors and outdoors supports children’s learning 

through their senses. Attention must be placed on materials. The environment is critical for     stimulating children’s communication and play. 

For more information on these principles see French, 2007, www.ncca.ie. 

4.5 Regulation and quality assurance in relation to early 

learning 

Early childhood services outside of the education system were unregulated until 1996. As explored 

in Book 1 Policy and Governance, rapid development in policy and legislation relating to the ECEC 

has been experienced in Ireland since 2000 including the advent of Equal Opportunities Childcare 

Programme/National Childcare Investment Programme funding. Four developments have the 

potential to make a significant difference to the quality of children’s learning in ECEC in Ireland. 

Siolta (GECDE, 2006a) is the National Quality Framework which sets the broad context for 

ensuring quality in ECEC services (and is outlined in Book 1 Policy and Governance and throughout 

this edition). This includes principles and standards on (management) organisational considerations 

in addition to standards on adhering to legislation, play, the environment and so on (see Book 1, 

Appendix 3). The Framework for Early Learning (NCCA, forthcoming) mentioned above has a 

more specific focus on the learning experiences for young children. Both frameworks adopted a 

consultative process with the early childhood sector and have been welcomed (National Economic 

and Social Forum, 2005). Both will be (at this point in time) voluntary as distinct from mandatory. 

The two further significant developments include the expansion of the statutory Child Care 

(Pre-school) Regulations, 2006 on the health, welfare and development of the child and the 

establishment of the Health Information and Quality Authority (HIQA). Both of which have been 

outlined in Book 1 Policy and Governance, however, they are worth repeating here. 

4.5.1 The Child Care (Pre-school) Regulations, 2006 

The new expansion of the previous Regulations on child development is one of particular 

significance regarding children's early learning. As noted by McCarthy (2008, p. 19), the 

increased focus on the quality of children’s experience within the service ‘and the increased 

emphasis on care that is age appropriate and child centred’ is welcome. The assessment 

conducted by the Pre-School Inspectors is in accordance with the ‘whole child perspective’ as 

outlined in the National Children’s Strategy (Ireland, 2000). 
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According to Regulation 5 (Child Care [Pre-school] Regulations, 2006): 

A person carrying on a pre-school service will ensure that each child's learning, development 

and well-being is facilitated within the daily life of the service through the provision of appropriate 

opportunities, experiences, activities, interaction, materials and equipment, having regard to the 

age and stage of development of the child and the child’s cultural context. 

The Health Service Executive (2007) advises that the Pre-school Inspectorate assess this 

Regulation under five criteria. Some exceptions (written in purple here) are made in the case of 

drop-in centres. 

1. The extent to which the physical well-being and development of children is adequaiely 

facilitated through the provision of personal care which meets the basic needs of the infants 

and children for food, rest, mobility, hygiene and comfort in general and stimulating activities. 

See Part 2 in Book | Policy and Governance and Part 6 of this book. 

9. The extent to which the emotional well-being and social development of the child is facilitated 

through positive interactions in reciprocal relationships. This incorporates sensitivity to 

children cues, predicable routines, and the bonds that children have established with peers 

and siblings. Children’s dignity, independence and own culture are respected and supported. 

See Part 6. 

3. The extent to which the physical environment and the quality, quantity and variety of materials 

supports the development of children. See Part 7 

4. The extent to which the broad learning experiences provided through a programme of 

activities and its implementation and review supports children’s development. See Part 6. 

5. The extent to which the service is responsive to children’s learning, well-being and 

development on an individual basis. This involves meaningful engagement with children 

coupled with written records on children’s developmental progress; sharing of such 

information with families; the provision of appropriate activities and the extent to which the 

children are happy and relaxed in the setting. See Part 5. 

4.5.2 The Health Information and Quality Authority 

The Health Information and Quality Authority (HIQA) is an independent authority, established in 

2007, reporting to the Minister for Health and Children. HIQA is charged with developing and 

monitoring standards in Ireland's health and social care services. This includes all services within 

ihe remit of the Child Care Act, 1991 (see Book 7 Policy and Governance). HIQA will produce 

National Standards in Childcare in due course. These standards will be mandatory and will 

supersede the Regulations, 2006. 

In Book 1 Part 2.1 the tension between regulation as compliance with minimum standards 

and that of improving quality is referred to. Both Frameworks (CECDE, 2006a and NCCA, 

forthcoming) present an enormous opportunity to enhance the quality of ECEC services in 

Ireland. However both will have voluntary status. It is hoped that in the future there will be a 

shift from a focus on minimum standards to embracing quality ECEC as proposed in both 

Frameworks. Adherence to both Frameworks could be linked to funding opportunities combined 

with support given to providers for the implementation of the Frameworks, thereby enhancing 

young children’s learning and development. In ireland, ECEC services are currently under- 

funded and unsupported (Bennett, 2006; NCNA, 2007). 
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4.6 The developmental characteristics and support 
requirements of young children 
The final section of this Part 4 Supporting Early Learning — Setting the Context includes the 
most important element of context setting — the children themselves. All children are unique. 
Whereas children share many commonalities with each other; no one child will have the identical 
combination of skills, attitudes, aptitudes and experiences as another (Lindon, 1993). In various 
cultures, adults determine different ideas of what children need. In some approaches to early 
learning children’s rights are seen in terms of their needs (High/Scope in the US and Experiential 
Education in Belgium). However, others state children’s rights (Reggio Emilia in Italy, Te Whariki 
in New Zealand, and Lpfé in Sweden, [Pramling Samuelsson, Sheridan, and Williams, 2006]). 
Children have a right to a safe environment and to enjoy adult support on their road to maturity, 
In order to thrive children must: 

* Have appropriate clothing and shelter, depending on the climate. 

* Have safe and nutritious food and water. 

* Be kept safe from physical danger. 

° Have protection from illness. 

* Sufficient activity and rest. 

° Children deserve to have their holistic development and well-being (physical, social, emotional, 
spiritual, moral, intellectual and so on) supported (Lindon, 1993). 

  

Whereas children share many commonalities with each other; no one 
child will have the identical combination of skills, attitudes, aptitudes and 
experiences as another (Lindon, 1993). 

  

A word of caution must be made at this point. There have been criticisms of developmental 
psychology as an underpinning principle for working with young children (French, 2007). It is 
considered to be too narrow and confining (Woodhead, 1996; Anning, et a/., 2004; Penn, 
2005). Normative development (where development follows a prescribed pattern) has been 
over emphasised at the cost of the dynamic development in ECEC literature (Hayes, 2004). The 
dynamic dimension acknowledges that “human beings change over time and with experience and it 
allows for delayed impact and the long-term cumulative effect of repeated or frequent experiences” 
(Hayes, 2004, p. 141). Similarly, the term developmentally appropriate practice is criticised 
because of its base in universal stages that may not be appropriate depending on the context. 

There are many different patterns of development; hence the age at which a child will develop 
a skill will vary. It may be more helpful to talk of stages. Physical or intellectual disabilities 
and abilities will make a difference to the overall pattern of development (see also Part 6.11.1 
Supporting children with specific requirements). Children may spend longer in one stage than 
their peers; progress is celebrated in terms of a comparison to the stage a few months earlier 
(Lindon, 1993). There are also many different ways to raise healthy children and differing 
cultural practices and traditions within families, which should be respected. This does not mean 
that abusive practices should be accepted. 

With that caveat in mind, in typically developing children al! babies are born with universal 
aspects to their development such as automatic reflexes or that muscles always develop from the 
head down. There are also some fundamental variations. All babies cry, but some cry more than 
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others. All babies experience discomfort through soiled nappies or wet clothing yet some babies 

become distressed by this, others do not seem to notice (French and Murphy, 2005). These 

differences are ascribed to the individual temperament of the child. 

What follows is an attempt to present children's temperamental traits and some of the 

developmental characteristics of children from birth to six and the main supports required in a 

way that does not pertain to a particular culture. However, as stated by Lindon (1993), writers 

are grounded in a particular place and time. 

4.6.1 Temperament traits 

Thomas and Chess (1977) undertook a seminal study where they identified that from birth, 

babies have been found to be different from each other in nine ways: 
  ~ 

(s Activity level: Babies vary in how much they move about. Some are active from the womb; 

others stay still for very long. periods. 

® Adaptability: Some babies adjust quickly to change while others become upset at any change 

in their routine. 

° Approach/withdrawal to novelty: Some babies delight in everything new. Others are much 

more wary. 

* Attention span: Some babies spend a long time concentrating on an activity or a toy; others flit 

from one toy to another. 

° Distractibility: Some babies are easily distracted; others remain focused on their task. 

® Intensity of reaction: Some babies laugh with great energy and likewise cry vociferously. Other 

babies are much milder in their response; they smile when they are happy and whimper when 

they are sad. 

* Mood: Some babies are usually cheerful and pleasant. Others seem worried and fuss a lot. 

° Regularity: Some babies have regular biological rhythms. They eat sleep and eliminate 

regularly almost from birth. Other babies are much less predictable. 

® Sensitivity threshold: Some babies have a very high level of awareness. There are babies who 

react to the slightest sound. They will starile at the sound of thunder while others will not notice.     / 

Psychologists do not suggest that these traits are absolutely fixed at birth. They are shaped, 

strengthened or counteracted by the child’s relationships and experiences (French and Murphy, 

2005). Because their behaviour is more troublesome, babies and toddlers with difficult 

temperaments are more often the subject of criticism or punishment than are ‘easy’ children (Bates, 

1989). Once established, the pattern of criticism and punishment is in itself likely to have additional 

consequences for the child. Difficult temperament does not cause later behaviour problems; rather it 

creates vulnerability within the child. Children such as this may find it more difficult to deal with life’s 

stresses. What is important for any practitioner to know is that supportive responsive adults in a low 

stress, accepting environment reduces this potential difficulty (Fish, Stifter and Belsky, 1991). In 

these environments many children move through childhood without any difficulties. 

  

Difficult temperament does not cause later behaviour problems; rather it 

creates vulnerability within the child. ) 

  

In addition to temperamental traits, children from birth through to six years of age have 

developmental requirements and capacities that differ from those in any subsequent time of their 
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lives. Towards a Framework for Early Learning (NCCA, 2004), encompasses the years from 

birth to school entry age and identifies three broad age groups for consideration within an early 

childhood education and care curriculum. The overlapping age categories used are: 

° Babies: birth to eighteen months 

* Toddlers: one year to three years 

® Young children: two and a half to six years 

This overlap occurs in acknowledgement that there is considerable variation between individual 

children, depending on the context. Babies, toddlers and young children have distinctive and 

different developmental requirements and characteristics. These will determine the focus of the 

curriculum as it applies for each learner. It must also be acknowledged that there are enormous 

variations within each category. The programme must be flexible enough to take into account the 

varying characteristics of individual children in order to support their learning and development. 

Please note that the following is a very brief sketch of young children’s typical development and 

the supports required (see also Part 6). 

4.6.2 Babies: birth to eighteen months 

During these early months of life, the infant is totally dependent on others, has little prior knowledge 

or experience, and is learning to anticipate events and to communicate her or his needs in a 

confusing world. In order to thrive and learn an infant must establish intimate, responsive, and trusting 

relationships. To develop a sense of their own identity and the strong sense of self-worth necessary 

for them to become confident in relationships and as learners, babies must experience physical and 

emotional security with at least one person within the service (see also Part 4.2.8 above and Part 6.1). 

  

During these early months of life, the infant is totally dependent on 

others, has little prior knowledge or experience, and is learning to anticipate 

events and to communicate her or his needs in a confusing world. 

  

The developmental characteristics of babies 

° Babies are vulnerable and totally dependent on adults and are rarely able to cope with 

discomfort or distress. 

° Babies are subject to rapid changes in health and well-being. 

° The younger the child, the greater the development that occurs. 

° Physically they develop from the neck down, beginning by turning their heads, then moving to 

lifting their heads, they gain strength in their shoulders and can roll over, their arm movements 

become more purposeful, they begin to sit up, then crawl, shuffle or walk. 

* Babies lapse in and out of hunger, tiredness, bodily eliminations, attentiveness, and a need for 

physical contact and comfort that demand immediate attention. 

° From birth, babies communicate through looks and the comfort of touch; by twelve months 

they are showing and understanding of basic messages from those familiar to them, names of 

people and objects. 

° Babies learn through their five senses; they explore and absorb information, without any sense 

of danger. 

* Babies learn in the first few months where their body ends and the rest of the world begins. 

° From a very young age, babies can participate in their own care routines (holding a nappy 

when being changed, feeding themselves, holding a bottle or beaker). 
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Supporting the development of babies 

The care of babies is specialised. Any programme catering for babies must provide: 
  

(~* Security through knowing demands will be met reliably, calmly and predictably. 

® One-to-one responsive interactions (those in which caregivers follow the child's lead). 

* An adult who is consistently responsible for, and available to, each infant. 

* Higher staffing ratios than for older children. . 

* Sociable, loving, and physically responsive adults who can tune in to babies’ expressions and 

vocalisations. , , . 

* Individualised programmes that can adjust to the babies’ own rhythms. 

° A predictable and calm environment that builds trust and anticipation. 

° A range of experiences to enhance their sense of self (see pages 81-83 for High/Scope’ Ss Infant = 

and Toddler Key Developmental Indicators), which offer, challenge, safety, interest and variety. 

* Adults who can ‘anticipate what babies may need to know to develop a skill. For example, ifa 

child has not noticed the difference between a banana and a Peat they cannot learn to apply 

those words to the fruit later on: 2 Ae : oe 

* Adults who enjoy being with babies, who delight in babies’ found, discoveries and who are 

encouraging (see Part 6.10.6). 

° Adults who give babies a chance to practice (e.g. feeding themselves). 

* Adults who allow for individual difference. :   * Participation of parents and the other significant adults. involved i in caring for the babies. : 

  

4.6.3 Toddlers: one to three years 

Toddlers are rapidly acquiring physical, social, reasoning, and language skills, but these skills 

still need a lot of practice. Toddlers tend both to resist and to find comfort in rituals and routines. 

Swings such as these can cause a wide variety of conflicting feelings, ideas, and actions, which 

challenge the resourcefulness and knowledge of carers who work with toddlers. 

  

  

  

The developmental characteristics of toddlers 

* Toddlers are full of energy and always moving. 

© They live very much in the immediate. 

© What toddlers want to do is usually ahead of their language or physical ability. 

® Consequently toddlers are often frustrated. 

© They like to try things out and see what happens, that is how they gain control of their world. 

° They are curious and anxious to understand the world around them. However, they have no 

sense of danger and tend to collide with obstacles, bump their heads while under tables, and 

are sometimes incapable of stopping when called or avoiding an obstacle. 

* They are determined to become competent. 

° They learn with their whole bodies and thrive on being given opportunities to explore and create 

rather than be told. 

* They feel very strongly. 

° They are impulsive, unpredictable and may lack self control. 

° They become increasingly skilled at finding, picking up, combining and using materials of 

varying size. 
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° They like putting things in and out of containers. 

* They can identify small details in books (providing they have been given the opportunity to look 
at books from early on). 

° They can learn to use scissors, draw and build. 

* They can learn the combination of manipulative and visual skills required to complete jigsaws. 
* Toddlers are better able to communicate their wants verbally but touch is still very important to 
them. 

* Toddlers look for social interaction and learn best by watching and imitating others. 

Supporting the developmant of toddlers 

Quite often toddlers are caught between the specialised arrangements for babies and the 
busy schedule for older children. Programmes designed specifically for toddlers will lessen 
the tendency for toddlers to become bored, frustrated, or disruptive, as can happen when 

expectations are set too low or too high. Toddlers need: 
  ( ~ * Asecure environment and a programme that provides both challenges and predictable 

happenings. 

* Opportunities for independent exploration and movement. 

° A flexible approach which can accommodate their spontaneity and whims at a pace that allows 

them to try to do things for themselves. 

° Adults who encourage the toddlers’ cognitive skills and language development. 
* Responsive and predictable adults who both understand and accept the toddler's 

developmental swings. 

° A range of experiences to enhance their sense of self (see Pages 87-83, High/Scope’s Infant 

and Toddler Key Developmental Indicators), which offer, challenge, safety, interest and variety. 

° Toddlers need to be shown how to use tools (e.g. scissors) properly, how to care for equipment 
and how to tidy up afterwards. The range of adult behaviour (at any stage) goes from “I'll show 
you how to do it’, “You do it and I'll help”, to “Now you do it by yourself” 

° Toddlers need trust and encouraging support through smiles and nods from the adult. In 
particular the process of producing needs to be paid attention to, not simply the end product. 

* Toddlers need monitoring from the adults, to ensure they are experiencing the full range of     activities in the setting. 

4.6.4 Young children: two and a half to six years 

Young children have increasing capacities for language and inquiry, increasing ability to understand 
another point of view, and are developing interests in representation and symbols, such as pictures, 

numbers, and words. They are also physically active. Like toddlers, they too experience frustration, 
but they have a growing capacity for coping with unpredictability and change; especially if they are 
anchored by emotional support, respect, and acceptance. The children’s increasing abilities to plan 
and monitor their activities are evident in their developing awareness of themselves as learners. Just 
as there are significant developmental differences between one overlapping age group category 
and the next, there are significant differences between a three year old and a six year old. Bruner 
suggested that a child at five is able to use correctly any word in the dictionary of her language 
providing it has been properly explained and in the right context. 

Developmental characteristics of young children 

* Young children can run and later hop, dance, jump and kick a ball. 

* Young children can recognise a wide range of patterns and regularity in their world. 
° They are beginning to see how they and their families relate to the wider world. 

* They love to ask questions and enjoy humour and nonsense. 
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* They are becoming increasingly physically adept. 

* They have capacities for symbolisation and representation, art, music, dance, language and 

number. 

° They can make new meaning in their exploration of their world. 

* They are beginning to reason. 

° Their increasing memory capacity allows for story telling and for longer periods of focused 

attention. 

* Their imagination offers the opportunity to explore identities. 

® They are able to make friends, take turns and see a situation from another's point of view. 

* They are able to plan activities, carry them out and review them. 

  

  

  y childeen heave increasin ing capacities fe for language. ara ingury, 

eee to understand anothe point of view: and | are 

interests i in representatio and symbols, si such a 

“numbers, and. words. : 

     

    

    

     

      

  

As they mature towards six years of age: 

® Children are capable of holding long conversations with another child or adult they feel 

comfortable with. The main issue here is the ability to listen and take turns. 

* They are much more aware when their questions are not given serious consideration. 

* Their large muscles are still more developed than their smaller muscles, but their bodies get 

longer and thinner. 

* They can now use drawing materials appropriately. 

* Their attention span is lengthening. 

* They are individualistic and still a bit possessive. 

° They are at their most dramatic, imaginative and imitative. Children of five and six who often 

play together will often create rich and imaginative play sequences. They may create simpler 

roles for younger children who may need support to play with such complexity. 

° They have a great capacity to remember if their interest has been engaged and they have 

opportunities to practice. 

* They are active, energetic and responsive to rhythmic sounds. In some cases they can 

demonstrate extraordinary talent for mime; dance or acting. 

* They are curious and want to find out things. 

° They seek to understand, are puzzled or distressed by unpredictability in their environment 

(e.g. adults have different expectations of behaviour, or that friends may behave differently than 

usual). 

* They want to act on their own and are annoyed at conformity. 

* They continue to broaden social contacts or relationships. 

° They may seem to be in perpetual motion. 

Supporting the development of young children 

It is important to make opportunities for the young child to experience new challenges, co- 

operative ventures, and longer term projects. These experiences also help to meet their 

expanding capabilities and provide a smooth transition to school. Young children need: 
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° Adults and environments to provide resources, challenges, and support for their widening 

interests and problem-solving capacities. 

® Adults who will give of their time, showing an interest in what children are doing and 

communicating. 

® Adults who will demonstrate through example the kind of behaviour that they expect. 

® Adults who will try to understand through the eyes of children what it is that they do or do not 

grasp. 

*® Adults who demonstrate how to do things. The range of adult behaviour in demonstrating how 

to develop skills goes from “I'll show you how to do it”, “You do it and I'll help”, to “Now you do 

it by yourself”. 

* Opportunities for unfamiliar routines, new and self-directed challenges, co-operative ventures, 

and sustained projects. 

° Adults who can encourage sustained conversations, queries, and complex thinking, including 

concepts of fairness, difference, and similarity. Children who are questioners are more likely 

to be reflective, which research has proven to ameliorate disadvantage. If encouraged they 

become confident to express themselves. 

° Opportunities to use language to explore and to direct thinking and learning tasks. 

* A widening range of resources for creative expression, symbolising, and representation. 

* Recognition of their developing sense of humour, which springs from new understandings 

about how things “ought” to be. 

* Challenging opportunities which keep pace with their physical co-ordination and development. 

° Continued participation of parents and the other significant adults involved in caring for the 

children. 
  

  
  

It is important to make opportunities for the young child to experience 

new challenges, co-operative ventures, and longer term projects. 
  

Most importantly, children need other children. 

Out of school hours provision requires the same open-ended activities such as play-dough, 

sand, water, clay, and large blocks which guarantee success for the child (see Part 7 for further 

information on material and creating a learning environment). The difference is that they need 

furniture and equipment more appropriate to their size. Children in this age group need space 

to do homework and then space to relax if they want to or indulge in the play activities that 

attendance at school prevents them from doing. They also need real first-hand activities like 

cooking. Children at this stage need to: 

* Experience various vigorous activities of short duration. 

* Play alone and with small groups, and as individuals in large groups. 

* Create and explore. 

* Identify with people and things. 

° Respond to rhythmic sounds. 

* Make choices and rules, and to share experiences. 

® Co-operate in play, and organise their own group activities. In particular they need dress up 

props. 

° Listen to music and opportunities to dance and sing. 

° Engage in exercise, preferably outdoors. 
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4.6.5 Things to consider when there is a concern about a child’s 

development 

The information above gives a brief overview of children’s development and it is not designed 

as a diagnostic tool for assessing whether a child has a developmental requirement which 

needs specialised support. If you are concerned about an individual child's development, Lindon 

(1993) advises to bear in mind the following: 

* Your knowledge of child development — to whom are you comparing the child? 

* Your knowledge of the particular child — do you have sufficient experience of him or her to 

make a balanced judgement? 

° If not, who do you need to consult? Have you consulted with others who know the child well, 

particularly parents and other daily carers? 

* Are you working to ensure that you have a complete picture of the child’s abilities and patterns 

to inform your view? Are you being overly influenced by one event or events that simply seem 

odd to you. 

Any judgments should be based on well-recorded and considered information. The local Public 

Health Nurse (see Useful Resources for Health Service Executives contact details) can often be 

a sound source of knowledge and information. If the judgments are well founded, then a plan of 

action should be undertaken in consultation with the family. 

  

Part 4 Supporting Early Learning — Setting the Context began by exploring what > 

is meant by pedagogy, incorporating what we know about what is considered to 

be effective pedagogy and hence effective practitioners through detailing some 

significant recent research. Part 4 then went on to consider: 

° The main theoretical ideas from the field of education and psychology which 

have influence the development of curricula. In particular Froebe!, Dewey, 

Steiner, Montessori, Piaget, Vygotsky, contemporary theorists, ending with 

consideration of Bowlby and attachment. 

* An overview of pedagogical approaches to early childhood education 

incorporating: Reggio Emilia; High/Scope and some national curricula. This 

concluded with an overview of the broad pedagogical traditions, derived from 

those curricula and some key lessons for the future. 

* The emerging Framework for Early Learning in Ireland and the principles that 

underpin it. 

° Regulation and quality assurance in relation to early learning in Ireland, in 

particular the relevant section on learning and development in the Child Care 

(Pre-school) Regulations, 2006 and the establishment of HIQA. 

° The temperamental traits and developmental characteristics and support of 

children from birth to six years in overlapping categories of babies (from birth to 

eighteen months), toddlers (one to three years) and young children (two and a 

half to six years) concluding with a section on what to bear in mind if concerned     about a child. /) 
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Links to Siolta and the Framework for Early Learning 
As stated previously, S/olta sets the context for ensuring that the specifics of children’s early 

learning and development can be supported through our emerging Framework for Early Learning 

(NCCA, forthcoming). Part 4 is particularly linked to the following standards and components of 

Siolta and the themes of the Framework. 

  

It could be argued that the topics contained in Part 4 involve 

every standard. However, the particular Standards and 

corresponding Components highlighted were: 

Standard 1 The Rights of the Child Component 1.4 

Each child has opportunities to make choices, is enabled to make 

decisions, and has her/his choices and decisions respected. 

Standard 5 Interactions Components 5.1-5.4 

Fostering constructive interactions (child/child, child/adult and 

adult/adult) requires explicit policies, procedures and practice 

that emphasise the value of process and are based on mutual 

respect, equal partnership and sensitivity. 

Standard 7 Curriculum Components 7.1-7.6 

Encouraging each child’s holistic development and learning 

requires the implementation of a verifiable, broad-based, 

documented and flexible curriculum where play is central 

to integrated learning and development and to curriculum/ 

programme implementation. 

Standard 9 Health and Welfare 

Promoting the health and welfare of the child requires protection 

from harm, provision of nutritious food, appropriate opportunities 

for rest, and secure relationships characterised by trust and 

respect. In particular: 

Component 9.5 

The setting has made significant efforts to ensure that children’s 

need for rest, quiet time and privacy is appropriately catered for 

and respected. 

Component 9.6 

The setting has made provision to ensure that children can form 

and sustain secure relationships with adults, siblings, peers and 

other children.     

This relates to all four 

themes for Early Learning: 

Well-being 

Children develop happy and 

healthy within themselves, 

community and society. 

identity and Belonging 

Children develop a positive 

sense of who they are, and 

feel connected to the early 

childhood group/setting, their 

community and wider society. 

Communicating 

Children share their 

experiences, thoughts, ideas 

and feelings with others with 

growing confidence and 

competence for a variety of 

purposes. 

Exploring and Thinking 

Children investigate and 

make sense of the world 

around them (Forster, 2007). 

Papers have been produced 

which underpin the 

Framework: on assessment 

(Dunphy, 2008); on play 

(Kernan, 2007); and on 

learning and development 

(French, 2007), 

see Www.ncca.ie. 
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Part 4 Main Links to Siolta 

  

Standard 11 Professional Practice 

Components 11.1-11.5 

Practising in a professional manner requires that individuals 

have skills, knowledge, values and attitudes appropriate to their 

role and responsibility within the setting. In addition, it requires 

regular reflection upon practice and engagement in supported 

ongoing professional development. In particular, adults 

demonstrate sensitivity, warmth and positive regard for children 

and their families. 

Standard 14 Identity and Belonging 

Components 14.2-14.3 

The setting promotes a confident self and group identity positive 

understanding and regard for the identity and rights of others 

through providing an appropriate environment, experiences and 

interactions within the setting.   

Part 4 Links to the 

Framework 

Guidelines will be produced 

on play and interactions. 
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Part 5 

Assessing And Planning For Early Learning 

Shepard, Kagan, and Wurtz (1998, cited in 

Bowman et al., 2001) reported that the primary 

purposes for assessing young children in ECEC 

are: 

¢ To support early learning. 

¢ To identify a developmental delay or specific 

requirements. 

¢ To evaluate the programme or monitor trends. 

¢ For programme accountability. 

The first and arguably most important of these 

reasons refers to the use of assessment to 

provide practitioners with the information 

on which to base their pedagogical and 

curriculum plans; the purpose of which is to 

enhance children’s learning and development. 

The second function involves diagnostic 

assessment of the intellectual, emotional 

or physical processes of individual children 

who may require specialised approaches or 

services. The final two could be said fo relate to 

making policy decisions (Bowman et al., 2001).  
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Part 5 Assessing and Planning for Early Learning focuses on the use of formative assessment 

to provide practitioners with the information required to plan for children’s early learning and 

development. Formative assessment is described as “assessment that informs teaching and 

learning. It is concerned with the short-term collection and use of evidence for the guidance of 

learning” (Dunphy, 2008, p. 7). The contents of Parts 4 Supporting Early Learning — Setting 

the Context, this Part 5 and Part 6 Supporting Early Learning — Strategies are inextricably 

connected. Part 5 outlines what assessing for early learning means, and the particular emphasis 

on observing for early learning with strategies to conduct observations are outlined. Planning for 

collecting information is also discussed. The principles of assessment followed by assessment in 

practice are then considered. Labelling and effective record keeping are explored with formats 

for recording curriculum and assessment. Effective assessment is then linked to planning 

incorporating individual programme plans and implementing the plans. Going about planning 

a good day for children is then pursued. Sharing information, report writing and finally making 

assessment work in practice is delineated, before the Summary and links to S/olta (CECDE, 

2006a) and the Framework for Early Learning (NCCA, forthcoming). 

5.1 What does assessing for early learning mean? 

As identified earlier, children vary enormously in terms of their development, their background, 

prior experience and culture. This, combined with the importance of adult's responsiveness to 

healthy emotional and cognitive growth, suggests that what practitioners do to support learning 

and development must be based on what each child brings to the learning situation (Bowman et 

al., 2001). Assessment in this sense can be broadly thought of as a set of tools for finding out 

what each child brings to any interaction (Bowman et a/., 2001). 

  

Children vary enormously in terms of their development, their 

background, prior experience and culture. This, combined with the 

importance of adult’s responsiveness to healthy emotional and cognitive 

growth, suggests that what practitioners do to support learning and 

development must be based on what each child brings to the learning 

situation (Bowman et a/., 2001). 

  

Good early childhood assessment is based on observation of children in everyday action and 

conversations with children while they are reflecting on their actions. These observations and 

conversations enable practitioners to understand children’s learning and then match their 

provision to the individual and idiosyncratic learning styles of children. The skill of the practitioner 

lies in fusing the learning styles and interests of children with the concepts, values and skills 

identified for progression in any area of learning (Drummond, Rouse, and Pugh, 1993). The 

observations (details of what the child is doing) can be correlated to a thematic framework 

(e.g. themes of well-being, identity and belonging, communicating, exploring and thinking as in 

our emerging Framework for Early Learning, NCCA, forthcoming) or developmental (physical, 

intellectual, emotional, social and so on) guide, to ascertain how a child is progressing. Although, 

as mentioned earlier, it should be acknowledged that young children learn in an integrated way 

and not in neat developmental domains. 

In professionally operated early childhood services, assessment means the process of evaluating 

or making sense of observations gathered, while children go about their normal activities, in order 
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to plan for their future learning. Carr (2001) identified the four features of assessment from a 

socio-cultural perspective: 

1. It is about everyday practice in the situation. 

2. It is based on observation (incorporating talking to children). 

3. It needs an interpretation. 

4. It supports better learning and teaching. 

  

  

  

Contemporary assessment theory 

Assessment theory has evolved significantly over the past decade. Cowie and Carr (2004) 

demonstrate the importance of building a broad picture of assessment. This is in contrast to 

assessing pre-determined developmental levels designed to highlight a deficit in a child or 

having a piece missing from the jigsaw (Carr, 2001). Cowie and Carr (2004) call on ‘learning 

stories’ (see below Part 5.6.3) or narratives to illustrate a socio-cultural approach to assessment; 

which could be kept in mind when governments develop assessment formats or exemplars for 

practitioners. This is the approach which accompanies Te Whariki (the New Zealand curriculum 

[Ministry of Education, 1996], see 4.3.3 National curricula in ECEC). They argue that when a 

socio-cultural perspective is adopted, the consequences of documented assessment can play out 

in three ways. These could be described as the 3 Cs: community, competence and continuity: 

¢ Learning stories can support learners, practitioners and families to develop a community of 

learners and promote interactions about learning. 

* Documented assessment can build competence and competent learners. Competence is 

the skills knowledge and attitudes associated with a range of socio-cultural roles; learning 

dispositions to do with participation (see below in learning stories), and developing 

competencies as a self-assessor. 

* Learning pathways are shaped and made visible. Socio-cultural assessment, they argue, refers 

to the past and the present to support a view of learning as work in progress, a process rather 

than a product (Cowie and Carr, 2004). 

As stated by Shepard and her colleagues, assessing and teaching are inseparable processes. 

This is based on three assumptions propounded by Meisels and Aitkins-Burnett (2000, cited in 

Bowman et al., 2001): 

1. Assessment is a dynamic process which draws from multiple information sources, gathered 

over numerous time periods, which reflects a broad range of children’s experiences and adult 

interpretations. 

2. Assessment is merely the first step about attaining information on the child within the family 

and context of service. Through the intervention (implementing the hypotheses raised), further 

information will be obtained which will contribute to the refinement of the assessment and 

enhance the intervention. 

3. Assessment is of little value in the absence of a planned intervention. The meaning of assessment 

is linked to its contributions to enhancing practice or confirming a child’s progress. 
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A background paper to the emerging Framework for Early Learning (NCCA, forthcoming) 

entitled Supporting early learning and development through formative assessment 

comprehensively responds to questions posed in relation to the what, why and how of formative 

assessment in early childhood. The paper will underpin the development of the assessment 

guidelines in the Framework for Early Learning. It focuses on formative assessment “as this 

offers most potential in terms of assessing to support learning in the day-to-day interactions 

between adults and children in early childhood” (Dunphy, 2008, p.9). The Executive Summary to 

the paper outlined six themes which emerged from the literature review: 

1. The complexity and characteristics (children’s home experiences, culture and language) of 

early learning and the challenge of finding ways to adequately convey that complexity. 

2. The centrality of relationships in the assessment and learning process. 

3. The interactive nature of the assessment of early learning and development between the 

practitioner and child in order to understand his/her learning and development. 

4. The importance of assessing what is valued in terms of the skills, dispositions, values and 

attitudes, understandings, knowledge, strengths and areas for development within a holistic 

framework. 

5. The importance of authentic assessment that is embedded in the everyday activities of ECEC 

settings. 

6. The importance of professional development to ensure that practitioners are equipped to 

conduct assessments that are informed by principles of professional practice and that are 

carried out with skill (Dunphy, 2008) 

Quality assessment in ECEC, therefore, is not about an objective mechanical process of 

measurement or test; neither does it involve checklists or precise explicit criteria determining 

incontrovertible scores, neither does it pinpoint deficits (Drummond, Rouse and Pugh, 1993). 

The focus of the assessment should be what the child can do and knows to develop a better 

understanding of child and their progress in order to assist their learning. Assessment should 

involve looking at the child, family, service and community. Children and parents should 

contribute to the assessment process. 

  

The focus of the assessment should be what the child can do and knows 

to develop a better understanding of child. and their progress in order to 

assist their learning. 

  

5.2 Why is it important to observe and plan for early 

learning? 
Assessment of children's development and learning “involves intelligent observation of the 

children by experienced and knowledgeable adults for the purpose of improving the programme” 

(Ministry of Education [New Zealand], 1996, p. 29). Assessment is informed by continuous 

observation. These continuous observations provide the basis of information for more in-depth 

assessment and evaluation that is essential to making decisions on how best to support children’s 

learning. Observation based assessment is a fundamental part of the process of understanding 

children. Training is essential in order to make useful observations and assessments. The aim 

of this training should be to support a process of critical enquiry and reflection. It is important to 

observe and plan for children’s early learning in order: 
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To make informed judgements about children’s individual progress and strengths 

* To get to know/understand children. 

© To consider how the child adapts to the service environment. 

© To consider how the child interacts with other children/adults. 

© To determine children’s coping mechanisms and discover their routines. 

To understand children’s interests in order to build on them 

© To see children’s interests — what the children are paying attention to — their likes/dislikes. 

® To consider what their actions tells us about them. 

© To understand what children already know and how they feel about given activities/situations. 

° To plan to extend and build on children’s knowledge through their interests. 

To make reports/feedback to others 

° Clear research evidence points to the importance of documenting and sharing information on 

young children’s learning with children, parents, other professionals and indeed practitioners 

themselves. 

* The management committee may need feedback about how the service is working and tangible 

evidence of the value and quality of an approach. 

To reflect critically on the curriculum (does it work?) and review provision 

© To see how children react to different materials. 

* Use of equipment: the effectiveness of the new room arrangement may need evaluation. Can 

the children reach the art materials from their wheelchairs? 

© Provide opportunities to think about issues of inequality and discrimination and the ways in 

which children’s lives are affected by adult attitudes towards ethnic origins, class, gender, 

culture, religion, language and disability. 

° We cannot know if we are successful in enriching supporting and extending children’s learning 

unless we carefully monitor the learning that occurs before our eyes. 

To plan for future 

© Decide on what materials and specific interactions to promote a child's speech (see Part 6.5.2 

Active listening; 6.5.5 Discussing; 6.5.6 Questioning; 6.6.3 Story reading and story telling/story 

acting). 

* Support children’s thinking skills (see Part 6.5). 

e Rearrange furniture to create interest areas (see Part 7.2.3 Organising the group room and 

attention to aesthetics) 

° Change staff break rota, to allow for higher staff ratio at outside time. 

© To develop practitioner’s knowledge about how children develop and learn. 

Enhancing children’s learning and development requires engagement by both the practitioners, 

children, and their families and reflective practice. The literature is unequivocal in the need for 

reflection and monitoring of children’s learning and time being set aside for this important task 

(Dahlberg, et a/., 1999; Carr and May, 2000; Laevers, 2005; Wood and Attfield, 2005; 

OECD, 2006). 

5.2.1 Things to think about before undertaking observations and 

assessments 

The assessment process itself must be manageable (Dunphy, 2008). One of the greatest 

impediment to undertaking observations and assessments is a perceived lack of time. Time 
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needs to be planned and set aside each day so that assessment can be supported by observation 
and conversation with the children. Time is created by: 
° Believing (managers as well as practitioners) that time devoted to observation and conversation 

is time well spent. 

° Acknowledging that making time for observation and conversation is an integral part of short- 
term (and long-term) planning (see also 5.4.2 Making time). 

° Establishing a system for recording significant observation and conversation. 
° Ensuring that these records are used to inform and influence future planning. 

When undertaking observations and assessments, Drummond, Rouse and Pugh (1993) advise: 
  

(e Practitioners should be aware of their own values and beliefs and ensure they are observing > 
and assessing impartially. When we look at children and interact with them, we interpret 
and make meaning of what we see, even if we are not aware of what we are doing. 
The assessments we make will be affected by our interpretations of our observations. 
Interpretations are affected by our values and beliefs. Practitioners should be encouraged to 
talk about and explain their inherent values and beliefs. 

° There is an emotional dimension to assessment for everyone involved parents, children and 
practitioners; sensitivity is required. 

° Observation skills must be developed and reviewed as part of daily practice. 
° Basic principles to guide and inform practice must be established. 
* Assessment should be used to help review provision as a whole. 
° An effective written format for record keeping and transferring that material to others must be 
created and updated. 

YM yy 
Although assessments need to be systematically planned, every practitioner knows there are 

    
Spontaneous events every day, which are significant for particular children and also need to be 
recorded. 

5.3 How do I go about it? 
There are a number of ways to observe children which leads to comprehensive planning, the 
following represent a sample. The technique chosen dictates the recording method (Drummond, 
Rouse and Pugh, 1993). 

5.3.1 Time sampling 
In time sampling the observer selects a child or group of children, or activity, and notes down 
what is happening at pre-specified intervals over a longer, substantial period of time. In every 
group setting there is, at any one moment, too much going on for a single observer to be able to 
see it all. The observer, therefore, can only ever observe a selection of what is going on. 

  

Examples 

Observations of ihe use ofthe 2 sand box : 2 Observations ofe an individual child 
Every-15.minutes.or SO ft is noted: oe 7 S Every 15 minutes or $0 i is noted: 
¢ Who is present? Ss 8 Where i is the child? 
© What are they doing? os Who i is the child with? 
¢ What materials are they using? nos What i is she doing and saying? a 
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5.3.2 Frequency 

This is a different way of sampling events. The observer selects an aspect of behaviour of one or 

more children, and makes notes every time this particular behaviour occurs. 

Examples: 
      

    

  

This observation technique gives an accurate estimate of the frequency of certain behaviours. If 

used regularly it can help find out if the frequency is increasing or decreasing. It can be used to 

monitor progress, or something that is of concern for an individual or for groups of children. 

5,3.3 Duration observation 

This method allows you to establish how much time is actually spent by a child or group of 

children, at a particular activity, or acting in a particular way. 

Example: 
  

  

5.3.4 Focused observation 

In this technique, an activity or a child or a group of children is selected, about whom more 

information is required, and detailed ‘on-the-spot’, notes of everything that happens are written. 

This establishes what the children actually do. This intensive observation is very tiring and is best 

done in short bursts — five minutes on, five minutes off, for example, for an hour (or less). This 

gives a mass of information. These observations are very useful in building up a full picture of 

children’s understanding, their achievements and the challenges they face. 

5.3.5 Target child observation 

This technique can be used when an individual child is the focus of interest or concern. By 

observing this child at regular, pre-set intervals throughout a session or sessions, a very 

full picture can be built up of his or her activities, interactions, and developing skills and 

understanding. Before starting the observations, the observer may decide on a shorthand code 

so that the maximum of information can be recorded very quickly. The code might include initial 

letters for adults and other children, symbols for certain interactions (such as ‘initiates talk’, 

‘responds to question’) and abbreviations for common activities. 
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5.3.6 Audio or video tapes of children’s language 

Children's talk, in conversation, discussion, imaginative play and story-telling, is so rich and 

moves so fast that it is impossible for an observer to note it all down as it happens. Audio or 

video tape recording is the only way to capture the fullness of what children say. Transcribing the 

tapes is very time-consuming, but the time is often well-spent, since being able to look back more 

than once at particular children’s contributions gives the observer an unequalled insight into their 

thinking and learning. 

Regarding children’s learning and activities generally, some settings now have CCTV surveillance 

cameras which could be usefully adopted to see children’s and practitioners’ interactions and 

children’s learning. When using tapes of any kind there is an ethical responsibility to ensure that 

parental permission is given for taping and clear directions given as to who is allowed to see the 
tapes. 

5.3.7 Anecdotal records 

Anecdotal records can be a written narrative, annotated photographs (often of constructions, dances, 

action in the sand, water, garden) or examples of paintings, drawings etc. They are compiled on 

quiet reflection, alone, with a colleague or parent, or with the child, after the event has taken place, 

for example at the end of the day, or the end of the week. Because of this, it may only be possible to 

give a rough date and time of day when the observation was made. It is always advisable to record 

anecdotes as soon as possible after the event, when the memory is fresh. 

They are a useful way of adding to and enhancing the other kinds of records and are often 

helpful in adding detail to scrapbooks and records of achievement, but they are not as reliable or 
accurate as other methods if they are made too long after the event. For this reason they should 
not be used alone. The following is an example of one way of using anecdotal records. 

Example: 
  

a" April 2008 

When outside yesterday morning, Katya suddenly stopped | her tricyole { LW the 
middle of the cycle path and lay down on the path. She followed the movement of 
a trail of ants as they made their wa y G@oross the path; some were carry ing bits of 
leaves Larger than themselves. She and one of the practitioners, Jane, talked about 
what the aunts were doing. Later ow that aay she called Jane to show her aw insect 
ow a leaf. tt was a caterpillar. “ . 

Today Katya sees that the leaf has fallen off the tree and the caterpillar { Ls still on 
it but Looles different. She brings the caterpillar and leaf to ) Jane, who: explains that 
the caterpillar has dried out because it needed the leafas a ‘food source to turn Lato 
a buttertLy. Katya says “tan, going to get tape to me the eat back ow the tree.” 
  

(adapted from Graves, 1996) 
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Anecdotal recording can be useful in gathering information, which may help to establish: 

* Frequency of ‘noteworthy’ behaviour. 

* Possible reason for a child’s behaviour. 

® Feedback about what a child might have learned or has demonstrated. 

* What circumstances may reinforce a child's behaviour? 

Taking even this brief example above, a lot can be said about three-year-old Katya in relation to 

those questions. 

Frequency of ‘noteworthy’ behaviour 

° Within the space of two days Katya has her attention drawn to insects. 

Possible reason for a child’s behaviour 

* Katya has demonstrated a clear interest in insects. 

® This interest in ‘minibeasts’ had been noticed during the Easter holidays by her parents also 

and reported to the practitioners. It was obvious from the first day back that her interest was 

continuing. 

® When Katya is outdoors she generally enjoys looking at flowers and insects. 

Feedback about what a child might have learned or has demonstrated 

° Katya has learned that ants work as a community, carrying materials for building their home. 

This is called an anthill. 

* She has also discovered that caterpillars must eat living leaves to survive. 

¢ She has demonstrated skills in observation 

* She has demonstrated the ability to persist in her interest, involve others and seek help when 

needed. 

® She has demonstrated initiative through having the idea to reconnect the leaf and an 

implementation plan. 

® She has demonstrated empathy and the need to care for small creatures. 

What circumstances may reinforce a child’s behaviour? 

At the planning meeting, the practitioner team decided that this was an important interest to follow 

up, which many children were motivated by. The following actions were undertaken or suggested: 

* Reference books were got from the library and in consultation with those children interested 

investigations and minibeasts activities were planned. 

® This included in the immediate term, turning over rocks, and using the reference books to 

identity the insects. 

° Storybooks such as The Very Hungry Caterpillar, by Eric Carle were read at story time, and 

many children made up their own stories. 

* Ideas on how to attract butterflies and other insects into the garden were generated with the 

children, using the reference books. 

° In the longer term, the idea to set up a vivarium and a wormery was considered. 

° A potential outing to a nearby butterfly farm was planned to discuss with the children and 

parents, when information on times, costs, transport were gathered. 

In High/Scope settings, anecdotal note-taking is a formal and intrinsic part of team planning 

for children's learning and to complete the Child Observation Record (Epstein, 2007, see also 

Part 5.6.2). Anecdotal notes are described as brief capsule summaries of children’s behaviours 

which are considered developmentally important (Graves, 1996). During planning sessions, 

team members share their observations, and interpret them in the light of High/Scope’s Key 
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Developmental Indicators (KDIs). Building on children's observed interests, practitioners 

decide on strategies for future play activities and interactions. This could involve extending the 

environment to support a role (e.g. adding materials and props for role play and similar strategies 

as identified above. Interests can be identified by children themselves and their parents). 

5.4 Planning for collecting information 

5.4.1 Before the observation begins 

Parents must be informed about the system of continual observation that occurs in the service. 

It is advised to plan in advance which child/children are to be observed and, if appropriate, what 

aspect of the child’s learning will be observed. In naturalistic observations, such as anecdotal 

notes and learning stories, the learning is analysed after the observation. Attention should be paid 

to how the observation will take place and where the observer will be. Finally the plan should be 

discussed with colleagues. Drummond, Rouse, and Pugh (1993), advise the following. 

  

Parents must be informed about the system of continual observation that 

occurs in the service. 
  

5.4.2 Making time 

Time must be planned before observation takes place and a time limit set. Timetabling 

observations depends on: 

* The technique used. 

° The number of staff. 

The time chosen may depend on the information sought. It may be chosen when the child was 

fed and changed demonstrating sensitivity to the child's routine or when the child was engaged in 

a particular activity of interest to child within a home visit situation. Or the choice may be made to 

observe a child-initiated activity or free-play. 

Who will de the observation? 

° The key worker? 

° Another staff member/parent? 

® An external observer? 

Participatory/non-participatory? 

The majority of observations are non-participatory. This is where the observer is a ‘fly on the 

wall. However, it is good practice to carry a small notebook/post-its and take notes on what is 

happening as it occurs, which may be when you are a participant in a child’s play. 

Where to observe? 

° Inside the classroom? 

* In the outdoor area? 

° In the hall? 

® In the playground? 

As an external observer, a discreet site out of the way where the observer could sit, see, hear 

and write everything should be chosen. On the other hand, as a participant observer it may be 

necessary to be part of the play or at a minimum follow children around. 
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What technique? 

This depends on the information needed. The underlying reasons for making and using 

observations in particular way should be thought about. 

Children’s permission 

If children are unused to observations they will be curious as to what the observer is doing. 

Sensitivity to invading very young children’s space is important. For babies, keeping a distance 

until they have adjusted is advised. Children should be informed in advance that observations 

are being undertaken, especially if the observer is new to the setting. If children are verbal, their 

permission should be sought. Verbal children may ask questions as to what the observer is doing; 

in which case it is appropriate to let them know. Once their curiosity is satisfied by an honest 

answer, e.g. “| am looking at you and your friends at play to learn about what you like to do”, the 

observation can continue. Children’s interruptions are rarely a problem where observations/ 

anecdotal notes are part of everyday practice. If it is a problem, one strategy could be for 

the children to have pens and paper to ‘make their own observations’. In the main, however, 

answering direct questions honestly and accurately but not engaging in further conversation and 

attending to note taking works well. 

  

  

  

5.4.3 The toolkit 

Ensure that the correct materials are obtained and in working order, paper and pen, watch, paper 

prepared in time slots and questions, audio tape and player/video tape, batteries if required and 

camera for taking photographs. Epstein (2007) advises the following in relation to anecdotal 

note taking (see Part 5.3.7 above) but the principles apply to most systems: 
  

(“e Date and time each observation. 

° Have a beginning (when and where a behaviour/activity took place and who was involved), 

middle (what the child did or said with actual quotes to document language) and-end (if 

appropriate/possible, the outcome of the activity). . 

* Use abbreviations, e.g. initials for children’s names, areas, part of routine. You can record 

sufficient to.jog your memory and return later to detail the anecdote. 

* Always have a note pad and pen available and perhaps a digital camera; some practitioners 

use necklace pens and aprons with pockets to carry notepads. This favours 'on the spot 

observations. 

® Set a realistic daily number of anecdotes to take, e.g. four to begin with, and increasing that 

number. when skilled. 

* Finally focus on the child, be brief, factual, non-judgemental and specific.   
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Observation sheet = Ses 

The following information:is essential for any observations for services which.do not use: a 

prescribed format such as: High/Scope: 

Front sheet * Observer's Name 

¢ ‘Date of observation 

*. Time started 

° Time ended 

* Part of daily routine : 

* Number of adults and children present 

* Child's identity code 
® Age of child:in years and months 

¢ Gender 

° Aim and purpose of observation 

* Method 2 

* The setting (e.g. at water table) 

  

A record sheet should be drawn up depending on technique used. The following abbreviations 

could be used: 
  

To = target child -> = speaks to Rs = runs 

C =other child & =and Rh = right hand 

= practitioner Ws = walks Lh = left hand 
  

Describing children and their activities requires fairness, clarity and lack of prejudice. Some 

descriptive observations contain judgmental words. This is an observation, not an interpretation 

or judgement. Descriptive language should be used, e.g. avoid “attention seeking” use “C jumped 
nh up and down and said ‘help me now’. Avoid words such as withdrawn, aggressive, disruptive, 

poor attention span, hyperactive, happy, elated, sociable, caring and so on. Describe physically 

what the child does. 

In order to evaluate the technique, the following questions should be asked. What was learned: 

* About child/children? 

* About your curriculum/workplace? 

* About yourself? 

* About doing observations? 

In addition: 

* What worked well? 

* What problems were there? 

It is important that early childhood practitioners gather evidence on which to make an informed 

assessment. Evaluating data collected involves taking into account factors which might influence 

a child’s development. 

5.5 Principles of assessment 

Drummond, Rouse and Pugh (1993) presented the following statements about assessment that 

had been taken from documents produced in a variety of early childhood services. They remain 

true in 2008 and embody the principles of assessment. 
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* Parents are providers as well as receivers of information and should be involved in the 

assessment process. 

® All the adults who work with the children should be involved in the assessment process. 

° Where possible, children should be involved in the assessment of their own progress and 

development. 

* All aspects of development and learning should be considered when assessing children. 

* Records should show the development of each child’s social relationships and his/her 

attachments to key people. 

* Assessment must be based on detailed observations of what children do and say. 

¢ Written records should contain factual information. 

° When appropriate, assessments of bilingual children should be made in the child’s first 

language by a person who knows about the child’s cultural heritage. 

° Assessment must take account of the possible effects of the context on the child, e.g. the 

language used, the child's previous experience, the child's emotional state and the setting. 

* Assessments of individual children should be used in planning activities for those children. 

° Parents need time to talk about what they feel as well as about what they know before making 

decisions about what to do next for the benefit of their child. 

* Ail assessments must be of benefit to the child. 

5.6 Assessment in practice 

5.6.1 Reggio Emilia 

As discussed earlier, in the Reggio Emilia approach (see Part 4.3.1) there is no pre-determined 

curriculum; it is therefore emergent or organic in nature and all knowledge is open to question. 

Pramling Samuelsson et a/. (2006) undertook a comparative analysis of five highly regarded 

curricula, stemming from different cultures. The five curricula were Te Whariki, Reggio Emilia, 

Experiential Education, the Swedish National Curriculum for Preschool and High/Scope. 

Regarding assessment, the authors reported that Reggio took the strongest stand against 

assessment. Despite some criticism from researchers, in the Reggio Emilia schools it is believed 

that documentation is in itself enough; there is no need to go any further. In Reggio, the focus is 

very much about the process of learning in authentic contexts. By documenting this process and 

enabling children to participate in it, they argue this makes the child’s world visible for adults to 

think about and plan for (Pramling Samuelsson et a/., 2006). 

Hendrick (1996, p. 60) describes how the walls of the Reggio Emilia centres are hung 

with documentation panels which include photographs of children working, “transcriptions of 

conversations they had” and “observations and interpretations” by adults. The panels “inform 

the viewer of the process the children went through in a project”. A collection of children’s 

work, along with their verbal comments about their work, is both helpful and necessary to 

understanding children and the support they need to facilitate their learning. Documentation 

makes visible the processes by which pedagogues and children work together which otherwise 

would remain invisible. Documentation is also a tool that the observer uses to record 

information. 

5.6.2 High/Scope 

High/Scope (Hohmann and Weikart, 1995) has developed an ongoing system of observation 

and assessment identifying key experiences which are central to a young child's development. At 

the heart of the High/Scope approach and understanding of children, these key developmental 

indicators (previously known as key experiences) are a series of statements (see pages 81-83) 
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describing the social, emotional, intellectual and physical development of babies, toddlers and 

young children. Each statement highlights an experience that is essential for the development 

of the basic abilities of young children. Taken together, the key developmental indicators (KDIs) 

provide a detailed picture of the typical activities which comprise the content of young children’s 

learning; the kinds of knowledge they are acquiring (Epstein, 2007). They are the building blocks 

of thinking and reasoning at each stage of development. In the US, the KDis are organised into 

five content areas which match the five dimensions of ‘school readiness’ identified by the National 

Educational Goals Pane! (Kagan, Moore and Bredekamp, 1995). They can equally be organised 

according to our Framework for Early Learning (NCCA, forthcoming), see Table 11, below. 

Pre-school Key Developmental Indicators 

The five content areas that the High/Scope pre-school KDIs are organised within are as follows: 

° Approaches to Learning 

° Language, Literacy, and Communication 

° Social and Emotional Development 

° Physical Development, Health and Well-being 

° Aris and Sciences 

- Mathematics ~ Science and technology 

- Social studies - Arts 

(see pages 81-83 for fuller detail) 

Table 11: High/Scope Key Developmental Indicators (see pages 81-83) and the 

Framework for Early Learning 

  

   

  

        Sense of Seif identify and Belonging 

Social Relations 

Movement _| Well-being 

Communication and | Communication 

Language 

Exploring Objects Exploring and Thinking 

Early Quantity and Number 

Space 

Time 

Creative Representation 

Music           
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In the High/Scope approach, careful observation of children’s activity is seen as essential to 

planning and teaching. The observation record is in keeping with the underlying beliefs that 

recognise children’s abilities to become independent active learners (see also Part 6.8.7 Active 

participatory learning). The key developmental indicators are used as the basis for the High/ 

Scope record keeping process. Adults record brief precise narratives/anecdotes of children 

in real life action naturally, on a daily basis as they play, build, pretend, explore, talk (see also 

Part 5.3.7). These narratives are then arranged within the main KDis and crossed referenced 

if appropriate (acknowledging the complexity and integrated nature of children’s learning and 

development). For example, if we take Sean aged three years and six months and some of the 

anecdotes that were written about him in one session as he attended his ECEC service, we can 

see some of the content of his curriculum/the kinds of experiences he engaged in for the day, the 

context of those experiences, his interactions with others and the accompanying KDI. 

Example: 
  

Success! (eet Social awa Emotional Development)   
2 At wr (worke time), sean Looks. at the photo of his fg ow. the Family wall’ and 

: ae oe brother | is smaller thaw. mel” (eels Arts ana Stee) 

    : chi aren voll the ars Sab the slide, veer ve them. ana repeat the patterr : 

ana Emotional Development) . 
  

See Part 5.10.4 for detail on interpretation and ‘what’s next 
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These anecdotes fit readily into the KDIs of Approaches to Learning, Language, Literacy and 

Communication, Social and Emotional Development and Arts and Sciences (see later on in Part 

5.10.3 Practical examples of assessment and planning [High/Scope and Learning Stories] for 

details including an interpretation and ‘what's next’ of the anecdotes above). 

Anecdotal notes are used as the basis for team planning for individual children and groups of 

children. If it becomes clear that there are few (if any) anecdotes within certain categories of the 

KDIs, then the provision of those experiences must be considered. Practitioners must evaluate if 

they are providing sufficient materials (e.g. for art/representation activities) and plan accordingly 

to ensure children are having the opportunity to experience all the KDIs. Anecdotal notes are 

taken on a daily basis and may be transcribed into a Key Developmental Indicator Form. These 

contribute to daily and weekly planning and discussions with families on children’s learning (see 

Part 8.1 Participation of Families). The important questions practitioners should ask themselves 

on a daily basis are: “What did we see children doing today, what do their actions tell us about 

them and how can we provide materials and interact with children to support their play and 

learning tomorrow” (Post and Hohmann, 2000, p. 31 1). 

Over time, the narratives/anecdotal notes can then be transcribed into the Child Observation 

Record (COR). When practitioners are very familiar with COR, some of the anecdotes can be 

transcribed directly into it. While the KDIs demonstrate the process of early learning, the. COR is a 

comprehensive assessment tool. The COR is administered as a baseline assessment when the child 

has settled into the service and ideally followed by two further assessments throughout the year. The 

KDIs and hence the COR can be recorded electronically. COR training is available online from the 

High/Scope Educational Research Foundation (see www.high/scope.org for details). 

High/Scope stresses these points in order to maintain quality observation and assessment practice: 

° Practitioners need to know the children quite well. 

* The observation sheet must not be administered as a test. 

* There is a strong emphasis on building upon the child’s strengths not weaknesses. 

* Ongoing training and practice is essential. 

* The use of anecdotal notes, KDIs, and the COR is information gained through observation 

and conversations with children. This must be accompanied by other documentation such 

as children’s artwork, children's own planning and reviewing processes, photographs/film of 

children in action or their models. 

The review processes of the ‘plan-do-review sequence’ (see also Part 4.3) in High/Scope 

(Hohmann et al, 1995) concerns the child assessing themselves and their personal 

achievements. For further advice on High/Scope contact High/Scope Ireland (see Useful 

Resources, see also Parts 4.3.2; Part 5.6.2 and 6.4 for more information on the approach). 

  

See pages. 81. -83 for more © detal on High Scope Key 

Developmental Indicators, : 

  

5.6.3 Learning stories 

The term ‘learning stories' stems from the work of Carr (1998a, 1998b, 2001) within 

the socio-cultural context of the New Zealand curriculum (Te Whariki) and within particular 

understandings of learning dispositions. It is a dynamic approach to documenting children's 
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learning and development. Similar to High/Scope, the system is premised on a view of children 

as competent and unique active learners. Learning stories involve a narrator/writer in describing 

learning based on children’s strengths — what the children can do. By their very nature, learning 

stories are complex and evolving and enable practitioners to plan and extend experiences that the 

children are already interested in and doing. 

Learning stories, in the New Zealand context, are developed to sit within five desirable domains 

of learning dispositions. Carr (2001, p. 21) describes these learning dispositions as: “...situated 

learning strategies — participation repertoires from which a learner recognizes, selects, edits, 

responds to, resists, searches for and constructs learning opportunities... being ready, willing and 

able to participate in various ways: a combination of inclination, sensitivity to occasion, and the 

relevant skill and knowledge” The five domains of dispositions are (Carr, 2001): 

® Taking an interest 

® Being involved 

° Persisting with difficulty or uncertainty 

° Expressing a point of view or feeling 

* Taking responsibility 

Learning stories therefore keep learning complex rather than attempt to fragment it, supporting 

a holistic view of learning (and assessment). Learning stories can include the context, the 

relationships with others, an activity or task at hand and an interpretation from the story teller, 

who knows the child well and focuses on evidence of sustained, or a new interest, challenge, 

involvement, communication or responsibility. They can be prolonged, carried out over a 

long period of time, with a number of collaborators in the story telling (Carr, 2001). In an 

early childhood setting, perspectives are sought whenever possible beyond the writer of the 

learning story; they can include other children involved in the learning story, their peers, other 

practitioners, parents and or other significant adults or children. Learning stories engage those 

involved in understanding the learning taking place and the complexities of this through analysis, 

interpretation and discussion (‘short term review’). More often than not, learning stories lead 

those involved to responding to the insights of the learner or learners in some way (‘what's next’), 

thus informing and supporting the learning and teaching process. 

Learning stories are similar to the anecdotal notes/narratives familiar to High/Scope. The 

difference is the overarching structure within which the narratives are framed. Table 12 on page 

80 gives an example of what a learning story looks like (drawn from Carr, 2001, p.150; it 

was incomplete and is therefore adapted). The term ‘narrator’ is used instead of ‘observer’ in 

acknowledgement of the multiple perspectives (parents, caregivers, children or others) who can 

also contribute to the stories. Each story can fit into one or more of the five themes of the New 

Zealand curriculum. See Part 5.10.4 for the interpretation and ‘what's next’ of this learning story. 

For examples of attempts to create photographic learning stories within the themes of the emerging 

Framework for Early Learning (INCCA, forthcoming], see page 84-87). For more information on 

learning stories in the Irish context see Brennan (2004). She demonstrates their use to present and 

interpret children’s learning in play situations in ECEC settings in Ireland. Learning stories contribute 

to what Laevers (2005) described as a “process oriented child monitoring system’, which involves 

observations of children in real life situations and rich contexts. In fact, the changing context is the 

test as what is observed is “...the route they [children] take during the day and the choices they 

make, the kind of questions they ask, interests they express, initiatives they take and interactions 

they engage in, the evolutions one can spot over a longer period” (Laevers, 2005, p. 24). Learning 

stories centre on the learner rather than on the content (Dunphy, 2008). They are descriptions 
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of specific moments of learning that capture its complexity and richness. As in the documentation 

approach favoured in the Reggio Emilia centres, the narratives make early learning and development 

(and hence the assessment of that) visible. 

  

  

  

Belonging Taking an Finding an interest here — atopic, | peter has beew interested iw dogs 

interest an activity, a role. Recognising the [awd has seulpted one out of clay 

familiar, enjoying the unfamiliar. and has sewn one. He is very 

Coping with change. een to sew another one anal 

Well-being Being Paying attention for a sustained has been asking me to set him 

involved period, feeling safe, trusting others. up for days. But I've been so 

Being playful with others and/or busy! Yesterday ( said “Right 

materials. —oh Peter, Let’s get going on this 
Exploration Persisting Setting and choosing difficult tasks. dog\” How about you draw me 

with difficulty | Using a range of strategies to solve 

problems when ‘stuck’ (be specific). 
  

Communication Expressing In a range of ways (specify). For 

        
an idea or example: oral language, gesture, sure it happens tomorrow” | 

feeling music, art, writing, using numbers | cai 4 “VES!” said Peter. But we 

and patterns, telling stories. both forgot until going home 

Contribution Taking Responding to others, to stories, time! Peter suggested “write 

responsibility | and imagined events, ensuring it down on the wotice board for 

that things are fair, self-evaluating, 

helping others, contributing to 

programme.   
one to use as the pattern. He 

returned with the drawing but 

it was tidy up time. “Lets make 

tomorrow.” tHe sata “We've got to 

rermemmber to read it tomorrow.”     

It is acknowledged that while learning stories are a really useful way of capturing children’s leaming 

and development, there are challenges to “developing them in a way that is really coherent with a 

socio-cultural approach" (Dunphy, 2008, p.44). Fleer (2002), cited in Dunphy (2008), argues that 

it is difficult for practitioners to move beyond the familiar individualistic approach to assessment to 

embrace a socio-cultural approach. This involves taking account of not just the influence of context 

on children’s learning, but child-adult sequences; the tools which are culturally mediated (cultural 

tools include those used for eating, signs and symbols) that are in use in the situation; and the values 

and ideals that are present which are derived culturally or institutionally. See Dunphy (2008) for 

a fuller discussion of this. Nevertheless, such an approach to assessment which involves seeking 

coherence, how things interrelate, telling the full story and involving all stakeholders in the process 

of documentation and interpretation (Carr and May, 2000) should be encouraged. Attention to 

the complexity of interactions between children and their environments, the people and objects that 

inhabit that environment contradicts a checklist/prescribed outcomes approach. 

  

See pages 84—87 for photgraphic examples of Learning Stories. 
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High/Scope Pre-School Curriculum Content 
Key Developmental Indicators (KDIs) are the building blocks of thinking and reasoning at 
each stage of development. High/Scope identifies 58 pre-school KDIs organised under FIVE 
content areas. 

1. Approaches to Learning 

° Making and expressing choices, plans 

and decisions 

* Solving problems encountered in play 

. Language, Literacy and 

Communication 

* Talking with others about personally 

meaningful experiences 

° Describing objects, events and relations 

° Having fun with language: listening to 

stories an poems, making up stories and 

rhymes 

° Writing in various ways: drawing, 

scribbling and using letterlike forms, 

invented spelling and conventional forms 
° Reading in various ways: reading 

storybooks, signs and symbols and one’s 

own writing 

* Dictating stories 

Social and Emotional Development 

° Taking care of one’s own needs 

° Expressing feelings in words 

* Building relationships with children and 
adults 

* Creating and experiencing collaborative 

play 
° Dealing with social conflict 

. Physical Development, Health and 

Well-Being 

° Moving in nonlocomotive ways (anchored 

movement: bending, twisting, rocking, 

swinging one’s arm) 

° Moving in locomotive ways (nonanchored 

movement: running, jumping, hopping, 

skipping, marching, climbing) 

* Moving with objects 

° Expressing creativity in movement 

* Describing movement 

* Acting on movement directions 

° Feeling and expressing a steady beat 
* Moving in sequences to a common beat 

  
. Arts and Sciences 

Mathematics 

Seriation 

* Comparing attribute (longer/Shorter, 

bigger/smaller) 
° Arranging several things one after 

another in a series or pattern and 

describing the relationships (big/ bigger/ 

biggest, red/blue/red/blue) 

° Fitting one ordered set of objects to 

another through trial and error (small cup 
+ small saucer; medium cup + medium 
saucer; large cup + large saucer) 

Number 

° Comparing the numbers of things in two 
sets to determine “more,” “fewer,” “same 

number” 

° Arranging two sets of objects in one-to- 

one correspondence 

* Counting objects 
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Space 

¢ Filling and emptying 

¢ Fitting things together and taking them 

apart 

¢ Changing the shape and arrangement of 

objects (wrapping, twisting, stretching, 

stacking, enclosing) 

° Observing people, places and things 

from different special viewpoints 

¢ Experiencing and describing positions, 

directions and distances in the play 

space, building and neighbourhood 

¢ Interpreting spatial relations in drawings, 

pictures and photograph 

Social Studies 

¢ Participating in group routines 

° Being sensitive to the feelings, interests 

and needs of others 

Science and Technology 

Classification 

* Recognising objects by sight, sound, 

touch, taste and smell 

¢ Exploring and describing similarities and 

differences and the attributes of things 

° Distinguishing and describing shapes 

¢ Sorting and matching 

e Using and describing something in 

several ways 

¢ Holding more than one attribute in mind 

at a time 

* Distinguishing between “some” and “all” 

° Describing characteristics something 

does not possess or what class it does 

not belong to 

Time 

° Starting and stopping an action on signal 

¢ Experiencing and describing rates of 

movement 

¢ Experiencing and comparing time intervals 

® Anticipating, remembering and 

describing sequences of events 

The Arts 

Visual Arts 

¢ Relating models, pictures and 

photographs to real places and things 

° Making models out of clay, blocks and 

other materials 

e Drawing and painting 

Dramatic Arts 

¢ Imitating actions and sounds 

¢ Pretending and role playing 

Music 

¢ Moving to music 

¢ Exploring and identifying sounds 

* Exploring the singing voice 

¢ Developing melody 

¢ Singing songs 

* Playing simple musical instruments 
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High/Scope Infant And Toddler Curriculum Content 
Key Developmental Indicators (KDIs) are the building blocks of thinking and reasoning at 
each stage of development. High/Scope identifies 41 infant and toddler KDls organised under 
TEN content areas. 

1. Sense of Self 

¢ Expressing initiative 

° Distinguishing “me” from others 

° Solving problem encountered in 

exploration and play 

* Doing things for one’s self 

  

Social Relations 

* Forming an attachment to a primary 

caregiver 

* Building relationships with other adults 

* Building relationships with peers 

° Expressing emotions 

* Showing empathy toward the feelings of 9. 

others 

° Developing social play 

Creative Representation 

° Imitating and pretending 

* Exploring building and art materials 

* Responding to and identifying pictures 

and photographs 

10. 

Movement 

° Moving parts of the body (head turning, 

grasping, kicking) 

* Moving the whole body (rolling, crawling, 

cruising, walking, running, balancing) 

° Moving with objects 

* Feeling and expressing a steady beat 
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Music 

° Listening to music 

* Responding to music 

¢ Exploring and imitating sounds 

* Exploring vocal pitch sounds 

Communication and Language 

° Listening and responding 

* Communicating nonverbally 

* Participating in two-way communication 

* Communicating verbally 

* Exploring books and magazines 

* Enjoying stories, rhymes and songs 

Exploring Objects 

° Exploring objects with the hands, feet, 

mouth, eyes, ears and nose 

* Discovering object permanence 

* Exploring and noticing how things are 

the same or different 

Early Quantity and Number 

¢ Experiencing “more” 

° Experiencing one-to-one 

correspondence 

* Exploring the number of things 

Space 

* Exploring and noticing location of objects 

* Observing people and things from 

various perspectives 

* Filling and emptying, putting in and 

taking out 

* Taking things apart and fitting them 

together 

Time 

° Anticipating familiar events 

* Noticing the beginning and ending of a 

time interval 

° Experiencing “fast” and “slow” 

* Repeating and action to make something 

happen again, experiencing cause and 

effect 
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Samples of Photographic Learning Stories 

Table 13:Freya’s painting 

Child’s name: Freya 

Date: 15th June 

Narrator: Terry 

Theme 

  

A learning story 
  

Well-being 

Children develop 

happy and healthy 

within themselves, 

community and society. 

Identity and 

Belonging 

Children develop a 

positive sense of who 

they are, and feel 

connected to the early 

| childhood group/ 
setting, their community 

and wider society. 

Communicating 

Children share their 

experiences, thoughts, 

ideas and feelings 

with others with 

growing confidence 

and competence for a 

variety of purposes. 

Exploring and 

Thinking 

Children investigate 

and make sense of the 

world around them.   
  

  

Freya and t (practitioner Terry) 

ave exploring with paint in the 

morning session. Freya has 

beew reluctant in the past to 

paint with her fingers because 

she didw't like having paint all 

over her hands. Her friend Abt 

was painting with her fingers 

and | woticed that Freya was 

watching closely. | asked Freya 

“Would you Like to patwt with a 

sponge maybe”? She nodded and 

smiled. She had decided to try 

something wew! 

At the beginning of the activity, 

Freya was cautlous; | worked 

with my sponge making prints 

ow my paper, while Freya Looked 

at the sponge which she haa 

dipped in the paint. She asked 

me “Put it here” | said “Do you 

want me to put a print on Your 

page?” She nodded. when t haa 

made my print she sata “ULL put 

mine here!” She smiled when | 

traced the outline of her print 

with my finger. She then went 

ow to make many more prints. 

we were both greatly enjoying 

ourselves and Freya was fully 

invested tw the activity. She 

proudly showed her work to Abl, 

“Look! Look! Abi” she sata “Look 

what | dowe!” 
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One interpretation (Terry’s supervisor who also 

observed) 

What’s next (from Terry)? 

  

  

With Terry’s sensitive understanding and help Freya was 

motivated to seek a new challenge and develop a positive 

sense of her ability and competence. Within the activity 

Freya demonstrated concentration, persistence, creativity, 

spatial awareness/precision and importantly - satisfaction. In 

the process of making their sponge painting, a relationship 

of friendship and trust was established between Freya and 

Terry. | could see Freya’s confidence growing; she lost any 

apprehensions about dipping the sponge in paint. Abi is 

new to the setting and Freya is progressing at engaging with 

her new friend. All in all, it looked like it was an enjoyable 

experience for both Terry and Freya, broadening horizons 

and building friendships.   

| will continue to build my relationship 

with Freya and Freya's relationship with 

Abi. | will introduce Freya and Abi to wew 

opportunities for exploring painting with 

other items, €.g. potatoes, other shapes, 

dough. Perhaps | will try out making 

marks in a small piece of shaving foam 

or ‘gloop’ (covw flour and water mixture) 

and see would they like to try that. But 

[must remember | am just providing 

opportunities. I’m confident Freya will 

continue to try out and enjoy more wew 

expertences when she is ready! 
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Table 14: The wonder of water! 

Child’s name: Max 

Date: 15th June 

Narrator: Jean 

Theme A learning story 

  

Photos 
  

Well-being 

Children develop 

happy and healthy 

within themselves, 

community and society 

  

Identity and 

Belonging 

Children develop a 

positive sense of who 

they are, and feel 

connected to the early 

childhood group/ 

setting, their community 

and wider society 

  

Communicating 

Children share their 

experiences, thoughts, 

ideas and feelings 

with others with 

growing confidence 

and competence for a 

variety of purposes. 

  

Exploring and 

Thinking 

Children investigate 

and make sense of the 

world around them.     

Whew asked by Ray, what he 

planwed to do tn the afternoow 

sesston, Max, who ts wew to the 

centre, pointed to the water table. 

Max managed to get the Lid off 

a plastic beaker that was tw the 

water tray and was able to create 

a fun and exciting activity for 

himself. with Ray’s supervision 

at hand but not interfering 

with him, Max could enjoy the 

freedom ana independence of 

dtrecting his oww self-initiated 

play. Having found the watering 

caw he soow Learned how to fill it 

up — awd pour tt out. 

As the afternoon progressed, Max 

grew more adventurous, trying 

out the other objects ow the water 

table; at first a watering can, 

Later the water wheel. Max spent a 

total of 20 minutes ow his own at 

the water table. Max clearly had 

fun and learning investigating 

the wonder of water! 
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One interpretation Vean, practitioner 

observer) 

What’s next? (Vlean, observer) 

  

  

Max had the opportunity to develop 

independence and explore the facilities in his 

ECEC centre. 

He also learnt how to plan and carry out an 

activity, and how to get the most fun out of 

the materials available to him. He is able to 

plan for the future and the next day’s activity. 

He demonstrated a high degree of energy 

and vitality and excellent manual dexterity 

- the lid was very difficult to remove. 

He was able to use all of the materials 

available to him within the water table and 

use his whole body. 

He demonstrated concentration and 

persistence. Through his facial expressions, 

he expressed delight and satisfaction.   

Continue to support and murture Max’s new found 

enjoyment at the water table, avd help him continue 

to develop the skills of pouring he learnt from the 

activity. To support Max’s communtcatton, Listew 

to him talk about his experlewces as he explores the 

properties of the objects, aske open ended questions. 

Encourage other children to join tw play with Max 

at the water table. Extend Max’s interests and 

explorations, using his prior knowledge of pouring to 

offer beakers which are graduated tn size. 

offer materials which are heavy awd light, which 

sink and float to further extend his interests. 

To support Max’s identity and belonging show 

Martha (his mum) this story and find out what else 

does Max Lilee to do at home, to bring into the centre. 

Get permission from Max and Martha to hang the 

story up.   
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5.6.4 A word about checklists 

There are a number of checklists available, good practice suggests the following: 
  

(oA completed checklist provides a mechanical way of looking at children. i) 

* It ignores the skills of those working with children. 

* All children are different. The complexity of a human being cannot be summarised in a 

questionnaire/tick box. 

* A checklist is confined to a limited number of behaviours and cannot take into account 

uncommon events or qualitative differences between children. 

* Checklists can serve to penalise children whose abilities and life experiences differ from the 

majority population on which the checklist is based. 

° They do not reflect the way children learn. 

* Checklists can be used as a preliminary stage in indicating a child experiencing difficulties, but 

can never be a substitute for sensitive observation by practitioners. 

* Rather than being instruments of assessment they describe developmental sequences. 

¢ They ignore the creativity, emotions and philosophising of young children.     * The value of checklists, if any, is in providing information in a systematic and objective way. J 
  

5.6.5 Portfolios of children’s work 
In autumn 1999, Barnardos undertook a ‘Review of Early Years Services’. Centres of Excellence 

in the United Kingdom were visited, and practical short-term recommendations were made. It 

was noted that each centre had an area where children’s work or samples of their work were 

available in large transparent folders (portfolios) for the families to browse through. Each folder 

was marked with the child’s name. The contents were regularly changed or added to and there 

was an option to buy the folder at the end of the year should the families wish to. In the meantime, 

the families were free to take the artwork and the folder could be recycled. Photographs of work 

in progress, in addition to the finished product, can be useful to plot the development of the work, 

particularly large-scale models which may be difficult to transport safely. Photos of the children 

in action were displayed at the children’s level. Great care was taken in how the artwork was 

presented. Each picture and photo was mounted on coloured sugar paper to allow the pictures 

to stand out. Some were highlighted with a caption, others spoke for themselves. Information 

such as this provides a much richer tapestry of children’s learning and development than 

more traditional forms of assessment. Sweeney (2007) advises that portfolios could include: 

photographs, examples of children’s work (paintings, mark makings, child made books), learning 

Stories, parent conferences, conversations with children reflecting on their work, and items that 

demonstrate children’s unique interests/learning. 

5.6.6 Mosaic approach — consulting with children 

The mosaic approach is a way of consulting with and listening to children that integrates the 

visual with the verbal. It is multi-method: children’s own photos, maps and tours are connected 

to observing and talking to gain a deeper understanding of children’s lives and their learning 

(CECDE, 2007). It recognises the different ‘voices’ or languages of the child. It is participatory 

and treats children as experts and agents in their own lives. It is reflexive, including children, 

practitioners and parents in reflecting on meanings, and addresses the question of interpretation 

(Clarke and Moss, 2001). The approach is about dialogue, reflection and action. Harte (2005) 
demonstrates how consultation with children can be central to and enhance the learning process. 

Consulting with children has a number of benefits not least to encourage practitioners to move 

away from the welfare model of ‘minding’ children and towards empowering children, to influence 

our re-evaluation of how society views children and is a unique and bottom up approach for 
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assessment, within settings (Harte, 2005). The NCCA (2007) employed the mosaic approach 
in their portraiture studies of children in a variety of contexts entitled Listening for Children’s 
Stories: Children as Partners in the Framework for Early Learning. See also Book 1 Governance 
and Policy, Part 3.3.1 Children’s participation in policy making for further discussion of consulting 
with children in the context of policy making. 

Another method of child consultation is called the clinical interview (Dunphy, 2008). It is 
especially of interest when more traditional methods of enquiry, such as observation, are 
inadequate to uncover the complexity of children’s thinking. The word clinical is not used in the 
sense of pathology but for greater understanding of the individual. For a full discussion on the 
clinical interview method as a potential way of assessing children’s learning and development see 
Dunphy, 2005; 2008, 

5.6.7 Playladders 

This is a method of observing how children play and it is intended that children achieve the next 
step on the ladder. Playladders were developed by Hannah Mortimer (most recent addition, 
Mortimer, 2000). They can be used flexibly as the material can be adapted to suit a variety of 
Settings. The Playladders booklet contains 21 playladders, each one representing an activity 
typically available for under-fives, e.g. climbing frames, painting, home corner, book corner 
or glue table (see Part 5.6.7 for some more of the list). Each activity is broken down into 
progressive steps and skills. The emphasis is on flexibility, and users are encouraged to adapt, 
modify or add to the ladders to suit the particular child, culture and setting. There are also blank 
play ladders to build up. Playladders detail young children’s play as they go about their activities 
in the service, playgroup or at home. They are a method of observing and recording how a child 
plays now, and they provide ideas on how to help the child reach the next step. They provide 
the ideas for moving one step at a time from simple to more complex play, encouraging young 
children in their learning. 

5.6.8 All About Me 
All About Me, developed by Professor Sheila Wolfendale (Wolfendale, 1 998), is a booklet that 
enables parents to note down and record from time to time their child's development and progress. 
It is a record for the family, and it gives parents a basis on which to discuss their child’s progress 
with practitioners. Ai! About Me is written in the first person, from the point of view of the child. It 
incorporates seven areas: language; playing and learning; doing things for myself; my physical 
development; my health and my habits; other people and how | behave; my moods and feelings. 

This last section explores the constellation of a young child's feelings, likes, dislikes, fears and 
sources of pleasure. It aims to reflect the uniqueness of each child, by presenting a picture of the 
child as he or she is now. It mosily uses open-ended sentence completion approach with some 
YES/NO boxes to tick with space for comments. So parents and child can complete a sentence 
or statement in their own words and present a lively picture of the child at home, rather than fill 
in an entire page of YES/NO answers (common to some other checklist formats), which do not 
convey the child's individuality. According to Drummond, Rouse and Pugh (1993), practitioners 
have found a completed Ai! About Me a useful complement to other forms of observations and 
record-keeping systems. 

All About Me can also be simply adapted for use in services. Children can make their own 
booklets with practitioners and include photos of ‘my family’, ‘my pets’, ‘my favourite people and 
places’, ‘what | like to do most, ‘what I don’t like to do’, ‘what | like to eat most’, ‘what | don't like 
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to eat’, ‘my favourite toy is), ‘my favourite colour is’. All of these can be accompanied by photos, 

drawings and other representations by the child. 

5.6.9 Some key questions on assessment in practice 

This subsection focuses on the importance of observation and documentation to assess what 

the children are doing on a daily basis, what their actions are telling us and how can we support 

their learning and development tomorrow. Regarding children themselves, the following questions 

from Post and Hohmann’s (2000) are adapted: 
  

(e How are the individual and social needs of children met? es oe \ 

° Are child ‘supported t to be confident in themselves and with others, if so how? : 

eln what ways are the children’ s independence and interdependence fostered? 

® How is each child supported to make choices and decisions? . 

¢ How are the children supported to collaborate with each other? 

° How are the children ‘supported to solve problems alone and with others s suitable to her/his 

stage. of development? 
ee 

° How i is active participatory learning supported?   \" In what ways are children given freedom of movement and opportunities for play? 

5.7 The negative consequences of labelling 

° It is essential that assessments are focused on what the child can do, as some assessment 

procedures — particularly completing checklists ~ can lead to labelling children negatively. 

Behaviour changes for the better may not be noticed. 

© Once labelled a problem, practitioners may give up trying to help the child or react in ways that 

make the behaviour worse. 

© The label can become a self fulfilling prophecy — e.g. a child labelled a ‘slow learner’ can result 

in a practitioner's expectations being lowered and motivation to teach the child may be affected. 

5.8 Record keeping 

Bartholomew and Bruce (1996) give a useful account of how different assessment and record 

keeping processes come from historically different educational traditions and that record keeping 

is an integral part of the approach to working with young children; it cannot be separated from 

practice. They recount Sylva and Moore’s research, which found that different types of service 

practice affected the kinds of record-keeping processes used. ‘Tightly structured’, formal ECEC 

settings tended to use checklists, while more informal ECEC settings used the more ‘narrative’ 

type of records based on observations. 

5.8.1 Formats for recording curriculum and assessment 

No assessment format can be right for a staff group until it has been discussed, planned and 

evaluated according to agreed values and principles. The format that practitioners develop must 

reflect the curriculum/activities that they provide. Practitioners need to start working on their 

format for their curriculum as it is now. This is not to say that the curriculum remains fixed, in 

fact assessment can re-shape, inform and review the curriculum. Whatever format is chosen 

or developed, it must cover all aspects of development. Staff teams must make a collaborative 

decision. A manageable amount of headings need to be selected to cover all aspects of their 

work. When the list is compiled it needs to be shared with parents and other professionals to 

check out that what has been selected to observe, assess and record is relevant to everyone. The 

following are examples of some assessment formats: 
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Table 15: Some formats for assessment 

High/Scope Playladders All About Me Early Learning Goals 

A Record Of Progress Foundation Stage 
| Within Play Activities |. Curriulum (Over 

| G1 Climbing frame Threes) 
© Tricycle/Car ©) Personal, social 
©] Ball play and emotional 
Q Floor games development 
Q) Drawing “I Communication, 
QO Co-ordinating toys language and literacy 
Q] Puzzles ©] Mathematical 
Q Early number | development 
Q) Dressing up | O Knowledge and 
Q Talking understanding of the 
Q Getting on world 
“] Books Ql Physical development 
©) Music corner ©) Creative development 
Q) Water play 

Q) Clay/dough 

Q Painting 

   

    

   

        

    C} Glue Table 

Ql Sand Tray 

Other     

  

5.8.2 Professional practice and legislation regarding record keeping 
Children’s records will include: child and family details, assessments of children’s developmental 
progress, collections of children’s work which give insight to children’s development and learning, 
photographs of children’s work, or reports from other specialists working with the child. Other 
records may be kept such as observations carried out by parents, a diary if a system of diary 
keeping is used, or daily records of the child's activities. Staff will need to decide for every child 
what they want to look for — what is essential to record and what they might record if they see 
it happen. The essential aspect of any assessment and record keeping is that the achievements 
noted are used to plan the ‘what next’ for all the children in the group. 

Storage of records 

As discussed in Book 7 Policy and Governance Part 2.1.8 and 3.5.2 all records pertaining to 
children must be kept in a locked filing cabinet. Whatever records are kept in the service, it is 
essential that a reliable system for their storage and retrieval is devised. 
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(» 

   

  

. " Regulation 2008 shou i : > Cc : 

(2004) i in its. Childcare Management Committee Guidelines: says t that records should be kept. 

  
      . until a child reaches eae S. jute Splanaioy & Guide that accompanies the Regulations,     

    
Le and 2003 (see Book: 1 Policy and | Governance Part e 3.5. By 

For a full discussion on the legislative context in Ireland relating to assessment of children 

attending primary schools and those with specific requirements see Dunphy (2008). 

5.8.3 Effective record keeping 

Recording systems do not need to be complex and sophisticated to fulfil their purposes. The best 

records are simple and clear. Keeping records contributes to the quality of children’s experiences, 

supports their development and helps to keep them safe. 

The following criteria could help in the development of effective record keeping: 

® Quick to complete. Records are more likely to be kept up to date if a regular short amount of 

time can be allocated to complete them. 

° Easy to understand. This is especially important when the records may be passed on to 

parents. In other countries, records are also passed on to schools. 

© Useful. Records serve as the starting points for the practitioners both in the child's present 

setting, and in the next. 

° Objective. Records need to be factual, focusing on what children do and say, avoiding 

assumptions and inferences. 

° Records should be reasonably easily accessible for agreed staff and volunteers so information 

can be shared readily with families. 

° Records must be kept securely and not left in vulnerable places so that confidentiality is at risk. 

® Records must be protected from possible fire, flood or burglary. 

5.9 Effective assessment 
According to Hutchin (1999), assessment is at its most effective when: 

° It is based on what is seen or heard and thus records what the child can do rather than what 

they cannot do. Therefore every statement is positive and shows both achievements and where 

support is needed. 

° Parents’ contributions to the records and their knowledge of their child is central not only at 

the beginning, when the child is first admitted, but throughout the child’s early educational 

experience. 

© The child is involved, informed about what is written and given a space to express their own 

view on their achievements. 

© The parents and child, and not a predetermined list of skills against which a child is ticked off, 

form the starting point. 

© Practitioners observe children as part of their daily routine, keeping notes and samples on all 
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aspects of development as they happen: in play, in self initiated and self-chosen activities and 
adult-directed activities. 

* It is based on observations of the child in action. There should be no pressure to set up 
assessment tasks to see if the child can perform in testing situations, nor to fill in particular 
charts and tick lists at particular times. 

* Notes on significant developments are taken as they happen. 
° It is shared regularly with both child and parents. 
* It is used for planning the learning experiences that will be offered to the children. 
° A manageable system is devised for record keeping and assessment based on the above 

principles, 

Some further questions could be asked about assessment systems drawing from the following 
key questions for practitioners (Carr, 2001): 
* Does the system acknowledge the unpredictability of learning and development? 
* Does it include a narrative approach? 
* Are collaborative interpretations encouraged? 
* Is it acknowledged that some activities and artefacts have their own built in assessment system, 
such as the completion of a jigsaw? 

* Does the assessment system promote the ECEC setting as a community of learners? 
* Is it possible for the practitioners to conduct the assessments? 
° Are the assessments useful to practitioners? 

In-depth assessment requires adults to observe changes in children’s behaviour and learning 
and to link these to curriculum goals. Assessment contributes to evaluation, revision, and 
development of programmes. Children are increasingly able to assess their own learning, to 
outline their own goals, and to decide how to achieve these goals. They work hard to achieve 
such goals as learning to walk, forming letters and numbers, and contributing to group interaction. 
The learning environment should enable children to set and pursue their own goals within the 
boundaries necessary for safety and to reflect on whether they have achieved their goals. 

  

  

Effective assessment means finding out what children have learned to know, do and feel, and 
then taking responsibility for a curriculum that builds on and enriches their learning. As a result of 
effective assessment, the following interventions may occur: 
* Enriched environments are offered based on children’s interests. 
* Educational input in small groups from a practitioner. 
* Intensive learning programmes for the whole group. 
* Speech therapy and language work from a speech and language therapist. 
* Involving parents in language or educational programmes. 
° Working with parents at home or in the service on play activities. 

The National Association for the Education of Young Children (NAEYC, 1997) recommends 
that children should receive individualised support if they need it, such as tutoring, personal 
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instruction, focused time on language development (this is particularly important if children do not 

speak Gaeilge or English as a first language) and other strategies to support learning processes. 

Children make continuous learning progress. Because they advance through sequential 

curriculum at different paces, children can progress in all areas as they acquire competence. 

In summary, effective assessment: 

e Involves parents and children in the process. 

° Considers the possible damaging effects of the context of assessment. 

° Reflects the complex and dynamic processes of learning and development. 

© Enriches and extends the curriculum offered through greater understanding of children’s 

learning, supported by careful systematic observations. 

5.10 Linking assessment to planning 

5.10.1 Effective planning 

Effective planning builds on children’s interests, inquisitiveness, delights as well as their existing 

skills and knowledge. It encompasses the full range of skills, attitudes, and understanding that is 

known to be appropriate for children of this age. It includes the learning that is to be ‘presented’ 

io the children and what staff will do to ensure it happens in practice. According to Hutchin 

(1999), planning is most effective when: 

* The child is at the centre of curriculum planning rather than the child having to fit in with 

demands of the service. This is equally important in all stages of planning: long, medium and 

short term (see below). 

¢ It is based on an understanding of how children learn and develop at this age. 

© The medium- and short-term plans build on what we know about the children we are working 

with, their interests, existing knowledge and skills and their needs ~ emotional, physical, social 

as well as learning needs. In other words, it means using our records and assessments to help 

us plan. 

° It is shared between all those who work with the particular group of children for whom it 

applies. (Although it may be difficult to involve everyone on a regular basis, this should still 

be the aim, so that all can contribute and develop a common understanding of what has been 

planned. Everyone will have different strengths, ideas and perspectives to bring to it) 

° It involves regular evaluation, resulting in adjustments to the medium- and short-term plans to 

meet the children's needs and interests while keeping the long-term plans as the learning to 

which alt are entitled. 

° It covers different areas of provision, not just table activities. It includes the involvement of staff 

in play situations such as water and sand, outdoor play and role-play. 

® The learning intentions for children are made clear to all but remain flexible enough to meet the 

needs of every child. 

° |t involves and informs parents, children and all staff. 

© It involves all aspects of learning. This means it values the process of learning, not just 

outcomes, and involves planning for developments in attitudes to self and to learning. 

© Successful practice doesn’t just rely on good planning, but needs to have effective assessment 

and record-keeping processes. 

5,10.2 Planning 

All adults who work with the children should be involved in the planning process. This will 

develop a sense of ownership, as everyone will have something to contribute and will ensure a 

consistent approach. Preparation tasks and the gathering of resources can be shared. Planning 
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meetings should be timed so that everyone can attend. Learning objectives should be identified, 
the individual needs of children must be planned for, plans for the short, medium and long 
term should be made and the plans should be recorded. According to Te Whariki (Ministry 
of Education, 1996), planning should be a continuing process, involving careful observation, 
identification of needs and capabilities, provision of resources, assessment, and evaluation. 
Discussion and debate about planning programmes are a crucial part of the process of improving 
it, by ensuring that people think about, and are able to justify, their beliefs and practices. 

Hutchin (1999) and the Qualifications and Curriculum Authority (2001) stipulate that planning 
for any age group is usually seen as taking place for three different time scales — long-term, 
medium-term and short-term — all of which link together. Part of the planning is deciding how 
the learning environment — the areas of provision inside and in the outdoor area — is to be 
organised as well as how the staff will be involved in presenting the learning. How will all the 
learning intentions be met, and how will children be able to choose what to do to initiate their own 
learning? 

Long-term planning is perhaps best seen as the learning intentions and possibilities to which 
all children are entitled, often over a year. Itis a way of ensuring that all areas of learning are 
given equal emphasis and that all aspects of learning are covered regularly and frequently. It 
is especially important to ensure that the curriculum is varied so that children are challenged, 
motivated, and that their experiences are broadened, particularly as some children may be 
present in the setting for several years. A long-term plan sets out in broad terms the learning 
experiences to be provided but with some flexibility to take account of unplanned events or 
opportunities that can capture the children’s imaginations or interests (such as snowfall or a new 
amenity in the community). 

Medium-term planning is more practical in that it is how the long-term overview of learning is 
turned into practical learning intentions over a shorter period of time — sometimes a term, a half 
term or even a month. It means identifying and building on children’s interests and needs, as well 
as offering what you want them to learn and find out about. Medium-term plans bridge the gap 
between the broad outline of the long-term plan and the day-to-day detail of the short-term plan. 

Short-term planning is much more immediate and responsive to the individual children 
within the setting, because this is weekly and daily planning, fine tuned to the immediate needs 
of children and what has been happening from day to day. Drawing on ongoing observations 
and informal assessment of the children, it includes, for example, sequences of experiences 
and activities designed to promote new learning or to consolidate or apply things just learned. It 
should also be able to capitalise on the interests and needs of the children and also unplanned 
events, particularly those initiated by the children. 

All these forms of planning require time set aside from working with the children and some 
writing. There is one more level or stage of planning that takes place and that is immediate 
planning. This is rarely thought of as planning as it is not written down, but it is what you do and 
Say aS you are working with the children. When your medium- and short-term plans are based 
on information gathered about the children’s learning and your reflections on what it might be 
appropriate to offer them next, they can be used to inform the way you interact with the children 
from moment to moment. This is the outcome of all the hard work, the discussion and the writing. 
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= In planning w with Sean, acknowledge | his pl 

. A further question ¢ ‘could be ‘What v wi you plan to do | if Kaba wants. to be the Captain too?" 

5.10.3 Practical examples of assessment and planning (High/Scope 

and Learning Stories) 

Plans based on reviewing records may involve: 

° Planning a focused activity for this child and several others. 

° Planning to encourage the child to join in an activity or area of provision they have not tried 

before. 

° Planning to develop an area of strength, by setting up new challenges and investigations. 

° Planning opportunities for further play and exploration, and planning for a member of staff to be 

involved in this. 

¢ Planning opportunities for the child to continue, repeat and practice with the necessary adult 

support. 

The following give two examples of assessment linked to planning from the High/Scope and a 

learning story perspective. 

Example 1 High/Scope 

In Part 5.6.2 High/Scope some anecdotes are recorded. The following anecdotes fit readily 

into the KDls of Approaches to Learning; Language, Literacy and Communication; Social and 

Emotional Development; and Arts and Sciences. The anecdotes can be cross referenced to 

other KDis (see pages 81-83 for more details). This cross referencing supports the holistic 

and integrated way learning occurs. An interpretation and some suggestions for ‘what’s next’ 

are given’ drawn from What's Next: Planning Children’s Activities around Preschool COR 

Observations (High/Scope Educational Research Foundation, 2003). 

Approaches to learning 
  

At Pr T (planning, time), sean. says “rlrst, tam 1 going to draw. a  ploture for 

an in, the AA (are. aren) and thew. l WA going to build a pirate ship | 
       

with Katya | Ww the BC (balding corner), but l want. to steer the boat and be 

captain!” _ 

  

One interpretation 

In this anecdote Sean is making choices, expressing his plans and using his initiative. This is a 

very detailed plan for a three and a half year old and indicates a high degree of forward planning, 

complex play, imagination and articulation (this anecdote could be cross referenced to Language, 

Literacy and Communication) and indeed leadership. 

     

  

What's next? _ 
     

  

, and give him a chance to respond with possibly 
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Language, Literacy and Communication 

  

  

  

One interpretation 

This is a story much enjoyed by the children and relates to the pirate ship that Katya and 
Sean had built, as there were crocodiles in the water! Sean demonstrates an ability to listen to 
and understand the story. He is able to turn the pages at the appropriate time. This suggests 
comprehension, phonological awareness, alphabetic principle and concepts about print (see Part 
6.6 Supporting early literacy). Sean also demonstrates his ability to collaborate with a peer. This 
anecdote could be cross referenced to Social and Emotional! Development. 

  

What's next? 

° Watch and listen to Sean and and acknowledge any observations about the text. 
° Observe — is he following the print? How? Is he following each fine with his eyes? What 
comments does he make about the pages or pictures? 

° In the book area include books with varying amounts of text and sizes of print. 
° Suggest that Sean reads the story. 

  

Social and Emotional Development 

  

  

  

One interpretation 

In this example, Sean demonstrated two independent ways to solve his problem with the lid 
and taking care of his own needs. He demonstrated perseverance and was highly involved and 
persistent. Without frustration, he then sought help from an adult and was able to describe clearly 
the problem. The adult suggested he concentrate on just one corner of the lid to release the 
pressure and open the lid. When that failed she demonstrated how to do it; he watched carefully 
and with practice managed it himself. This anecdote could be cross referenced to Physical 
Development, Health and Well-being. 
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What's next? ) 

° Acknowledge Sean's accomplishment in trying to open the lid independently and in calling for 

help when he needed it. 

° Allow plenty of time for Sean to accomplish further self care tasks. 

° At small group time plan activities which involve opening a variety of boxes and drink 

containers. Include ‘hard to open’ items in the home corner, for children to practice on. Provide 

other activities to encourage self-care using tools to solve problems. For example, providing 

popcorn (popped at work time) and small cotton bags and asking “What can we use to fill our 

bags for our picnic outside without using our hands?”     " Refer Sean to help other children. 

Social and Emotional Development 

  

At OT (outside time), Sean sits ow top of the slide with some small cars 

awd looks at Oscar playing iw the sand pit and calls “Oscar, come here, 

Oscar, come up here ana we'll play with the cars”. Oscar obliges. Seaw 

says “We caw race them doww the slide”. He gives Oscar a car and the two 

children roll the cars doww the slide, retrieve them and go down the slide. 

agatw. The play sequence Lasts 10 minutes and ends when it is time to go 

home. 

  

One interpretation 

In this example, Sean is able to build relationships with children, through initiating an interaction 

verbally and sustaining that interaction. He was able to create a play scenario, invite another child 

to play and went on to experience collaborative play. This anecdote could be cross referenced to 

Physical Development, Health and Well-being and Language, Literacy and Communication. 

  

Whal’s next? 

© Observe for other ideas and plans that Sean makes. 

° Photograph the various stages of the play episode. 

© Try joining the play as a player, taking cues and guidance from the co-players. If you have an 

idea to extend the play, offer it in the context of the play situation and be ready for the child to 

ignore it, adapt it to suit their needs or accept it. 

° At large group time try some games with rules. 

© Support the children that Sean has been playing with, to recall together with Sean. 

  

Arts and Sciences 

  

At wT (work time) i i the (TA (twformation and technology area), Sean 

plays the matching shoe gave ow the computer. _Jawe, the practitioner says 

“You. matched the small shoes to the small person”. Sean replies “Yeah and 

tmatched this owe too” and points to the screew. 
  

One interpretation 

in this anecdote Sean demonstrates his knowledge of number by arranging two sets of objects 

in one-to-one correspondence (see also Part 6.7 Supporting the development of early 

mathematics). This anecdote could be cross referenced to Approaches to Learning. 
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Whal’s next? 

° Provide materials which correspond to each other (e.g. peg and peg board, beads ‘and sorting 
bowls, cups. and saucers, same sets of materials é.g. small figures, pine cones) and watch while 
Sean handles, explores, lines up the materials. 

* Listen out for when Sean starts counting and find opportunities to count with him; “one, two, 
three steps to the press”. 

° At story time read the Three Billy Goats Gruff. 

  

Arts and sciences 

  

At wr (work. time), Seaw lookes at the photo of his farcity o ow v the Family . 
watt’ and says omy, brother i is smaller than mel” : ce ee . 
  

One interpretation 

In this example, Sean again demonstrates abilities in mathematics, seriation in particular. He is 
able to compare attributes (such as longer/shorter, bigger/smaller). 

  ( > What's next? 

® Stock the environment with a variety of interesting materials that come in two sizes for Sean 
and his peers to explore, play with and sort. For example, large and small dump trucks, large 
and small sand and water buckets. 

* Listen for descriptive language, “this is tall”, “this is slow’ 
* Comment on what you do yourself, using descriptive language, “I've made one small tower and 
one big tower”. 

* Stock the room with materials such as clay or playdough that Sean and peers can alter the   shape of. 

  

Example 2 Learning Stories 

In Part 5.6.3 Learning stories above, Peter sought help from Julie to repeat a sewing experience 
of making a representation of a dog. It took a few days before that was realised. (The story was 
drawn from Carr, 2001, p.150; it was incomplete and is therefore adapted.) The following is 
an example of a potential review of that narrative and the plans emerging from it. The narrative 
originated from the context of the New Zealand Early Childhood Curriculum. See pages 84-87 
for a photographic learning story which could link to the emerging Framework for Early Learning 
(NCCA, forthcoming). 
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Belonging Taking an Finding an interest here 

interest — a topic, an activity, a 

role. Recognising the 

familiar, enjoying the 

unfamiliar. Coping with 

change. 

Well-being Being Paying attention for a 

involved sustained period, feeling 

safe, trusting others. 

Being playful with others 

and/or materials. 

Exploration Persisting with | Setting and choosing 

difficulty difficult tasks. Using a 

range of strategies to 

solve problems when 

‘stuck’ (be specific). 
  

Communication Expressing an 

idea or feeling 

in a range of ways 

(specify). For example: 

oral language, gesture, 

music, art, writing, using 

numbers and patterns, 

telling stories. 
  

Contribution     Taking 

responsibility   Responding to others, 

to stories, and imagined 

events, ensuring that 

things are fair, self- 

evaluating, helping 

others, contributing to 

programme.   

Table 16: Example of an interpretation and plan of a learning story 

Peter has been interested 

iw dogs and has sculpted 

one out of clay and sewn 

another one. He is very 

een to sew another one 

and has been asking me 

to set him up for days. 

But t’ve been so busy! 

Yesterday | said “Right- 

oh Peter, Let’s get going ow 

this dog! How about you 

draw me owe to use as the 

pattern.” He returned with 

the drawing but it was 

tidy up time. “Lets make 

sure it happens tomorrow” 

said. “YES!” said Peter. 

But we both forgot until 

going home timel Peter 

suggested “Write tt down 

ow the notice board for 

tomorrow.” He said “we've 

got to remember to read it 

tomorrow.”   
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There are many positive things to 

write about this story. 

° Peter has an ongoing interest 

Ln creating dog representations 

inspired by the Love of his own pet. 

* He has showw his ability to sustain 

awd persist tw his interest. He is 

een to revisit the sewing experience. 
° He Rwows he weeds help awd was able 

to solve it by asking me for help. 

° He clearly kwows how powerful and 

useful literacy is. Writing things 

down to remember and remembering 

to revisit and read them! 

° He has such patience. 

Question: What learning did | think went on 

here (the main points of the story)? 

    

  

° {will organise the materials with 

Peter first thing in the morning. 

* We can discuss other ways of 

building ow Peter's interest and 

his awareness of the importance of 
Literacy, €.9. would he like to dictate 

a story about his pet, anal illustrate it 
with photographs of his sculpting and 

sewing, and perhaps his dog? 

* twill continue to support Peter's 

interest in representing dogs by 

providing different tools and 

materials — wood perhaps? 

* t will borrow the Dorling Kindersley 

‘ultimate Dog Book’ from the Library 

for our reading area. we can read up 

about corgis. 

*There is potential here to organise a 

group project on pets. | will discuss 

this with my colleagues. 

Questions: How might we encourage this 

interest, ability, strategy, disposition, story to 

be more complex, appear in different areas or 
activities in the programme? How might we 
encourage the next step in the programme?     

5.10.4 Implementing the plans 
During the week, adults should work from their plans, implementing what has been decided. 
Putting into action the plans for the specific group of children should prove an ideal opportunity to 
add to their record. Significant developments are taking place. Seeing how children take up what 
was planned is the most rewarding aspect of planning. At the same time, normal record-keeping 
and assessment process is continuing for all the children. None of this should require extra time 
at the end of the day. It should all be part of the daily work with children. 

Planning, implementing the plan and assessing the children are all part of the one process. What 
the children can learn is dependent on what is provided and how itis provided — on the planning 
and the practice. The way assessment occurs and what is assessed is dependent on planning and 
practice also. According to Hutchin (1999), these points can be illustrated in a circular diagram 
or wheel to show how each part relates to the next to demonstrate how each element in this cycle 
link together. The following curriculum planning-implementation-observation/evaluation cycle is 
adapted from Hutchin (1999). 
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Implementation 

* Providing for play 

Figure 3 The curriculum planning-implementation-observation/evaluation cycle 

* Providing a flexible but consistent routine 

* Ensuring positive interactions and ‘sustained shared 

thinking’ 

  

¢ Ensuring a rich learning environment inside and outside 

  

¢ Resourcing activities and learning experiences 

¢ Ensuring child-initiated and adult-initiated experiences 

and activities 

Planning 

Learning intentions/objectives 

° How can we ensure a flexible 

but consistent routine 

* How can we provide materials 

and interact tomorrow 

* How can we support learning 

for 

- child-initiated and 

- adult-initiated experiences and 

activities, inside and outside 

work 

* How can we helping each 

child to experience success 

tomorrow 

ern 

Narratives/Assessments 

* The children’s actions 

* Significant moments in the 

routine 

* The interactions taking place 

* Special interests that can be 

built on 

* Children’s accounts, self- 

evaluations 

* Samples/photographs of their 

work 

« Parents and staff contributions 

Evaluating the Written Plans 

¢ Did they help children to learn? 

« Are the interactions extending learning? 

  

e What was learnt in self-chosen activities? 

e What was learnt in adult-initiated activities? 

* Deciding ‘what next?” 
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5.10.5 Planning a good day for children 
When planning a good day for children, Hendrik (1996) suggests that thought should be given 
to the following: 

° Opportunities for positive staff/child interactions should be facilitated. 
° A balance between children directing themselves in activities and adult direction should exist. 
° The activities provided should enhance all aspects of development. 
° Adults should have sufficient time and discipline to formulate effective plans. 
* Adults should have sufficient time and discipline to evaluate their plans. 
° Plans should be based on information gathered through observations and assessments. 
° The curriculum should be individualised to suit each child's needs, since every child is different 
and learns at his own rate. In order to determine whether the curriculum is individualised, the 

following questions should be asked. 

- Can instances where curriculum was based on a child’s specific interests be identified? 
- Can examples be identified where a child was deliberately provided with opportunities to 

learn as a result of what observations had indicated that he especially needed to know? 
- Can examples be cited where curriculum plans were changed because a child revealed an 

unanticipated interest or enthusiasm during the day? 

° The routine should be stable but allowing for a degree of flexibility. 
* A variety of materials, opportunities, and experiences should be offered to children. 
° The pace of the day should change to avoid monotony and tiredness and to maintain a balance 

of kinds of experiences for children. 

* The learning should be based on providing children with actual experiences and participation, 
can children touch, smell and taste as opposed to looking at photographs or plastic replicas. 

* Play provides emotional relief, facilitates social development, helps children understand ideas, 
and creates periods of joy. There should be enough time in the curriculum for self-initiated play. 

* The day should be fun for everyone. 

One way of assuring that the curriculum is both comprehensive and purposeful is the filling out of 
a weekly curriculum analysis and planning chart to make certain there is something deliberately 
planned for each aspect of the child every day to purposely enhance his growth. This is useful 
because it requires staff to think through the purposes of their curriculum carefully and it helps 
sharing curriculum information to parents. The curriculum should not only offer a variety of levels 
of difficulty every day but should also become more challenging and move from simple to more 
complex activities as the year progresses and as the children mature and gain competence. The 
curriculum should not look the same in May as it did in September. 

Curriculum plans need to be evaluated daily: 

° What did the children learn today? 

° How are the children with special problems getting along? 

* What special interests came up that can be build on in curriculum? 
* How can each child be helped to experience success tomorrow? 

Thoughtful answers to questions like these will go a long way in helping to build a more effective 
curriculum for the children as the year moves on. 

5.11 Sharing information 
Passing on the information gathered is worthwhile when: 

° Other people need to take action to benefit the child. 
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* It doesn’t break the rules of confidentiality. 

° When something must be told about child’s learning. 

Effective practice in ‘passing it on’ is the result of thinking about: 

* What to pass on? 

® How to do? 

° Why do others need to know what we offer them? 

Trust, confidentiality, respect, and the paramount interest of the child must be included in practice. 

The NAEYG (1997), when discussing appropriate practice in assessing children’s learning and 

development, recommend that: 

° Practitioners and parents share useful, specific feedback about individual children’s learning 

and developmental strengths and needs. Children’s progress is shared with parents in the form 

of narrative comments following an outline of topics and in language that parents understand. A 

child's progress is reported in comparison to his or her own previous performance, and parents 

are given general information about how the child compares to age-related expectations. Letter 

or numerical grades are considered inadequate reflections of children's ongoing learning (see 

Appendix 14 Key Worker Family Report Form on Children’s Learning). 

° Practitioners solicit parents’ knowledge about children’s learning and developmental progress 

and incorporate this information into ongoing assessment and evaluation strategies. 

5.11.1 Report writing 

Regular meetings with parents must be established to share information. 

In order to write positive and honest reports, Jennie Lindon (1997) recommends the following: 

¢ Use straightforward language. 

¢ Put opinions in their rightful place, as opinions. 

® If opinions are made, support them. 

* Focus on what you have observed. 

° Describe rather than blame. 

Reports should be: 

° Based on facts. © Reasonable. 

* Impartial. * Legible. 

® Accurate. ® Confidential. 

© Available on request.  ° Dated and signed. 

5.12 Making assessment work at service level 

Assessment should work to: 

4. Review your provision as a whole, for example: 

° if groups of children are playing in one learning area to the exclusion of others, the provision 

may need to be examined to check that it is adequate. 

® Consult other professionals and make a plan to restructure the environment/the curriculum/ 

develop a policy on supporting diversity. 

When reviewing general provision, questions to ask could include: 

e What are the main strengths of the service? 

® What areas could be modified? 

° Do extra services need to be developed? 
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* What extra resources are required? 

° How does the service compare with others in the area? Is their intake different? Can this be 

changed? Is their staffing adequate? 

° How does this service compare nationally? 

2. Plan and review the provision you make for individual children: 

° Are individual children’s need's being met? 

* Is the assessment process providing a picture of the ‘whole child’? Can a planned programme 

of work for both staff and child be developed, which can be discussed with parents? 

° New materials may need to be included to benefit a child, for example the inclusion of spinning 

tops, gyroscopes and things that spin generally for one child who is very interested in twirling. Clay 

and gloop (soft cornflour and water mixture) for a child who is interested in exploring texture. 

When considering an individual child, questions to ask could include: 

° What are her current interests? 

* How can | extend those interests and abilities? 

* Should extra help or referral be requested? 

* How can parents be involved? 

3. Identify next steps in ongoing staff training: 

° Is further training or supervision required for the staff? 

- Staff may feel that they need training on assisting a child with special requirements or to be 

kept informed on a topic. 

- To become more objective by using assessment tools/working in partnership with colleagues. 

When identifying staff training needs questions to ask should include: 

° Are children encouraged to communicate with others in speech? 

° Are appropriate materials and tools for constructive play being provided? 

° Are there enough opportunities for creative play, dance, and music provided? 

° Are staff good role models for children? 

° Are staff consistent and fair? 

Assessment can: 

® Identify training needs. 

* Provide opportunities for self-evaluation. 

* Establish and monitor objectives and targets. 

Effective assessment supports and extends children learning. Effective assessment means 

finding out what children have learned to know, do and feel, and then taking responsibility for a 

curriculum that builds on and enriches their learning. 
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Part 5 Assessing and Planning for Early Learning considers assessment and planning with a 

particular focus on children’s early learning. Key contents included: 

® An exploration of what assessment for children's early learning means. 

* A discussion on the importance of observing for early learning. 

* Strategies were offered on how to go about assessing and the various ‘tools’ available such 

as: time sampling, duration observation, target child observation, audio and video tapes of 

children’s language, and anecdotal/narrative notes among others. 

Planning for the collection of information was considered, to include planning prior to the 

observation, the importance of making time and the observation sheet. 

The principles of assessment were then presented which was followed by assessment in 

practice. Reggio Emilia, High/Scope and Learning Stories were explored. A word about 

checklists was given with further data gathering mechanisms such as: portfolios of children’s 

work, the mosaic approach-consulting with children, playladders, all about me ending with 

some key questions on assessment in practice. 

The negative consequences of labelling were outlined. 

Formats for recording curriculum and assessment were reported with professional practice 

and legislation regarding record keeping and guidelines on effective record keeping. 

Some guidance on effective assessment was then portrayed. 

How assessment is linked to planning looked at effective planning and individual programme 

plans. Practical examples of assessment and planning (High/Scope and Learning Stories) 

were given to support individual children and also their peers. Implementing the plans and 

planning a good day for children was outlined. 

® Sharing information and report writing was considered before finally advising on making   assessment work.     
Links to Siolta and the Framework for Early Learning 

As stated previously, Siolta sets the context for ensuring that the specifics of children’s early learning and 

development can be supported through our emerging Framework for Early Learning (NCCA, forthcoming). 

Part 5 is particularly linked to the following standards and components of Siolta and the themes of Framework 

for Early Learning. 
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Part 5 Main Links to Siolta Part 5 Links to Framework 

for Early Learning 

  

Standard 3. Parents and Families Component 3.1, 3.3, 3.4 

Practitioners and parents have both formal and informal opportunities for 

communication and information sharing about the child acknowledged 

through written policies and procedures. Practitioners are responsive and 

sensitive in the provision of information and support to parents. 

Standard 4. Consultation Component 4.1 

The setting actively invites and acts on contributions to decision-making 

processes and strategies for the development and delivery of the service 

from a wide range of interested stakeholders. 

Standard 5. Interactions Components 5.1; 5.2 

Each child is enabled and receives appropriate support to interact 

positively with other children. 

Standard 6. Play Component 6.7 

Opportunities for play are devised in conjunction with planning for 

curriculum/programme implementation, and are adapted to meet changing 

learning and developmental requirements. 

Standard 7. Curriculum Component 7.5, 7.6 

The curriculum or programme of activities being implemented is 

documented and the documentation is available and in use. It is based 

on the child's individual profile, which is established through systematic 

observation and assessment for learning. 

Standard 8. Planning and Evaluation Components 8.1-8.4 

Each Standard area of practice is reviewed regularly through appropriate, 

documented, shared and tailored processes of observation, planning, 

action and evaluation. Review structures ensure that processes lead to 

changes in practice. 

Standard 10. Organisation Component 10.5; 10.6 

A strong ethos of teamwork is evident in the setting. The setting 

keeps relevant and accurate administration records whilst maintaining 

appropriate levels of confidentiality. 

Standard 11. Professional Practice Component 11.3 

The setting supports and promotes regular opportunity for practitioners 

to reflect upon and review their practice and contribute positively to the 

development of quality practice in the setting. 

Standard 12. Communication Component 12.2 

The setting is proactive in sharing information, as appropriate, in the best 

interests of the child, with other stakeholders. 

Standard 13. Transitions Component 13.1, 13.2 

Smooth transitions are facilitated and promoted through the provision of 

consistent key relationships with appropriate liaison within the setting and 

between settings.   

Communicating 

Children share their experiences, 

thoughts, ideas and feelings with 

others with growing confidence 

and competence for a variety of 

purposes. 

Exploring and Thinking 

Children investigate and make 

sense of the world around them. 

(Forster, 2007). 

Papers have been produced 

which underpin the Framework: 

on assessment (Dunphy, 2008). 

On play (Kernan, 2007) 

and on learning and 

development (French, 2007), 

see www.ncca.le. 

Guidelines will be produced on 

play and interactions. 
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Part 6 

Supporting Early Learning - Strategies 

Children learn as social beings through 
interactions (Bruner and Haste, 1990). Their 
“emotional well-being is directly related to the 
quality of early attachments” (NCCA, 2004, 
p.23). The moment by moment interactions of 
adults and young children are crucial to the 
healthy emotional development of the child. 
Having a trusting, consistent, supportive, 
reliable relationship with the primary carers in 
a child’s life provides them with the essential 
experiences to go forth and explore the 
physical and social world (French and Murphy, 
2005). Furthermore, when adults engage in 
collaborative conflict resolution strategies, 
children’s learning outcomes are also enhanced 
(Siraj-Blatchford et al., 2002). 
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The moment by moment interactions of adults and young children are 

crucial to the healthy emotional development of the child. 

  

Part 6 considers strategies to support young children’s early learning and development from the 

perspective of practitioners. The early years of a child's life signal a time of unique dependency; 

care and education are not separate, but must be integrated within the child's relational 

experiences (CECDE, 2005). We begin by considering how to create supportive interpersonal 

relationships, followed by supporting children’s well-being and identity. Transitions and the use of 

time in enhancing children’s learning and development are then outlined. Interaction strategies 

to enhance children’s thinking skills are discussed, with a focus on children’s early literacy and 

numeracy. Supporting children's creativity, problem-solving and independence are explored, 

followed by consideration of play as a pathway to learning. Enabling collaborative behaviour and 

understanding children with specific requirements complete this part. Finally a summary and links 

to Siolta and the Framework for Early Learning are provided. Please note, in this new edition 

of Supporting Quality rather than use the term ‘behaviour management’, which implies adult 

control of children’s behaviour, the term ‘enabling collaborative behaviour’ is adopted instead, 

which more truly reflects shared control, a rebalancing of power relationships between adults and 

children and the desired process of ‘collaboration’ rather than ‘management’ 

6.1 Creating a supportive interpersonal relationship 

Just as the physical learning environment (see Part 7), essential for promoting children’s initiative 

and independence, provides a physical structure for young children to enhance their learning and 

development, interactions between practitioners and children provide the supportive social and 

emotional structure for children (French and Murphy, 2005). Children need to feel socially and 

emotionally at ease and free to interact before participating in cognitively challenging interactions 

(Alexander, 2003). It is through such social experiences that children acquire a framework 

for interpreting experience and learn how to negotiate meaning or make sense in a way that is 

harmonious with the child’s particular cultural and historical context (Bruner and Haste, 1990). 

The establishment of trusting relationships is possibly the most important element of care giving. 

The building blocks of these human relationships are identified as (Hohmann and Weikart, 

1995): 

° Trust, which is the confident belief in oneself and in others that allows a young child to venture 

forth into action knowing that the people whom she or he depends on will provide needed 

support and encouragement. 

° Autonomy, which is the capacity for independence and exploration that prompts a child to make 

such statements as, “I wonder what is around the corner” and “Let me do it”. 

° Initiative, which is the capacity for children to begin and then follow through on a task — to take 

stock of a situation, make a decision and act on what they have come to understand. 

° Empathy, which is the capacity that allows children to understand the feelings of others 

by relating them to feelings that they themselves have had. Empathy helps children form 

relationships and develop a sense of belonging. 

© Self-confidence, which is the capacity to believe in one’s own ability to accomplish tasks and 

contribute positively to society. 

These five capacities are the foundation for much of the socialisation that occurs as children’s 

develop (French, 2007). So, how are these capacities developed? The next few sections discuss 
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the importance of the emotional and physical presence of the adult, the adoption of a key working 

system, interaction styles and sharing control. 

6.1.1 Emotional and physical presence 

Having an emotionally and physically present adult available to young children in their social context 

is Critical to their well-being. Bronfenbrenner (1979, p. 60) describes how children’s learning 

and development are enhanced by their engagement “in progressively more complex patterns 

of reciprocal activity with someone with whom that person has developed a strong and enduring 

emotional attachment”. David, Goouch, Powell, and Abbot (2002, p. 19) concur and provide 

evidence that in order to become a ‘strong child’, children have a need for “recognition, acceptance 

and comfort, and being able to contribute to secure attachments; being special to someone and 

exploring emotional boundaries”. In the EPPE project referred to earlier (see Introduction and Part 

4. 1), children showed better social behavioural outcomes where practitioners demonstrated warmth 

and were particularly responsive to the individual needs of children (Sylva, et a/., 2005). 

Children require nurturing in an environment where decision making is encouraged, opportunities 

for children for emotional growth ensured and careful thought applied to the transitions children 

experience (Keinig, 2002). Children in secure relationships with adults are more likely to explore 

their environment — thereby enhancing their learning and development; be more sociable and 

interact better with peers; have verbal acuity; and perform better at cognitive tasks. Conversely, 

adults who are not responsive to children (who may locate themselves nearby but not engage 

in children's play) have a negative effect on children’s early year's experiences; their social 

interactions and cognitive activities are less complex (Lobman, 2006). Within early childhood 

settings, the adult role and collaborative teamwork between staff and parents are fundamental to 

developing positive relationships with children (Bruner, 1996). According to French and Murphy 

(2005), trusting relationships are secured by adopting a key worker system. 

  

   

  

Children i in secure @ relationships: with adults are more ro likely to 0 explore 

   

  

perform better at t cognitive tasks. 

  

6.1.2 Key worker system 

The key worker system has come about from the recognised emotional need for stability and 

continuity in a child’s life in order for them to develop holistically. In this system, each child and 

family in a service is assigned a key worker. As implied in the title, the key worker has a ‘special’ 

responsibility for the child and the relationship with the child's family (French, 2003). The role of 

the key worker is outlined as: 

° Undertaking a home visit in advance of a child coming to the centre. 

¢ Assessing, understanding and planning to meet the child and parent/carer’s needs. 

° Linking closely with parents/carers in helping to settle the child in to the centre. 

° Understanding cultural differences/key words from the child's own language. 

¢ Ensuring transitions within the daily routine are sensitively planned for (children alerted to the 

next activity, having choice regarding who to sit beside and time to finish their previous activity). 

° Monitoring the curriculum offered to the children for breadth, depth, balance, differentiation, 

and relevance. 
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° Supporting the child in the transition from ECEC to school. 

* Bridging the worlds of home and setting. 

(Thomas Coram Foundation, 1999; French, 2003; French and Murphy, 2005; CECDE, 2007) 

  

The key worker system has come about from the recognised emotional 

need for stability and continuity in a child’s life in order for them to 

develop holistically. 

  

The key workers work in teams so that: 

® The child and family have other familiar and trusted people to rely on when the key worker is 

absent. 

* Care and interactions are consistent from one practitioner to the next. 

The role of key worker is vital in establishing a common knowledge base between the home 

and the setting (Fleer, 1995). The key worker actively seeks information from parents about 

children's development, their interests and home experiences. As a result, practitioners are better 

able to interpret children's behaviour, listen effectively and plan appropriate learning opportunities 

(Fleer, 1995). The key worker makes contact at the beginning and end of each day with the 

child and parent and provides update on progress and developments. They also take part in 

reviews with the children and create a supportive interpersonal climate to support both children’s 

emotional health and learning. 

6.1.3 Interaction styles 

A “supportive interpersonal climate” is advocated for active learning as “active learning is a 

social, interactive process” (Hohmann and Weikart, 1995, p. 43). A child’s sense of self 

develops gradually through their experiences of significant people mediated through interactions. 

Epstein (2007) identified that ECEC programmes are sometimes described according to two 

extremes of interaction styles which in turn create: 

* Directive or authoritarian climates 

* Laissez faire or permissive climates 

In a directive/authoritarian climate, practitioners exercise a high degree of control over the 

children; there is little or no discussion or two-way communication; children are told what and 

when to do specific activities, often with the use of scripted lessons to teach specific academic 

skills or concepts. This could be summarised as ‘high control/low democracy’. Alternatively, in 

laissez-faire/permissive climates, control is in the hands of the children. There is little structure 

to the day, no limits and few demands even for responsibilities like tidying-up. Adults ensure 

children’s safety and basic needs, but children are left free to play as they desire. This approach 

can be summarised as ‘no control’. Sometimes programmes can have elements of both — a 

highly structured section of the day devoted to academic lessons with other elements where 

adults are not involved with the children. 

A third approach, and one favoured by the High/Scope curriculum, offers a supportive or 

authoritative style of interaction (Epstein, 2007). In this approach, adults and children share 

control of the learning process. There is a balance of children’s need for freedom to explore with 

the fair limits that they need to feel secure. Experiences provided by adults build on children’s 
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expressed interests and promote learning. Discussion is encouraged and children are expected to 
be independent. Active, democratic, participatory learning flourishes in environments such as this. 
This climate is characterised by ‘sharing control with democracy and positive encouragement’. 

6.1.4 Sharing control 

Sharing of control in a supportive interpersonal relationship is essential for children to acquire 

mastery and control of their own environment. This requires reciprocity between adults and 

children, “a mutual give and take” (Hohmann and Weikart, 1995, p. 52) or consideration 

of adults and children as equal participants where each develop their own (shared) meaning 

(Jordan, 2004). Both adults and children alternate being: learner and teacher, leader and 

follower, listener and speaker (Epstein, 2007). The following strategies are recommended in 

order to share control (Epstein, 2007): 

* Participate with children on their terms — take cues from children. 

* Take pleasure and interest in children’s ideas and creations and what captures their imagination. 

* Learn from children, 

* Deliberately relinquish control to children. 

6.2 Supporting children’s well-being belonging, identity and 
diversity 
As stated by the CECDE (2007), identity is a term which refers to how people think about 
themselves and can include physical appearance, age, gender, ability, personality or ethnic group. lt 
is intimately connected to the concept of belonging which is how a person assesses their role and 
importance in a particular context (peers, family, or ECEC service). In essence it is how a person 
feels about whether they ‘fit’ in any given circumstance. In order for young children to feel that 
they ‘fit’ they must feel welcomed, valued and included (CECDE, 2007). In our ever increasing 
multicultural society this has become a moral imperative. To support practitioners to develop positive 
practices to ensure children’s well-being and identity, Barnardos have produced a useful resource 
entitled Every Child Matters: Developing anti-discriminatory practice in early childhood services 

(Willoughby, 2004) which includes developing policies, assessment of anti-discriminatory practice 
and supporting children whose first language is not English. A further useful document was produced 
by the National Childcare Coordinating Committee within the Office of the Minister for Children (and 
now Youth Affairs) in 2006 (see Book 1 Policy and Governance Part 1.2 for more information on 

these bodies). Entitled Diversity and Equality Guidelines for Childcare Providers, these guidelines 

consider: values and attitudes, responding to discriminatory incidents, childrearing traditions and 
discipline, and networking, among other valuable topics. The guidelines are available to download at 
www.omce.ie. An initiative, The Equality and Diversity Early Childhood National Network (EDENN), 
has also been launched. EDENN brings together organisations, networks, individuals, CCCs with 
common goals about valuing diversity and equality in ECEC. Contact Pavee Point for information 

(see Useful Resources). 
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If we are willing to develop an ECEC system that values diversity as a strength and where 

everyone is welcome, we are embracing a life long journey. Derman-Sparks and Fite (2007, pp. 

49--50) advise that this involves engaging in four main tasks: 

* We must acknowledge that all families exist within their own cultural context from which they 

draw their identity, language and behavioural tools for interacting with the world. Children 

need to know the language and tools of the dominant world in order to succeed. This means 

supporting their language and skills of their home culture as well as teaching them to progress 

in the dominant culture. 

We must become respectfully aware, knowledgeable and at ease with the range of human 

diversity: race and colour, disabilities and physical differences, differences of culture and 

language, differences in family structure and status. We must also become skilled and 

comfortable in discussing human diversity with children. 

We need to highlight the systemic dynamics of unwavering poverty in Ireland. We must open 

our eyes, our hearts and our minds to the realities of these dynamics and to comprehend how 

perfectly intelligent, competent and wonderful children are trapped and undermined by them. 

° We need to explore and understand our own identity: who we are culturally and where we are 

advantaged or disadvantaged by our societal institutions. We must make a commitment to 

work until we have created ECEC systems that truly deliver equal educational services for all 

children. 

  

We need to highlight the systemic dynamics of unwavering poverty 

in Ireland. We must open our eyes, our hearts and our minds to the 

realities of these dynamics and to comprehend how perfectly intelligent, 

competent and wonderful children are trapped and undermined by them. 

  

The Pavee Point Submission to the Secretary to the Expert Advisory Group on Pre-Service 

Teacher Education 1999 entitled Respect for Diversity in the Education System outlines an 

approach towards including diversity in the educational training of practitioners in early childhood 

and primary education. Although Pavee Point works mainly from a Traveller perspective, it is 

also a human rights organisation, and the anti-bias/discrimination approach they advocate is 

relevant to all children in Irish society as it addresses not only cultural diversity, but also language, 

class, religion, gender and disability. Pavee Point having consulted widely with early childhood 

practitioners and the INTO, have drawn up a document for the development of an anti-bias/ 

discrimination approach for the early childhood and elementary sector. Called éist: Respecting 

diversity in early childhood care, education and training (Murray and O'Doherty, 2001) the 

report sets out to present: 

© The historical and legislative situation with respect to diversity and childcare. 

¢ An examination and discussion of the need for and the various approaches to diversity 

education. 

¢ Guidelines and recommendations on how diversity education can be incorporated and fully 

implemented into early childhood training and practice in Ireland. 

The UN Convention on the Rights of the Child Articles (29) and (30) state clearly that respect 

and recognition for the child’s parents, their own cultural identity, language, etc. should be part 

of his or her education. éist favours an anti-bias approach, which incorporates cultural issues 

and includes areas of class, language, religion, gender, disability, and so on, where all areas of 
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diversity are recognised and respected, and skills are offered to help children deal with negativity. 

The underlying intent of an anti-bias approach is to foster the development of children and adults 

to become critical thinkers and be active in building a more caring, just and diverse community 

and society for all. 

6.2.1 The three dimensions of anti-bias educational practice 

Louise Derman-Sparks (1989) explains how adults can influence children’s thinking, feelings 

and behaviour to equip them to feel empowered, to resist the negative impact of bias and racism 

on their development by implementing goals (or dimensions) of anti-bias educational practice. 

Derman-Sparks and Fite (2007, p. 52-55) recommend that sound ECEC programmes would 

put these dimensions into practice for all children, including those from the dominant culture: 

° Nurture every child’s confident self and group identity. This includes knowing how to operate 

within their home culture and within the culture of the dominant and larger society. 

* Teach all children to be able to think critically about prejudice and discrimination and to take 

individual and group action to challenge injustices. 

° Nurture multiple perspectives, empathy and comfort, and skilled interactions with diversity. 

  

Teach alll. children to be able te think critically about prejudice and 

discrimination and to take individual and ¢ loroup action to challenge 

  

  

The dimensions are built upon each other but begin with children understanding their own 

identity, learning about each other and feeling comfortable with diversity. Then they are given 

tools to resist bias and prejudice, think critically and to recognise when behaviour and ideas are 

hurtful and unfair and then finally to begin taking action, to take responsibility when they see 

something they think is unfair. The combined intent of the dimensions is to empower children to 

resist the negative impact of racism and bias on their development and to grow into adults who 

will want and be able to work with others to eliminate all forms of oppression. 

What would educational environments and practice look like if the dimensions were incorporated into 

the daily life of the ECEC setting? Taking each dimension separately, Derman-Sparks (1989) and 

Derman-Sparks and Fite (2007, p. 58~55) provide the following recommendations. 

1. Nurture every child’s confident self and group identity. 

To implement this dimension ECEC provision needs to ensure that: 

° The lives of ai! the children and their families and the strengths of their home cultures are 

integrated in daily practice. 

° All educational materials depict the children’s lives and backgrounds accurately. This includes 

Irish children from families living in poverty, ‘non-traditional’ in structure or with a parent with a 

disability. 

° Practitioners at all levels reflect the diversity of children’s backgrounds and intentionally learn 

about the children’s home cultures. 

° Practitioners have regular opportunities to discuss diversity issues and build relationships with 

families 

° In settings where the children come from families whose culture differs from the dominant 

society, practitioners support bicultural and bilingual development. 
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© For children from the dominant culture, practitioners foster bilingualism and promote the 

exploration and appreciation of differences among people in the dominant groups as well the 

capacity for comfortable, caring and equitable cross-cultural interaction. 

ECEC informed by these practices enables children to feel capable and strong. Each child can 

be who she or he is, so that they are free to learn. 

2. Teach all children to be able to think critically about prejudice and discrimination 

and to take individual and group action to challenge injustices. 

To implement this dimension, all ECEC providers need to ensure that: 

© |tis known that bias stems from prevailing attitudes and beliefs of society not from contact with 

people who are different from themselves. 

© Attention is paid to the mis-representations, stereotypes and prejudices to whichthe group is 

exposed, 

© What children think about, for example, people from various ethnic groups or people with 

disabilities, is brought into the open. 

° Critical thinking is encouraged by introducing activities based on the children’s misconceptions. 

° Biased interactions between children are never permitted and never ignored. No form of 

bullying, rejection and name-calling based on a person's identity is ever acceptable. 

* Actions follow from and extend critical thinking. If there are unfair incidents neither the adults 

nor the children have to accept them. 

° Issues are taken from children lives and role models are chosen from families and communities 

as well as from history. 

* Action is taken as a group, not just individuals who create changes. 

®* Actions appropriate to children are taken. 

* Appropriate activism projects are designed. 

3. Nurture multiple perspectives, empathy and comfort, and skilled interactions with 

diversity. 

This dimension means guiding children's development of the awareness, attitudes and skills 

needed to respectfully and effectively learn about differences, comfortably negotiate and adapt 

to differences, and identify with the common humanity that all people share. To implement this 

dimension, all ECEC providers need to ensure that: 

® White children learn how to be equal partners, rather than the ones determining the rules and 

controlling what happens. 

* Within our own group of children we establish that differences are valuable — not something to 

tease or harass each other about. We also explore likenesses amongst people. 

° Help all the children to bridge from learning about themselves to learning about people who are 

not part of the group, without stereotyping. 

° Diversity and anti-bias issues are integrated in all aspects of daily life using accurate and 

authentic materials and images. 

* Finding out about the misconceptions, stereotypes and discomforts that the children hold. 

Derman-Sparks and Fite (2007) suggest that parents and practitioners must also work on the 

three dimensions regarding themselves. 

6.2.2 Providing for equality and diversity 

All adults have a responsibility to show clearly through their work that they value all people 

equally, regardless of ability, cultural and racial backgrounds. Murray and O'Doherty (2001) 

recommend that: 
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° All early childhood settings develop a written policy on diversity, equality and anti-racism 

together with a framework for implementation and ongoing evaluation (see Willoughby, 2004, 
OMC, 2006). 

° Extensive in-service training be undertaken in order to ensure that early childhood practitioners 
gain an understanding of the anti-bias approach in order to implement an inclusive programme. 
Training should include development of equality/anti-bias policies and how to implement them. 

° Early childhood practitioners receive training and support in accessing and using resources for 
working with the anti-bias approach at the level of daily practice within and beyond the formal 
curriculum. 

* Voluntary organisations working with community and private early childhood providers put in 
place criteria and a framework to evaluate and proof equality diversity and anti-racist policies 

and practice in early childhood settings. 

° Pavee Point (see Useful Resources) works in partnership to support the implementation of all     the above recommendations. 

/ 
Regarding early learning, Neaum and Tallack (1997) offer the following suggestions: 
° Equality and diversity should be seen as an integral part of any curriculum and not as an 

optional add-on in particular situations. 

® The learning environment, resources and the way that they are used should be evaluated 

for implicit or explicit messages regarding equality and diversity and general accessibility 

particularly for people with disabilities. 

¢ Advice and ideas should be sought and learned from others. 

* Communicate with parents, explain the approach and respond when challenged. 

° Keep equality and diversity on the agenda through the process of monitoring and evaluation. 

° Challenge any abusive words, e.g. darkie, cripple, or spastic, when used by adults and children. 

6.2.3 In the visual environment 
  ™~ 

( Display positive images in the setting. Black people, women and people with disabilities are 
under-represented in the wider visual environment. Choose images that challenge stereotypes, 

such as a black barrister, a disabled doctor, or a female Garda. 

* Visitors in the setting can challenge stereotypes, perhaps a father with his new baby, a black 

dentist or a female electrician. 

* Give children the opportunity to represent themselves accurately. Provide mirrors and paints 
and crayons that enable children to match their own skin tones. 

° Look at the illustrations in books and posters that are provided. Do they convey a positive 
image or are there line drawings of white children shaded to represent black, girls always in the 
background taking a supporting role, people with disabilities as helpless and reliant on others? 

° Always think about literacy and language issues; ensure that any available information for 
families is accessible, ideally through their own language, audio, sign language and Braille     OMC, 2006). L ( 2006) J 

  

Always think about literacy and language i issues; ensure that any available 
information for families is accessible, ideally through their own language, 
audio, sign language and Braille (OMC, 2006). 
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(. Look at jigsaws, games, play figures, musical instruments and their packaging too. Do they 

6.2.4 Choosing toys and planning activities 
  

reflect cultural diversity? Do they encourage both boys and girls to play? Are children with 

disabilities represented? 

° Provide dolls that represent different racial groups with appropriate clothes. Do not buy black 

dolls that have white facial features or hair. Monitor the way that the dolls are played with. Think 

of the message conveyed when the white dolls are tucked up in prams and the black dolls 

thrown into a box. Encourage boys to show that they can cuddle and care for infants. 

e Home corner play can be a secure and comforting play space. Make sure that the provision 

of cooking equipment and play food reflects a variety of cultural preferences. If you introduce 

some new or unfamiliar equipment such as chop sticks for example, make sure that the children 

know how to use them properly. 

° Dressing-up clothes give children an opportunity to elaborate their role-play. Avoid identifying 

items as ‘for boys’ or ‘for girls’ and encourage children to try out everything. Provide everyday 

clothes from a range of cultures but do not over generalise. 

° Celebrate a range of festivals. 

* Cooking sessions can be planned to provide a range of tastes and food. 

° Make sure all groups are getting a chance to demonstrate their culture. 

° Introduce children to a range of artistic traditions and styles.   
X 

Young children’s awareness of equitable gender roles can be expanded by having them 

participate in a number of activities. Addressing the issue of non-sexist early childhood education, 

Derman-Sparks (1989) suggested the following: 

° Make sure everyone can participate. J 

\ 

  
  

(s Reading books about girls and boys that contradict gender stereotypes and are from many 

literary traditions. 

® Getting children to find and cut out magazine pictures of girls and boys, women and men, with 

a diversity of looks, dress, activities, and emotions. 

° Creating a display of photographs and pictures of women and men performing the same kind 

of tasks in the home and in work. The display can be used to talk with children about the tasks 

ihat family members do and what kinds of tasks the children will do when they grow up. 

* Being a non-sexist role model, helping children learn new skills, and sharing tasks in a non- 

sexist manner. 

© Telling stories about non-stereotyped dolls that support non-traditional behaviours, and 

describing the conflicts they sometimes have when acting in ways that challenge stereotypical   gender roles. 

6.3 Supporting children’s transitions 

Young children will experience transitions at all stages of their lives; from home to the early 

childhood service, from one element of the daily routine to the next, from the service to 

primary school and so on (CECDE, 2007). Success in earlier transitions positively influences 

subsequent ones (Fabian, 2005). Conversely, studies of children’s first contact with settings 

reveal unacceptable levels of stress. Early maladjustments to settings form a negative pattern 

for future transitions (Kienig, 2002). Conceptualised as ‘border crossing’, children need support 

to mark and successfully negotiate transitions. Children’s power to be competent, feel and 

act is influenced by their familiarity with the new context; the rules; the signposts to support 

connections; and their resilience (Fabian, 2005). 
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‘Success ‘in earlier transitions positively | fluences. subsequ 

_ (Fabian, 2005). Conversely, studies of children’ s first contact with” 

settings: reveal unacceptable levels: of stress. 

    

  

  

6.3.1 Transition from home to the service, from the service to primary 

school 
Transitions from the home to the service are eased by ensuring continuity between both through 

the implementation of well thought through policies, procedures and practices (see Book 1 Policy 

and Governance Part 3) which support sensitive handling of the transition (CECDE, 2007). The 
young child’s need for the security of a familiar face and a known routine is met by the allocation 

of a key worker who has a particular responsibility for the child/family (see Book 1 Policy and 

Governance Parts 3.3.5; 3.4.3 and Book 2 Part 6.1.2 above). The key worker will meet the child 

and family; and will ascertain all information to support a comfortable transition for the child 

(using Appendix 9 Children’s interests’ record form). 

Positive transitions are supported by home/services/school communication, communication 

between settings, and welcoming environments for children and their families. There are many 

strategies which could support children to feel comfortable in the transition to school. Such as: 
  

* The use.of photographs, children’s drawings and favourite stories forwarded from the earlier 

setting: . 

* Buddy systems where a fiith class child from the primary school links up with an incoming 

junior infant.and shows him or her around the-school. 

* On the visits to the primary school the children could be supported to see inside lunch boxes; 

discover where the toilets are; interview the Principal and their new teacher; see what the 

playground looks like; perhaps get to play with some of the materials in the classroom and 

importantly meet their new peers. 
  

For the children, knowing the rules and having friends when starting school are most significant 

(Dockett and Perry, 2002). 

Fabian and Dunlop (2005) point to the power of play to bridge the transitions from one 

educational phase to the next. Furthermore, play helps to develop children’s understanding of 

the new situation/curriculum, confidence and competence and progress their learning. Some key 

recommendations were made by the CECDE (2007): 
  

° Ensure practitioners and families make positive connections to discuss issues prior to the child 

enrolling in the setting. 

* Provide opportunities for children to experience staggered visits prior to their first day. 

° Enable parents to stay with their children. 

* Provide ongoing communication regarding activities and the curriculum. 

* Recognise how formal and informal connections with other relevant agencies can support 

transitions, 
  

6.3.2 Transitions throughout the day 

High/Scope (High/Scope Educational Research Foundation, 2003) recommends that during 

transition times children should have reasonable choices about timing and activities. Children should: 
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° Have choices during transitions, e.g. how to move from one room to the next, who to travel with. 

° Know transitions are coming and be provided with ways to help, e.g. use of a timer, adults 

alerting children to know that transitions are coming, pointing and saying “when the big hand on 

the clock gets to there, we'll go outside”. 

© Have the option of finishing the previous activity or moving to the next without the rest of the 

group, e.g. not all children have to finish their snack before the next activity begins). 

° Have transitions planned for them by practitioners, e.g. “all children with brown eyes get their 

coats”; instead of waiting for their snack to arrive, the children could help get it. 

  

Greetings and departures 

Arriving and leaving in any social situation are very significant to the extent that the High/Scope 

Educational Research Foundation (1998) refers to a specific greeting and departure time. 

The day should begin and end with warm interactions between the children, staff and parents. 

in services operating a key worker system, the key worker will greet their children. All services 

should make it a priority to welcome the families in the morning with authenticity and by name. 

This can be used as an opportunity to get to know parents and share information. The children’s 

work, outdoor clothes etc. should be accessible for parents when child is going home. Equal 

attention should be paid to gentle goodbyes. 

6.4 The use of time in supporting children’s early learning 

and development 

The establishment of consistent daily routines allows children to predict what is likely to happen 

next. This means that the order of events should be planned and communicated to the child. 

Predictability enables the child to prepare mentally for the next event; it makes compliance with 

routines more likely and helps children feel secure. Children learn the routine through experience 

of it. Adults should aid this process, by talking to the child about what is happening next, keeping 

the routine consistent. High/Scope (High/Scope Educational Research Foundation, 2003, see 

also Parts 4.3.2; 5.6.2 and 5.10.3 for more information on High/Scope) recommends that the 

daily pace should be unhurried and consideration made for the following. 

  

The establishment of consistent daily routines allows children to predict 

what is likely to happen next. This means that the order of events should 

be planned and communicated to the child. 

  

6.4.1 Daily routine 

Individual services will decide their own routine based on their opening hours, length of session, 

mealtimes and the general requirements of the children attending. The routine should: 
  

(* Include a reasonably repetitious sequence of events, which is followed by children and adults. > 

° Include opportunities to play (individually and in small or large groups) both indoors and 

outdoors, to rest, to eat and drink and to tidy up. 

® Allow children to anticipate what is coming next. 

* Allow appropriate amount of time to be given to each segment of the day. 

° Be posted for parents and practitioners and at children’s level. Visual cues can help. It is 

recommended to have photographs, drawings, magazine cut-outs, at the children's level 

showing the sequence of events. 

° Support children to be actively engaged and appear focused as they carry out the activities in     each segment. J 
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6.4.2 Planning and review of plans 

High/Scope (High/Scope Educational Research Foundation, 1998; 2003) includes time for 

young children to plan; carry out their plan; time for children to review and discuss their activities. 
  

(. Children’s planning takes place during a specific. period of time designated for that purpose. 

A very young child may only. spend.a few minutes initially; older children will plan for the entire 

work time. 

* Adults.use.a range.of strategies to:support children’s planning. 

* Children always initiate. activities and carry out their intentions; choosing areas, people and 

materials. 

° The plan-do-review process allows time for children to recall and show. what they have done. 

Planning helps children to:become more purposeful,.see themselves as decision-makers, 

become more self-directed, to draw on past experience when planning for the future and-to 

focus on a task until it.is completed. Reviewing allows. children to articulate their choices and     LL their work supporting early literacy. J 
  

6.4.3 Eating, resting and care routines 

Adults should consider how routine tasks in the children’s day and periods between activities 

may be conducted to further children’s learning about themselves and others. Mealtimes should 

be wonderful occasions for social interaction and learning about texture, taste and colour. Small 

group size permits conversation. See Book 7 Policy and Governance Parts 2.4.6 and 2.4.7 for 

nutrition and food hygiene. During mealtimes: 
  

(s Infants should-be-fed on a schedule suited to their needs. They.should:be held-while:bottle fed ) 

and spoken to warmly. Solid food should be fed to the infant with a spoon and involve positive 

interaction and: conversation. 

* Older infants should be encouraged to finger feed themselves solid food and move on to using 

a spoon when ready. 

* Young children should be encouraged to help themselves to food portions, and generally do 

things for themselves such as pour drinks or distribute snacks. 

° Adults should sit with the children; ideally eat the same food and model good manners. 

® Adults should listen to children and take part in their conversations. 

° All children, particularly infants, need rest during the day. Children cannot be forced to sleep. 

However, routine opportunities to rest can be provided. 

* Children often need help resting, a darkened room, a cuddly toy and soft music are 

recommended. A back rub can help-young children settle, 

* Rest time should begin with a favourite story or-song. 

* Provision should be made for early risers and non-sleepers. 

* Toddlers and young children need encouragement and ‘help with self-care, wiping bottoms, 

flushing toilet, washing hands and so on. 

* Adults should be sensitive to accidents. 

° Adults should maintain a pleasant atmosphere.     * Nappy changing should be an opportunity for warm interaction. 

  

   
Mealtimes should be wonderful occasions for ascal interaction and 

learning about texture, taste and colour. Small il oroup size e permits: 

conversation. o 
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6.4.4 Tidy up time 
  

® Children should be involved in cleaning up. 

° Adults should accept children’s level of involvement and skill at cleaning up. 

® Children should have choices during clean up, e.g. what to clean up first; where to work. 

® Children should be given a reasonable amount of time to finish what they are doing before 

cleaning up. 

® Adults should support children’s leaning during tidy up time, e.g. by talking about what children 

are doing, modelling tidying themselves. 
  

6.4.5 Small and large group time and outside time 

Focused group times are not appropriate for children under nine months old. In High/Scope (High/ 

Scope Educational Research Foundation, 1998) small group times are planned around children’s 

interests and geared to their developmental levels. Adults introduce the activity; children then 

contribute ideas and participate at their own levels (e.g. children explore and use materials in their 

own ways trying out one another's ideas for using materials). Adults use many strategies to support 

and extend children’s activities. For example, they observe what children do; move from child to 

child; comment on what children are doing and saying; imitate and add to children’s actions; use the 

materials themselves. In addition, they listen to children; imitate and add to children’s ideas for words 

and actions and assume children's physical level. Children and adult(s) stay with the same small 

group for at least 2~3 months. Large group time is the same as above except all adults participate 

with children. Children need time outdoors daily (see Part 7.3 for ideas on learning outside). 

6.4.6 Time in Reggio Emilia 

Gandini (1997, p. 19) noted that in the Reggio Emilia approach (see also Parts 4.3.1; 5.6.1) 

“time is not set by a clock and continuity is not interrupted by the calendar”. This leisurely pace is 

enhanced by a full day schedule. The practitioners know the children well and base the schedule 

on the rhythm and personal time of the children. Abbot and Nutbrown (2001) describe how 

time to discuss children and their projects is an integral element of the professional role and 

development of all who work with children. Children have extended periods of time to discuss 

ideas, develop their cooperative projects, research ways of doing things, trying things out, revisit 

drawings and comments previously made. 

6.5 Interactions strategies to enhance children’s thinking 
Before we discuss interaction strategies to enhance children’s thinking, it is worth considering 

the kind of thinking skills we want to engender in young children. Studies of interactions between 

practitioners and children in institutional contexts (schools and early childhood settings) have 

revealed that practitioners spent significantly more time talking to, rather than listening to, 

children (Fleer, 1995). It makes sense, therefore, that in order to allow children to think we must 

stop talking and listen; otherwise practitioners will not have a clear understanding of the children 

and will not be able to respond appropriately. This leads us to consider sustained shared thinking 

and aspects of interactions resulting in sustained shared thinking such as scaffolding, discussing, 

questioning and modelling. 

  

Studies of interactions between practitioners and children in institutional 

contexts (schools and early childhood settings) have revealed that 
practitioners spent significantly more time talking to, rather than listening 

to, children (Fleer, 1995). 
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6.5.1 What thinking skills do we want to engender in young children? 

Clark (2007, p. 10-12) identified six thinking skills which are without hierarchy, interrelate to 

each other, are often used simultaneously, require practice and develop from birth over time. 

* Enquiry skills enable the young learners to ask questions. From birth, babies are continually 

seeking meaning in their world. We interpret their questions and give them time to acquire the 

use of questioning. 

° Information processing skills enable the learner to act on/process the information they have 

sought. This complex skill involves organising and retaining the information in a manner that 

relates to the subject and makes sense. To do this, the learner needs to be able to make 

connections between one piece of information and the next. 

* Reasoning skills enable the learner to develop an opinion based on the questions, answers 

and experiences. Children gradually acquire the skills needed to verbalise these ideas and to 

explain how they arrived at their decisions. Children learn to explain their ideas through patient 

adults and older children modelling appropriate language, and social and emotional behaviour. 

* Evaluation skills enable the learning to devise informal and later more formal judgement criteria 

to aid their clarity about what they have found out. They iearn awareness of their objectives 

and what this may look like so they can be confident in their own judgments (this is supported 

through the plan-do-review cycle of the High/Scope curriculum). 

* Problem solving skills enable the learner to recognise that something can be changed and that 

they have the agency (power) to do it. A range of strategies can be used to solve problems and 

the learner needs to be able to observe, evaluate and decide whether the solution achieved is 

the one desired or not and that there are many solutions. 

* Creative thinking skills enable the learner to see many alternative ways of discovering, 

exploring, finding out about the world and doing things. These skills are focused on process 

rather than product. 

Thinking skills go beyond the acquisition of knowledge, “they include an element of knowing, thinking 

about and discussing thinking” (Clark, 2007, p. 10). Children should be supported to think for 

themselves in first-hand, real experiences in a motivating environment. As practitioners we can 

support children’s thinking skills by first of all allowing them to think through active listening. 

6.5.2 Active listening 

Studies (cited in Wells, 1985) suggest that linguistic progress is attributable to responsive 

sensitivity and acceptance of young children’s utterances, combined with non-directive interaction 

from their conversational partners. This is in addition to the frequency with which adults 

intentionally aim to understand children’s meaning and expand and extend it. This suggests that 

practitioners need (Wells, 1985): 

® Sensitivity to the children’s current state. 

* Sensitivity to their meaning intentions. 

° A wish for them to participate in the interaction. 

In other words practitioners need to actively listen. These are the characteristics of conversations 

(at any age) where there is a genuine desire to achieve mutual understanding (Wells, 

1985). Such qualities are particularly important when interacting with a less experienced 

conversationalist. Otherwise children’s learning becomes dominated by practitioners’ directions, 

thoughts and expectations. Children do not have opportunities then, to direct their own learning. 

Through active listening, valuable insights into how children may be feeling and their general 

development may be gained. Practitioners thus become ‘active listeners’. 
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Fleer (1995) highlighted that practitioners with the best of intentions register surprise when they 

discover that what they think they do and what they actually do are at variance. One practitioner 

recorded herself at different intervals throughout the day to identify her own listening and 

speaking strategies. Even though she was aware of the recording she was still disappointed in 

the substantial amount of time she spent talking. She was particularly surprised at the duration 

of her ‘wait times’ (the pauses while waiting for children to respond). What she thought was 

ten seconds, turned out to be two. She decided to actively plan for listening. The following 

suggestions incorporate some of those ideas:   
  

(e 

° Sitting in one location with concentration on cuddling, listening, smiling and encouraging 

Establishing a listening chart. 

children to talk to her. 

* Drawing on children’s stories and home lives as a rich source of interaction. 

¢ Respecting and accepting what children say regarding their diverse family activities, lifestyles 

and choices from a practitioner without ridicule or mock surprise. 

* Planning and pacing the day for numerous opportunities for person-to-person, one-to-one 

encounters. 

\_ Fleer 1995; MacNaughton and Williams, 2004)     
  

In practical terms, this means that groups must be kept smail and that the ratio of adults to children 

must be as high as possible. Listening can be central to development and retention of positive 

selfesteem and empowerment of children. Optimum development for young children comes from 

positive relationships with significant adults, both male and female, from actively participating in 

play, and from forming relationships with their peers (Cowley, 1994). Practitioners should be able 

to relate warmly to the children in their care, and make secure relationships while also recognising 

that the children’s primary attachment will be to their own parents. Practitioner's development of 

attachment relationships with infants in their care is especially important for children’s emotional, 

social and cognitive development (see also Part 4.2.8 The importance of attachment and Part 6.1 

Creating a supportive interpersonal relationship above). This is further supported by sustained 

shared thinking — identified as a key characteristic of effective settings in enhancing children’s 

thinking skills (Siraj-Blatchford et a/., 2002). 

  

Listening can be central to development and retention of positive self- 

esteem and empowerment of children. 

  

6.5.3 Sustained shared thinking 

Findings from the significant research projects mentioned in the Introduction and Part 5 (EPPE 

[Siraj-Blatchford et al., 2003] and REPEY [Siraj-Blatchford et al., 2002]) indicate that quality 

early childhood services improve children’s thinking skills. In the most effective settings children 

and practitioners engaged in episodes of ‘sustained shared thinking. Sustained shared thinking 

in the context of the EPEY project refers to “an episode in which two or more individuals ‘work 

together’ in an intellectual way to solve a problem, clarify a concept, evaluate activities, [or] 

extend a narrative” (Siraj-Blatchford et a/., 2007, p. 10). This was most likely to occur when 

children were interacting one to one with a single peer partner or with an adult. According to 

Siraj-Blathford et a/., (2002) the best opportunities for practitioners to extend children’s thinking 

were in freely chosen play activities. However, routines such as nappy-changing, toileting, 

eating and so on also offer important learning contexts which can be used to develop children’s 
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thinking (Fleer, 1995). Shared thinking can be verbal or non verbal. The conditions for positive 
interactions in the EPEY project have been identified by Taggart (Siraj-Blachford et a/., 2007) 
and include the adult: 
  

( Tuning in to children (actively listening, observing). 

° Showing genuine interest (holding eye contact, affirming, attending, nodding). 

* Respecting children’s own decisions and choices. 

* Inviting children to elaborate (prompting — I'd like to know more...). 

* Recapping (so, you went to the shop and then you...). 

° Offering your own experiences (porridge is my favourite breakfast...). 

* Clarifying ideas (what | think you are saying is...) 

* Suggesting (would you like to turn it upside down...). 

* Reminding (remember you said you wanted to work in the computer area...). 

° Using specific feedback to encourage further thinking (you've worked hard to build the bridge 

but how is that lorry going to get through...). 

* Offering an alternative viewpoint (maybe the wicked fairy should have been invited to sleeping 

beauty’s party...). 

* Speculating (what would happen if..).     * Reciprocating (your ball is floating in the water tower, mine has sunk...). 

6.5.4 Scaffolding 

In colloquial terms, scaffolding is a temporary structure of support for builders to repair or 

construct a building. The metaphor coined by Wood, Bruner and Ross (1976) describes the 
process by which adults or capable peers support and guide children’s learning (MacNaughton 

& Williams, 2004). Rogoff (1998) describes scaffolding as a particular technique which 
focuses on what experts provide for novices. Scaffolding stems from the work of Vygotsky, who 

believed that children’s learning arises from the child's attempts to deal with everyday problems 

in interaction with others (Vygotsky, 1978). Children can be supported to develop their thinking 

through explanations from sensitive practitioners and peers. 

Vygotsky presented the idea of the zone of proximal development (ZPD, see also Part 4.2.6 

Vygotsky) as the space where the majority children’s everyday activities take place. Working in the 
ZPD is a way of describing where a person with more expertise assists another person to work 

at a higher level of competence than they could achieve on their own. In other words, in order to 

stimulate thinking, adults should focus on the child's potential (their ZPD) rather than their actual 

developmental level. Thus, the key challenge for adults is to have sufficient knowledge of children’s 
current level of development, which then becomes the challenge of defining the limits of the zone, 

and matching or tuning the adult support to a point just beyond the child's current capabilities. 

  

In order to stimulate thinking, adults should focus on the child's potential 
(their ZPD) rather than their actual developmenial level. 

  

While scaffolding and working in the zone of proximal development are often considered in the 
same breath, Rogoff (1998) distinguishes between them. She suggests that the “concept of 

scaffolding does not refer to the institutional and cultural context in which it occurs, whereas the 
concept of the zone of proximal development requires attention to processes of communication 
and the relation of the interaction at hand to institutional, cultural and historic processes” (Rogoff, 
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1998, p. 700). In other words, scaffolding is limited to the adult/expert supporting child/ 

learner as opposed to a shifting focus on the complexity of the mutually engaging and evolving 

interactions between the expert, the novice and the environment. A range of activities and tasks 

involved in scaffolding have been identified including the need for adults to: 

* Stimulate interest in the task. 

° Simplify the task yet provide intellectual challenge. 

° Provide time to afford necessary support and maintain the pursuit of the goal within the ZPD. 

* Decide when children are ready to move from one level of development to another. 

° Reduce their input as the child progresses. 

° Have knowledge of general teaching techniques. 

® Control frustration and risk. 

¢ Encourage self-regulation. 

(Berk and Winsler, 1995; Rogoff, 1998; CECDE, 2006b; MacNaughton and Williams, 2004) 

As can be gathered from the discussion on scaffolding above, Berk and Winsler (1995) 

suggest that scaffolding also requires engagement in authentic joint problem-solving in culturally 

meaningful activities. This firmly places a more equal distribution of control between adults 

and children, presents scaffolding as a flexible structure of support and highlights the role of 

discussion. 

6.5.5 Discussing 

Discussing refers to a prolonged conversation with a child about a particular topic (Fisher, 2001). 

More than a succession of questions from adult to child; discussion allows for an exchange of 

ideas with a view to reaching understanding, solving problems, sharing information and real 

dialogue. Alexander (2003) crystallises four elements of dialogic teaching between practitioners 

and learners: it should be collective — practitioners and learners learning tasks in unison rather 

than in isolation; reciprocal ~ involving mutual listening, sharing of ideas and alternative viewpoints; 

cumulative — building on their own and each others’ ideas and channelling them into coherent lines 

of enquiry and thinking; and finally supportive — where children are free to communicate their views 

without fear of humiliation and help each other to reach common understandings. Participants in 

a discussion must be prepared to speak, listen, respond, put forward more than one point of view, 

and intend to develop their knowledge (Fisher, 2001). Furthermore, successful group discussions 

are underpinned by moral principles of orderliness, freedom of expression, respect and open- 

mindedness (Fisher, 2001). Teaching through discussion requires of the practitioner to take on the 

various roles of expert, facilitator and participant and create meaningful contexts for discussion and 

enquiry. In the case of young children with sensitive practitioners, the topics for discussion will most 

likely stem from their own interests or importantly from their questions, leading to opportunities for 

sustained shared thinking. 

  

More than a succession n of questions fon adult to child: iGaciesion allows 

for.an exchange of ideas with a view to reaching understanding, solving 

problems, sharing information and real dialogue. 

  

6.5.6 Questioning 

Many studies have demonstrated that young children are very able questioners in the home, 

and are capable of maintaining and sustaining prolonged conversations. However, when they 
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get to school their conversations were reduced in both quantity and quality (Wells, 1985). 
The importance of questioning (from the perspective of practitioners) and indeed attention to 
what we do with children’s answers have long been identified (Hohmann and Weikart, 1 995; 

Alexander, 2003). it should be noted that our questioning styles can hamper rather than stimulate 
conversation (Hohmann and Weikart, 1995). Fisher (2001) cited a study (Oxford Preschool 
Research Group, Wood and Wood [1983]) where it was found that the more practitioners 
asked questions, the /ess likely they were to receive questions, promote elaborate responses and 
encourage spontaneous contributions in dialogue from children. Skilful questioning goes beyond 
checking what children know, to enhance children’s learning by: 

® Directing children’s attention. 

° Exciting their interest, wonderment and curiosity. 

° Helping them reflect on their learning. 

° Engaging them in active learning, through discussion. 

* Identifying children’s challenges in learning. 

° Extending their socio-dramatic and imaginative play. 

° Extending their communication skills. 

* Encouraging them to empathise with others (MacNaughton and Williams, 2004). 

  

   

‘It should be noted that our questioning styles 
stimulate conversation (Hohmann and Weika 

  
  

Critically, skilful questioning leads to higher level thinking skills (Fisher, 2001). The test of a good 
question is: does it provide a worthwhile challenge? Fisher, (2001) citing Bloom's taxonomy, 

conveys that higher order thinking can be encouraged by: 

° Evaluation questions — what do you think about? 

° Synthesis questions — how can we improve that? 

° And analytical questions — what is the evidence for? 

Lower order thinking questions include: 

° Application questions — what other examples are there? 

° Comprehension questions — can you explain? 

* And knowledge-based (factual) questions such as: who...where...when... why...what...? 

Alexander (2003) believes that the distinguishing feature of dialogue is the act of questioning. 
The answer is not the end point of the learning exchange “but its true centre of gravity” and it 
should give rise to a new question (Alexander, 2003, p.33). He advises that if we want young 

people to talk in order to learn (and learn to talk) what they say is more important than what the 
practitioner says. In a study he conducted there were clear differences in those questions and 
responses which were channelled into cognitively challenging and meaningful sequences and 
those hampered by rote repetitive initiation-response interactions (Alexander, 2000). 

Open-ended questions assume the potential variety of responses without having to deduce a right 
or wrong answer. 

° They support the sharing of theories and understandings. 

° They support the sharing of feelings and imaginings. 

° They provoke thought. 
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Closed questions are used to recall facts (colours, animal names) or experiences. Children learn 

quickly to ignore questions that have ‘yes’ ‘no’ responses and questions such as this should 

be avoided (Hohmann and Weikart, 2005; MacNaughton and Williams, 2004). In the EPEY 

project, the evidence suggests that open-ended questioning is coupled with better cognitive 

attainment. “However, open-ended questions made up only 5.1% of the questioning used in 

the 14 case study settings” (Siraj-Blatchford et al, 2007, p. 1 1). Learning to use questioning 

effectively is therefore a challenge for early childhood practitioners. 

A final aspect of interactions which can result in sustained shared thinking is modelling. 

6.5.7 Modelling 

According to Siraj-Blatchford et al., (2002, p.144) modelling includes “the demonstration of 

activities accompanied by the child's attention and interest as well as a verbal commentary from the 

adult”. MacNaughton and Williams (2004) in contrast separate modelling and demonstration into 

two distinctive teaching techniques. Modelling is described as a process by which children learn 

behaviours by simply copying others; demonstration supports children’s learning by showing children 

how to use special tools or materials or “how to accomplish a particular task” (MacNaughton and 

Williams, 2004, p. 55). Wells (1985) articulated that whereas parents rarely engaged in direct 

teaching, their influence could be seen in the modelling of mature behaviours, taking conversational 

turns, negotiating meaning and sustaining interest. Modelling, according to Bruner (1996), is the 

basis of apprenticeship. It is an imitative process by which a novice is lead into the skilled ways by an 

expert. However, research demonstrates that to get to deeper level of flexible skill there needs to be 

a combination of explanation combined with practice (Bruner, 1996). 

  

Research demonstrates that to get to deeper level of flexible skill there 

needs to be a combination of explanation combined with practice 

(Bruner, 1996). 

  

Thought processes can therefore be modelled. Fisher (2001) referred to modelling as recreating 

the world as we understand it in words, to talk to ourselves about our experiences. Through that 

process, the talking itself can give substance to our thinking. Fisher suggests that children can be 

encouraged to talk through their experiences by modelling the process, which includes defining 

the problem, planning a course of action, monitoring the situation and reviewing the outcome. 

This is achieved by a series of questions that could be answered: 

° What is the situation? 

© What do | need to do? 

* Is it working as expected? 

* Have | achieved what | set out to do? 

(Fisher, 2001, pp 45-46) 

For example ‘I've got to do the shopping, cook a meal and visit my mother, how should | do all 

that?’ The important thing is to allow children to articulate their thinking through dialogue. This 

in turn encourages children to engage in meta-cognition. This means children thinking about 

their own learning, remembering and thinking, evaluating their work and the usefulness of their 

current strategies and supporting mastery (Bruner, 1 996). This concept is integral to the ‘plan- 

do-review’ process of the High/Scope curriculum where children plan their activities, conduct 
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them and reflect on their learning (Epstein, 2007). In the EPEY project, modelling refers to the 

process where early years educators provide a ‘model’ in terms of “their language, behaviours, 

skills and/or attitudes for young children to imitate” (Siraj-Blatchford et a/., 2007). See also 

positive modelling to support collaborative behaviour below. 

6.6 Supporting children’s literacy development 
Early childhood professionals have long recognised that early literacy plays a significant role 

in enabling the kind of early learning experiences that research shows are linked with greater 

success in school and enhanced productivity in adult life. Strickland and Riley-Ayers (2006) 

synthesised the body of professional knowledge about early literacy and offer research-based 

recommendations. 

6.6.1 What we know 

® Literacy development starts from birth and is strongly associated with school achievement. 

° All of the domains of a child's development are interdependent and interrelated: social, 

emotional physical, cognitive, moral, spiritual, language and literacy. 

° The lesser a child's experiences with literacy and language the greater the chance that he or 

she will have difficulty learning to read. 

° Well-conceived standards for child outcomes, curriculum content, and practitioner preparation 

help establish clarity of purpose and a shared vision for early literacy education. 

° Highly capable practitioners are required to implement today's more challenging early literacy 

curriculum. 

° Practitioner knowledge, respect and support for the diversity of children’s families, cultures and 

linguistic backgrounds are important in early literacy development. 

  

  

   the chance that he c or she will have difficulty learning to read. 

  

Strickland and Riley-Ayers (2006) indicate the specific skills and abilities of children aged from 

birth to six years of age that predict later positive reading outcomes. They include children’s 

ability in: 

° Oral language, which includes listening comprehension, oral language vocabulary. 

° Alphabetic code, which includes alphabet knowledge, phonological/phonemic awareness (the 

ability to discriminate sounds in words), invented spelling. 

° Print knowledge/concepts, which includes knowledge and experience of environmental print, 

and ideas about print. 

They (Strickland and Riley-Ayers, 2006) highlighted four key principles of early literacy 

acquisition: 

1. Oral language is the foundation for literacy development. Oral language provides 

children with a sense of words and sentences and builds sensitivity to the sound system so that 

children can acquire phonological awareness and phonics. 

2. Children’s experiences with the world greatly influence their ability to comprehend 

what they read. Reading involves comprehending written texts. What children bring to a text 

influences the understandings they take away and the use they make of what is read. 
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3. Learning to read and write starts long before school and has long-lasting effects. 

Learning to read and write is an ongoing process from birth. From the earliest years, 

everything that adults do to support children’s language and literacy is critical. 

4. Children’s experiences with books and print greatly influence their ability to 

comprehend what they read. Reading with adults, looking at books independently, and 

sharing reading experiences with peers are some of the ways that children experience books. 

6.6.2 What do practitioners need to do to support children’s early 

literacy? 
  ~\ 

( Acknowledge the importance of early literacy experiences, oral language competencies, and 

family literacy in learning to read. 

* Encourage a broad range of language and literacy related dispositions and competencies, 

including the development of vocabulary, a love of literacy and oral language abilities, 

phonological awareness, and print-related knowledge. 

® Practitioners must be able to use a variety of instructional methods that are age and 

developmentally appropriate and have the ability to adjust those methods to the specific needs 

of individuals. 

* Practitioners must be skilled in the ability to use multiple methods of monitoring children’s literacy 

development and interpreting assessments in order to make sound instructional decisions. 

° Practitioners must seek support from those with an expertise in literacy (Strickland and Riley- 

Ayers, 2006).     
7 

The key components of an early literacy curriculum will be to increase oral language, alphabetic 

code and print knowledge/concepts (Strickland and Riley-Ayers, 2006): 

© Oral language will be enhanced when children have many opportunities to use language in 

interactions with practitioners and each other and when they listen and respond to stories (see 

below). Young children will build their vocabulary when they engage in stimulating cognitive and 

linguistic activities and are supported to describe events and build background knowledge. 

¢ Alphabetic code will be enhanced when we immerse children in language rich environments 

in order to develop phonological awareness (the sounds within words). This forms the basis 

of decoding and later spelling ability. Children need lots of exposure to the alphabet (in books, 

on refrigerator magnets, on blocks, in soup, in cereal, in having their names, stories, titles of 

paintings written for them, in their own attempts to write, in the reading and writing area (see Part 

7); generally in ways they can physically access them. Knowledge of letters and phonological 

awareness do not usually just happen from exposure for most children. According to Strickland and 

Riley-Ayers (2008), it is possible to teach phonological awareness to young children in ways that 

do not interfere with a comprehensive and rich exploratory curriculum focus but do improve later 

literacy. Children can begin to develop an awareness of the constituent sounds within words, such 

as syllables, rhymes and phonemes (smallest unit of sound). 

Print knowledge and use will be enhanced by visits to the local shop; being read to daily; 

having a reading and writing area where children can experiment with written communication, 

and environmental print that is purposeful such as functional signs, labels and charts (see Part 

7.4.5). In addition, effective early literacy practitioners model the reading and writing processes 

during shared reading and writing. They explicitly comment aloud about what they are thinking 

as they read and write so as to make the process transparent to children. Making sense of 

print involves awareness and understanding of environmental print and an understanding of 

concepts of print, such as where to begin to read a book or a page and in what direction to 

read. Each of these is likely learned from interacting with others around print. 
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Policy recommendations relevant to lreland 

(adapted from Strickland and Riley-Ayers, 2006) 

° All children should have access to ECEC with strong literacy components that include clear 

adaptations for children with special requirements. 

° Early literacy curricula and teaching practices should be evidence-based, integrated with all 

domains of learning, and understandable to practitioners. 

° Early literacy assessment should use multiple methods and use the information to improve both 

teaching and the total ECEC programme. 

° Standards for early childhood professionals should require practitioners to meet early literacy 

instructional standards. 

* Parent involvement programmes should have a strong early literacy component that guides 

parents and caregivers in providing early literacy experiences at home. 

° Support for English Language Learners should be specified and provided in both the home 

language and English where feasible. 

6.6.3 Story reading and story telling/story acting 

All of the above strategies identified by Strictland and Riley-Ayers (2006) have been shown to 

be effective. Arguably the single most important teaching strategy for promoting children’s early 

literacy development (vocabulary growth, print awareness) is reading aloud to children in an 

interactive style with questions/comments and responses that engage them as active learners. 

The teaching technique of reading with or to children is to support them to “construct meanings 

about the world about them” (MacNaughton and Williams, 2004, p. 162). Reading books and 

stories is a common and enjoyable experience in many early childhood settings. Some practical 

suggestions on the art of reading stories include: 

° The books themselves should be of high quality. 

° They should be in pristine condition and stored carefully. 

The stories should correlate with children’s own interests, and not elicit fear in the child. 

* Stories should be read clearly, taking care to ensure that all children can see the pictures. 

* Comfort, cosiness and a relaxed environment all support a positive reading experience. 

  

  

      

‘questions/comments a and. response that ¢ ngage th them as active > learners, 

  

  

Pack (2007) describes Paley's approach to promoting socio-dramatic play by young children. 

This process, called story telling/story acting, includes the following steps: 
  

a Children begin by telling the practitioner their own made-up story, while the practitioner records 

itin a story notebook. 

° As many stories as there are children and time allows are recorded in one period, ensuring that 

each child who wants to gets to tell a story over time. 

° Atan appointed time, the entire class gathers around, the practitioner chooses the actors (fairly, 

possibly one by one going around the circle). 

* The practitioner narrates a child’s story as the children act it out. 

* Every child who wants to participate does so. 

° The story may comprise one sentence or can be up to one page in length. What is important is     that children can see each other in these stories and hear their classmates talk. yy, 
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° The practitioner listens carefully to the children individually, and writes down and chats with the 

children about their thoughts, imaginings, ideas, wishes, fears and dreams. 

© The children are sufficiently validated that they know that what they say is important to the 

practitioner and to their colleagues. When children watch as their colleagues enact their stories, 

their ideas become visible and clarified. 
  

6.7 Supporting the development of early mathematics 

Adults and children engage daily in mathematical experiences comfortably and routinely (Epstein, 

2007). Ensuring the grocery shopping fits in the press involves geometry. Dividing a problem 

into a series of steps (first I'll have to find the recipe, then shop for the ingredients and then bake 

the biscuits) involves ordering and logic, similar to algebra equations. Working out how much 

quantity of compost for a flower bed can involve either of two processes: measuring the length, 

width and depth of the flower bed to find the cubic area or through previous experience by simply 

looking at the bed and estimating the amount required. In the home corner, Sam and Yui are 

making soup. Sam transports cups of water from the sink in the art area to fill their saucepan and 

Yui adds pine cones and bottle caps until the mixture is up to the brim. In the meantime, Kirsten 

is setting the table saying “one spoon for Sam, one spoon for Yui and one spoon for mel” In 

the building area, Josh says “I’m going to use all the blocks”, “How many is that?” asks Jane. In 

the art area, Bianca is carefully cutting strips of paper and gluing them on to a sheet to make a 

house. If the strip she cuts does not seem long enough, she cuts another one and adds it in. 

As Epstein (2007, p.149) suggests, mathematics is about “numbers, putting things in order, 

comparing quantities, discovering patterns, and manoeuvring ourselves and our belongings 

from one place to another”. These are the kinds of activities that children naturally enjoy and are 

already engaged in. Children have an innate tendency to experiment, explore and learn which 

allow for extending and nurturing the boundaries of their learning building on their own interests 

(Bowman, et al., 2001). 

  

As Epstein (2007, p.149) suggests, mathematics is about “numbers, 

putting things in order, comparing quantities, discovering patterns, and 

manoeuvring ourselves and our belongings from one place to another”. 

  

6.7.1 Why is it important to encourage the development of early 

mathematics? 

While many children have an intuitive grasp of number in the early years, some do not. In the 

results of tests of conceptual knowledge amongst kindergarten children in inner-city, low-income 

communities in the US, it was clear that a significant number had not acquired the equivalent 

knowledge of their more affluent peers (Bowman, et a/., 2001; Gersten, Jordan and Flojo, 

2005). It was suggested that these children needed to understand more than the distinction 

between two extremes (a lot and a little, large and small, or heavy and light) and advised that 

they learn the variations in between. The conceptual structures that are required for children to 

master first grade mathematics in US schools (equivalent to First Class in Ireland) were identified 

(Griffen, et al,. 1994, cited in Bowman, et a/., 2001) as follows: 

* To count verbally forwards and backwards from 1 to 10. 

© To comprehend one-to-one correspondence (i.e. one driver for each car). 

° To comprehend the cardinal value of numbers (i.e. the number 3 represents a set of three objects) 
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* To comprehend the rule that states the values of adjacent sets (i.e. that a set of objects that has 

four in it has more items [than the set with three], or that a set of items that has two in it has 

less items [than the set with three]). 

When these are mastered, children can solve problems as if they are using a ‘mental 

number line’. However, this learning must happen naturally and as one element within holistic 

development (to include music, dance, art and so on). As reported by Aubrey, Kavkler, Tancig 

and Magajna (2000), children who start school later (than in the UK at five years) achieve more 

highly in maths, suggesting the importance of the informal learning children receive before 

attending school. Early childhood programmes can consolidate children’s informal mathematical 

understandings by providing opportunities to extend and use mathematical skills and concepts 

building on their current activities (Bowman, et al., 2001). 

6.7.2 What does early mathematics development involve? 

Epstein (2007) provides a brief synopsis of what the field of research on mathematics has 

revealed. It is about more than numeracy, or rote counting, or reciting numbers. It concerns 

explorations into patterns, quantity, size and special relations (the location and movement 

of objects and people in space in relation to one another). In fact, in observations of young 

children’s spontaneous activities, the least amount of their time was spent in mathematical 

investigation (counting) and the majority of their time was spent in exploring shapes and patterns 

and the transformations that can be made by processes such as subtracting materials and adding 

materials (Ginsberg et a/., 1999 cited in Epstein, 2007). 

The basics of numeracy are present from a very early stage. Babies learn very quickly that 

taking away results in less and adding results in more (Montague-Smith, 2002). Young children 

make good use of the rich counting systems which exist in the social environments of practically 

all cultures (Bowman, et a/., 2001). According to Epstein (2007), High/Scope describes its 

mathematical curriculum as ‘numbers plus’. In relation to the baby, young toddler and older 

toddler perspective, the key experiences most relevant to early mathematics include early 

quantity and number and space. For young children the Key Developmental Indicators (KDIs) are 

categorised within seriation, number and spatial awareness (see Parts 4.3.2 and 5.6.2 for more 

information on High/Scope). These are further explored. 

Early mathematics for the baby, young toddler and older teddier 

The key experiences are explained as follows with examples of each from the baby, young toddler 

and older toddler perspective (some items are from the High/Scope Child Observation Record 

[COR] for Infants and Toddlers [2002] adapted with permission by French and Murphy, 2005, 

p. 35). 

Early quantity and number 

° Experiencing more, e.g. a baby sees more than one of the same object; a young toddler has 

access to sets of items, boxes of many blacks, cars, mobile phones; an older toddler verbalises 

that she needs ‘more’ biocks. 

* Experiencing one-to-one correspondence, e.g. a baby touches or handles an object; a young 

toddler takes a peg and fits it into the hole; an older toddler puts the red bead into the red bowl. 

° Exploring the number of things, e.g. a baby touches or handles more than one of the same 

object; a young toddler carries two teddies around the room; an older toddler verbalises the 

number of objects ‘two cars’. 
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Space 

® Exploring and noticing location of objects, e.g. a baby seeks and turns towards a familiar 

voice; a young toddler goes towards the door when he wants to go outside; an older toddler 

goes to the area where she knows she will find an object she is interested in playing with. 

® Observing people and things from various perspectives, e.g. a baby lies on his back or side, 

while propped up on cushions or in a practitioner's arms; a young toddler moves around, sits 

and stands; an older toddler climbs blocks and slides. 

® Filling and emptying, putting in and taking out, e.g. a baby holds the bottle and begins to put it 

in and out of her mouth; a young toddler fills a container; an older toddler makes an enclosure. 

* Taking things apart and fitting them together, e.g. a baby holds the lid of his boitle and the 

bottle itself; a young toddler takes the lid off the play dough box and tries to put it back on; an 

older toddler builds a block tower. 

Early mathematics for Ine young child 

The mathematics KDIs for young children are categorised within seriation, number and spatial 

awareness and are identified as follows (Epstein, 2007): 

Seriation 

° Comparing attributes (longer/shorter, bigger/smaller). 

® Arranging several things one after another in a series or pattern and describing the relationships 

(big/ bigger/biggest, red/blue/red/blue). 

° Fitting one ordered set of objects to another through trial and error (small cup and small 

saucer; medium cup and medium saucer; large cup and large saucer). 

Number 

* Comparing the numbers of things in two sets to determine ‘more,’ ‘fewer,’ ‘same number’. 

* Arranging two sets of objects in one-to-one correspondence. 

* Counting objects. 

Space 

° Filling and emptying. 

° Fitting things together and taking them apart. 

° Changing the shape and arrangement of objects (wrapping, twisting, stretching, stacking, 

enclosing). 

* Observing people, places and things from different special viewpoints. 

* Experiencing and describing positions, directions and distances in the play space, building and 

neighbourhood. 

* Interpreting spatial relations in drawings, pictures and photograph. 

6.7.3 What do practitioners need to do to support children’s early 

mathematics? 
The following provide guidelines (adapted from High/Scope Educational Research Foundation 

[2001a] Key Experiences for Infants and Toddlers) on what to provide and how to ensure that 

very young children, including those with specific requirements (see Part 6.11 below), have 

appropriate mathematical learning opportunities. It is expected that the practitioners watch the 

children very closely, record their findings and plan to support their learning and development 

(see Part 5 Assessing and planning). The following section is from French and Murphy (2005, 

pp.43—44). See also Part 7.5.6 Mathematics and science area. 
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Strategies for supporting early mathematics development in babies and toddlers 
  

(Early quantity and number *) 

° Do babies and toddlers have opportunities to ‘experience more’ every day? 

- Provide treasure baskets (see Part 7.4) and collections of materials for children to.select from 

and explore, 

- Provide inexpensive materials. Children can always have more of if they want it (e.g. sand, shells, 

stones, bottle caps, corks, newspaper, water, dough). 

- Listen for and support children’s use of ‘more’ in everyday conversation. 

* Do babies and toddlers have opportunities to ‘experience oné-to-one correspondence’ every day? 

~ Provide children with sets of corresponding materials at group time: for example, cups and” 

saucers, large pegs and peg boards, jars and lids, markers and caps. 

~ Comment on correspondences you-see children making (“You put one peg in each hole!” “You 

put one shoe on this foot, and.one shoe on your other foot!”) 

- Include children in tasks that involve correspondences stich as table setting and food serving. 

* Do babies and toddlers have opportunities to ‘explore the number of things’ every day? 

~ Watch for children’s persistence in hunting for two or more objects that have disappeared (e.g. 

ihe child finds one shoe and continues to search for the other shoe). 

- Count body parts with children (“One eye, two eyes!” “I see one, two, three, four, five toes!") 

- Inthe course of conversation, count materials children are exploring and playing with (“You 

drew one, two, three lines on your paper” “| see one, two, three corks in your cup, and one, 

two'corks in my cup”) ee 

Space 

* Do babies and toddlers have opportunities to ‘explore and notice location of objects’ every day? 

- Organise the play, care, and. personal storage space and maintain it with some consistency so 

children know where things are stored and can easily find them. . 

- Provide plenty of inside/outdoor space so children can move freely from one spot to another. 

- Provide materials children can use for arranging, stacking, and enclosing. 

- Watch for favourite materials children choose repeatedly, seek out and look for persistently. 

° Do babies and toddlers have opportunities to ‘observe people and things from various 

perspectives’ every day? 

- Provide equipment that allows children to change levels (e.g. ramps, steps, low balance beams, 

small boulders, tree stump rounds, sturdy wooden blocks, easy chairs, climbers, and lofts). 

- Provide equipment and materials children can get inside and under (e.g. sturdy boxes, tunnels, 

tents, blankets, and play houses). 

~ Take children on neighbourhood walks and to local parks and gardens. 

* Do babies and toddlers have opportunities to ‘fill and empty, put in and take out’ every day? 

~ Anticipate and support children’s ongoing interest in dumping, emptying, taking out, and pouring. 

- Provide a variety of easy-to-handle containers and materials to put inside them. 

- Provide daily opportunities for sand and water play. 

* Do babies and toddlers have opportunities to ‘take things apart and fit them together’ every day? 

- Provide children with hinged materials to open and close (e.g. books, doors, tins and 

materials that loosely or easily fit together: measuring spoons, measuring cups, a stacking     pole and bangle bracelets and magnets). 

S 
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- Provide children with materials that fit precisely together (e.g. nesting blocks, shape sorters, 

simple puzzles, pots and lids, boxes and lids, hook-together or snap-together trains, pegs and 

peg boards, large wooden beads and stiff laces). 

- Anticipate and support children’s desire for repetition with these materials and efforts to solve 

problems of fit. 
  

Strategies for supporting early mathematics development in young children 

As with babies and toddlers above, it is expected that the practitioners watch the children very 

closely, record their findings and plan to support their learning and development (see Part 5 

Assessing and planning). The following guidelines (adapted from Epstein, 2007, pp. 151-1 58) 

suggest what to provide and how to ensure that young children have appropriate mathematical 

learning opportunities (including those with specific requirements, see Part 6.17 below). See also 

Part 7.5.6 Mathematics and science area. 

- > 
Seriation 

° Provide materials and experiences whose attributes can be easily compared (e.g. Russian dolls 

  

or differing sized measuring spoons; materials where children can create their own patterns or 

series such as beads or collage materials; computer programmes that involve recognising and 

comparing sets of materials, such as big and small sets of dinosaurs, animals). 

© Ask children to make or do things that involve series and patterns (e.g. using the beads 

above children could try stringing a repeating pattern onto thread; using clay they can make 

representations of their family members who are naturally bigger or smaller than each other). 

° Read and act out stories that feature graduated qualities (e.g. stories such as The Three Bears. 

Afterwards the children can act out the story making beds and getting bowls, or speaking in the 

character’s voices). 

® Validate and extend children’s attempts to compare things (e.g. acknowledge children's 

awareness of seriation by repeating their comments; such as “I’m putting the blue chair behind 

the red chair and then another red chair” says Joe. “Yes, | can see that you are doing a red, 

blue; red, blue pattern”). 

Number 

© Provide materials and experiences that encourage counting and comparing (e.g. small items 

that children can manipulate easily shells, bottle tops, beads, art materials; items that have 

numbers on them calculators, dominoes, cards, simple board games with dice; pegs and peg 

boards). 

Encourage children to gather and distribute materials (e.g. there are many occasions 

throughout the day where children can collect paper and distribute to children at group 

times, collect crockery and cutlery and distribute at break times, establishing one-to-one 

correspondence; using storage hooks for each measuring spoon). 

e Think of fun and unusual things to count. Children naturally want to count anything even big 

numbers (e.g. the number of sweets in the jar, the number of insect bites on their legs, the 

number of freckles on the practitioners’ nose). 

Listen for and build on the number comparisons children make (e.g. “My birthday is after 

yours”, suggest an activity where children represent their age on their own play dough cakes; 

“My train is longer than yours’, respond by asking “Show me how you know that”). 

* Show interest in the matched sets children create (e.g. children may make a sleeping bag for the 

teddy out of a square of paper or place one sausage for each dinosaur comment “I can see you     have made a sleeping bag for the teddy"; “I see you have five sausages for the five dinosaurs”). 

\ / 
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( Use written numerals and encourage ‘children to'tise them: If adults:use writing materials 

children will imitate when they are ready. Children's mark making is very significant in early 

years and:can:be encouraged by modeling (e.g. making:a chart to plot the number of birds at 

the bird feeder daily, taking ‘orders’ and writing down prices for display in the play ‘restaurant’). 

Space 

° Engage children in spatial exploration with materials and experiences (e.g. provide materials for 

filling and emptying, fitting together and taking apart, setting things in motion such as wheeled 

vehicles; draw attention to children’s own physical location, inside/outside, in the middle/at the top). 

* Allow.time’for children:to‘exploré and work with materials on their own and in collaboration with 

others. Know that exploration of space takes practice and time; support children to conduct 

projects over a period of weeks). 

° Encourage children to talk about how they made things. Ask children to désctibis the positions ~ 

and locations of the objects and people involved in their activities (e.g. “How did you two make 

that part on the top, where did you stand in relation to each other?” or “Where. were you when 

you emptied the wheelbarrow?”). 

* Encourage children to explore movement (e.g. support children by imitating their rolling, 

crawling, bouncing). 

* Provide pictorial representations. Take digital photos from different perspectives of children’s 

work, download onto.the computer and ask children to talk about the location and positions that 

they see to support the development of their perspective. 

* Encourage children to make two- and three - dimensional. representations of real places and 

things (e.g. a visit to a local park; community centre; supermarket; their own accommodation). 

* Allow children to solve spatial problems their own way. Give children time to work out how-to 

balance or attach things for themselves. They learn more by solving | their own’ spatial problems, 

in.any event there is.often more than just one solution. 

* Take instructions from children (e.g. support children to play games like Simon Says, where     they can be leaders and direct others to move their bodies around). 

  

  

how interested: they already a are 

  

6.8 Supporting children’s creativity 
Stephens (2007) identifies resourcefulness as the capacity to meet obstacles in a variety of 

ways. Resourcefulness is a derivative of creative intelligence. Resourceful children learn to trust 

their unique abilities and instincts. While acquiring a positive attitude toward problem solving they 

mature into industrious, confident and joyful people. Creativity can only be yielded from a well- 

nourished brain; it requires responsive adults willing to nurture and stimulate. Stephens (2007) 

offers these recommendations to nurture creativity: 
  

* Encourage.curiosity and seeking answers; respond. to.a. child's questions by saying, “I don’t 

know. How could we find the answer?” 

° Creativity can become stifled with too many manufactured toys; pre-assembled kits deny 

children the chance to think on their own. 

° Value varying ideas and opinions, “I’ve never thought of that before. Let's try it!” 
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* Encourage exploration, “The way you mixed different greens for leaves makes your tree look 
~\ 

very real” 

® Avoid shaming or embarrassing children who experiment through trial and error. Offer support, 

“If that didn't work, try something else; you'll get it” Encourage reasonable risk taking that fuels 

creativity. 

* Stimulate imaginative, independent thought by posing questions. In projects, avoid directing 

children. For examples, when making a bird feeder say, “| wonder what would hold the 

sunflower seeds. What would you suggest?” 

° Resist putting finishing touches on a child’s project to make it perfect. Respect the learning that 

takes place while a project is made. That process is more important than the final product. 

® Avoid discouraging phrases and negativity. Judgmental comments penalize creative 

experimentation. Resist phrases such as, “No, that’s not how you do it” or “That would never work? 

* Show respect for creative effort. Carefully display children’s stories or artwork, 

* Make up cumulative stories. One person starts a storyline, and then the next has to add to it, 

then the next.   ® Change the endings of well-known stories, “What's another way Goldilocks could end?” 

Play games that could have different answers. Include “What if” questions in play. “What if we 

want to build a sand castle? How can we make the sand stick together better?” “What if we made 

designs on our castle, what could we use to make them?" 

  

Given what is known about young children's learning and about their 

amazing competence in expressing their visions of themselves and their 

world, a key question for early childhood practitioners is how can the 

service be modified to best support children’s emerging creativity? 

  

Given what is known about young children’s learning and about their amazing competence 

in expressing their visions of themselves and their world, a key question for early childhood 

practitioners is how can the service be modified to best support children’s emerging creativity? 

Edwards and Springate (1995) suggest some of the following: 

Time: Creativity does not follow the clock. Children need extended, unhurried time to explore and 

do their best work. They should not be artificially rotated, that is, asked to move to a different interest 

area or activity when they are still productively engaged and motivated by a piece of creative work. 

Space: Children need a place to leave unfinished work to continue the next day, 

and a space that inspires them to do their best work. 

Materials: Without spending great amounts of money, adults can organise wonderful collections 

of resource materials that might be bought, found, or recycled. These materials are used most 

productively and imaginatively by children when they themselves have helped select, organise, 

sort, and arrange them. 

Support by adults and peers: Watching, imitating, listening, being at the same physical level, 

waiting, remaining calm in the face of ‘mistakes’, photographing children’s work. Acknowledging 

children's actions, choices, talking about what the children are doing, refer children to each other. 
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Occasion: Children’s best and most exciting work involves an intense or arousing encounter 
between themselves and their inner or outer world. Adults can encourage children to represent 
their knowledge and ideas before and after they have watched an absorbing show, taken a field 
trip, or observed and discussed an interesting plant or animal brought into class. Adults can put 
up a mirror or photos of the children in the art area, so children can study their faces as they 
draw their self portrait. Adults can offer children the opportunity to check what they have drawn 
against an original model and then let them revise and improve upon their first representation. 

6.8.1 Active participatory learning 

High/Scope (Hohmann et a/, 1995) concur; active learning occurs when all the above 
ingredients are present. To evaluate whether activities are truly appropriate to the context of 
children's development active experiences, which provide for problem solving, the following 
ingredients of active learning were developed by High/Scope. 

* Since learning results from the child's attempts to pursue personal interests and goals, the 
opportunity for children to choose activities and materials is considered to be essential. 

* Abundant, age-appropriate materials that the child can choose and use in a variety of ways 
should be provided. 

° High/Scope argues that learning grows out of the child’s direct actions on the materials. 
Children should have opportunities to explore, manipulate, combine, and transform the 
materials chosen. 

* Children should be encouraged to describe what he or she is doing; in words chosen by 
the child, on what they are doing, what is important to them, their observations thinking 
and reasoning. Through language, the child reflects on his or her actions, integrates new 
experiences into an existing knowledge base, and seeks the co-operation of others in his or her 
activities (see also Part 6.6 Supporting children’s early literacy above). 

* Through adult support, adults recognise and encourage the child's reasoning, problem 
solving and creativity. 

  

Ensure that: 

* Materials are plentiful. Multiple sets of materials are available.so that several children can play. 
with the same materials. at the same.time. 

* Many materials reflect home and community cultures and special requirements of programme 
children (e.g. photos of family members, cooking utensils, music tapes, work clothes and tools, 
eyeglasses). 

° Materials depict a wide range of non-stereotyped role models. _ 

* Multicultural materials are integrated-into the classroom and daily routine. 
  

6.9 Supporting play as a pathway to learning 
A background paper to the emerging Framework for Early Learning (NCCA, forthcoming) is 
focused entirely on play. Entitled Play as a Context for Early Learning and Development (Kernan, 
2007), the paper comprehensively addresses the relationship between play, development and 
learning with the aim of elaborating the place of play within the Framework. It re-examines the 
taken for granted position of play as central to ECEC and aims to conceptualise a rigorous 
understanding of the pedagogy of play relevant to the diversity of ECEC settings and age range 
birth to six years in Ireland. For a fuller discussion of play consult Kernan (2007). The following 
section outlines the key theories on play, which goes some way to highlight the significance of 
play. This is followed by the stages of play. For information on materials to provide for play see 

Part 7 Child-centred Learning Environments. 
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6.9.1 Theories on play 

Classical theories about play focused on the notion of play as surplus energy (Spencer), play as 

preparing children for life (Groos), and play as recapitulation, where children play out their primitive 

past (Hall). These theories embody the concept that to in order to create “a symbolic representation 

of the world; children convert reality into play experiences” (Saracho and Spodek, 1998, p. 6). 

Contemporary dynamic theory (emerging from Freud and Piaget) is less concerned with why 

children play, accepts that they do and is more interested in the content of the play. Freud believed 

that play provided children with an avenue for “wish fulfilment and mastery of events” (Smith, et al, 

2003, p. 231). Through play children can express otherwise unacceptable aggressive or sexual 

impulses while simultaneously overcome them cathartically by working through them. 

Other psychodynamic theorists such as Erikson highlighted the importance of children 

experiencing both solitary and co-operative play and like Freud sees ‘as if’ play to be important. 

Erikson (1950) understood socio-emotional development as a process of resolution of a series 

of conflicts from trust versus mistrust to eight ages of man each striving to achieve balance and 

integration in society. Make-believe play provides children with important insights into the link 

between self and culturally prescribed roles. 

Piaget's constructivist theory concentrated more on cognitive rather than emotional development; 

this led him to emphasise the importance of mental and social stimulation for optimum intellectual 

functioning. Vygotsky (1967) offered a combination of the affective (emotional) and cognitive 

aspects of development in his approach to play. He believed that through play, children 1. used 

their ingenuity to create imaginary events that originate from real life circumstances and 2. follow 

a set of rules to act out the play scene and thus liberate themselves from the constraints of the 

real world. Children are then free to play with meanings and objects leading to higher order 

thinking (being able to problem solve and think abstractly). Vital to this is adult-child and child- 

child communication for scaffolding children’s make-believe and as a source of socially skilled 

behaviours. Bruner (1972) argues the benefits of play for cognitive thinking and suggests that 

play is practice for mastery skills and an opportunity to try out new combinations of behaviour 

in a safe setting. Bruner diverges from Piaget in that he sees rules of play being there from 

the start (as opposed to developing with age) and prefers challenging play such as drawing or 

constructing rather than rough and tumble. 

6.9.2 The benefits of play 

Regardless of the theory, what is clear is that the medium through which children’s learning is 

consolidated is play. Through play “children demonstrate improved verbal communication, high 

levels of social and interaction skills, creative use of play materials, imaginative and divergent 

thinking skills and problem-solving capacities" (Wood, 2004, p.21). Play stimulates growth in 

every developmental area: 

° Physically, play encourages movement and control in gross and fine motor skills. 

° intellectually, play leads to the development of thinking and learning, including conceptual 

thought, problem solving, creativity, imagination, memory and concentration. 

¢ Linguistically, play stimulates the development of verbal and non-verbal communication skills. 

* Emotionally, play provides the opportunity to experience and express a range of emotions, 

and to learn how to regulate them. 

© Socially, play enables children to develop the skills they need for interaction with others. This 

includes learning to share, co-operate, take turns and make friends. 
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° Morally, play helps children to learn the existence of rules, and how to conform to them. 
Through play they can gain a sense of what is right or wrong and develop a conscience. 

  

Regardless of the theory: whet is Gear is that the medium, through which 
children’ Ss learning is consolidated | is lay a S / 

    
  

6.9.3 The forms of play 

It is without doubt that play is the overarching activity of young children. Social play (i.e. the ability to 
play with others) develops as children mature (Beaver et a/., 1997). Hutt (1979) devised a useful 
way of describing children’s forms of play (epistemic, ludic and games with rules) as follows: 

Table 17: Typology of play 

    

   

  

Description 

    Playing often very inventively with objects; exploring and experimenting through the 
senses; gathering knowledge about the world. 

Associated with very young children. 
  

Playing at fantasy worlds, socio-dramatic play, using imagination to pretend. 
  

Creating own games and devising rules. Children are able to take account of others   actions and to co-operate. Games with external rules may also be enjoyed. 
  

Young children learn through communication with others and exploration of the world around 
them. A typology of play was described by Goldschmied as follows: 
* Discovery play; the child is seeking to find out what is this object? 
° Heuristic play; the child is seeking to find out what can | do with it? 
° Functional play; the child is seeking to find out what is it for? 
° Imitative play; the child looks on and copies ~ / can do it too! 
° Fantasy play (currently thought of as socio-dramatic play); the child uses their imagination — 

| can pretend! 

This typology is in tune with current thinking. Kernan (2007) suggests that: 

° The focus of play is not the age that children acquire play skills, but the context in which the play 
takes place. 

* Key forms of play are described as: exploratory; constructive; creative; pretend, fantasy and 
socio-dramatic; physical locomotor play; language or word play. 

* Children may engage in more than one type of play at any given time. 

* Children have preferences for particular forms of play 

(See Kernan, 2007, for a further discussion of play typologies) 

6.9.4 The adult role and the importance of first hand experiences 
From their research, Moyles et a/. (2002) identified that although adults sanctioned the 
benefits of play educationally, they were unsure of their role and how to assess the outcomes 
of play. Siraj-Blatchford et al. (2002) in the study of effective pedagogy distinguished between 
pedagogical framing (planning [for play], providing resources and a routine) on behalf of adults 
and pedagogical interactions (specific behaviours) and indicated that both are required. They 
concluded that the most effective settings had a balance between adult-initiated activities and 
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child-initiated activities. As Hayes (2003, p.79) proposes, play is “a pedagogical tool for the 

practitioner as well as a pathway for learning for the child”. 

Quality play is nurtured by practitioners who provide a rich environment (see also Part 7) and 

guide children so they can develop their confidence as learners ([see also all of this Part 6]; 

French, 2007). This suggests that professional knowledge and expertise is critical in planning 

and engaging in playing, learning and teaching. 

  

Professional knowledge and expertise is critical in planning and 

engaging in playing, learning and teaching. . 

  

Firsthand experiences 

Children need to learn first hand, in everyday contexts, while they engage in activities which 

matter to them. Worksheets and ‘colouring in’ sheets provided by many practitioners are 

removed from meaning and purpose for the child and “therefore make the process of learning 

more difficult” (Moyles, 2001: 14). Conversely, matching real pairs of shoes or setting the 

table for pre-school colleagues at break-time can be generalised to abstract counting later. 

Children have to construct learning for themselves. Therefore the focus in children's learning 

should always be on the reasoning processes (children's learning styles, what children do in 

the construction of making something) rather than on tangible end products (a picture, card, 

playdough mountain). Children learn through curiosity and trial and error. This requires time for 

children to engage in their explorations. Children need sensitive adults to support their play; if 

“the joy of play goes, it takes with it deep learning” (CECDE, 2007, p.47). 

Play jrom children’s perspective 

Lack of resources in the form of appropriate equipment and high pupil:teacher ratios can result 

in a gap between child-centred curriculum provision and its implementation (Murphy, 2000). As 

stated above, quality play is nurtured by adults providing anaesthetically pleasing environment 

(indoors and outdoors), rich in resources, where children are able to touch, manipulate, 

explore, and experiment with a variety of materials (see also Part 7 Child-centred Learning 

Environments). Play from children’s own perspectives should be considered In the provision 

of play environments. A study was conducted by Kernan (2006) on 1—5 year old children’s 

experiences of play outdoors in four ECEC settings in Dublin. As reported in Kernan (2007, 

p.14—5), the study identified children’s priorities in outdoor play experiences. She summarised 

those experiences in overlapping and connected categories such as: 

© Movement (opportunities for expansive movement, practising newly acquired skills, speed, moving 

inside and outside and inside again, transporting self or materials using vehicles and tools). 

e Vertical expansiveness (being high up on slopes, raised platforms, steps, trees and climbing 

and sliding equipment, sights and sounds overhead. 

° Finding and constructing small spaces (small spaces to be with friends in small groups, to be 

apart from the crowd, to look from a distance, to hide or be enclosed). 

e Transformation (multi-sensory exploration of nature elements particularly water, finding loose 

parts, transforming physical environment with loose parts, house building, to care for animal 

and plant life). 

© Direct contact with animals, insects and plant life (time to observe animals, insects, plant life, 

support by adults to name, to understand, to touch). 
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* Social experiences (playing with friends, affiliation and co-operation, significant adults being 
involved in playful interaction and shared interest in discoveries). 

It is clear that the play opportunities provided should support children’s freedom, imagination, 
social learning and cognitive learning equally. A framework that values a balance of child-initiated 
and adult-initiated learning should be ensured. In essence, the pleasure of play is the natural 
vehicle for integrated holistic development and learning (French, 2007). 

6.10 Enabling collaborative behaviour 
Training in dealing with young children's behaviour is often requested by staff working in early 
childhood services. Young children inevitably present us with many persistent challenges and 
our automatic response can understandably be one of frustration and sometimes even matching 
emotion. As mentioned above, in this new edition of Supporting Quality the focus has shifted 

from ‘behaviour management’ to ‘enabling collaborative behaviour’. This reflects a deeply 
held belief that by understanding the nature of the behaviour, changing our attitude towards 
children’s conflicts and pursuing a problem-solving approach will create the desired outcome 
of collaborative behaviour. The process that is required is not so much about a controlling adult 
managing children’s behaviour but one that respects the child’ autonomy, agency, competency 
and integrity and results in a collaboration based on mediation and problem-solving. Rather than 
conflicts being dreaded, they can be embraced as sites for rich learning. Enabling collaborative 
behaviour is not just about one child manifesting difficulties for adults, it occurs in the context of 
the whole service and everything that has been discussed in Book 1 Policy and Governance and 
Book 2 Supporting Children’s Early Learning and Development. Children will collaborate more 

easily when all of the ingredients of a quality service are in place: 

* Attention to legislation, regulation health and welfare. 

* An ethos of child-centredness. 

* Well-thought out policies and procedures. 

° Effective leadership and management systems. 

¢ Valued and well-trained adults with access to ongoing professional development and high adult/ 
child ratios. 

° Participation of families and liaison with community, statutory and voluntary groups. 

* A safe, healthy physical learning environment. 

* A curriculum which supports children's learning. 

° Systems of observation, assessment and recording leading to planning for the differentiated 
needs of children. 

* A supportive interpersonal climate where children’s thinking skills are positively enabled. 

  
  

           

  

‘Understanding: the ature of the behaviour changing, our catitude : 
towards children’ s conflicts and. pursuing a problem-soh ing approach 
will create the desired outcome of collaborative behaviour. 

  

    
  

The following section considers the influences on behaviour, encouraging children’s problem 
solving and conflict resolution, general strategies for ensuring collaborative behaviour, emotion 
coaching, fostering self-esteem, encouragement versus praise, and ‘on the spot’ strategies for 
dealing with tricky situations. 
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6.10.1 Influences on behaviour 

In any given instant of a child manifesting challenging behaviour it is not possible to give an 

immediate solution. Through observation and assessment it is possible to identify probable 

causes and then develop a plan. There are a number of other influences on children’s behaviour: 

° Stage of development: Each child has a unique developmental perspective; a toddler may 

be going through the stages of development necessary for him to establish himself. A child who 

has had experiences of poor nourishment or child abuse may be operating at a level below her 

chronological age. Or a child may have a developmental delay or a language delay. With early 

intervention these delays can be offset. 

Physical: A child may be tired, may be ill, or have a long-term illness requiring medication that 

can have behavioural effects. 

Emotional: A child may be ‘feeling strange’ or have experienced a traumatic event, their 

feelings may not be acknowledged, they may not have experienced choices. The transition to 

the setting may not have been considered carefully enough or the parent’s leaving time planned 

for. 

intellectual: The child may be bored, he may not be being provided with enough materials 

to explore actively, or the child may be frustrated, he may not be ready for the experiences/ 

equipment being presented to him. 

Environmental: Children need space to play, if the rooms that the children occupy are small, 

extend the play area by bringing children outside. The layout of furniture may impede play. 

Appropriate equipment may be lacking. Children need a learning environment which contains 

a variety of areas and materials. Children need the security of a flexible but consistent daily 

routine 

Social: Is the child used to other children? Is there a personality clash? Sometimes the clash is 

not just between two children, but between the adult and child. Adults need to be aware of their 

own feelings and reasons for choosing to work with young children and ensure they respond 

positively to every child. 

° Temperamental (see also Part 4.6.5): The child may not know or understand the rules; may 

not be ready for the experience presented to her or temperamentally may be sensitive, active, 

or slow to adapt to change. 

The adult(s) in charge: Adults’ tolerance levels and emotional presence vary (see Part 

6.1.1). The expectations they have about children's behaviour may be unrealistic. Adults are 

affected by the way they were parented themselves and may need to think about what is 

appropriate now. Their communications with children may not be clear. Saying to a child ‘good 

girl/boy’ may be positive, but is not explaining to the child specifically what was ‘good’, likewise 

‘bold’, Adults need to respect children and mediate conflicts as they happen, focusing on 

actions rather than on people, when stopping destructive or hurtful behaviour. Adults may be 

unclear as to what limits/boundaries to set. Boundaries/limits provide routine, predictability and 

a sense of security, particularly to younger children. In order to be effective, they must be: 

- Kept to a minimum. 

- Reasonable. 

- Based on the developmental stage of the child. 

- Sensitive to child’s routine. 

- Cagnisant of child's abilities. 

There needs to be consistency within the adult on a daily basis, the staff team and ideally the 

home. Dowling (1988) identified eight adult roles: as observer, planner, tutor, conversationalist, 

questioner, instructor, model and evaluator when working with children aged three to five years. 
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Training is essential in order to fully understand children, their development, how they think and 

how they learn. 

Adult interactive style 

As mentioned above, the adult's style of interaction can have a significant impact (see Part 6.1.3). 
Traditionally, adults who use a directive approach may use threatening or actual punishment 
(physical or verbal), blame or make accusations without children having the opportunity to 
resolve their own feelings (Evans, 2002). In the laissez-faire approach adults may ignore it or 
solve children’s problem's for them (e.g. remove the toy which was the occasion of conflict) or 
direct them, “You can cycle the bike for five minutes and then you can have it for five minutes” 
These adults are well meaning but an opportunity has been lost for children to independently 
solve problems (Evans, 2002). When children are punished (e.g. time out) ever increasing 
punishments must be sought. The key to changing our attitude about these approaches is to 

ask ourselves what the child is learning in this situation. If a child lashes out and takes another 
child’s toy and the adult replaces it with a second toy saying “you should share”, the child hasn't 
learned how to share. Children are often told how not to behave but are rarely helped to learn 
new communication and collaboration skills. Research tells us that conflict resolution strategies 
enhance children’s cognitive and social development (Siraj-Blatchford et a/., 2002). Such 

strategies are at the heart of shared thinking (see Part 6.5.3). 

6.10.2 Encouraging children’s problem solving and conflict resolution 
According to Hohmann et al. (1995), children who are provided with the opportunity to pursue 
their own ideas in play will inevitably encounter obstacles. When children are encouraged to 

solve problems they are learning to deal reflectively and creatively with unanticipated situations. 
In the process they come to see themselves as capable of solving problems, this consequently 
leads to self-reliance, independence and ultimately confidence in approaching problems. 

The following recommendations support children’s problem solving (High/Scope Educational 

Research Foundation [HERF], 2002): 
  f— 

¢ Encourage children’s problem’ solving in general. 

° Look for children involved in problem situations. 

° Allow children to deal with problems and conflicting viewpoints, practice restraint to avoid 

interfering prematurely. . Se 

- Sit-down with children: This gives children more:time to work things.out.on:their own: 

- Give childrén-time to.use their own problem-solving skills: Walt until children ask for 

assistance or until they have made an attempt at-a solution and seem to be about to abandon 

the effort. 

~ Refer one child to another: Supporting interaction between children is important to 

developing social relationships amongst peers. Whenever possible, refer children to other 
children who have the skills to help them. Adults look for and support children’s spontaneous 

co-operative efforts. 

~ Listen to conflicting viewpoints: Rather then keeping children from arguing, encourage 

children to elaborate on their views. 

- Use naturally occurring events (such as using the bathroom) or routine events such as 

breaktime, to encourage independence and self-regulation. 
\ 

Practitioners who manage (pass out instructions and warnings) rather than interact (play and 
converse as pariners) prevent children from confronting and working with child-sized problems. 
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Adults should find opportunities to refer children to one another and look for and support 

children's spontaneous co-operative efforts (HERF, 2002). Practitioners should also support 

children’s solutions (e.g. hanging picture on door when there is no more room on notice board 

[HERF, 2002]). 

  

Practitioners who manage (pass out instructions and warnings) rather 

than interact (play and converse as partners) prevent children from 
confronting and working with child-sized problems. 

  

Conflict resolution 

There are many influences on behaviour, what is clear is that patterns of behaviour are shaped, 

strengthened or counteracted by the child’s relationships and experiences. Sensitive, responsive, 

positive adults in an accepting, low stress environment ameliorate these influences (French, 

2007). Through the development of positive relationships and problem-solving skills, young 

children begin to understand how to respect the needs/rights of others while meeting their own 

needs/rights (Gartrell and King, 2004). They also begin to see that there is not always a right side 

to the argument, that the feelings of others are important and that it is possible to solve conflicts in 

such a way that both parties can be satisfied. Adults in child-centred settings that promote active 

learning use encouragement and a problem-solving approach in the management of children’s 

behaviour as opposed to praise, punishment or reward (Hohmann and Weikart, 1 995). Corsaro 

(1997) noted that developmental psychologists have long stressed the importance of conflict and 

challenges for creating new cognitive structures and skills. When adults facilitate problem solving, 

children learn to collaborate, discuss details of problems (number; space; time) and discover there 

are many possible solutions to problems (Evans, 2002). 

There are children who experience difficulty in engaging with their peers. This can be 

characterised by poorly organised play (difficulties in entering and sustaining play) and conflict 

prone interactions (Guralnick et a/., 2006). Hohmann and Weikart (1995) recommend a 

problem solving approach to social conflict. For adults working with children in social conflicts, 

Evans (2002) suggests: 

° Keeping children’s developmental characteristics in mind. 

° Remaining calm. 

* Acknowledging and talking about what each child is feeling. 

¢ Restating the problem. 

© Involving children as active participants in finding solutions (rather than solve problems for 

them). 

© Helping children choose a solution and finally being prepared to give follow up support. 

The following is an example adapted from French and Murphy (2005). 
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Table 18: Example of a problem-solving approach to conflict 
  

  

Catherine and Sadhbh, two toddlers, are in the home corner. 

Catherine holds a teacup that Sadhbh is trying to take away from 

her. They struggle, becoming increasingly upset. Clara, their key worker 

approaches calmly and kneels on the floor beside them. 

  

Catherine and Sadhbh stop struggling to look at her. “You look 

upset!” she says to the two children, stroking each one gently. 

Catherine nods in agreement. “I angry!” Sadhbh announces loudly. 

“So, you're angry,” Clara says to Sadhbh. “And you're upset,” she 

says to Catherine. 

  

“It looks like you both want the teacup,” she continues stating the 

problem as she sees it. Catherine and Sadhbh nod yes. “Let me 

hold the teacup,” she says to Catherine who then opens her hand, 

releasing her grip on the teacup. Clara takes it gently from her and 

holds it in her hand so both children can concentrate on the problem 

rather than the item itself. 

  

“So the problem is, you both want the teacup.” She pauses. The 

children look at the teacup in her hand. 

  

“What can we do about this?” she asks the children, seeking their 

ideas rather than offering her own. She wants them to think, and she 

knows that they will be far more motivated to carry out their own idea, 

rather than hers. At first they look at her blankly, but after a minute or 

so, Catherine says “nother teacup!” and heads off. She returns shortly 

with a different teacup. She hands the teacup to Sadhbh who takes it 

with a smile. “So, now Sadhbh has a teacup,” states Clara, “I can give 

the teacup back to Catherine.” Neither child disputes this. She hands 

the teacup back to Catherine, and both children toddle off in different 

directions. With their key worker as mediator, they have solved the 

problem themselves. 

  

Clara watches and interacts with both children throughout the day. 

The teacup issue does not re-emerge. She also notes that they sit 

side by side at lunch without incident.     

Conflict resolution and mediation is a long-term strategy supportive adults use from toddlerhood 

through to adolescence. When children practice resolving conflicts from an early age, they 

develop necessary social skills and the habit of using them (Evans, 2002). 

6.10.3 General strategies for ensuring collaborative behaviour 

Much behaviour from children which practitioners consider challenging can be anticipated or 

avoided. Observations and involving parents are the most effective tool in understanding children’s 

behaviour. The following are some general strategies for ensuring collaborative behaviour. 
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( Avoid conflict 

Be aware of pressure points. 

Through observation, children’s strengths will have been identified, these can then be used to 

adopt a long-term planned positive approach. This should involve the following: 

1. Ensure adequate forethought by: 

* Reducing boredom. 

° Restructuring time. Children are more frequently frustrated in late morning/afternoon. 

* Plan transitions. Children have a strong need for independence and also have an inability to 

predict what happens next. 

* Foreshadow 

* Explain what activities will take place. 

® What the child will be expected/permitted to do. 

¢ What she may feel like. 

2. Make expectations clear. 

® Speak at child’s level. 

© Give limited (just one instruction at a time) and clear directions “I need you to put your lunch 

box here”. 

® Offer choices, “Would you like to eat the apple or the banana”? 

* Clarify expectations, “When you have put blocks away we will read a story”. 

3. Clarify all feelings involved. 

Some problems can be avoided if adults are aware of their own feelings and those of the children 

(see also Part 6.10.4 Emotion coaching below.) 

* Become aware of and acknowledge feelings. If Ludivico calls lan “a stupid thicko’\say to 

Ludivico, “You are feeling very cross with lan. It’s not okay to call people names when you are 

upset. | do understand you are feeling upset.’ 
a" aye * Use active listening (see above Part 6.5.2 above) and “I" messages. “I” messages describe the 

feelings about a given situation and focus on problems/actions, not the person (Evans, 2002). 

For example, “I feel worried because kicking can really hurt someone.’ This avoids blame and 

labelling children as “bold”. The structure of an “I” message is important to its effectiveness. It 

requires only for the following blanks to be filled in. | feel (name the feeling) 

because (describe the problem/reason/action without using 

“you"). “I feel frustrated because the blocks are still on the floor and its lunchtime” (Evans, 

2002). 

4. Follow through with your decisions. 

* Avoid repeating yourself. 

* Think before you speak. 

® Set the stage for compliance. 

* Assist compliance. 

Explain the reason why something cannot happen or is inappropriate. 

Enable rather than instructing children to tidy up, help should be offered. 

Encourage and affirm (see Part 6.10.6 Encouragement versus praise).   
XN 
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( Provide alternatives. 

* Offer choice. 

* Look for other ways to express the same feeling, through clay/sand play, football or to provide - 

the language to help children label and then articulate their feelings. 

Increase collaborative behaviour 

* Every child needs and deserves attention. It is what makes him feel important, special, 

recognised, liked and accepted for themselves. The difficulties arise in how children learn to 
satisfy those attention needs. Adults must recognise the underlying need and pay attention at all 
times . 

* Focus time. Studies have shown that time spent with a child in activities chosen by the child can 

have positive effects on.behaviour. 

* Notice and acknowledge when a child is behaving collaboratively, or trying to stop themselves 

engaging.in-a destructive activity. 

* Encourage children in their activities. 

Decrease inappropriate behaviour 

° With very young children distraction can work briefly. 

* Ignoring, when it is safe to do so. 

° Use substitution. Either allow the child to:continue activity but with a different implement, or 
continue the activity in a different place. For example, “Throw these table tennis balls rather 

than the blocks that may hurt someone” 

© Modify the environment by adding materials like water or sand or limiting activities, e.g..reduce 

excitement if itis desired that the children are calm, before going on a trip. Plan for quiet ‘let's 
be like a mouse’ game or change something in the environment such as adding low shelves. 

Use the consequences of children’s actions, both natural (while running around a room 
a child runs and knocks a block building; this can be pointed out to the child and efforts to help 
sought) and logical (a child may spill paint on the floor, the adult gives him a sponge to clean it up 
or if two children are in conflict it is expected that they would use their mediation strategies). 

Increase responsibility through building on the children’s competencies within the daily. 
routine. Children are much more competent than they are often given credit for. Children can 
be-encouraged to set the table for lunch, distribute children’s place mats, snacks and drinks. 

Children can help themselves to portions of food at mealtimes. They may be involved in various 
aspects of the activities such as transporting sand in small quantities to the sand box. Or they can 
ensure that the recycling bin has been used correctly; all the plastic bottles, sandwich wrappers 
and milk cartons are in the appropriate bins. They can be ‘in charge’ of ensuring the books are all 
facing out in the book area. 

Provide clear, reasonable boundaries on children’s behaviour through stating what is 

wanted (positive limit setting). The limits that are placed on children’s behaviour are usually about 
safety (Evans, 2002). Practitioners must first decide what the boundaries are (what materials 
can be moved within the space, where can children bring water). Practitioners can-support 
children to understand safe behaviour by stating expectations clearly and positively. Rather than 
saying “No throwing blocks" it is preferable to say “Blocks need to stay in your hands" rather 
than “Don’t fling your food on the ground” say “Food stays clean if it is on your plate. Are you 
finished?” A final example suggested by Evans (2002) is rather than saying “You're being whiny” 

say “I understand you better when you speak clearly”   
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( Maintain positive daily moment contacts. Maria Aarts, developer of the Marte Meo method » 

of promoting effective communication (see Useful Resources), advocates using all interactions 

to remain in a positive cycle with children. This is achieved by naming, describing verbally 

for children what they are doing and-waiting; giving children time to explore materials before 

providing something new. In addition, following the child’s initiative; leading when appropriate; 

initiating; confirming, giving the message to the child that her feelings, activities are valid. Positive 

language is used; ‘don’t’ does not give an opportunity to confirm (‘walk’ rather than ‘don’t run’). 

Encouraging children to develop self-discipline and self-control 

People who can control themselves are trustworthy and responsible. The ability for children to 

know what is right and do what is right takes many years to develop and rests on the gradual 

development of ego strength and moral judgement. Emotional understanding undoubtedly has a 

key role to play in emotional regulation. The modelling of emotional expression and teaching of 

the language of emotions are of importance (CECDE, 2006b). How do practitioners go about 

encouraging children to develop self-discipline and self-control? 

* Build ego strength: 

- Increase a child's sense of mastery by giving many opportunities for making decisions. 

- The practitioner must be honour bound to facilitate the choice, once offered. 

- The child must experience the consequences of her decisions. 

° Increase the child’s feelings of being a competent worthwhile person. 

° Encourage moral development. Positive moral development can occur when there is affection 

in the relationship and when the child is told why he should not do something. It is important to 

note that developmentally young children find it difficult to see a situation from another's point 

of view. 

When the above positive strategies fail and a child continues to misbehave, it is important to take 

the child through all six of the steps in learning self-control: 

1. Warning the child. 

Removing him from the activity while keeping him with the practitioner. 

Acknowledging feelings and stating rules. 

. Waiting for the child to make the decision to return to the activity. 

. Helping her return and be more successful. 

O
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. Following through with losing a privilege when that becomes necessary. 

Consistent use of this approach will be effective in helping children gain control of themselves, 

thus helping them become socially acceptable human beings. 

Ask for help: help may be sought from parents, the staff team, the local health service 

executive, child and family centre, the many children's organisations and resource libraries (see     Useful Resources) or the local GP can refer children for psychological assessment. J 

6.10.4 Emotion coaching 

Enabling children to have a sense of their own self-worth; encouraging them to believe that 

they are special, capable, unique individuals; and enabling them to recognise and accept the 

importance of their feelings about themselves and other people are some of the most difficult 

and challenging tasks all early childhood practitioners undertake. If we are to do these things 

effectively, we need to think carefully about children’s emotional development, and about how 

our words and deeds affect their feelings. The following are the potential long-term effects of 

persistently denying emotions in young children: 
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° Lack of self-confidence and self-esteem. 

* Lack of trust in practitioners. 

* A tendency towards self-criticism, self-consciousness and perfectionism. 

* Withdrawn behaviour, resentment, rebellion, anger and other behaviour problems. 

* Physical and mental ill health. 

* Children may be prevented from voicing their opinions or taking risks for fear of failure. 

° Ultimately affecting a child's later parenting style and career choices. 

Gottman and Declaire (1997) outlined the following steps for practitioners working with children 
who are upset: 

1. Being aware of the child’s emotions. 

Recognising the emotion as an opportunity for intimacy and learning. 

. Listening emphatically and validating the child's feelings. 

. Helping the child verbally label emotions. 

o
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Seiting limits while helping the child problem solve. Set limits, identify goals, think of possible 
solutions, evaluate solutions, help child choose a solution. For example, “You’re cross because 

Danny took your toy, | would be too. It is not all right for you to hit him, what can you do 

instead?” The feeling is not the problem — ihe behaviour is. 

6.10.5 Fostering self-esteem 

According to Hendrick (1996), practitioners working with children should develop the following 
esteem building practices: 

° The expression of unconditional positive regard towards every child. 

* The provision of recognition and specific encouragement when warranted. 

* The expression of genuine respect for every child. 

° The attainment of competence should be highly valued. 

- Allow children to experience mastery by making their own choices and by being as 

independent as possible. 

- Provide many different ways for children to experience success. 

- Emphasise the value of building competencies of various kinds. 

~ Provide creative activities since these provide the greatest opportunities for experiencing 

competence. 

~ Provide opportunities that are challenging but not excessively difficult to give the children the 

chance to test themselves against difficulties. 

- Interpersonal competence is of utmost importance. 

The more opportunities children have to acquire interpersonal and instrumental skills the more 
likely they are to acquire an inner conviction of their own ability to cope. The inner conviction 
of basic competence is, in the long run, the most satisfactory builder of self-esteem. Practices 
which include comparing children, competition, being over-protective and judging children within 
their earshot should be avoided. Children flourish when in communications they are not praised 
indiscriminately but instead are encouraged meaningfully (Hohmann and Weikart, 1995). 

  

      
Prac which | include. comparing children, competition, ping, overs 
protective and d judging, children within their earshot should be avoided. . 
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6.10.6 Encouragement versus praise 

Tomkins (1991) notes that praise, well intentioned as it is, has been shown through research and 

practice to invite comparison and competition and to increase children’s dependence on adults. 

Too much praise can make children anxious about their abilities, reluctant to take risks and try 

new things and unsure of how to evaluate their own work. Praise tends to focus on the child, 

encouragement focuses on the behaviour. Hitz and Driscoll (1988) identified that praise is not 

conducive to self-reliance, self-direction, or self control. If adults as authority figures can judge 

positively, they can also judge negatively. To judge at all implies superiority and takes away from 

children’s power to judge their own efforts. The negative implications of praise: 

* Makes children dependent on adults to value their work and subsequently children’s power to 

evaluate their own work is reduced. 

* Can negatively affect children’s self-esteem. 

* Can produce a classroom where children are constantly seeking and dependant on praise. 

® Causes anger and resentment when used to manage or manipulate. 

* Discourages risk-taking. 

° Lessens self-motivation. 

° Discourages problem solving. 

While it is important to confirm children’s accomplishments, practitioners offer encouragement 

instead of praise to acknowledge individual children’s efforts and ideas. This involves repeating 

children’s ideas, commenting on what children are doing; putting children in control of evaluating 

their own work and efforts (Hohmann and Weikart, 1995). The comments are specific to 

each child’s action or creation, whether it is a block structure or a way they moved their bodies 

to music. Kruse (2007), although in the context of ‘effective praise, recommends a useful 

encouragement strategy; to change from saying ‘I’ to ‘you’. For example, rather than saying “I 

like” or “I think” which offers the adult's opinion, instead adopt “you painted the whole paper!” or 

“you put your sock on!” This adjustment creates a specific comment that allows the children to 

respond with their own remarks and to evaluate their own work. The strategies of communication 

occur in the context of effective relationships, which are necessary to sustain the interaction and 

varying attention of the learner (Moyles et a/., 2002). Practitioner encouragement puts children 

in control and makes them the evaluators of their own work. High/Scope (Hohmann et al, 1995) 

suggests the following encouragement strategies as alternatives to praise: 
  

( Participate in children's play. Practitioners work side-by-side with children using the same 

materials in a similar fashion. Becoming a ‘partner’ by taking turns with them during play, 

matching the level of complexity of their play, and generally following their lead. 

° Encourage children to describe their efforts, ideas and products. The goal is to have children, 

not practitioners, evaluate children’s work. We want the children to develop self-esteem, to 

feel good about their work and ideas. One way to facilitate this is to ask children open-ended, 

divergent questions like: 

“What can you tell me about your picture?” 

“How. did. you build this hospital?” 

“| notice that you have put many buttons on top of the wood. What will you do next?” 

® Acknowledge children's work and ideas by making specific comments. Children can be 

encouraged to classify and describe their work and ideas by making specific, objective comments 

about children’s work as you talk with them. These kinds of comments also serve as non- 

judgemental responses when children want practitioner acknowledgement. Some examples: 

“I see that you have painted a picture that has lots of blue paint on the bottom, and red paint 

along the side?’   “Okay, | will wear the big blue hat with the gold band. around the middle-" 
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6.10.7 ‘On the spot’ strategies for dealing with tricky situations 
The following are adapted from Crary, 1993 and Northern Ireland Pre-school Playgroups 

Association, 1995. 

(. 
  

Practitioners stop aggressive or destructive behaviour suchas biting or kicking on the spot and 

give a reason for their action. For example, “Stop kicking, kicking hurts.” When the situation has 

been defused offer contact, support and further discussion. 

* Practitioners help children to understand that they are loved/valued even when their behaviour/ 

actions are not. For example, 4 really like you Patrick, but | don't like being kicked” 

* Practitioners avoid labelling, children especially as ‘bold’ or ‘good’. Labels can have undesirable 

long term effects 

° Practitioners observe problematic situations which do not involve bullying/hurtful behaviour and 

give children the opportunity to sort out the problem on their own (see above Part 6.1 1.2). 

Practitioners encourage children to talk to one another about the problem and negotiate their 

own solution. 

° Practitioners outline the problem and assist children to think out alternative actions. For 

example, “Have you any ideas to sort this out?” or “Sara is using the pram now so your baby 

will have to wait for her walk. Have you got any ideas on what you would like to do with the 

baby in the meantime? or, “Can you think of anything else that could be used for a pram” 

* Practitioners use non-judgemental language to describe what is happening and interpret 

feelings: For example, “It looks like you both want to use that truck. You're feeling cross 

because there is only one” 

* Practitioners help non verbal children or children who have English as their second language to 

‘understand. what is. happening and express feelings by complementing. language with gesture 

and mime. 

* Practitioners help children to take responsibility for their actions. For example,.wiping up spills 

and helping to repair equipment. 

° Practitioners retain their sense of humour. 

In general, practitioners will achieve a good.atmosphere by the following: 

° Creating and maintaining a warm caring play/learning environment in which children and 

practitioners feel valued and respected. 

* Being happy to work with the other staff. This is shown by the exchange of commenis, 

information, looks and smiles. 

° Establishing and maintaining a predictable daily routine so that children feel secure arid have a 

sense of control over what is going to happen next. 

* Providing a routine that has a balance of child initiated and practitioner initiated activities and 

gives children the opportunity to make choices throughout the session. 

° Allowing children access to a wide range of materials that are of interest and value to them. 

* Dividing space into distinct play areas in which several children have enough space to play 

together. 

° Accepting that children are functioning at different levels of development and understanding 

and therefore behave and use materials in a variety of ways. 

* Recording and sharing observations of children and using these to plan for their needs ona 

daily basis. 

* Eliminating long waiting periods such as snack times and trips to the toilet and make short waits 

as active as possible. For example, involve children in tidying up and preparing and distributing 

snacks. 

° Acknowledging and describing children's concerns and feelings. For example, “You're cross     with Sara because you have to wait to use the pram” 
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* Discussing and agreeing on expectations and necessary limits and consistency in following 

them through, if something is unacceptable today, it is unacceptable tomorrow. 

* Avoiding unnecessary constraints and restrictions. 

* Working in collaboration with parents, sharing aims, policies, expectations and information on a 

regular basis. 

° Giving children clear consistent explanations for rules and limits. For example, “Throwing sand 

is dangerous because it can hurt children’s eyes’ 

* Acknowledging that learning to develop self-control, solve problems and negotiate solutions 

are important life skills which children learn through experience with support from practitioners 

who are patient and consistent in approach and who model care and concern for people and   materials throughout the session/day. 

6.11 Understanding and supporting children with specific 

requirements 

The term ‘specific requirements’ applies to some of the following kinds of circumstances (please 

note this list is not exhaustive): 

° Some children may have a disability, which causes their development to follow a different 

pattern, or unfold much more slowly, from that of the majority. Examples are a child with 

Down's syndrome or cerebral palsy. 

* Some children, although not experiencing physical disabilities, may have a specific learning 

need. For example, children may need to have things explained more slowly and more 

frequently. 

* Some children may have a continuing health condition that affects their life. The attachments of 

such children with others may be disturbed because of frequent trips to hospital. There may be 

some play activities that they cannot join. Examples are children with severe asthma and those 

with sickle cell anaemia (French and Murphy, 2005). 

In this new edition of Supporting Quality, the term ‘specific requirement’ is used to include 

children with a disability, children who may be distressed due to domestic abuse, bullying, and 

children who may have experienced a death or separation from loved ones. 

6.11.1 Supporting children with specific requiremenis 

The Childcare Inclusion Programme was established in 2006 by the Disability Equality Specialist 

Support Agency (DESSA) to promote the inclusion of disabled children in mainstream ECEC 

settings in Ireland. As part of their work, a Profile of Inclusion took places. The challenges to 

inclusion identified were: 

© Attitudinal: relating to fears of not doing the right thing on behalf of providers and parents. 

* Environmental challenges relating to space and access. 

® Institutional challenges relating to lack of appropriate training, support, information and 

resources (DESSA, 2007). 

The benefits of inclusion include the following: 

* Social and developmental experiences of being with their own peers (those with additional 

needs or not). 

® Children learning to respect individuality. 

* Children appreciating and accepting difference. 

® Children developing a diversity of communication styles. 

° Promotion of children’s rights and equality (DESSA, 2007). 
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The research literature confirms the benefits of integrated settings. Positive outcomes are 

manifest in more positive social interaction with peers, more complex play behaviours and 

general communicative competence (Guralnick, 1994). This occurs when the integrated setting 

is of an appropriately high standard. Practitioners should have an approach to all children 

that focuses on the positive, observing what the child can do and then considering what both 

the practitioner and child are going to do about what is giving the child difficulties. Positive 

interactions will not be supported if the child is seen in terms of her disability, or if the practitioner 

is feeling pity for the child. Practitioners should provide a full range of play experiences, shared 

activities and enjoyable communication. 

      
Practitioners should have an approach to «       
  

The following must be available when accepting children with a disability into the service: 

° Physical access and movement within the environment (if not the service must be modified). 
° Appropriate equipment (the kind of equipment may need to be altered or activities adjusted as 

appropriate to meet the individual need of the child). 

* Sufficient numbers of practitioners to take proper care of the needs of children who may need 

a great deal of help with eating and drinking, or with going to the toilet. 

* Practitioners with specialist skills for children who have severe medical, physical or learning 

needs. 

° Training opportunities for all practitioners working with children with special needs. 

It should be noted that ‘we do what we do anyway’ with all children, maintaining early education 

principles but the emphasis may be concentrated with children with specific requirements. If we 

take language deficits, for example, experience has shown than when demands have dropped 

language occurs spontaneously with more frequency and complexity. In this instance we will 

encourage natural conversation but talk for children, use concrete objects and use plenty of 

repetition. Shifting from one aspect of routine to another may be challenging for some children, 

we need to think about what to build into the routine to ensure that the child is enabled to move 

on (giving clear warning signals, and so on, see Part 6.10.3 above). Some children need ritual 

and routine. 

it is important that the child’s requirements and not the adult’s predominates. 

Integrating a child with a disability into a service should involve a process of practitioners 

establishing a good working relationship with the family and other specialists who know the family 

well. Furthermore: 

° Build understandings of the impairment(s), observing and responding to the individual child's 

adaptive behaviour and needs, and the responses of the group to the child. 

° Access literature, special materials and equipment and the expertise of colleagues and relevant 

professionals to assist in meeting identified needs. 

* Collaborate with others to design an inclusive curriculum that meets the children’s 

requirements. 
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Communication between home and the setting can be enhanced by use of a diary, which goes 

between the service and home and records the specific areas of work under current focus. The 

following checklist for inclusive communication was provided by DESSA (2007, p.28) and 

adapted: 

® Are there workers or support workers available in the setting who have been trained in or have 

an awareness of Irish Sign Language, Lamh, Makaton and any other languages or methods of 

communication used by children? 

° Do workers greet all children, using their preferred names and communication styles? 

© Do workers promote respect and understanding among all children and adults for the range of 

individual communication styles used within the setting? 

* Are signs and information displayed in picture, as well as word format, at children’s level’? 

° Are schedules and sequences of activities using familiar images displayed prominently and 

accessible to all children? 

® Do all children have access to a range of creative play materials and activities, through which 

ideas, feelings and experiences can be symbolically expressed? 

* Are there regular opportunities and activities which promote the development of social 

communication skills? 

° is there a wide range of resources available, including picture books, books on tape and 

interactive books? 

° Are there opportunities and activities which promote language enrichment and development? 

The same principles of childhood education and care remain regardless of the abilities or 

disabilities of the child. Children with specific requirements are more like other children than 

different. If we focus on the requirement there is a danger the practitioner will overlook the more 

important intentions and interests of the ‘whole child’ (French and Murphy, 2005). It is worth 

reminding ourselves of some of those principles (see also Part 4): 

® All children acquire knowledge through active learning, choice, materials, manipulation, 

language from the child and adult support. 

° Intrinsic motivation, enjoyment, control, interest, probability of success, feelings of competence 

and self-confidence. 

* Observations and key experiences to identify children’s interests. 

  

The same principles of childhood education and care remain regardless 

of the abilities or disabilities of the child. Children with specific 

requirements are more like other children than different. If we focus 

on the requirement there is a danger the practitioner will overlook the 

more important intentions and interests of the ‘whole child’ (French and 

Murphy, 2005). eS . rane ' 

  

6.11.2 Understanding and supporting children who are distressed 

In 2007, Barnardos and the Family Support Agency produced a series of insightful booklets 

on Parenting Positively. The books are produced for both parents and children (from aged 

six to twelve years attending after school services) under stress. The topics dealt with include 

coping with domestic abuse, death, bullying, and separation and can be downloaded from www. 

barnardos.ie and www.sa.ie. It is a sad fact of life that children experience death, illness or 

separation of parents and other sad realities and early childhood practitioners may well be at a 
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loss to know how to deal with it. There are some common threads which apply throughout the 
booklets (Barnardos and the Family Support Agency, 2007). 

Key principles underpinning working with children who are distressed 

° The recognition of children’s rights — in particular: to be brought up in a family where it is safe; 

to be cared for and protected from witnessing or experiencing abuse or bullying; to have their 
wishes taken into account in matters affecting them and to be treated with dignity and respect. 

* There are specific ways which can help children through various crises. 
¢ Adults must try to understand the impact of the situation on the child — if possible, children’s 
needs in the situation should be understood and met prior to, during and after an event. 

° Adults must try to identify any emotional, physical, social or behavioural signs which indicate the 
child’s state. 

* Children need to be spoken to simply and clearly about the difficult situation and listened to. 

* Children need to be informed and consulted in a sensitive way, appropriate to their 
developmental level. 

° Children need to know that they are not responsible for the situation. 

° Children need reassurance about the future and know that there is some one that they can 
talk to. 

* Children’s support network of family and friends should be maintained. 

6.11.3 Supporting children who have experienced loss 
Donnelly (2001) explains that following the death of someone close, grief is very personal and 
unpredictable. Grief seems to come and go in waves and cannot be measured. Many parents who 
are grieving themselves find it difficult to cope with their children’s behaviour and are at a loss to 
know what is and is not normal. It is impossible to label anyone's behaviour normal or abnormal as 
each person is an individual as is their reaction to grief. In this new edition of Supporting Quality, the 
loss of a parent through death or separation is dealt with simultaneously, although it is acknowledged 
that any grieving process is unique. The following provides a brief outline of some of the grief 
reactions and how to help infants and young children to deal with loss either through death or 
separation. Some will have many of these reactions, others few if any at all (Donnelly, 2001). 

Reactions in childhood loss 

In the immediate term the child might experience shock, numbness, denial and sleep disturbance 

(Barnardos and the Family Support Agency, 2007). Longer term, the child might experience 
degrees of the following: 

Developmental regression 

* Regression and loss of previously achieved developmental milestones. 

* Nightmares, fear of the dark, return to bedwetting, thumb sucking. 

Children may have: 

* Difficulty with maths especially subtraction and division. 

* A tendency to forget well-known words and concepts. 

* Difficulty with concentration. 

* Separation anxiety, possible school refusal. 

Emotionally, children may have: 

¢ Feelings of deprivation sometimes manifested in an insatiable desire for food, presents, games 

or clothes. 
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° Feelings of guilt sometimes expressed in what may appear as a wish for punishment. 

* Feelings of loneliness. 

¢ Wishful thinking and reunion wishes. 

Their play may change, characterised by: 

° Passive rigid play, particularly with traumatic or sudden deaths. 

° Aggressive, destructive play. 

* Sad, repetitive play with themes of rescue or cure often seen in play with a toy ambulance or 

doctor's set. 

° Play involving games of constant hide and seek or losing and finding, e.g. burying and finding 

things in the sand. 

The physical manifestation of grief may include: 

* Inappropriate behaviour in an attempt to alert/or reunite parents. Alternatively, overly compliant 

behaviour. 

° Physical aggression towards others or verbal aggression — most often directed at the surviving 

parent or carer. 

° Physical symptoms such as sore throat, tummy, pains in head or chest. 

How io help as a practitioner 
f— 

© Reassure the child that it is common to experience a lot of strange and unfamiliar feelings after 

  \ 

° Allow time to share feelings and experiences, while avoiding prying. 

a loss. 

® Avoid assuming you know how they are feeling. Allow for a range of feelings or indeed no 

expression of feeling. 

° Explain that it will take some time before one will begin to feel ‘normal’ again. 

° Try to provide as much routine and regularity as possible. 

® Assure the parent(s)/other relations that you will remain a watchful, supportive presence for the 

child. 

° Gently suggest that the child attend the service but be supportive and flexible about 

arrangements, e.g. late start, early finish. 

° Be honest, avoid telling children that maybe their parents will reunite after a separation, in order 

to soften the hurt. 

© The child may be feeling guilty. Discuss the feelings realistically while explaining that the death 

was not their fault. 

* Help the child cope with fears should they arise. Acknowledge that the child might be feeling 

anxious and that is normal. 

° Emotional support can be just sitting quietly with someone, allowing them to cry or talk. 

© The child will not ‘snap out of it’ in a few weeks/months, it is wise to avoid any expectations. On     S the other hand, the child may play and enjoy himself normally. J 
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Part 6 Supporting Early Learning - Strategies has considered how to enhance \ 

young children’s learning and development from the practitioners’ perspective in 

the context of supportive relationships. 

° We began by considering how to create a supportive interpersonal climate 
through adults’ emotional and physical presence, key working systems, 

interaction styles and sharing control with children. 

° We looked at how to support children’s well-being, belonging, identity and 

diversity and within that considered the three dimensions of an anti-bias 

educational practice, providing for equality and diversity within the setting, in the 
visual environment and in choosing toys and planning activities. 

° Supporting children’s transitions from home to the ECEC setting was explored. 
This was followed by a focus on transitions from the setting to primary school in 

addition to throughout the day. 

° The use of time in supporting children’s early learning and development was 
offered. From a High/Scope perspective, this incorporated the daily routine; 
planning and review of plans; eating, resting and care routines; tidying up, small 
and large group time and time outside. The use of time in the Reggio Emilia 

approach was also discussed. 

° Practitioner child interaction strategies to enhance children’s thinking skills and 
early learning was portrayed, including: what thinking skills we want to engender 

in young children, active listening and sustained shared thinking, incorporating 

aspects of that (scaffolding, discussing, questioning, modelling). 
° Supporting children’s early literacy was contemplated with consideration of 
what the research says about early literacy, followed by what practitioners need 
to do to support children’s early literacy in addition to the specifics of story 

reading and story telling/story acting. 

* Supporting the development of early mathematics was pondered incorporating 
why it is important to encourage the development of early mathematics, what 

early mathematics’ development involves and finally what practitioners can do 

to support children’s early mathematics. 

* Supporting children’s creativity was delineated with attention to active learning. 
* The importance of play and supporting it as a pathway to learning was 

highlighted focusing on theories on play, the benefits of play, the stages of play 
and finally the adult role and the importance of first hand experiences 

* Enabling collaborative behaviour was outlined and within that the following were 
considered: influences on children’s behaviour; encouraging children’s problem 
solving and conflict resolution; strategies for ensuring collaborative behaviour: 
emotion coaching; fostering self-esteem; encouragement versus praise; and ‘on 

the spot’ strategies for dealing with tricky situations. 

* The final section looked at understanding and supporting children with particular 
requirements. Those requirements may emerge from children who have a   disability, or from children who experience distress loss. yy, 
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Links to Siolta and the Framework for Early Learning 

As stated previously, Siolta sets the context for ensuring that the specifics of children’s early 

learning and development can be supported through our emerging Framework for Early Learning 

(NCCA, forthcoming). Part 6 is particularly linked to the following standards and components of 

Siolta and the themes of Framework. 
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Part 6 Main Links to Siolta    
Standard 9 Health and Welfare Component 9.6 
Secure relationships with practitioners, siblings, peers and 
other children should be supported. 

Standard 11 Professional Practice Component 11.1 
All adults working within the setting can provide evidence that 
they have achieved levels of skills and knowledge appropriate 
to their role and responsibilities. 

Standard 12 Communication Components 12.1-12.4 
Communicating effectively in the best interests of the child 
requires policies, procedures and actions that promote the 
proactive sharing of knowledge and information among 
appropriate stakeholders, with respect and confidentiality 

Standard 13 Transitions Components 13.1-13.4 
Ensuring continuity of experiences for each child requires 
policies, procedures and practice that promote sensitive 

management of transitions, consistency in key relationships, 
liaison within and between settings, the keeping and transfer 
of relevant information (with parental consent), and the close 
involvement of parents and, where appropriate, relevant   professionals. 

Standard 14 Identity and Belonging Components 

14.2-14.3 

The setting promotes a confident self and group identity, a 
Strong sense of belonging, positive understanding and regard 
for the identity and rights of others through the provision of an   eae environment, experiences and interactions within 

Links to Framework for 

LSTa A eT TTT) 
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Part 7 

Child-centred Learning Environments 

The physical environment, both indoors and 

outdoors, should stimulate curiosity, inspire 

creativity, be varied and dynamic, provide 

a context for activities and play, encourage 

exploration and support holistic learning and 

development (CECDE, 2005). Planning for such an 

environment requires that the starting point be the 

children, their requirements, interests and learning 

dispositions. Before becoming immersed in the 

detail of professional practice, it may be useful 

to consider the importance of the environment 

which could not be described better than in the 

words of Malaguzzi (1996, p. 40) when referring to 

the philosophy of the Reggio Emilia schools (see 

Parts 4.3.1; 5.6.1 and 6.4.6): 

“... we consider the (physical) environment 

to be an essential constituent element of any 

theoretical or political research in education. 

We hold to be equally valuable the rationality of 

the environment, its capacity for harmonious 

coexistence, and its highly important forms and 

functions. Moreover, we place enormous value 

on the role of the environment as a motivating 

and animating force in creating spaces for 

relations, options, and emotional and cognitive 

situations that produce a sense of well-being 

and security.”  
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The physical environment, both indoors and outdoors, should stimulate 

curiosity, inspire creativity, be varied and dynamic, provide a context for 

activities and play, encourage exploration and support holistic learning 

and development (CECDE, 2005). 
  

ECEC settings indoors should be aesthetically pleasing, spacious, bright, welcoming, warm, 

safe, clean, convenient for parents, preferably on the ground floor, and accessible to children and 

adults with disabilities. They must be well-ventilated with plenty of natural light. Adequate toilet 

and drainage facilities must be provided. All premises must conform to all statutory guidelines; 

including those relating to fire safety, environmental health and planning (see Book 1 Policy and 

Governance, Part 2.5 Legislation and regulation in relation to early childhood premises). The 

environment should afford opportunities to rest and play. Adjacent outdoor play space is essential 

if children are to have a balanced, healthy day. Equal attention to aesthetics should be secured. 

In addition to the above ‘static’ qualities the environment should: 

¢ Be child-centred. 

¢ Feel home-like. 

° Allow children to actively explore, make plans and follow through with plans. 

¢ Offer accessible equipment and free choice. 

Reflect the lives and activities of the children/families in the service. 

° Be arranged in order to meet children’s needs with regard to their age, size and stage of 

development. 

¢ Be ‘owned’ by the children. 

¢ Offer resources which should counteract stereotypical and discriminatory attitudes. 

¢ Offer opportunities for symbolic, dramatic or pretend play. 

° Offer materials and ideas which have no objective in mind. 

° Offer opportunities to move, dance, increase control over their bodies. 

¢ Be properly maintained. 

¢ Be regularly evaluated. 

The National Children’s Nurseries Association (2002) has produced guidelines on the gamut of 

planning, designing and building premises for a ECEC service with children in mind. 

This Part of Supporting Quality explores learning indoors and outdoors with attention to 

aesthetics, establishing and organising the learning environment, and the materials and learning 

areas that could be considered in such an environment. 

7.1 A word about regulations in relation to premises 
Book 7 Policy and Governance, Part 2.5 Legislation and regulation in relation to early childhood 

premises considers general requirements in relation to premises, numbers of places and how 

children are grouped, accessibility, space requirements, sanitary accommodation, laundry, 

storage and kitchen facilities, rooms ancillary to the play rooms (administration area, staff and 

parents rooms, areas for rest and play and fittings) and some general issues. It also considers 

security and general safety measures indoors and outdoors and in vehicles used for transporting 

children. Some very general issues are outlined here from page 65 of Supporting Quality Book 

1 Policy and Governance. 
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7.1.1 General issues in relation to premises 

The premises must adhere to the Regulations, 2006, which are briefly as follows: 

* Regulation 18 states that the premises must be of sound and stable structure and suitable for 

the purposes of providing a pre-school service. 

° The premises’ fixtures and fittings must be kept in a proper state of repair, in a clean and 

hygienic condition and be protected from infestation. 

* Furniture and work or play surfaces must be suitable, in a proper state of repair and non toxic, 

and all reasonable precautions taken to ensure that they are not a source of infection. 

* The premises must be adequately rodent-proofed in a manner which does not compromise 

the safety of the pre-school child or constructed in such a manner as to prevent the ingress of 

pests. 

* The premises must be adequately heated throughout with suitable means of heating while the 

service is operating. The recommended temperature is 65°F/18°C. In addition, any heating 

system liable to emit into the premises offensive or harmful gases, fumes or odours is not 

permitted. 

* Regulation 20 states that the premises should be well-ventilated to the external air either 

directly or by a suitable and adequate means of mechanical ventilation. A minimum range of 

10-15 changes of air should be achieved and an extractor fan is needed above steam and 

heat emitting equipment. 

* Good lighting is essential; suitable and adequate lighting must be provided in the premises. 

Rooms should have natural light and good artificial light as back up. 

° All drinking water supply points should be connected directly to a public or private water supply 

via a rising main. All drinking water should comply with requirements of the Regulations with 

regard to the provision of water intended for human consumption. Where a private supply 

is used, evidence of potability should be supplied to the local Environmental Health Officer 

(check with the Local Authority). Hot water provided for use by young children must be 

thermostatically controlled with a maximum of 43°C. 

* Storage space is essential for dangerous, toxic substances and for prams, pushchairs, 

carrycots, play and work equipment and personal belongings. 

7.2 Learning inside 

The same principles apply whether organising indoor or outdoor learning environments. In fact, 

many of the activities children enjoy indoors can be achieved outdoors and with greater freedom. 

In a background paper on children’s early learning and development underpinning the Framework 

for Early Learning (NCCA, forthcoming), it is understood that children acquire learning through 

their senses in a supportive environment where a range of interesting experiences are provided 

for children. The environment should therefore offer children opportunities to work independently 

and with others, to actively explore, to make plans and follow through with those plans, to solve 

problems, to engage in first hand activities, and to experience symbolic, co-operative and socio- 

dramatic play. The most effective learning emerges from versatile but simple materials which are 

accessible to children. The learning environment should stem from children's learning needs, 

be adaptable to their level of understanding and criticaily extend children’s imagination (French, 

2007). 
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The same principles apply whether organising indoor or outdoor learning 

environments. In fact many of the activities children enjoy indoors can be 

achieved outdoors and with greater freedom. 

  

Careful consideration of the organising of group rooms for different age groups is necessary. 

Babies and toddlers need a room or home base within the service where she/he can relate for 

part of the day with a small group of children and adults, where children can feel secure and 

build relations with these people. Children under two years of age should spend the majority of 

their day care in a group room, rather than a large open plan room that is shared by two or more 

groups of children (see also Book 1 Policy and Governance, Part 2.5.1). 

In People Under Three, Goldschmied and Jackson (1994) recommend the following for children 

under two: 
7 

* Allow room for free movement of mobile children and a quieter area for babies not yet able to 

  

> 

move by themselves. 

* The layout should leave lots of room for crawling and allowing children who are learning to walk 

to pull themselves up. 

¢ Have a special place for each child’s personal cuddly toy so it can be easily found. 

© Think about having ‘corners’ for different types of play material. Base and replace each type of 

equipment in a specific corner. 

° Once children can move freely they will roam about, exploring energetically and holding and 

dropping toys as they see something new. They will play with equipment all over the room. 

* Much of the adult's job will be in quietly re-ordering the play equipment. Once things have a place,     even under-twos can learn to respond to simple requests such as “put dolly back in her cot". 
\ 7 

For children over two, the following is recommended: 
  

¢ Shelves should be open so that children can get things for themselves. 

* Have aduit-sized chairs for talking to parents comfortably, feeding a baby or comforting a child 

who is upset. 

° Use sofas or book cases to make partitions. 

© The most successful kind of group room appears roomy but has cosy corners. People like 

secluded areas. 
  

One person should be in charge of wall displays for an agreed amount of time — otherwise they 

get an uncared for look. The displays should reflect the children's work or home environments 

and should be at children’s eye-level. 

7.2.1 Creating a welcoming environment 

Services should be accessible, friendly and welcoming to all families. As part of an Early Years 

Review carried out by Barnardos, services were visited and the following ideas (which are easily 

implemented) were recommended: 
  

® Individual photographs of every staff member, C.E. worker and volunteer working within the 

service could be displayed in the entrance or nearby stating name and role. 

* Photographs of the children, artwork made by the children, and or information about children 

could also be displayed. 
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*® Family walls (also discussed in Part 8, Participation of families and community engagement) 

could be established where each child has their own Family Wall containing a photo of the 

child surrounded by members of their families who are all named. A community wall could be 

considered with photos of people and places of interests in the community (local shops and 

shopkeepers, local school and their teachers, fire station, health centre). 

* Implementation of the key worker system discussed earlier (see Book 7 Policy and 

Governance, Part 3.4.3, and in this book Part 6.7.2 and Part 8 Participation of Families and 

Community Engagement), would ensure that each family is greeted and that the parents and 

children know exactly who to speak to should they need assistance, or have a-concern. 

® Information packs, such as Parents Information Pack or Handbook (see Part 8 Participation 

of Families and Community Engagement); a Children’s Information Pack (where photos of 

children at play in the various areas during different aspects of the daily routine — a relatively 

simple exercise with current use of digital technology) and General Information could be 

developed. These can inciude children’s work and should be clear and easily accessible. 

° A newsletter could be published monthly or quarterly which can keep people up to date with 

what events are happening, changes in staff, holiday arrangements, outings, the arrival of new     \ siblings and other items of interest. y 

7.2.2 Transition space to support arrivals and departures 

Attention to arrivals and departures communicates respect for the important details in families’ 

lives which have such an impact on particularly young children’s learning and development. 

Having a large hallway or a dedicated space with a comfy couch for families to change into or out 

of outdoor clothes in as leisurely a fashion as time will allow would be an advantage. A dedicated 

and accessible space for young children’s special comfort items can also be enormously 

supportive for children, parents and practitioners. In ECEC settings in Belgium some services 

have set in place transition activities which include: 
  

* Parents having a cup of tea before leaving the setting. 

° Time being made to ask what has happened at home to understand the child's mood and 

behaviour during the course of the day, supporting the emotional challenge for parents to leave 

their children. 

® Arranging the physical environment to have enormous glass windows where children can see 

their parents leave and touch their parents’ hands through a large posting box set in the door 

before a final farewell wave (Training and Resources Centre for Childcare, 2001). 
  

A setting that thinks about the most sensitive way to prepare the transition space to part or for re- 

uniting, supports families, children and practitioners to negotiate the delicate balance of bonding 

and separating (French and Murphy, 2005). 

7.2.3 Organising the group room and attention to aesihetics 

Organisation makes a significant difference to the extent to which activities can be chosen by 

children and initiated by them, as opposed to needing lots of exhausting leadership from adults. 

With regard to the appearance of the room, everyone who uses it should be asked. 

@ What wouid | like to keep in this room? 

° What would | like to get rid of? 

Both staff and children should enjoy entering the room each day. Chaos and an uncared-for 

appearance can have a demoralising effect on everyone. Indoor play spaces for babies and 

toddlers need to draw activity to the floor where very young children typically enjoy playing and 
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exploring most (French and Murphy, 2005). Practitioners who spend time on the floor with 

young children will grow to share a perspective and understand the need for attention to order 

and flexibility, comfort and safety and sensory motor opportunities. For older children, having 

the space inviting to children, accommodating activities and storage needs and being open and 

accessible is important (Epstein, 2007). While the health and safety of all children and adults is 

paramount, a balance must be struck between offering safe equipment and environments and 

at the same time enabling challenge, exploration and risk taking (Greenfield, 2004; CECDE, 

2007). Toddlers will crawl under the table and risk bumping their heads. A level of risk can be 

“challenging for the child and offer scope for the exercise of self reliance, independence and 

autonomy, for problem-solving using individual strengths to overcome difficulties and give a 

beneficial sense of control over outcomes” (Fallon, 2005, p.19). 

Attention to the physical beauty or aesthetics of an environment is important. Gardner (1998, 

p. xvi) described the environments in Reggio Emilia as involving “young children in long term 

engrossing projects, which are carried out in beautifully, healthy, love-filled settings”. Kalinowski 

(2007, pp. 2—4) strives to identify aesthetic or design indicators of quality environments which 

go beyond our common ideas of developmental appropriateness, security and so on. He uses the 

term ‘distinctive elegance’ implying grace, refinement, and beauty. A distinctly elegant space: 

* Is a place to remember; a place which attracts and sustains attention from children and adults, 

“induces fondness and demonstrates respect for all its inhabitants”. 

* Considers scale and proportion. He suggests that rooms for young children should be best 

observed, evaluated and appreciated from above. 

¢ Demonstrates an appreciation of the materials used and strives for perfection of detail as in the 

thought and care inherent within the dovetailing of the corners of the birch containers used in a 

Montessori classroom. This encourages children to treat it with respect. 

* Models restraint, variety, complexity, subtlety and idiosyncrasy. 

® |s culturally reflective, universally appreciated and admired. 

7.2.4 Establishing a learning environment 

Children learn from the moment of their existence. Attention must be paid to the rooms the 

children occupy. In this respect, High/Scope (see also Parts 4.3.2; 5.6.2; 6.4 and 6.7.2), places 

great importance on establishing the environment in order to help children learn. 

According to Hohmann and Weikart (1995) and Epstein (2007) the first key ingredient of 

learning environments for young children is space; an inviting space for active children to 

experience many things. Children need space in which: 

° They can learn through their own actions. 

° They can move, build, sort, create, spread out, construct, experiment, pretend, work with 

friends, store belongings, display their work, and work by themselves or in small and large 

groups. 

The second ingredient of learning environments is accessible storage where children can easily 

find a variety of materials and equipment. In addition, staff must: 

© Observe how children use the room at different times of the day. Often there is a dead area 

where children do not go. This makes other areas more crowded. Liven up such an area by 

putting a popular activity there or by making it more accessible. 

° Involve individual children in the caring for and reordering of the room on an ongoing basis. 

This works better than allowing the room to become chaotic and having a big clear-up two or 

three times a day. 
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The arrangement of space in a learning environment affects everything the children do. It 

influences how active children can be and how much they will want to talk about their work. It 

affects the choices children can make and the ease with which they can act out their plans. It 

affects their relationships with other people and the ways in which they use materials. Space is 

essential for active learning. 

7.2.5 Steps in arranging and equipping the group room 

Children learn best when they can make choices and act upon them. The arrangement of the 

room can encourage children to explore materials, make friends and become self-confident. The 

room should be exciting, yet orderly enough so that children can find materials and things to do 

on their own. High/Scope (Hohmann et a/, 1979) offers the following steps in arranging and 

equipping the environment. 

(exe wwidliae { ) Step One: Dividing the room 

* The room should:be divided into distinct areas or interest-centres, suchas house, block, quiet, 

  

sand-and-water, computer and music. It can be useful to have a permanent cleanable surface in 

ihe water area. One idea that can work well in purpose built:services.is to place the water table 

over an area-which slopes down inio a drain. The National Children's Bureau concurs. with the 

above divisions and makes the following recommendations: 

- The management of children’s rooms in the nursery should include permanent areas for quiet 

activities, creative activities, musical activities, large space activities and other interests. 

- Quiet activity areas.should include equipment such as comfortable chairs, warm:rugs, 

cushions. and a small-activity table. 

- Creative activity areas should provide opportunities for exploring with a range of natural 

materials, paint, drawing and craft activities, and might include such equipment as easels, 

sand or water trays, space for storage of materials, activity tables, and suitable waterproof 

aprons and head covers for those children who require them. 

- Other areas within the nursery will provide opportunities for table top.or floor activities, for 

example, large construction activities or brick play, for imaginative or fantasy play for musical 

activities and for physical play and for the particular needs of babies and toddlers. 

- An area should also be provided for scientific or technological play, together with 

opportunities to develop mathematical experiences. 

There should be enough space for children to use materials. 

Boundaries can be:set, by using low shelves or dividers; so that children and adults can'see 

into other areas. This facilitates easy entry into group or individual play situations. 

These areas should be clearly marked. In naming the areas for children, use words that 

describe the room from a child’s point of view, rather than adult words that are too abstract to 

be meaningful (e.g., climbing area is better than gross motor area). 

Beware of large open spaces with no materials that promote running through the room. Instead, 

use up extra space by including it in one of the interest areas. One idea that works well, if the 

room allows it, is to leave the centre of the room open to contain any overflow from the interest 

areas, and to provide a central location for meetings of children and adults. 

* Other practical ideas: put the art area near a sink; put the block area on carpeting; put the 

house area near or next to the block area so that children can use them both at the-same time: 

Step Twa: Choeesing and siering materials 

Materials should be stored where they will be used, label shelves, drawers, and containers so 

children can easily put materials away. 

° Many kinds of labels will work well with children: real objects, such as a bead glued to a bead 
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( storage bin, pictures of materials cut out from catalogues, sketches, photographs, or silhouettes. 

° Textured or scented labels will help the visually impaired child. 

° For children who are beginning to recognise letters and words, you can also add word labels. 

Similar items should be stored together. Hang or store sets of materials, such as pots and pans, 

so that size differences are apparent. Be sure to have enough of each material so that more than 

one child at a time can use it. Include materials that can be used in more than one way; these 

promote creativity. Materials can be acquired free or inexpensively by asking parents to collect 

them or by asking businesses for donations. It is essential that new and interesting materials are 

periodically added. If there are not enough low wooden shelves to store all of the materials, be 

creative in finding other ways to store things: in shallow box tops, in round ice cream containers, 

in boxes, or by hanging up objects on a pegboard. 

Step Three: Displaying children’s work 

In each area, if possible, have a display space for children's work at child’s eye level. Any 

practitioner-planned displays should present things children can understand or that they have had 

a part in creating. Pre-cut or predetermined patterns for children to follow should not be hung 

up; instead display work that children have created and that has meaning to them. These displays 

are used to reflect topics which are currently of interest to the children, such as festivals, changes 

in nature. This allows children to take pride in their work and helps them own their environment. 

Displaying children's work has further benefits. Ulrich (2004) noted how children’s self identity 

and self-esteem are mutable as well as fragile and therefore highlights the value of intervention 

(see also Part 6.10.5). As a result of implementation of the followings recommendations to reflect 

each child more personally, children's scores on self-esteem rose. This was achieved by: 

* Displaying all children’s project work. 

* Ensuring that displays are at children’s eye level. 

*¢ Exhibiting information about children’s families. 

* Engaging children in contributing photos or other artefacts for display. 

* Ensuring that children’s names were displayed near their desks. 

¢ Ensuring that each child had some space that was personalised for them. 

Of course the best display of children is themselves, and seeing themselves at work. Abbot and 

Nutbrown (2001, p. 2) describe how in Reggio Emilia schools a “tetrahedron with the mirrored 

interior is often to be found there.... Mirrors proliferate in all the centres in keeping with the 

central philosophy of seeing oneself and of constructing one's own identity” (a tetrahedron is a     four sided structure with each side fashioned as a triangle). 
7 

Orderly arrangement of the environment, besides encouraging children to take care of the 

equipment, can provide natural opportunities for learning. Children gradually begin to understand 

why materials are sorted and stored in different ways. Scissors of different sizes are hung in 

order of size on one rack; beads are stored in the same tray, but the small ones go in the front 

section and the big ones go in the back; zoo animals go in one tub, farm animals in another. 

Important abilities, such as the ability to classify or to represent the world, develop as children 

strive to make sense out of the storage system. Thoughtful planning can make the environment a 

better place for children to develop such abilities. 
  

Orderly arrangement of the environment, besides encouraging children to 

take care of the equipment, can provide natural opportunities for learning. 
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7.3 Learning outside 

Provision for outdoor play space is often sadly lacking in early childhood services (CECDE, 

2007). This is particularly true of non-mobile babies, toddlers and children with specific 

requirements. In services operating professionally, practitioners ensure that those children spend 

time outside more than once a day. Babies enjoy feeling the warmth of the sun, gazing at nearby 

sights and moving from place to place in their practitioner's arms or in a buggy (French and 

Murphy, 2005). 

7.3.1 Why the outdoors are so important 

Some of the challenges to using the outdoors in ECEC services in Ireland have been identified 

(Duffy, 2007). To begin with, little value is placed by practitioners on the outdoors as a learning 

environment. Whereas the majority of practitioners in her study reported on exercise and fresh air 

as being the main benefits; documented specific outdoor play policies or strategies were lacking. 

Understandable challenges were cited as: 

° Adult: child ratios, staffing, attitudes, surfaces, weather, equipment. 

* Conflicting interpretations of the Pre-School Regulations (by both statutory inspection teams 

and practitioners). 

° Parental requests for children to be kept clean or kept indoors (Duffy, 2007). 

Outdoor provision is equally as important as indoor provision. It is clear that as practitioners 

we need to address our attitudes and educate ourselves as to the importance of outdoor play. 

The CECDE (2006b) cites evidence of the need for persistence in physical activities and 

healthy behaviours to enhance young children’s learning and development. A growing body of 

evidence documents that playing computer games and watching television in the home is a clear 

determinant of physical inactivity. A strong association between these sedentary activities and 

poor eating habits exists. This in turn leads to obesity. Research suggests that early childhood 

and school environments have a significant role in promoting quality activity programmes and 

providing space and time for young children to be active. Thus we need to be proactive and 

ensure that children access the outdoors freely. Ouvry (2003) provides us with sensible reasons 

why children should experience outdoor play: 

* Children need daily outdoor access as a right, given the potential health benefits in later life. 

* Movement allows children io relive their experiences. 

® There is a need for ‘risky freedom’ for children to test their strength, abilities and an awareness 

of their limits. 

* Unique opportunities for learning take place, such as change in weather, splashing in puddles, 

finding ‘mini beasts’ under a rock, space to undertake large scale constructions. 

* Behaviour improves outdoors. 

  

A growing body of evidence documents that playing computer games _ 
and watching television j in ihe home i is a clear determinant of peel 

“inactivity. ee 7 : ce 

  

Further benefits of outdoor play are outlined by the High/Scope Educational Research 

Foundation (2001b) and are as follows: 

° Air temperature changes improve children’s ability to adapt to cold and heat. 

* Cool and colder air improves appetite and energises people of all ages. 
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° Exercise and fresh air support children's natural rhythm of sleep and wakefulness. 

® Cooler, outdoor air generally contains more moisture and is easier on the body’s airways and 

immune system than drier heated indoor air. 

* Outdoor play provides a relaxing alternative to crowded living conditions. 

* Outdoor play provides many opportunities for sensory-motor learning. 

* Outdoor play puts children in direct contact with nature and living things. 

Space is required for the physical need for children to run freely; pedal wheeled toys actively; and 

the emotional need to have loud voices without disturbing others. Decreased or restricted space in 

any setting may restrict movement. The importance of exercising in fresh air and freedom to move 

cannot be over emphasised. On going outdoors, children should be able to identify and relate to what 

they see in the same way as they do with indoor spaces. They can be involved in painting murals on 

the walls, or painting big timber constructions and having opportunities to make dens and camps. 

There are no set guidelines for the amount of outdoor play space needed. The NCNA (2002) 

recommend an outdoor play space of a minimum of nine square metres per child. 

  

Space is required for the physical need for children to run freely; pedal 

wheeled toys actively; and the emotional need to have loud voices 

without disturbing others. Decreased or restricted space in any setting 

may restrict movement. 

  

7.3.2 Organisation of outdoor space 

The same principles apply whether organising indoor or outdoor areas. In fact many of the 

activities children enjoy indoors can be achieved outdoors. This can be elaborated on by Bilton’s 

(2002) work on ‘outdoor play in the early years. She suggests that there are certain principles 

which need to be adhered to for outdoor play to be effective. These include: 

* Indoor and outdoors need to be viewed as one combined and integrated environment. 

* Indoors and outdoors need to be available to the children simultaneously. 

® Outdoors is an equal player to indoors and should receive planning, management, evaluation, 

resourcing, staffing and adult interaction on a par with indoors. 

* Outdoors is both a teaching and learning environment. 

* Outdoor design and layout needs careful consideration. 

* Outdoor play is central to children’s holistic learning. 

® Outdoors offers children the opportunity to utilise effective modes of learning. 

* Children need versatile equipment and environments. 

® Children need to be able to control, change and modify their environment. 

® Practitioners have to be supportive towards the development of effective outdoor environments. 

Children’s play will be enhanced by adult involvement. Children need to be able to easily access 

equipment and have free choice. Ideally outdoor provision should match indoor provision but with 

more space for running around. Whereas a focus on outdoor equipment is important for general 

physical development and elemenis of risk, a balance should be offered between the opportunity 

to play on equipment and experiencing nature and open spaces. Hohmann and Weikart (1995) 

and Epstein (2007) suggest the following: 

Book 2 Enhancing Children’s Learning and Development



  

(. Outdoor play equipment or the design of the garden should provide children with opportunities 

appropriate to their age to sit and explore objects, crawl up and down hills into boxes or to a 

standing position while holding on to a low bench, climb, walk, run, clamber over, carry, balance 

on, jump, dig and pedal, pour, sort, pretend, play games. 

° There should be a variety of portable and stationary outdoor equipment. 

° Outdoor provision should have hard and soft play surfaces with a suitable all-weather surface. 

¢ Areas where children can grow plants should be provided, with accompanying strong 

gardening tools. An area where the garden can grow wild, where children can observe weeds 

and insects in their natural habitat, with the addition of a bird feeder is recommended. 

¢ Picnic and seating for social gatherings should be provided. 

° There should be a shaded area for sunny days, or for children who do not like the glare of 

sunshine. 

* Children should have access to flowing water, pumps and pipes. 

* Outdoor wooden playhouses are always popular with young children. 

¢ Part of the outdoor space should be covered so children may play out of doors even on rainy days. 

® The layout should allow adequate space between equipment to avoid collisions. 

° Babies and toddlers need their own outdoor space to avoid the danger of the older children.   Alternatively, they could use the outdoor space at a different time. 

The following are some ideas for the outdoors especially for babies and toddlers (and indeed 

appealing to older children also) adapted from Greenman (1985) and endorsed by the High/ 

Scope Educational Research Foundation (2001). Ideally, outdoor spaces would have a variety of: 

° Surfaces: Grass, sand, wood. There should be gentle inclines to roll down and toddle up, 

grassy hills to feel secluded in and flat surfaces to strut and wobble upon. 

° Textures: Smooth round boulders, coarse bark and smooth sensual wood, soft and not so soft 

pine needles, and other vegetation to feel and rub up against. This can be achieved through 

diverse planting. 

° Colour and scent as seasons change: Trees and shrubs that complement each other and transform 

themselves as seasons change with falling leaves, cones and blossoms, and peeling bark. 

° Places to be: A pathway not only structures traffic patterns but in itself can be a central site 

for learning and exploration. Changing surfaces from sand to cobblestone, wobbly planks, half 

logs, wood rounds, patterned rock, coloured brick, and so on provides motor challenges and 

sensory exploration for babies as they crawl, toddle, push, or haul. Varying railings to include 

poles, chain, rope, and iron again changes the experience. Pathways are exciting because they 

go somewhere; meandering pathways invite stopping along the way. 

° Barriers: Barriers, like pathways, direct the traffic flow and enclose activity areas. A creative use 

of barriers restricting children to developmentally appropriate areas by requiring certain skills to 

surmount them, allows self-regulation. Tiny retaining walls of rock or wood that babies can lean 

against, scale, and explore with fingers and tummies and gates that open and close combine 

learning and crowd control. 

* Structures such as: 

- Canopies and umbrellas: Shade is essential; and without trees, canopies, lawn umbrellas, 

and awnings become prime alternatives. 

- Swings: Opportunities to move in space, alone or with a trusted adult, are provided by 

swings with baby seats, swing seats, hammocks, and cradles. 

- Skeletal structures and sculptural pieces: Set in the ground ladders, hurdles, and bench-like 

structures are in themselves motor structures for climbing on, over, under. Skeletons can 

become even more by adding planks, ladders, fabric, and so on. Add interesting pieces of 

art and sculptings that children can interact with. 
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- Decks or platforms: Wooden flooring outside offers a flat surface that drains easily, providing 

a good place for water play and outdoor play when the ground is wet. Raised, a platform 

offers a baby a chance to get high and see the world from a new vantage point. 

- Slides: A slide inset in a hill eliminates most of the risk and leaves the thrills and spills. 

- Half-buried tyres: Tyres provide mini-tunnels, places to sit or lean on, and pathway railings. 

They can be painted to reduce surface heat. 

- Lean-tos, houses, sheds: Anything with a roof is a playhouse for intimate spaces. 

- Young baby area: An enclosed area that encourages reaching, grasping, kicking and so on 

as well as a variety of visual, auditory, and other sensory experiences (using fabric, branches, 

falling water, and so on). 

- Sound structures: Miniature chimes with materials that react to wind or touch with sound and 

motion. 

- Elevated waterways: Wooden, metal, or stone troughs off the ground that provide water in 

motion. 

- Nappy changing tables: In warm climates, outdoor nappy changing will maximise outdoor 

play. 

- Climbers, dead trees: Anything to pull up on, straddle, climb. 

- Wobbly structures: Boards on springs or tyres, logs or planks barely off the ground fastened 

to a frame with chains; anything with a slight wobble. 

- Logs, benches: Places for practitioners to sit on or up against while observing or nurturing 

babies. 

- Stored equipment and materials: Planks, ladders, parachutes and other fabric, wagons, 

wheel toys, wheelbarrows, pillows, balls, sand/water toys and creative junk. 

The above recommendations give rise to a need for a quiet place, a pedalling/driving area, a 

climbing area, a building area, a seating area, a running area, a large sand pit and a creative 

area. Other areas can be added as required. Areas and materials such as these can invoke a 

sense of curiosity, wonder and intrigue. The National Children’s Nurseries Associations (2002) 

suggests that, ideally, the outdoor area should be located on the south side of the premises (with 

the opportunity for shade). They also suggest the use of roof top gardens, which could provide a 

welcome space for essential outdoor activities. 

7.4 Appropriate learning materials and equipment 

The ‘raw ingredients’ of learning and development are the equipment and materials we offer 

young children and the social interactions (Epstein, 2007). The Framework for Early Learning 

(NCCA, forthcoming) will be most appropriate for children from birth to six years of age. Within 

that age range, three broad age groups are considered. The overlapping age categories are 

(NCCA, 2004): 

° Babies birth to eighteen months 

° Toddler twelve months to three years 

® Young child two and a half years to six years 

This overlap acknowledges that there is considerable variation in development and learning 

between individual children as well as different cultural perspectives (see also Part 4.6 The 

developmental characteristics of and support requirements for young children). As there is a 

wide variation from a very young baby to an eighteen month old, the section on babies is further 

subdivided. Each of the following sections begins with the developmental needs of the particular 

age group. 
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7.4.1 Appropriate materials and equipment for babies 
Young Babies: Birth fo Six Months 

Equipment for this stage of development should be chosen with a view to the baby seeing, hearing, 
touching, reaching, babbling and exploring through mouthing. The young infant's world is restricted 
to what others provide. Everything is new and ordinary everyday happenings are full of interest 

(washing flapping on a line) provided enough time, space and opportunity is given to benefit from 
them. Most importantly the child needs someone to play with, who will look at her, talk to her, smile 
at her and respond to her sounds. This lays the foundation for communication skills. 

Suitable equipment includes: 

° Mobiles, bought or home made with patterned paper or light fabric, provide visual stimulation, 

and tinkling sounds when metal spoons are added. Use strong bulldog clips and the articles on 

the mobile can be changed easily and regularly. 

* Objects hung on the walls at floor level with different patterns, shapes and colours for the 
young infant to touch. Such as a fabric mural made of satin, silk, wool, cotton, corduroy, velvet, 

sandpaper, tissue paper, wallpaper and so on. Interesting smells could be added, lemon or soap. 
¢ Small holdable objects, for example, household objects such as, cotton reels, wooden spoons, 

big clothes pegs, curtain pole rings, metal spoons, keys on a key ring, objects of different 
colours and shapes. Brightly coloured plastic toys appeal to a young infant’s visual sense and to 
adults, but provides little in terms of texture, smell and taste, which is essential to aid satisfying 

exploration and grasping. 

* Musical equipment and rattles. Pill bottles with beans inside and safety cap on. 

* Cloth covered sponges. 

* Activity centres/baby gyms. These can be placed on mats or screwed to a cot or can be free 
standing. Young infants can be encouraged to reach and shake and pull. 

* Objects for the bath that sink and float and pour and spray water. 

* Books with interesting patterns, textures, colours and shapes. Young babies will be interested in 

simple pictures with contrasting colours. 

° A music system to play soft, gentle, classical music in the babies’ room. 

* Comfortable relaxing safe chairs and beanbags to fall back on while learning to sit up. 

* Comfortable relaxing chairs for adults to feed and cuddle young infants. 

® Soft flooring for young infants starting to crawl. 

All equipment and objects need to be checked for safety and cleanliness. Young infants explore 
with their mouths. 

Gables: Seven to Eighteen Vionths 

Toys for this stage of development should be chosen with a view to the child seeing, hearing, 
talking, crawling, stretching, reaching, exploring and manipulating. Infants love to explore all 
around them; activities that allow them to experiment with a vast range of resources should be 

created. However, this does not mean that adults should operate a ‘conveyor belt’ to make hand 
or fruit prints. Adults must ask the question, “What are children gaining from this experience?” 
Before infants get to the developmental stage when they can manipulate and use materials to 
produce marks or shapes, it is vital to provide opportunities to explore and experiment with 
colour, shape, texture and pattern. This should be undertaken in an informal and subtle manner, 

following the pace of the infant's interests. 
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Once the baby can sit up, household objects can be collected into a basket for selecting, 

investigating and discovering. Devised by Goldschmied (1989), this is known as The Treasure 

Basket. The Treasure Basket is a medium-sized, low, round or oval rigid-sided basket, which 

contains up to 100 natural and household objects. Objects can include a pine cone; a lemon; 

a shell: a leather ball; a wooden egg; a natural sponge; a marble egg, a velvet jeweller’s box or 

an egg whisk. The only rules are that the objects (the word ‘toy’ is never used) should be non- 

synthetic, and that the adult should feel comfortable about what is put in. All objects should be 

checked for safety. The Treasure Basket provides far richer sensory experiences for the child 

than sterile plastic. For example, the inclusion of a lemon in the basket can offer opportunities 

for the baby to explore weight, smell and texture, as well as colour. The Treasure Basket offers 

choice and variety, and encourages exploration and independence. Infants spend as long as 

they want picking up each piece, feeling it, mouthing it, waving it, banging it, exploring it. It is 

interesting to note the inevitable social interaction that occurs when more than one infant is at the 

basket. The adult role is to give a sense of security to the child, freeing him to learn. However, it 

is important that the adult allow the child to explore uninterrupted. 

in addition, suitable equipment for babies includes: 

* Equipment that reward the child when touched, pop-up toys, sound-balls and toys that have 

buttons to press to get various responses. 

° Objects of different weights to drop. A container for objects to drop into could be beneficial. 

* Objects for banging, wooden spoon and aluminium saucepan. 

© Objects to roll. 

° Books with one real life object per page and simple stories, family pictures. 

¢ Sing along action tapes. 

° Push and pull equipment on wheels. Choose wide based models as children are unsteady on 

their feet at this stage. 

¢ Blocks for building. 

e Boxes to put things in and take things out of. Posting boxes can be difficult to manage for this 

stage, use egg cartons and empty cotton reels. 

° Balls of all sizes. 

Dolls, teddies, cuddly toys. 

© Activity Centres. 

° More bath toys, pots, pans and cups that are safe and unbreakable. 

Opportunities should be provided for children to explore creative materials, for example, jelly 

when made up is very satisfying to wobble and squish. Let the babies mix different coloured 

jellies together on a piece of paper, there is no need to worry if they eat it. Likewise yoghurt or 

whipping cream can allow children to experiment with the patterns they can make. 

7.4.2 Appropriate materials and equipment for toddlers 

Equipment for this stage should be chosen with a view to child seeing, hearing, communicating 

and manipulating; in addition to developing movement ability and providing varied opportunities 

for the child to explore. Children are interested now in what toys can do and toddler play 

provision should be based on meeting this need. Goldschmied devised the notion of Heuristic 

Play (Goldschmied and Jackson, 1994). The term heuristic comes from the Greek work 

‘eurisko’ meaning ‘serves to discover or reach understanding of’. This is what infants do without 

any adult intervention. Unfortunately a lot of the intervention that does occur involves the adult 

saying ‘no’. Heuristic play offers babies and toddlers opportunities to explore and discover ina 
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safe environment. The adult is in a position, having carefully laid out the objects and checked for 

safety, to facilitate the child’s exploration in freedom. 

As with the Treasure Basket, commercially bought toys should never be offered to children 

during a heuristic play session. A range of everyday objects should be used to enable children 

aged from 12 to 20 months to do what they best enjoy — filling and emptying, slotting, selecting 

and discarding, recognising differences and similarities, building and balancing. Instead of the 

individual objects available in the Treasure Basket, there should be a collection of each kind of 

object, as many as 50 or 60 of each. As the materials are abundant, conflicts between children 

should be rare. Again, the adult should not become involved in this play, but instead sits nearby. 

Suggested materials include: 

° Large containers of all shapes and sizes, such as biscuit tins, cans, plastic bottles, egg boxes, 

cardboard and wooden boxes. 

* Objects which roll such as small balls, cardboard cylinders, bottle corks, woollen pom-poms, 

tubes, reels and rollers. 

* Assorted objects such as lengths of chain, jar lids, pine cones, ribbons, keys, cheap bracelets, 

curtain rings and kitchen roll rods. 

The objects can be collected in cloth bags, usually about 15, large enough to contain each set 

of objects. These bags can be hung up when not in use. A heuristic play session can last up to 

an hour. A quiet uncluttered space is essential. Children can be encouraged to tidy-up, mainly by 

example and indication. 

Intrinsic to heuristic play is the notion of success. All of the objects can be explored with no 

right or wrong result, in contrast to many bought toys. Objects can be put into and taken out of 

cans without having to first fit through an allocated slot. With heuristic play the child cannot fail, 

because there is always more than one way of doing something. 

In addition, children can be gradually introduced to the following equipment: 

° A box of assorted objects such as empty cartons, spools and anything that is safe and suitable 

for mouthing. 

° Ride on toys, which are safe and steady. 

* Twisty toys with screw on/off features, rods and barrels. 

° Wooden inset jigsaws with large pieces and large knobs. Start with those which have up to 

three pieces. As children develop provide wooden jigsaws with smaller knobs and more pieces. 

* Equipment for banging. 

° More bricks. 

° Equipment to climb on, bounce on and slide down. Choose small sizes suitable for this stage. 

° Art materials: 

- Chubby crayons and large sheets of paper or large boxes that toddlers can sit in and decorate. 

- Paints allow children to explore with their hands first with one colour to start with. Then 

using paint and a chunky brush, moving to a variety of colours and smaller brushes. As an 

alternative to bottle paint, make a thick paste from cornflour, water and food colouring. Give 

the toddlers a small tray of this to draw in with a short piece of doweling. 

- Mouldable materials (clay, playdough, mud, snow, plasticine, gloop). Playdough can be 

very easily made with one part salt, two parts flour and one part water (coloured with food 

colouring or paint). Allow the children to help make the playdough. Playdough should be 

refrigerated when not in use. Gloop consists of cornflour mixed with coloured water. 

- Easels with appropriate sized paper. 
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- Blackboards with chalk. Blackboard paint is readily available. An area of wall could be set 

aside for blackboard area. 

- Recycled paper, containers, cereal packets for junk art, old greetings cards. The children and 

their families could be asked to contribute. 

- Glue, paste, glue sticks. 

- Scissors that work and are child-sized. 

* More bath equipment such as plastic jugs, beakers, water wheel, boats, can be introduced for 

different aspects of play. A little food colouring in the water adds variety. Include objects that 

float and objects that sink. 

* Simple dressing-up clothes, hats and simple outfits with velcro fastenings for ease of dressing. 

* Sand. Washed lime-free sand is best for children’s play. Include containers of various shapes 

and sizes for sand play. Some services use lentils in place of sand. 

® Water. 

* Home corner, with dolls, very simple doll’s clothes and doll’s pram, cot and carrycot sets, tea 

sets, pots and pans, model cars, trains, animals, people and houses, telephones. 

* Puppets for storytelling. 

* More books — simple stories relating to real life situations and nursery rhymes. 

* Musical instruments. 

* Simple matching games. 

° Skittles. 

* Mechanical sets — basic model. 

° Tape recorder and tapes (music, stories and nursery rhymes). 

7.4.3 Appropriate materials and equipment for young children 

In general, the same provision for toddlers outlined above is suitable for all young children. 

They similarly enjoy art, sand, water, playdough, books and jigsaws. They require more complex 

versions of Lego and construction materials. They now enjoy board games, such as draughts, 

chess, many card games and other games with more complex rules. They particularly enjoy 

making up their own dramas, hence the need for simple multi-purpose materials/props such 

as lengths of cloth, old long dresses. They need access to a CD player and music. They enjoy 

undertaking projects and continuing work from one day to the next. This requires safe storage 

space. Comfy couches on which to flop and conversely the provision of outdoor play space 

to run around/play football is essential. More details are offered in Part 7.5, which combines 

appropriate materials and equipment in the various learning areas. 

7.5 Appropriate learning areas 
The following are suggested materials from the High/Scope curriculum (Hohmann et ai, 1979; 

Epstein, 2007) and are divided into the art area; house area, building area; toy area, reading and 

writing area, maths and science area, sand and water area, music/movement area, woodworking 

area, computer/Information and technology area, outdoor area and plant/animal area. 

7.5.1 Art area 

® Materials for mixing and painting - liquid starch for finger painting; soap flakes; watercolour 

paints; all kinds of paints, easels; plastic squeeze bottles; jars with lids for storing paints, muffin 

tins; frozen food tins; saucers for painting and printing; newspaper; brushes of different sizes; 

sponges; paper towels; smocks or shirts for painting; toothbrushes. 

° Materials for holding things together and taking them apart — heavy duty staplers and staples; 

paper punch; paste; white glue; masking tape; sellotape; paperclips; rubber bands; elastic; 

string; yarn; wire; needles and thread; scissors, sharp and blunt. 
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Materials for making two-dimensional representations — pencils; coloured pencils; crayons; 

pastel chalk, chalkboard; marking pens; magic markers (water soluble); ink pads and stamps; 

magazines and catalogues; tracing forms; paper of different sizes, textures and colours: 

construction paper, many colours; white drawing paper; newsprint; finger paint paper; large 

roll of wrapping, butcher, or shelving paper; computer paper (used only on one side: comes in 

rolls or sheets); tissue paper; wrapping-paper scraps; foil; contact paper scraps; paper plates 

cardboard pieces; wallpaper samples. 

Materials for making three-dimensional representations — moist clay (store in airtight 

containers); buttons; straws; modelling clay; egg cartons, shoeboxes, ice-cream tubs; play 

dough (store in airtight containers); empty thread spools; pipe cleaners, wire; clothespins; 

play dough accessories: rolling pins, cookie cutters, hamburger or tortilla press, plastic knives, 

potato masher; bits of wood and balsa; sequins; cardboard tubes; paper bags; cloth, felt, rug, 

fur vinyl scraps; old stocking and socks; food colouring; plaster of Paris; feathers; styrofoam; 

golf tees; macaroni (different shapes); fringe; cotton balls; bits and pieces. 

7.5.2 House area 

Materials to have on hand for real cooking activities and that children see at home — hotplate; 

toaster oven; electric frying pan; popcorn popper with see-through lid; blender. These cooking 

materials should be stored out of children’s reach and used only under the supervision of an 
adult for a special work time or small-group time project. Old mobile phones, telephones, old 

clocks, tool boxes, dustpan and brush, non-working microwave, magazine rack, used keyboard. 

Materials for dramatic play — dolls, stuffed animals; doll beds; baby rattles, bib, bottles, clothes, 

child-size ironing board, iron; small table and chairs; wooden or de-electrified toaster; mirror: 

small step ladder; dress-up clothes: hats, shoes, purses, dresses, scarves, jewellery, neckties, 

vests, boots, watches, wallets; briefcase, lunch box, picnic basket; play money; cancelled 

stamps; old blankets, sheets, tablecloths, bedspreads (or large material scraps); beach towels; 

TV just the case and the knobs); sturdy cardboard boxes; low, movable partitions (cardboard 
or pegboard); plants (real), watering can; prop boxes, assembled after field trips by adults 
and children — pictures on the outside of the box help children distinguish one prop box from 

another as they look for a particular set of props and as they clean up. 

Examples of prop boxes 

  

Supermarket: box 

Outside: pictures or photos ofa checkout person, packer, meat cutter, customers. 

Inside: | toy cash. register, empty food containers, play. money, bebe bags, boots, rubber hosing. 

Café 

Outside: pictures of photos of a café, people working j in them, customers; pizza, sandwiches, 

smoothies, flapiacks, fruit, nice, 

Inside: chefs hat, apron, cups, napkins, straws , plastic mayonnaise and mustard containers, 
pizza (pizzas could have been made/sewn/cut from.foam rubber from a previous project, or 
perhaps even slices of real. pizzas asa planned activity), sandwiches. (cardboard, clay or real), 

juice cartons, cash register, notepad and pen for taking orders, play money. 

Kitchen equipment 

Please note, in the following list child-size refers to any height that.can be comfortably reached 
and used by young children. An oven, refrigerator, and sink can be purchased from many early 
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childhood supply firms or they can be constructed from wood scraps or heavy cardboard 

packing boxes. Adult-size refers to real kitchen equipment. It is generally much more durable 

than the kitchen equipment manufactured for children. Children also seem to prefer the ‘real 

things’ to their smail.toy counterparts. , 

Child-size oven; child-size refrigerator; child-size sink; adult-size silverware adult-size pots and 

pans; adult-size cooking utensils; large and small spoons; large and small slotted spoons; large 

and small spatulas; eggbeater; food mill; egg timer (sand or wind-up); teapot, coffee pot; ladle; 

colander; ice cube trays; biscuit press and cutters; hamburger or tortilla press; sieves; can opener, 

adult-size baking equipment; large and small cake tins; large and small loaf tins; mixing bowls 

and spatulas (three sizes); measuring cups and spoons; canister set; rolling pin; sifter; adult-size 

dishes, plates, cups, saucers, bowls, sponges, dishcloths, towels, potholders; napkins, place mats, 

tablecloths; things to cook with, real fruits. and vegetables, buttons, bottle caps, chestnuts, small 

pinecones, acorns, pumpkin seeds; empty food containers, boxes, cans, cartons, jars, bags. 
  

7.5.3 Building area 

° Materials for building — large hollow blocks, boards; unit blocks (as many shapes and sizes as 

possible); small blocks; cardboard blocks; cloth or contact-paper covered blocks made from 

shoeboxes or milk cartons; carpet pieces, boards, cardboard pieces, old sheets, blankets, 

bedspreads; plexiglass pieces; boxes: large and small; tubes; string, rope and pulleys; 

photographs of children’s buildings; nesting boxes; nesting cups; nesting rings; contact-paper 

covered coffee can set with lids (large, medium, small); washers, nuts, and bolts (large, 

medium, small); plastic pipe fittings (large, medium, small). 

® Materials to take apart and put together — plastic or wooden ‘take apart’ trucks and cars (some 

that snap and some that screw); interlocking blocks and boards; clip-on wheels and blocks; 

interlock wooden train tracks 

° Materials for filling and emptying — dump trucks; pickup trucks; barn; dollhouse; doll house 

furniture; boxes, cartons; baskets, cans; buckets, crates; spools; small blocks; stone; chestnuts; 

small cars, people, animals; shells. 

7.5.4 Toy area 

° Materials to sort with — large beads and strings; small beads and strings; wooden cubes; plastic 

cubes; design cubes; parquetry blocks; small texture blocks; wooden picture dominoes; smell 

bottles (baby food jars with smell saturated gauze pads made by children); sound boxes (made 

from film cans or contact-covered baby cereal boxes); buttons, stones, shells, marbles; texture 

dominoes (using varying textures of cloth, sandpaper, leather, plastic). 

° Games — lotto games; matching card game (children and adults can make their own). 

® Materials for pretending — puppets; magnifying glasses; photographs taken of the children 

throughout the year (cover each with clear contact paper); picture books, including books the 

children make. Ensure books are providing positive images of all people. 

© Materials to fit together and take apart — large pegs and pegboards; small pegs and pegboards; 

stacking roundabout rings; wooden puzzles (simple four-piece puzzles and more complex puzzles); 

large Lego blocks; magnets; interlocking plastic squares; shapes sorters and shapes; construction 

straws; interlocking octagons; scales, balances; plastic nuts, bolts, screw and board sets. 

7.5.5 Reading and writing area 

Ideally this area should be in a comfortable, quiet location. 

© Materials for writing ~ pencils; coloured pencils; crayons; markers (water soluble); ink pads 
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and rubber stamps; old keyboard, typewriter, different kinds of paper with and without lines, 

envelopes, cards, stamps and stickers. 

° Materials for reading — assorted published books (wordless books, picture books, poetry 

books, information books, story books); home and child made books; photo albums (including 

children present); recorded stories and earphones, comfy couch or beanbag for snuggling into 

while listening. 

Children should be able to see all the books that are available through storage systems that show 

the front of the book. Books should be chosen to reflect the interests and cultures of the children. 

Books should be regularly screened for tears. The content should be carefully monitored to 

prevent racism or stereotypical images. A variety of books should be available which are changed 

regularly. Use of the library is a good option for replenishment of books. 

  

Children should be able to see all the books that are available. through 

storage systems that show the front of the book. Books should be - 

chosen to reflect the interests and cultures of the children, Books should 

be regularly screened for tears. 

  

7.5.6 Mathematics and science area 

° Materials for identifying and comparing attributes (making collections, matching and sorting) 

~ blocks of different sizes and shapes and colours; boxes; lids; plates; shape sorters; carpet 

squares; wallpaper samples; paper with different textures (sandpaper; crepe paper; tissue 

paper); natural items (leaves; pebbles; shells); magnets; containers for collecting and sorting 

(boxes; bags; egg cartons; buckets; plastic containers). 

° Materials for making series and patterns — nesting blocks; stacking rings; measuring cups and 

spoons; pegs and pegboards. 

° Materials for making ordered sets — three or four sizes of flower pots and saucers; plastic 

containers and cans with lids; cups and saucers; squeeze bottles and tops; cards and 

envelopes; nuts and bolts, boxes and covers. 

° Materials for counting, measuring, and comparing quantities — beads; blocks; toy vehicles; toy 

animals; buttons; rocks; shells; leaves; acorns; bottle caps; materials with numerals (adding 

machine, typewriter, calculator, playing cards,play money, number stamps, number stickers); 

board games and dice; devices for conventional and unconventional measuring (rulers, tape 

measures, balance scales and weights, lengths of string); weighing scales. 

° Materials for exploring space (filling and emptying; putting together and taking apart; shaping 

and arranging) — continuous materials to pour (sand, water, salt, flour, birdseed): discrete 

materials (small plastic animals; beads; poker chips, nuts, shells, pea gravel, buttons) 

° Materials for observing things from different perspectives — print materials depicting various 

viewpoints (picture and photo books, magazines, art prints); stools; steps; ramps; outdoor 

equipment with different levels and viewpoints (climber, ladder, trampoline, seesaw); natural 

variations in elevation (hills and tree stumps, holes and pits in the ground); magnifying glasses 

° Materials for exploring time (stopping and starting, setting in motion) — timers (egg, sand, 

water, kitchen); wind-up clocks; musical instruments; objects with wheels; objects that move in 

different ways (rock, roll, spin and drip) 
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7.5.7 Sand and water area 

° Materials for a water table — plastic cars and trucks; kitchenware (pans, dishes; silverware); 

plastic tubing; squeeze bottles; siphon and pump; funnels; measuring cups and spoons; 

smocks; snow; ice cubes; shaving cream; scoops; spoons; funnels; things that float; things that 

sink; dolls; dolls clothes for washing; pipes and balls. Ideally this should be located near a sink. 

The space needs to be large enough to for a small group of children to work together. Water 

should always be fresh and clean and checked for temperature. There should be enough depth 

of water to allow children satisfying water play. Equipment could include a large low level water 

container, see through if possible; aprons should be close by for the children and adults to use. 

© Materials for a sand table — materials also found in water table; shovels; spoons; sifters and 

strainers; sandwheels; sawdust; wood shavings; pine needles; birdseed. Ideally children should 

have access to both wet and dry sand. Sand needs to be cleaned with disinfectant regularly, 

every fortnight at a maximum. A brush and dustpan should be nearby for children to use. 

7.5.8 Music/movement area 

¢ Equipment — CDs/tapes/mini discs; (tapes/mini discs both pre-recorded and blank), recordings 

representing a variety of musical styles and cultures, microphone, earphones 

¢ instruments — percussion instruments (e.g., drums, tambourines, triangles, maracas, sandpaper 

blocks, cymbals, bells, wooden xylophones); wind instruments (e.g., whistles, slide whistles, 

kazoos, harmonicas) 

° Props for dancing ~ scarves; ribbons; hoops; sticks 

7.5.9 Woodworking area 

© Tools — claw hammers (12” heads), saws (crosscut 10-12” teeth per inch, 16-18” per blade); 

hand drills; screwdrivers; small pliers; vises; C-clamps, sand paper of various textures, safety 

goggles. 

* Fasteners — nails (ensure they are not rusty); golf tees; screws; nuts; bolts; washers; wire; 

wood glue 

® Wood and building materials — wood pieces and scraps; bottle caps and jar lids (for wheels) ; 

dowel-rod pieces. 

° Some services are reluctant to introduce woodwork for young children for fear of injury. 

However children are more competent than are usually given credit for. Many school-going 

children would enjoy this activity. As in other areas adequate space needs to be provided and 

activities are observed closely by an adult at all times. 

7.5.10 Information and communication technology (ICT) area 

Recenily the application of information and communication technology (ICT) has influenced 

significant change in our culture; as a result computers have become very much part of it. 

Therefore the legitimacy of ICT in early childhood settings can hardly be doubted (Siraj- 

Blatchford, 2008). Educators agree that young children need to be knowledgeable about and 

familiar with basic technology as part of living in the 21* century (Epstein, 2007). Computers 

can play an important role in learning, if used correctly. 

Children can sometimes manipulate objects on the screen more easily than real objects. This 

is not to suggest that computers should replace real objects, rather that computers function to 

extend the range of materials children use. Contrary to popular belief computers can also serve 

a social function; many children prefer to work with a peer on a computer rather than alone. 

Children working together can solve problems, create rules for cooperation, talk about what they 
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are doing and teach and help each other (Epstein, 2007). The following could be considered 

when establishing an ICT area: 

° Child friendly computer hardware should be provided, i.e. large keyboard and mouse with open 

ended software programmes that encourage discovery for young children, calculators and 

games. 

® Great care must be taken in choosing the particular programmes. Choosing appropriate 

software Is the same as choosing appropriate books for the reading and writing area. 

- Does the programme reflect children’s interests or indeed the children themselves? Siraj- 

Blachford (1998) noted one programme (Stickybears Reading Room) which had discovery 

play within it, but the software referred to an astronaut, clown, acrobat and diver; there were 

no children included. In this case, the characters that children might identify with were all 

adult and stereotypically ail male, which was compounded by the accompanying machinery, 

bulldozers, submarines and rockets. There were no prams, shopping trolleys, shops or 

kitchens. The characters could fly, jump and skip but could not sit, talk, cry or laugh. The 

programme had an inbuilt bias towards boys (Siraj-Blachford, 1998). 

- Any software should be stage appropriate and emphasise posing problems, which children 

are asked to solve and subsequently provide feedback. Many programmes provide rote drill 

and practice routines. An example of one of these kinds of programmes called Millie’s Math 

House (Edmark) is cited by Siraj-Blatchford (2008). Whereas a free-play option is available; 

this programme operates by rewarding a correct answer, with an amusing action sequence 

or tune. If the answer is incorrect the options available to the child are gradually reduced until 

the child is forced to make the right response. However, this runs contrary to the philosophy 

of play and discovery dominant in early childhood education today (Siraj-Blatchford, 2008). 

- Winnie the Pooh Toddler (Disney) is a good example of a game which supports good posture 

(see next bullet point) and emergent literacy and numeracy. Children are encouraged to help 

Pooh and friends, who are carrying bunches of balloons, get down from a height. Each pop 

of the balloon results in Pooh descending visibly but also the sounding out of a letter, number, 

colour or shape that is associated with the balloon. The game thus supports the development 

of emergent numeracy and literacy naturally without making that the central purpose of the 

activity (Siraj-Blachford, 1998). 

* Children’s posture must also be attended to. Many programmes are touch screen and 

support children using the programme while standing. Siraj-Blatchford (2008) suggests that 

programmes such as Toyland (Fisher Price) and Winnie the Pooh Toddler (Disney) supports 

this purpose. 

* ICT should be in a location to facilitate social exchange between children and support their 

problem solving and verbalise their thinking. An ICT area could sit comfortably, close to the 

reading and writing area. There needs to be enough space for children to collaborate together 

around the computer. 

* Practitioners should positively model how they use the technology. 

* Computer activities should be balanced with lots of other opportunities to facilitate real life 

experiences. It is advised that children spend no more than 40 minutes on the computer (Siraj- 

Blachford, 1998) 

  

Great care must be taken in choosing the particular programmes. 

Choosing appropriate software is the same as choosing Appropnaie 

books for the reading and writing area. 
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° Painting and | © Communication, 

drawing 

The following table, adapted from Children and Technology: A Tool for Child Development 

(Barnardos, 2005), illustrates the developmental opportunities provided by ICT. 

Table 19: Developmental Opportunities provided by ICT 

_ Solving 

“Mathematical 

1 © Gross motor | © Role play 

skills    

      

© Problem solving | @ Practical s 

  

    

  

     

© Linking _ bullding, 

   mathematics to ° Understanding of 

     

  

other learning the world 

  

   
language and - experiences » Preparation for 

literacy ° Promoting equal _ the future 
: opportunity 2    ° Encouraging 

conversation ° Affirming 

diversity    * Developing 

reading skills * Promo ing 

* Developing     writing skills       
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7.5.11 Outdoor area 
* Things to climb and balance on ~ permanent climbers or jungle gyms; take-apart climbers 

with movable pieces children can add and rearrange by themselves; sturdy wooden crates or 

barrels; railroad ties; tree trunks and stumps; balance beam; large rocks; net climber. 

* Things to swing on ~ commercial swing set; rope swing from tree; tire swing; low canvas or 

nylon net hammock 

° Things to slide on — commercial slide; hill slide; low ramp (good for wheel toys). 

* Things to push, pull, and ride on — tricycles; wheelbarrow; wagons; scooters rocking boat; 

dolls; pull cart. 

° Things for sand and water play — plastic cars and trucks; little wooden or plastic people; pans, 

dishes, silverware; food cartons and containers; towel rolls; plastic tubing; squeeze bottles; 

plastic bottles equipped with siphon and pump such as hand lotion or glass cleaner bottles; 

spoons, shovels and scoops; sifters, strainers; funnels; measuring cups and spoons; dried 

beans, peas, sawdust and woods shavings (add to sand or substitute for variety); waterproof 

smocks, 

® Things to get into and under — concrete drainage pipes; hill tunnels (can be combined with hill 

slide); sturdy packing boxes; sheet or blanket tents; playhouse; tree with low hanging branches, 

e.g. willow; tunnels; fibre drums 

® Things to jump on and over — inner tubes; inner tube trampolines; old mattress; pile of leaves 

(in autumn); ropes and low boxes 

® Things to kick, throw and aim for ~ balls, large and small; beanbags; low hung basketball hoop 

and net; tires; pails, buckets, boxes; bull’s-eye painted large and low on a fence board. 

* Things to build with — boards of varying lengths; tree stumps; boxes; sheets; blankets; tyres 

and inner tubes. 
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° Materials for pretending ~ cars and trucks of all sorts and sizes; construction and farm vehicles; 

planes, helicopters, boats, trains, buses (scaled to blocks available); traffic sign set; dollhouse 

people, dollhouse furniture rubber, wooden and/or plastic animals; photographs of field trip 

sites. 

° All materials that are located indoors can be used outdoors. 

7.5.12 Plant/animal area 

Pets can provide many learning experiences in the care and protection of others. Consideration must 

be taken of the responsibility that accompanies having pets. In Appendix G, Regulation 27 Safety 

measures of the Pre-School Regulations, 2006 (p. 81) in relation to animals it is stipulated. 

“Some pre-school services may wish to have their own animals/pets on the premises; the 

children’s safety must be maintained at all times. Care should be taken in choosing what type 

of animals are to be kept in the facility to ensure that the health (including allergies), safety and 

welfare of the children attending the premises is not put at risk. All animals carry some potential 

health and safety risk. Regular veterinary checks are essential” 

Parents need to be informed before a child starts in a service. Some pets to consider are: 

° Earthworms: House in jars with holes punched in the lids. Fill jars with moist soil. 

* Ants: Ant farm in which a colony of ants can be viewed through a see-through case, which can 

be purchased at pet shops. 

* Caterpillars: Be sure to keep some of the grass or leaves on which they are found. House in 

a jar or an insect house of plastic screening stapled or stretched into a cylindrical shape with 

plastic lids for roof and floor. 

* Tadpoles: It’s fascinating to watch tadpoles over a period of time as their limbs and change 

into frogs. Scoop them out of a pond in spring and keep them in a fish tank full of pond water. 

Remember to return them to the pond when grown. 

° Fish: Goldfish are easily cared for. Pairs of guppies are fast breeders and multiply rapidly, 

ensure they have enough space. 

* Guinea pigs: These are perhaps one of the best mammals for an early childhood service. 

Guinea pigs freeze (hold still) when frightened rather than attack and can be kept in a terrarium 

or small cage. They do well on a diet of animal food pellets, water and fresh greens each day. 

They are easily handled by young children and do not run away. 

* Cats, dogs, rabbits: Cats, dogs, and rabbits that join the group as baby animals and remain 

throughout the year provide children with concrete examples of growth and change over time. 

All three can be paper trained and require dry food daily and a supply of fresh water. They 

should also see a veterinarian for reguiar worming and vaccines 

The following is taken from pages 61—62 of Supporting Quality Book 1 Policy and Governance 

Part 2.4.9, 

Care of pets 

Children often enjoy having pets around them and may have their own pet(s) at home. They can be 

a source of pleasure and learning for children and adults alike. Any pets in an early childhood service 

will need to be considered in terms of their possible effect on the health and safety of the child. 
  

° Parents should always be informed if there are pet(s) before a child begins in the service. 

Information on potential allergies should be sought. 

® Children should never be left unsupervised with pets. 
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e Ensure that the pet is not dangerous. Avoid Pit Bull Terriers and Rottweilers. Large/playful dogs 

may need to be kept in a segregated area to avoid them accidentally knocking children over. 

® Pet food and water must be safely located away from the children. 

° Litter trays for cats and other animals must not be accessible to the children. The service 

premises, i.e. the external play area, entrances and exits, must be kept clear of animal litter and 

should be checked regularly. 

¢ Animals in the service should never be allowed to frighten children. 

° Pets must be kept clean and well-cared for, i.e. vaccinated and wormed. 

® All services that have dogs on their premises should comply with all the legal requirements 

contained in the Control of Dogs Act, 1986 and 1992 and Control of Dogs Regulations, 

1998. 

® All animals carry some potential health and safety risk. Regular veterinary checks are essential 

(HSE, 2007).   
/ 

  

Part 7 Child-centred learning environments focused on professional practice 

regarding the indoor and outdoor learning environment. Attention was given to: 

° General issues in relation to regulation of ECEC premises. 

® Learning inside which incorporate creating a welcoming environment; the 

importance of ‘transition space’ to support arrivals and departures; organising the 

group room and attention to aesthetics, and establishing a learning environment. 

* Recent research which has highlighted the importance of learning outdoors. In that 

light, why the outdoors is so important to children’s learning and development is 

explored; the organisation of outdoor space for younger children and organisation of 

outdoor space for older children. 

° Appropriate learning materials and equipment for the overlapping age groups of 

babies, toddlers and young children. 

® Appropriate learning areas, giving the specifics of areas such as: an art area, 

house area, building area, toy area, reading and writing area, mathematics and 

science area, sand and water area, music/movement area, woodworking area, 

information communication technology (ICT) area, outdoor area and finally plant/ 

animal area to incorporate care of pets.   
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Links to Siolta and the Framework for Early Learning 
As stated previously, Siolta sets the context for ensuring that the specifics of children’s early 
learning and development can be supported through our emerging Framework for Early Learning 
(NCCA, forthcoming). Part 7 is particularly linked to the following standards and components of 
Siolta and the theme of Framework for Early Learning. 

Part 7 Main links to Siolta    
Standards and Corresponding Components highlighted in 

Part 7 were: 

Standard 2 Environments Component 2.1-2.8 

The learning environment indoors and outdoors is well planned 
adaptable, accessible and safe. It is aesthetically pleasing, well 
maintained and provides an appropriate amount of equipment 
and challenging and rich experiences. 

Standard 6 Play Component 6.2; 6.4 

Play is well resourced through the learning environment 
with freely available, accessible and multiple materials and 
equipment in the learning areas. 

Standard 7 Curriculum Component 7.1; 7.4   The environment offers holistic experiences for children’s 

learning and development through a wide range of experiences 
which are made available to the child. 

Standard 13 Transitions Component 13.1 

Smooth transitions are facilitated and promoted through the 
provision of consistent key relationships within the setting. 

Standard 14 Identity and Belonging Component 14.3 

The setting promotes positive understanding and regard for 
the identity and rights of others through the provision of an 

appropriate environment, experiences and interactions within 
the setting.   

1 

  

Part 7 Links to 

Framework for Early 

RYT rate} 

  

This relates to three themes: 

Well-being 

Children develop happy and 

healthy within themselves, 

community and society. 

Identity and Belonging 

Children develop a positive 

sense of who they are, and 

feel connected to the early 

childhood group/setting, 

their community and wider 

society. 

Exploring and Thinking 

Children investigate and 

make sense of the world 

around them. 
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Part 8 

Participation of Families and Community 

Engagement 

Research evidence suggests that the engagement 
of parents and families in their child’s education 
improves children’s academic performance 

and their motivation and leads to higher adult 
expectations and increased parental confidence 
and aspirations (Schweinhart et al., 2004). The 
kind of involvement that parents are offered 

in ECEC services is of central importance. 
Fathers, mothers and practitioners working 
together sharing information on how to extend 
children’s learning and development is particularly 
significant (Siraj-Blatchford et al., 2002: Whalley, 
2007). As depicted earlier, the ecological 

system’s model places the child not in isolation 
but in nested systems of family, community and 
society (Bronnfenbrenner, 1989). It is important 
therefore that services establish and maintain a 
network of contacts with appropriate resources 
in the community. The often quoted wisdom of 
the African proverb ‘it takes a village to rear a 
child’ reminds us of our collective responsibility 
fo ensure social and educational equality in 
our society. For the purposes of Supporting 

Quality, the term parent is used to refer to the 
primary caregiver, in full acknowledgement that 
the primary caregiver could be father, mother, 
grandparent, foster parent, legal guardian, 
stepparent or other relation.  
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Key professional skills required in ECEC services identified by Moyles (2006) include 

proactively promoting quality and beneficial, open communication, dialogue and information 

sharing between all stakeholders (children, staff, management, parents and others involved in the 

children’s care and education). Engagement with community, statutory and voluntary agencies 

informs others about the service and increases the resources available to the service and 

families. Services should aim to inform themselves of relevant issues or changes in the law so 

they can refer parents on to other helpful organisations (See Book 1 Policy and Governance Part 

2 and Useful Resources). 

Part 8 Participation of Families and Community Engagement begins by considering the 

term participation and what that means for parents and families in early childhood settings. 

Engagement with the local community is then outlined followed by engagement with statutory and 

voluntary organisations. Part 8 ends with a summary and links to Siolta (CECDE, 2006) and 

the Framework for Early Learning (NCCA, forthcoming). 

8.1 Participation of parents and families 

Language is important. The term ‘participation’ adopted in Supporting Quality is deliberate; it 

is intended to strengthen the idea of parental involvement or indeed partnership. To participate 

is to form part of something, it implies an active involvement. In order for parents to participate, 

a working relationship between the parents and the service must be established based on 

mutual respect and sense of purpose and the willingness to collaborate. This involves sharing of 

information, skills, decision making, responsibility and accountability (Pugh and De’Ath, 1989). 

When considering the purpose of ECEC, which is to enhance young children’s early learning and 

development, the strengthening and support of the role of parent is vital. 

The critical role of the parent as “the natural and primary educator of the child” (Article 

42.1 of the Constitution [lreland, 1937]) with duties and rights to active participation in the 

child’s education, has long been reflected in policy and legislation in lreland (French, 2007). 

Specifically, this includes Article 5 of the UNCRC (1992), the Education Act, 1998 (Ireland, 

1998), the White Paper on Early Childhood Education (DES, 1999) and the Commission on 

the Family (Department of Social Community and Family Affairs, 1 998) among others. The 

establishment of parental representation (a father and a mother) on the Boards of Management 

and the establishment of Parents’ Associations in schools and the National Parents Council (see 

Useful Resources) were key manifestations of parents’ rights in their children’s education in 

Ireland. In the following subsections the participation of parents is considered within the context 

of what parental participation means, why it is important to involve both parents and the benefits 

and barriers. 

8.1.1 What is parental participation? 

Parental participation is regarded as an integral part of professional practice in early childhood 

services. Just as all parents are different, parent participation can take many forms. Epstein 

(2001) developed a framework of six types of parental involvement: parenting — parents’ role 

supported through education or family support; volunteering — parents assisting in services as 

required; communicating — ensuring effective exchange of information between the home and 

service about children’s learning; learning at home — devising techniques to support learning 

in the home; decision making — empowering parents to make real decisions usually as part 

of a committee; collaborating with the community — for the benefit of families, services and 

community. In practice in the Pen Green Centre (2007) parental participation involves: 
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° Daily chats (supported by staggered starts of children arriving). 
° Open evenings. 

* Family group meetings. 

° Observing at home using a diary or video camera. 

° Trips to local sites of interest. 

° Attending key concept sessions (perhaps on an aspect of child development). 
° Sharing information about key child development concepts. 
° Attending a weekly study group. 

° Parents receiving a five minute video of their child at the service. 
° The exchange of a home/school book. 

  

   Just as. all parents are ° different, parent participation can. ntak 
many. forms. _ 

  

  

Parents may regularly engage in story reading with the children, or be the secretary on a parents’ 
committee of the community playgroup or engage in general maintenance activities when asked. 
This is the level of involvement that each of these parents are comfortable with. A parent may 
choose not to participate. However, the work in the Pen Green Centre (2007) is underpinned by 
two firm beliefs: 

* All parents are interested in their own children. 
* It is our task to find ways that the parents can participate. 

It is important, therefore, that providers accept the level and variety of involvement that parents 
engage in but are also proactive in welcoming parents and inviting them to participate in whatever 
way they can. 

8.1.2 Why involve parents? — The barriers and benefits 
Barnardos (2006c) in a guide to Supporting parental involvement outlined the main reasons for 
parental participation from the perspective of the providers: 
* Legal — parents have rights and schools and services will have to be accountable to them. 
° Organisational — there is now a greater demand from parents to participate in the life of schools. 
° Sociological — research on the positive impact of attendance at early childhood service for the 

lifelong learning of the child. 

* Psychological — a truly participative approach results in enhanced relationships for all. 
° Professional — parental participation is seen as a key indicator of effective practice. 

Barriers to participation 

It is important to acknowledge the challenges that parental participation and community 
engagement in services faces. An Irish study (Martin and Fitzpatrick, 2002 cited in Barnardos, 
2006c) identified the lack of time, opportunity and authentic partnership as the main barriers to 
participation. Other barriers include: 

* Concerns about who has the professional expertise. 
* Concerns about having the service open to scrutiny. 
* The lack of resources, space and time to think about and implement constructive participation 
strategies. 

* The lack of training for communicating with parents and external agencies. 
° The system operating in the service does not allow for engagement (French, 2008). 
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Benefits of parental participation 

According to the Epstein (2007), research in the US reveals that parents’ participation in 

their children's care and education is critical to children's academic and social success. For 

example, children whose parents read to them frequently had higher test scores on early 

literacy assessments. Likewise children whose parents were involved in their activities had 

fewer behavioural problems at school. Importantly parents’ involvement in early intervention 

programmes ameliorated the negative impact of poverty and violence on their children’s 

emotional well-being and early learning. The establishment of supportive relationships between 

providers, parents and children (see also Part 6) benefits everyone by: 

° Practitioners’ understanding of the children being enhanced for use in the setting. 

° Parents improving their knowledge of parenting and child development generally to use in the 

home. 

© The values of the group being more in tune with the home setting, building a bridge between 

both, and creating a more emotionally secure environment for the child (Epstein, 2007). 

Furthermore, there is greater sharing of information between parents and workers; parents may 

be seen as valuable resources bringing added value to the setting; parental involvement in school 

may help to avoid conflicting behaviour between home and school, and minimise confusion for 

the children; parents may feel more confident about negotiating their children’s later education; 

and parents may spending more time in the setting, enriching the programme. Parents and staff 

bring different but equal skills to caring for young children. All the adults involved need to respect 

and value each other, listen, learn and be open to new ways of co-operating. These form some of 

the principles which underpin parental participation in services. 

  

All the adults involved need to respect and value each other, listen, learn 

and be open to new ways of co-operating. These form some of the 

principles which underpin parental participation in services. 

  

8.1.3 Principles of parental participation 

The Early Childhood Education Forum (1998) outlined the following principles of partnership: 

© Respect for children as individuals, for their ability/disability, sex/gender, as members of families 

and as members of ethnic/racial, linguistic, social, cultural and religious groups. 

° Respect for the different ways that different parents have of loving and caring for their children 

and preparing them for adult life, according to differences in cultural practices and religious 

beliefs. 

© Willingness to relate to children and their parents in diverse ways and to share responsibility. 

° Respect for parents’ decisions about their own lives, in particular for the choices they make 

about working outside the home. 

© Commitment to communicate on a regular basis and in as many ways as possible and in as 

many languages as necessary. 

° Commitment to listen to parents’ views about early childhood settings and to take account of 

their concerns. 

© Acknowledgement that there are different views of childhood, child rearing practices and the 

goals of education, different views about the roles of parents and the practitioners who look 

after children, and that these may need to be explored and explained in open and sensitive 

dialogue. 
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* Clear communication about the ways in which parents can contribute to their children's education 

and improve the quality of their children’s experience in the setting as well as outside it. 

* Clear communication channels for parents and practitioners to share knowledge of all aspects 

of children's needs, health, welfare, individual characteristics, progress and successes in 

accessible language, free trom jargon. 

° Clear procedures to support parents becoming involved in the management and/or day-to-day 

life of the setting and in contacting management and parent representatives. 

8.1.4 Partnership with parents — supporting diversity 

The High/Scope approach advocates four main elements of family involvement as part of 

professional practice (Epstein, 2007): 

1. Examining one’s own family roots, beliefs and attitudes. 

2. Learning from children and families about their traditions through home visiting, participating 

in community life, observing children every day and reaching out to families. 

3. Sharing information on child development with parents; at parent orientation, and through 

parent workshops, newsletters, formal and informal conferences. 

4. Join parents in expecting excellence from each child. 

Many of these themes are portrayed in Supporting Quality, however when working with parents and 

families, a focus on examining one’s own family roots, beliefs and attitudes and high expectations 

of children have particular merit (see also Part 6). This involves exploring the diversity of your own 
family background; exploring what makes you comfortable — foods, topics of conversations, level of 
loudness, levels of affection; thinking about why you behave the way you do and what your behaviour 

implies and being open to your own ‘personal filters’ or ways of looking at the world based on your 
own beliefs and values. Discussions such as these in staff teams can aid staff to become more 

respectful of individual difference (Epstein, 2007). At Pen Green it is acknowledged that parents 
have the right to expect quality, flexible services that respond to the changing needs of their families. 
They advocate that staff need to believe in parent's deep commitment to supporting their children’s 

learning. They need to encourage parents to increase their competence. Parents and staff both need 
to have high expectations of the children. They need to work together to provide children with the 

best possible opportunities for learning and development. 

  

  ‘Parents have the right to expect quality, flexible services that respond 
tothe changingneeds oftheirfamiies, =   
  

The Diversity and Equality Guidelines (OMC, 2006) remind us that children, parents and other 

family members are the most knowledgeable about their own culture, background, language 

and needs. As a result, they are best placed to inform ECEC settings on how their own cultures, 

religions or traditions can be valued and celebrated. Communication difficulties which can arise 

due to language or cultural differences must be understood and overcome. The following areas 

for consideration are adapted from the OMC (20068): 

* Families who have arrived in Ireland may not have left their countries by choice and may have 

experienced trauma, depression and extreme distress. As a result, being dependent in an 

unfamiliar culture may leave families feeling vulnerable, isolated and nervous. 

° Families may have different beliefs and attitudes regarding illness, what constitutes quality 

ECEG, discipline and so on. Settings may have to reinforce that corporal punishment is not 

acceptable here, while offering explanations and alternative approaches. 
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° Ensure the setting and families are informed of the approach within the setting and how 

discriminatory incidents will be dealt with (see Part 6.2 Supporting children’s well-being, 

belonging, identity and diversity). 

° All families regardless of culture, family type or issue need to be informed and assured of the 

importance of the depiction of all children in the setting. 

° It is important for settings to use correct terminology when speaking with people (e.g. Black, 

Traveller and so on). If in doubt ask families themselves or representative organisations. 

* Always check any documentation for inclusive language and acknowledgment of diverse family 

structures (e.g. two parent, one parent, separated families, gay or lesbian, fostered, adopted); 

or families who are inter-racial or have a family member with a disability. 

© in view of our multi-cultural society, services should try to provide written materials for non- 

English (or non-Irish) speaking families in the parents’ home language. It is much easier to 

begin the relationship with correct information, rather than to correct misconceptions later. 

Having staff members from the same cultures or a parent as interpreter would be a great 

advantage. It should also be noted that in some Asian languages the concept of ‘please’ or 

‘thank you’ maybe expressed in body language or incorporated into the general phraseology. 

Their absence should not therefore be misunderstood as indicating a lack of appreciation. 

  

  

Children, parents and other family members are the most knowledgeable 

about their own culture, background, language and needs. 

  

General guidance on professional practice in parental participation 

General guidance on professional practice suggests the services should be developed as a 

real partnership with parents; based on an understanding of how the service can complement 

the home. Parents should be fully informed about the general operation and constraints of the 

service, and they should be welcomed as contributors, to the fullest possible extent. 

° The partnership should begin even at the point of meeting the family who are interested in the 

service. 

© What parents’ desire from the service should be fully explored; as well as how the service may 

or may not be able to meet these expectations. 

° Drawing upon parents’ extensive knowledge of their child, the service provider should seek to 

explore with them how they can assist in enhancing that child’s development in their particular 

setting. 

° Parents should have an opportunity to discuss any matters requiring clarification, and to be 

reassured that the service operates a policy of equality of opportunity, valuing and respecting 

the needs of each child. 

° There is a lot of information to be shared at the registration discussion. Therefore it is 

recommended that a copy of a Parent's Handbook (see Part 8.1.12) should be given to every 

parent and arrangements made for feedback. 

° Special attention should be paid to developing a working relationship with parents. Any illness, 

disability, likes and dislikes of the child should be shared, to enable work with the child and 

provide a positive experience. 

* Parents should be invited to drop in to the service at any time during the hours of operation, 

to observe or exchange information about their children with the staff. This demonstrates that 

the service has nothing to hide in their practice. More formal discussion with staff should be 

arranged at a time which is convenient to parent and staff members alike. 
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° Parents should be offered information on parenting, health, courses, events and other areas of 
potential interest. 

* Support for parents should be provided when they feel they need it. 

  

General guidance on professional practice suggests the services. 
should be: developed as a real: [partnership with parents; based on an 
understanding of how. v the service can | complement the home. 

  

Even within general principles for professional practice it is possible for services that have 
differing parents groups to create their own aims specific to their needs. For example, one 
parents group in the Pen Green Centre have as their aims to: 

° Give parents a chance to play with their child. 

* Help parents to understand more about their relationship with their child. 
° Dialogue with parents about their child's development. 

° Encourage reflective parenting. 

° Facilitate parent to parent support. 

* Validate the feelings women are experiencing when they are suffering from post natal 
depression. 

* Reinforce helpful attachment experiences through modelling, video feedback and discussions 
(Pen Green Centre, 2007). 

8.1.5 Ethical and rights-based considerations 
The Australian Early Childhood Association has produced a Code of Ethics for early childhood 
practitioners, including a section on families, which sets out useful guidelines for working with 
parents (Evans et a/., 1992): 

  

In relation to families, | will: 

° Encourage families to share their knowledge of their child with me, and reciprocate by 
sharing my knowledge of children in general with parents so that there is mutual growth and 
understanding in ways that benefit the child. 

* Strive to develop positive relationships with families that are based on mutual trust and open 
communication. 

* Engage in shared decision-making with families. 

* Acknowledge families’ existing strengths and competence as a basis for supporting them in the 
task of nurturing their child. 

* Acknowledge the uniqueness of each family and the significance of its culture, customs, 
language and beliefs. 

* Maintain confidentiality. 

° Respect the right of the family to privacy. 

* Consider situations from each family's perspective, especially if differences or tensions arise. 
* Assist each family to develop a sense of belonging to the services in which their child 
participates.     * Acknowledge that each family is affected by the community context in which it operates. 

Ne SS 
Parents need to feel welcome and included, comfortable and confident. This is essential for 
most parents if they are to develop closer links with their child's early childhood practitioners. 
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The NCNA (2007) have produced guidelines which recommend that services develop their 

own code of ethics. The philosophy of real engagement in the life of family and community is 

exemplified by the following charter on the ‘The Rights of Parents’ according to the Reggio Emilia 

approach. 

he Pighis of Parents 
  

It-is the right of parents to participate actively, and with voluntary adherence to the basic 

principles, in the growth, care, and development of their children who are entrusted to the 

public institution. This means no delegating and alienation. Instead, it confirms the importance 

of the presence and the role of parents, who. have always been highly valued in our institutional 

tradition. 

First we have the school, which makes strong and concerted efforts to involve the parents in 

the awareness of how much can be gained from:close collaboration with the families for the 

greater security and well-being of the children. Parent participation enables a communication 

network that leads to fuller and more reciprocal knowledge, as well as to a more effective 

shared search for the best educational methods, content and values. 

Then we have parents who are mainly young, of different trades and professions, different 

backgrounds and experiences, and often of different ethnic origins. But all these parents 

have to struggle against a lack of available time, the cost of living, the difficulty of their 

responsibilities as parents, and the desire to identify, discuss and reflect on their problems, 

especially those concerning the growth and education of their children. 

When school and parents are able to converge toward a co-operative experience, an 

interactive experience that is the rational and advantageous choice of everyone concerned (we 

are all pursuing more meaningful experiences), then it is easy to see how hostile and mistaken 

is the pedagogy of self-sufficiency and prescription, and how friendly and fertile is the strategy 

of participation and shared research. 

Participation and research are, in fact, two terms that summarise much of the:overaill 

conception of our (Reggio Emilia) educational theory. These two terms:might also be seen 

as the best prerequisites for initiating and maintaining a co-operative understanding between 

parents and teachers, with all the value that is added to the educational prospects of the _ 

children. 
  

8.1.6 Introduction to the ECEC setting 

A process should be developed for the introduction of new parents and children into the service. 

This process should include: 

° A pre-enrolment visit for parents and children. 

° A registration meeting for parents, where both parents are facilitated. 

© Plans for children to make visits prior to starting date, or for them to attend on a part-time basis 

for the first week or two. 

Sensitivity to the transition between home and the service is always required. It can be an 

emotionally difficult time if not properly planned (see also Part 6.3 Transitions). In the Pen 

Green Centre, practitioners visit the home before the child starts in the centre and continue to 

visit. This initial visit supports practitioners to learn about the children’s competencies, abilities 

and strengths and to plan for the transition to the service. See Book 1, Appendix 9 Children’s 

Interests Record for a sample form which could support practitioners in getting to know the 
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child. This is also an opportunity for parents to find out about the service. Both children and 
parents need to know what to expect. On visits to the service, parents should be encouraged to 

model for the children what they will be doing at the service. For example, rather than sit with 

the child on their knee, parents should get a piece of equipment and play with it. Parents should 
also be encouraged to be particularly punctual during the settling-in stage. Children not used to 
separation can interpret their parent's disappearance as them being gone forever. It's essential 
that parents and practitioners develop a trusting and amicable relationship so that they can share 
information on a daily basis; this is achieved through open communication. 

8.1.7 Communication and conflict resolution 
Practitioners need to communicate to parents that they are just as interested in all the small 
everyday elemenis of their children’s lives as the parents are. Such enthusiasm will encourage 
parents to relax and engage in daily conversations about their children’s eating, sleeping and 
bodily care routines, special interests and their learning and development (French and Murphy, 
20085). The Pen Green Centre (2007) exemplifies an approach based on sharing an equal and 
active dialogue between the unique and intimate knowledge parents have of their own child and 
the workers’ knowledge of child development. In order for such a dialogue to take place, workers 
need to give up some of their power, listen to the views of the parents and discover reality 

through a two-way dialogue. 

  

The Pen Green Centre (2007) exemplifies an appreee based on 
sharing an equal and active dialogue between the unique and intimate 
knowledge parents have of their own child and the workers knowledge of 
child development. . 

  

* Informal and formal communication between parents and staff should take place on a regular 
basis. A parent/staff group may wish to make a recommendation about how often formal 
communication should take place, but parents should be reassured that meetings may also be 
arranged more frequently should concerns arise. 

* Communication can be helped by home/service books, which may contain details of a child's 
activities, diet, sleeping patterns or anything significant for the child/parent. 

° Formal communication should take the form of individual parent-staff meetings, and it is 
recommended that this should be one to three times a year. These meetings should be held 
at a time convenient to both parent and staff. The purpose of these meetings is to discuss the 
developmental progress of the child. 

* Clear communication should be ensured at all times between the service and parents regarding 
individual and group meetings, forthcoming service events, proposals or changes in policy and 
general service meetings. A Family Notice Board could provide information. This information 

should be translated into the appropriate languages. 

° Staff should be trained to explain to parents why activities, materials and certain skills are 
encouraged and/or stressed during early childhood. This will enable parents to gain a broader 

understanding of the development of children’s skills and learning, and to satisfy themselves 
that their child is supported in a rich learning environment. 

° Where it is proposed to make any changes in the service, @.g. Opening times, outings, or 

introduce controversial activities, feelings of parents should always be checked out well in 
advance to give opportunities for discussion of any fears or concerns. Parents’ written consent 

should be obtained before any such change or activity. 
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© A variety of ways of informing parents include the use of regular newsletters, notices on the 

Family Notice Board, use of parent post-boxes in the parent room, emailing or telephone 

texting. 

° Permission must be obtained from parents for a child to be seen by a specialist, e.g. a doctor, 

dentist, speech therapist or clinical psychologist. 

° Staff should at all times treat parents with respect, taking account of their racial group/ethnic 

origin, religion, disability, sex, sexual preference or cultural background. 

Resolving conflict 

Just as practitioners ‘start where the child is at’ when planning interactions which support active 

learning for children so also do they tune in to parents’ interests, beliefs and values. They may 

not necessarily agree with them or share them but it is far more useful, respectful and productive 

to set aside negative attitudes and find a way to build a co-operative relationship (French and 

Murphy, 2005). Inevitably conflicts will arise, in which event the following steps for conflict 

resolution can be applied when adults are in conflict just as effectively as for children (Post and 

Hohmann, 2000, p. 330) (see Part 6.10.2 for children resolving conflicts). 

Steps in resolving conflicts with adults 

  la 

1. Approach calmly. 

Calm yourself, mentally acknowledging your own feelings. 

Prepare yourself to listen. 

Use a calm voice and gentle body language. 

2. Acknowledge adults’ feelings. 

“You look really upset” “I can see you have very strong feelings about ...” 

3. Exchange information. 

Take turns describing the details of the problem situation and your specific needs. 

Use “I” statements rather than “you” statements. Diffuse conflict, use “I” language. Instead 

of “You're wrong,” say “I disagree.’ 

Listen attentively as the other person speaks. Remember, this is a dialogue, not a debate. 

4, Look at the problem from the other person’s viewpoint. 

“What is the other person showing or telling us through actions or words about.. .?" 

“How do our adult needs relate to the other person's needs?” 

§. Restate the problem. 

“So the problem is...” 

6. Generate ideas for solutions, and choose one together. 

“What can we do to solve this problem?” 

Together, generate a variety of ideas for solutions. 

Select an idea and co-design a strategy to try. 

7, Be prepared to follow up the problem. 

Take turns describing how the strategy is working. 

If necessary, make adjustments together or return to Step 6.   
XN 
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Rink (2005) offers these suggestions for achieving “win-win” communication outcomes when 

communication generally. To: 

* Increase cooperation, try asking “Are you willing to..." 

° Increase accountability, try asking “Can I count on you to...?” 

* Avoid justification, try giving an example such as “I found it works to...” 
° Deflect hostility, express empathy “I understand your point of view.” 
* Communicate with precision, do a reality test. Say “What | heard you Say is...” 
° Increase understanding, try asking “What is it specifically that you don’t understand?” 

8.1.8 The role of parents in supporting children’s learning 
Murphy (2004), when referring to the Parent and Family Involvement Project in early 
childhood settings in Ireland, stressed that while a case can be made for many aspects of parent 
participation for the benefit of the service, the most long lasting and fundamentally important 
role a parent has is that of supporting children's learning. The project participants in her study 
reported that, given the opportunity, parents are very interested in helping their children to learn. 
The work of the Pen Green Centre and Margaret Carr in New Zealand (Carr, 2001) in engaging 
parents in their children’s learning through use of video and photographs has been very influential 
(see Part 5.6.3). Murphy (2004) offers some of the following ideas on how to make parents 
more aware of how their children learn: 

* Develop shared concepts on learning. For example, if your service operates the High/Scope 
approach, share their definition of ‘active learning’ or the plan-do-review sequence (see Parts 
4.3.2 and 5.6.2). 

° Exchange information on the child's interests in the setting and home. 
° Consider use of a newsletter with information on the value of play and tips on making play- 
dough or other inexpensive ideas for use at home. 

* Invite parents into the setting to share a learning activity with their children, e.g. reading a story, 
making a book, planting bulbs in the garden or in window boxes. 

* Share examples of children’s work with parents and families through open days, exhibitions, 
photographs and videos of children at play (made with permission from parents), portfolios of 
children’s work. 

* Have a weekly hour when parents are invited to drop in to share story-time and to see 
children’s work for the week. 

For services operating with a particular curriculum such as High/Scope, the use of video and 
photos can be augmented with discussion and collaboration between practitioners and parents on 
the specific developmental areas that the child is progressing in. A record of the discussion and 
collaboration between key worker and parent/carer on the areas of learning (within the High/ 
Scope key developmental indicators) and the plan of work for the child for a specified period of 
time could be used. See Appendix 14 Key worker and family report form on children’s learning. 

This record form could be used as a template to be completed by the key worker during each 
meeting with parents and documents the information exchange between parent and practitioner 
and the agreed joint plan of action which focuses on specific areas of learning. Attention must 
be paid to the confidential nature of the information and the record needs to be filed carefully 
for review at the next meeting. The information on children's progress could be drawn from 
anecdotal notes used to inform the High/Scope Infant and Toddler Child Observation Record 
or the High/Scope Pre-school Observation Record (COR) which can be completed twice a 
year (see Parts 5.3.7 Anecdotal records and 5.6.2 High/Scope). The parent offers observations 
of their children in the home and the information can be discussed with the team and used as a 
support for team planning. 
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8.1.9 Ways of encouraging fathers and mothers to participate 

A policy of partnership between parents and the service should be fully developed in consultation 

with parents, staff and management. This policy should offer parents a variety of ways and levels 

to support and become involved in the service’s operation, reflecting the fact that information, 

responsibility, decision making and accountability are essential to the proper care of children. 

it must also be acknowledged that for economic and other reasons some parents may be less able 

to participate in parinership than others do. This should be respected and understood by staff. In the 

Pen Green Centre (Pugh, et al. 1987) there is a poster on the wall for parents, which states: 

“Parents relate to the centre according to their own needs and at their own pace” 

In planning a policy, it is useful to remember that the better the fit between a parent’s interest 

and skills and the service's needs, the more satisfactory the process of participation is for all. 

The likelihood of sustained parent involvement and support will increase if parents enjoy their 

involvement, have choices, do things that interest them, and feel successful and competent in 

their efforts (French and Murphy, 2005). It should be acknowledged that when we talk of parents 

we mean both parents: father as well as mothers. 

Supporting fathers to participate 

The past two decades have witnessed a shift in paternal and maternal roles with greater inter- 

changeability of roles and equality and changes in the structure of the family and work patterns 

(Barnardos, 2004b). Men have a crucial role in their children’s lives and active fatherhood 

should be proactively supported where possible (McKeown, 2001; Ferguson and Hogan, 

2004). In June 2003, Barnardos set up the Da project within the Barnardos Cherry Orchard 

Family Support Project with the aim of engaging more fathers in their services. Barnardos 

undertook this work because they believed that it was important to provide children with the 

opportunity to access the benefits that are associated with increased paternal involvement and 

better relationships. The benefits for children that have been identified when their fathers are 

involved with them include the following (Barnardos, 2004b): 

° Socially, they are more likely to be industrious, caring and productive. 

© Educationally, children are more likely to do well in schoo! when in caring relationships with 

their fathers who are interested in their learning. 

© Behaviourally, children are less likely to end up in the criminal justice system when they have 

had regular contact with their fathers up to the age of eleven years (Barnardos, 2004b). 

  

Men have a crucial role in their children’s lives and active fatherhood 

should be proactively supported where possible (McKeown, 2001; 

Ferguson and Hogan, 2004). 

  

The Da project was evaluated by external evaluators and the evaluation was published by 

Barnardos (2006b). The elements which contributed to a positive and more father-friendly 

environment within the project were identified as follows: 

° Training was received by all staff in the project by an experienced external trainer which 

contributed to changing attitudes and belief by staff about the contribution that engaging with 

fathers makes to positive outcomes for families. 

Book 2 Enhancing Children’s Learning and Development



  

° Working practices were changed to be more accessible to fathers, e.g. being available outside 
normal working hours, meeting in a variety of settings that suited men and developing a 
programme of activities which appealed to their most prevalent need. 

° Procedures were reviewed and changed when necessary so that fathers were more closely 
involved in family support work from the beginning, e.g. the referral and assessment forms used 
by the project to gather information on families from external agencies required those agencies to 
include information about fathers, their relationship to the family, their residency status and so on. 

° The physical environment was made more welcoming for fathers by putting up posters showing 
positive images of men (Barnardos, 2006b). 

Greater involvement by fathers means that children develop less stereotyped views about the ; 
roles of men and women. Work in family support services has been almost exclusively with 
mothers. This is partially because of a lack of confidence or skill regarding working with men 
and in some cases because men may be considered a threat in child welfare terms (Barnardos, 
2004b). It is essential that this is reversed. It has been identified that in Ireland young fathers are 
becoming increasingly marginalised outside the home (Cleary, Corbeit, Galvin, and Wall, 2004). 
Fathers for their part, who are already reluctant users of services, see family support projects as 
being there for women and potentially ‘anti-men’ (Barnardos, 2004b). Barnardos (2004b) and 
Ferguson and Hogan (2007) recommend that services: 
° When planning services, be ‘father inclusive’ and ‘father friendly’ underpinning this with a belief 

that fathers maiter. 

° Believe that men can nurture and be carers. 

° Engage in critical self and organisation reflection to monitor and challenge assumptions about 
men, gender roles and masculinities. 

* Provide staff with access to training and support and supervision for working with fathers in 
order to develop practical skills and techniques to hold men in the work. 

* Create a positive environment within the service and community for working with fathers. 
* Commit to supporting ‘democratic families’ where men, women and children feel safe and 
practice equality from communication of feelings to money management. 

° Clarify the reasons for involving or excluding fathers. 
° Having identified fathers that you will not be engaging with make direct. contact and get to 
know the fathers you will engage with. 

° Always keep fathers on the agenda. 

In the ECEC service, make it clear that all parents are welcome, and that ‘parent’ definitely 
means fathers as well as mothers (French, 2003). 
  

° Create ‘Family Walls’ where each child has its own family wall which contains a photo of the 
child surrounded by photos of all their family, including fathers. The service can take the photos 
if there are no recent ones available. 

° Ensure that a clear statement welcoming fathers appears in all literature about the group. 
* Ensure that fathers are included in all correspondence from the ECEC service. 
* Display positive images of men as carers in the materials you have in the setting (displays, 
posters, books, play materials and so on). 

* Encourage fathers to come in as volunteers. 

* Ensure that meeting times are arranged so that fathers can be present. 
* It is advised to recruit men in ECEC services (Ball, 1993). However, Barnardos (2004b) 
point out that it is not always possible to recruit men and that it is the attitudes of staff rather 
than gender that is more important. Fathers have explained that being listened to, helped and   not judged was what mattered (Barnardos, 2004b). ) 
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According to the National Early Years Network (1997), a number of programmes in the US 

have been successful at involving fathers, starting by discussing with mothers the advantages and 

disadvantages of fathers playing a larger part. A joint action plan is then created to encourage 

fathers to become more involved by: 

° Specifically inviting and welcoming fathers when at meetings, even if parents are separated. 

* Planning home visits (when this is part of the service) to include fathers. 

° Giving one member of staff responsibility for encouraging men to participate. 

° Creating volunteering programmes aimed specifically at men. This may mean seeking help with 

activities often seen as typically masculine such as mending and repairing equipment, or sports 

coaching, as a first step in bringing men closer to their children. 

* Setting up men’s groups, where fathers decide on the purpose and the agenda of the group. 

® Setting up or encouraging parent education programmes, which are of equal interest to men, 

e.g. literacy programmes or other schemes in which fathers act as mentors for other young 

men in the community with the family centre as the focus. 

8.1.10 Making parenis welcome 

The National Early Years Network (1995) recommends that attention be paid to: 

¢ The visual environment. 

* Attitudes and values. 

° Facilities for parents. 

The visual environment 

The impression visitors and parents get when they come in for the first time is crucial. 

° Welcome signs should exist and be written in at least as many languages as are spoken in 

services and preferably more. Other communication systems (Braille, various sign languages) 

should be included which can also be displayed. 

Posters and images should reflect as far as possible the diversity of society. Include pictures 

and photos of children and adults of different ethnicities, religions, abilities and social class, 

in different family groups. Pictures of people in other countries should be available. Avoid 

stereotyped, exotic images and be particularly aware of groups of people who may have 

recently arrived in Ireland — refugees, for example. The aim is to make all the families in the 

service feel they belong. 

@ The provision should be physically accessible for everyone. Parents and children with physical 

disabilities need to be able to enter the building easily as do parents with babies in prams and 

buggies. 

At the same time, children must be safe and secure. Make sure strangers cannot wander in or 

children wander out. An intercom system installed between the premises and the outer gate isa 

worthwhile expense. 

° Photos and names of all staff should be displayed, so that new parents in particular know which 

adults are looking after their children. 

° The Family Notice Board should be put in a prominent position and include notices from 

service to parents and space for parents to leave messages for others. Make sure the 

messages are multilingual where this is appropriate and possible. 

° If space allows, have two or three adult-sized chairs near the entrance inviting parents to sit 

down. In larger provisions, there is often a parents’ room, or parents are welcome to share the 

staff room, with tea and coffee making facilities. 

202 Book 2 Enhancing Children’s Learning and Development 

 



Altitudes and values 

The way one feels about the parents and carers in the service is reflected in the way they are 
dealt with. 

° When parents first come to register their child, is it obvious where they have to go? Make sure 
there are clear signs directing them to the office or to whoever deals with admissions. 

* When parents are shown round, ensure that they are welcomed with a smile even if staff are 
too busy to speak with them. 

* As outlined earlier, ensure that the key policies are explained to parents, along with some of the 
practical issues and the way in which a stimulating environment is provided for children. 

* When a child first starts, ensure someone is assigned to make parents feel welcome. This could 
be a member of staff and/or another parent. 

° Ensure that parents are greeted in a friendly way by staff at the beginning and end of a 
session. These times are vital for the development of the relationship between parent and early 
childhood practitioners. 

° Parents should be welcome to visit the service during the day, to have lunch with their child or 
feed or bath their infant. 

* At all times it is important to be aware of the language used when talking to parents. 

Professional jargon should be avoided. 

Facilities for parenis 

The range of facilities provided for parents will depend on the resources and the space available. 
Providing at least one or two of the following will help to create a welcoming environment: 
* Toy library. 

* Parent and toddler groups run by the parents themselves. 

° Drop-in sessions managed by staff. 

® Créche facilities. 

° Fathers/male carers group. 

* Parents’ room. 

® Second hand shop. 

° Snack bar/lunches/place to make tea/coffee. 

* Information and advice sessions run by outside agencies. 

* Information leaflets on health, diet, and local women’s groups, telephone help lines, local library 
services, local councillors’ surgeries, courses, further education. 

* Opportunities for training run by outside trainers (e.g. in communication skills, childcare, and 
word processing). 

8.1.11 What do parents want to know and how do we find out? 
In general, parents want to know: 

° Whether their child is happy. 

* That if there is a problem, the setting has some ideas about how to put things right. 
° What to expect next for their child, and how they can support their child’s development. 

Parents like to experience: 

° Strengths-based comments on their child’s progress, without reference to other children. 
* Continuity from one report/meeting to the next. 

Finding out what parents want and what they think 

There are many ways to find out what parents think of the service you offer. Formal meetings are 
just one way. 
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° A suggestion/ideas book/box is always useful, and a good way to emphasise the positive. 

© A focus group that is a small representative group of parents can be set up to look at particular 

aspects of the service or surveys or questionnaires can be used on issues such as policies, 

opening hours, parking arrangements, menus and so on. 

© A survey for both parents and children to complete could ask questions such as: 

- What is appreciated about the service? 

- What developments/enhancements would the family like to see in the service? 

- Any ideas on how to bring the developments about? 
  

Undertaking a review of service (see also Book 1 Policy and Governance, Part 3.6) could also be 

an opportunity to ask parents do they have any ‘talents’ or time to give the service; always making 

sure that parents are free to say ‘no’. If you seek families’ views, you must be clear why you want 

this information, what will happen to it, who will have access to it, and whether or not it will be 

acted upon. Whenever you do ask families’ for their views, make sure that the results are made 

public, but that individual responses remain confidential. The Pen Green Centre (2007) advises 

that any research undertaken should: 

° Provide data that is open to, accountable to and interpreted by all the participants. 

° Focus on questions that participants themselves, parents, children and staff are asking. 

© Be based on a relationship of trust where people's answers are believed. 

° Produce results which are about improving practice at home and at nursery or at least 

sustaining it. 

8.1.12 What a Parents’ Handbook should contain 

ideally a Parents’ Handbook (see also Book 7 Policy and Governance Part 3.4.2) should be 

dated and include the following: 
  

° A mission statement. 

° The ethos, aims and objectives, background, management and finance of the service. 

* The policies and procedures of the service, including complaints/compliments procedure, 

annual inspections under the Child Care Act, 1991. 

° Details of the staff qualifications and ratios. 

* Forenames of the staff. 

° Forenames of the children in their child's group. 

° How parent/staff co-operation is promoted. 

® The curriculum. 

¢ Daily routine. 

© Menus. 

° How festivals/birthdays are celebrated. 

° Trips regularly undertaken by the service. 

° What records are kept, how they are kept and arrangements for parents to have access to 

them. 

© How the portfolios of children’s work are maintained and when they are available to be brought 

home. 

© Overview of observations and assessments undertaken in the service. 

° Engagement with other organisations/agencies. 

° What to expect when the child is settling in to the service. 

° Parent's signature to confirm, having read the handbook and acceptance of group’s ethos and   provision. / 
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8.2 Engagement with the local community 
Engagement with the local community from the perspective of the children and the ECEC setting 
can be mutually beneficial (CECDE, 2007). Community needs can be addressed through the 
service offering parental support or early intervention; but also children, parents, staff, and wider 
community are exposed to new and broader learning experiences. As explained by the CECDE 
(2007), community involvement can take many forms from proactively seeking the resources, 
amenities, and opportunities available in the community to establishing networks and working 
relationships with voluntary and statutory organisations. 

8.2.1 Why engage with the local community? 
In some regions the question of why it is important to engage in the community would not be asked. 
In the tradition, practice and culture of the schools of Reggio Emilia (see also Parts 4.3.1, 5.6.1 and 
6.4.6) family involvement in the life and management of the municipal early childhood services is 
deeply rooted in the history of the experience. The schools are offered as places for meeting and 
discussion with families and citizens on the local pedagogical experience as well as educational 

issues in general and are very well resourced financially. Each school has a Community Early 
Childhood Council composed of parents, community members, teachers, staff, and the pedagogical 
coordinator (pedagogista) which is elected every three years. In the Pen Green Centre it is believed 
that “In every small community there should be a service for children and their families. This service 
should honour the needs of young children and celebrate their existence. lt should also support 

families, however, they are constituted within the community” (Whalley, 2007). 

In Ireland, since the 1960s we have had a tradition of community playgroups. In an evaluation of 
the Community Playgroup Initiative (cpi) which provided funding and support to five playgroups 
in the South East of the country from 2001 to 2004, the benefits of community led playgroups 
was made clear (French, 2005). One of the key findings was the social networking opportunities 
afforded to parents by their children attending a local community playgroup. Evaluation 
participants identified that, in general, community playgroups provided accessible, flexible child- 
centred childcare that can meet changing needs. They have an open-door policy to all children, 
irrespective of ability, additional needs, socio-economic status or ethnic background. Community 
playgroups provide an opportunity for parental participation, training for parenting, or committee 
roles. Parents and children can gain from shared learning about the importance and benefit of 
stimulating early experiences through play, and through the example of professional practice of 
staff with children (French, 2005). 

Communities themselves benefited from cpi by having access to quality early childhood 
services. Community effort and spirit were engendered through joint activities with families. The 
community playgroups were conduits for language support and other appropriate services for 
families with young children, creating opportunities for essential early intervention. They provided 
information in accessing other supports and agencies. Being not-for-profit creates a particular 

ethos that is absent from commercially run pre-school provision and makes it affordable for 
families on low incomes. Affordability of the community playgroups was identified as being 
fundamental to some parents’ ability to access the service. The community playgroups were often 
the only service offering play opportunities, social interactions for children and valuable early 
childhood learning experiences in their communities (French, 2005). A key recommendation 
of the evaluation was the need for continued stable financial and developmental support for 
community playgroups, This call is supported by further research undertaken on community 
playgroups (Whyte, Daly, Bujia and Smyth, 2007). 
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Children should be encouraged and facilitated to be active participants in their communities. 

Services should provide for opportunities for interaction with community groups, services and 

members of the wider community who can bring historical knowledge, cultural content and 

experience to the setting (CECDE, 2007). This can occur both by visiting the world outside the 

service and by welcoming visitors in. Community representatives can be drawn from a broad range 

of sources: Gardai, parents, grandparents, dramatists, storytellers, health professionals and so on 

(CECDE, 2007). This will allow children to feel part of their community and ultimately have some 

responsibility towards it. As stated in the Introduction to this Part, engagernent with community, 

statutory and voluntary agencies also informs others about the service and increases the resources 

available to the service and families. Settings have an opportunity to communicate the criteria for 

their service to potential parents, referral organisations and so on. Equally, adults working with 

children should actively find out what resources are available in the area services and should aim 

to inform themselves of relevant issues or changes in the law so they can refer parents on to other 

helpful organisations in the community as necessary. 

  

Services should provide for opportunities for interaction with community 

groups, services and members of the wider community who can bring 

historical knowledge, cultural content and experience to the setting 

(CECDE, 2007). 

  

8.2.2 What does engagement with the local community involve? 

Engagement with the local community involves an awareness of the existing resources locally, 

regionally and nationally, and subsequently ensuring the availability of a range of relevant information 

that is of benefit to the families (CECDE, 2007). Many of the City and County Childcare Committees 

have established networks for ECEC providers, parents and deliver valuable training for practitioners. It 

is incumbent upon practitioners to get in contact with their local Committee (see Useful Resources) and 

source what is available for themselves and the families who attend the setting. Furthermore: 

° As part of the everyday activities, children should be able to avail of the opportunities their local 

community has to offer such as shops, businesses, markets, parks, swimming pools, theatres, 

interpretative centres, recycling banks and libraries. 

© Children should be provided with knowledge about local areas of physical or spiritual significance, 

such as a river or place of worship. 

° It is important for children starting a new school to have familiarity with it. Bringing children to their 

intended schools, showing them around, linking with the Junior Infant Teacher, or inviting the Principal 

in to the service encourages a smooth transition for young children to school. 

° Schools sometimes have displays or fairs that are open to the public and can be a very positive 

introduction to school for children attending early childhood services. 

® It is useful to have contacts with other childcare services in the area. 

° [t is important to have a network of local contacts to consult regularly; the local GP and public health 

nurse are examples. 

© Venturing out into the community adds to the richness of children’s lives, helps broaden their 

perspective, encourages positive exploration, allows them to make connections between the service 

and the outside world and affords them opportunities to do things they could do with their parents 

anyway. 

This can be a two-way process. Depending on an individual service's situation, the service could offer 

classes, for example dance or drama, which could be open to the community. When moving out into 
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the community it is essential that adequate adult/child ratios be adhered to on outings. Motor vehicles 

should have sufficient safety restraints for all children (see Book 7 Policy and Governance Part 2.5.16). 

When on an outing, children also need time to observe their surroundings and comment on them in 

order to expand the child’s interest and understanding of the world around them. 

Supporting parents to access support services as needed requires practitioners to have up-to-date 

information about community resources (French and Murphy, 2005). Our Duty to Care (DHC, 
2002) outlines practices that encourage networking including: 

* Distribution of an inter-agency directory of personnel, to be revised at least annually. 

* Distribution of information leaflets on individual services, stating their mission statements 

standards and policies. 

* Dissemination of child protection guidelines to all relevant agencies in the region. 

* Inter-agency procedures which clarify what each agency expects of its staff in relation to working 

with other agencies as well as what they can expect from other agencies 

° Invitations to members of different agencies to relevant events. 

8.3 Engagement with statutory organisations 
Compliance with the Child Care Act, 1991 will establish contact with the pre-school service 

inspection team of the local HSE. Engagement with other local statutory services and organisations 

is recommended. 

* Public health nurses, social workers, speech and language therapists, psychologists, community 

welfare officers, dentists, community workers and others can be accessed at health centres nation 

wide. 

° Public health nurses could, in consultation with parents, visit the service to carry out the statutory 

developmental tests and may be a great resource to services. 

* Links established with the local health centre can be critical to overcome speech, language, 

physical, audiological, and social developmental delay experienced by children. Early intervention 

is essential for these children. Services should positively seek to engage with diagnostic or special 

education services in partnership with parents. 

¢ When a child has a special requirement, other specialists are often involved. It is essential that 

parents and staff are aware of what has been agreed and monitor the implementation of special 

learning programmes or treatment. 

° It is essential that close engagement and a good working relationship exists between any specialist 

staff and the child’s key worker, especially in the need to set up a joint process for assessment and 

the keeping of records. 

* In addition, these specialists could have regular meetings with parents in the service for case 

conferences, observe in the service and pass on to staff and parents therapeutic exercises or 

plans to be carried out with particular children. 

* The local health centre is also a useful resource for leaflets pertaining to children’s health that may 

be of interest to parents. 

¢ The Garda Siochana and local fire brigade officers may come and visit the service and tell the 

children about their work. 

* Contact with home school liaison officers in local schools can enhance the transitions to school for 

children from the service. 

° As suggested above in Part 8.2.2, it is highly recommended that childcare providers ensure that they 

are engaged with their local City and County Childcare Committees and are represented on these 

committees. The resources needed to achieve professional practice may be accessed through them. 
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8.4 Engagement with voluntary organisations 
Many voluntary agencies can offer support and advice to services. Affiliation to childcare 

organisations will provide information and keep services up to date on what is happening in the 

development of childcare in Ireland and abroad. Affiliation to organisations representing refugees, 

Travellers, people with special requirements and cultural groups is also a valuable resource. In cpi 

some of the playgroups had established working relationships with (French, 2005): 

* Local residents associations. 

® Colleges of child care and education. 

* Local voluntary childcare organisations and networks such as Barnardos and the Childcare 

Network Loch Garman. 

° Funding sources, e.g. National Lottery. 

° Contact with committees, agencies, clubs or political representatives (among others) of 

particular relevance to them. 

There are a number of ways that early childhood services can engage with members of their 

community, statutory and voluntary agencies: 

° Sit on local committees. 

* Become members of local associations/organisations such as the Barnardos Training and 

Resource Service, Childminding Ireland, the IPPA, the Early Childhood Association, Forbairt 

Naionrai Teoranta, the National Children’s Nurseries Association and St. Nicholas Montessori 

Society of Ireland. This can lead to: 

- Discounts on insurance and equipment. 

- Supporting the exchange of ideas. 

- Better staff training experiences. through sharing resources. 

° Support local events in the area. 

° Get involved in local issues. 

° Meet with key people in supporting organisations. 

* Invite members of other organisations to be members on committees. 

* Hold open days/displays of children's work/meetings on topic of interest to parents and opening 

it up to the community/organisations. 

® Hold public information evenings about the service. 

® Partner other services and hold joint events. 

° Produce information leaflets, post bulletins on notice boards. 

° Make sure it is known what resources will be useful to the service, e.g. toy libraries, lone parents 

groups, information services. 

° Procedures for engagement should be developed and maintained with an identified individual in 

the team, who will have responsibility for engagement with voluntary and statutory groups and 

who will keep a contact register of key people and organisations. 

When visitors are invited in to talk to the children, ensure they have enough time and space to 

allow the children to understand what it is all about. Parents can be invited also. The work of 

engaging with the community, statutory and voluntary services is primarily the responsibility of 

management but everyone should be encouraged in the development of community relations. 

We have a history of social partnership in Ireland (see Book 1 Policy and Governance Part 1). In 

lreland there are emerging pilot initiatives that are community driven, reasonably well resourced 

and have engaged parents in consultation in the development of education, health and community 

services for their own community (the Prevention and Early intervention Programme see Book 1 

Policy and Governance Part 1). The process of community consultation and engagement has 
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enormous benefits. By building on the strengths of our own communities (parents, families, 

services, environments) and what they offer and developing community partnerships, children 

and families can be empowered to have a sense of community belonging and identity. 

Part 8 Participation of Families and Community Engagement has considered the 

participation of parents and families and engagement with the local community 

and statutory and voluntary organisations. Such participation and engagement is 

regarded as an integral part of professional ECEC practice. 

¢ Fathers, mothers and practitioners working together sharing information on how 

to extend children’s learning and development is particularly significant. 

° Positive supportive, beneficial, open, communication, dialogue and information 

sharing between all stakeholders (children, staff, management, parents and others 

involved in the children’s care and education) is recommended. 

° Practitioner's own values and beliefs must be explored to create an ethos of 

respect for individual difference. 

° Children’s ever evolving learning occurs not just in the family, but also in 

community and society. It is important therefore that services establish and 

maintain a network of contacts with appropriate resources in the community. 

Links to Siolta and the Framework for Early Learning 

As stated previously, Siolta sets the context for ensuring that the specifics of children’s early 

learning and development can be supported through our emerging Framework for Early Learning 

(NCCA, forthcoming). Part 8 is particularly linked to the following standards and components of 

Siolta and the theme of the Framework for Early Learning. 

  

Part 8 Main links to Siolta Part 8 Link to 

Framework for Early 

Learning 

The standards and corresponding components highlighted in Part 8 were: This relates to the theme of: 

Standard 3 Parents and Families Component 3.1-3. 4 Identity and Belonging 

Practitioners and parents have both formal and informal opportunities Children develop a positive 

for sensitive communication and information sharing about the child’s sense of who they are, and 

development. Opportunities exist for parents to be involved in activities within | feel connected to the early 

the setting underpinned by disseminated policies and procedures. childhood group/setting, 

their community and wider 
Standard 4 Consultation Component 4.1-4.2 

society (Forster, 2007). 
The setting actively invites and acts upon contributions to decision-making 

processes and strategies for the development and delivery of the service. 

Standard 12 Communication Component 12.1-12. 4 

The setting undertakes the collection of relevant and appropriate information 

on all children. Policies, procedures and confidentiality is a feature of the way 

staff record, store and share information. 

Standard 16 Community Involvement Component 16.1—16. 4 

The setting has accessed information on resources at local, regional and 

national levels; made links which extend and develop its involvement in the 

wider community; is connected and integrated with the local, regional and 

national community and promotes children’s belonging in their community.       
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Appendix 14 Key Worker Family Report Form 

(Baby and Toddler) 
This is a record of the discussion and collaboration between key worker and parent/carer on the areas of 

learning (within the High/Scope Key Developmental Indicators) and the plan of work for the child for a 

specified period of time’. This form can to be used as a template to be completed by the key worker during 

each meeting with parent/carers and filed carefully. The information will be drawn from anecdotal notes used to 

inform the High/Scope Baby and Toddler Child Observation Record (COR) which is completed twice a year. 

The information can be discussed with the team and used as a support for group planning. 

ECEC Family Reference No. 
  

  

  

  

Name of Child: Name(s) of Parent/Carer(s) present: 

Name of ECEC service: Name of Key Worker: 

Date of meeting: Time/duration of meeting from: to: 

Dates the child observations pertain to - from: to: 
  

1. Sense of Self 

Developmental summary 
  

  

  

  

Supporting anecdotes 
  

  

  

  

Parent/carer observations 
  

  

  

  

2. Social Relations 

Developmental summary 
  

  

  

  

Adapted from the High/Scope Press (2004) Preschool! Child Observation Record (COR), Two Day Workshop Participant Guide. 

Michigan: High/Scope Educational Research Foundation. 
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Supporting anecdotes 
  

  

  

  

Parent/carer observations 
  

  

  

  

3. Creative Representation 

Developmental summary 
  

  

  

  

Supporting anecdotes 
  

  

  

  

Parent/carer observations 

  

  

  

  

4. Movement 

Developmental summary 
  

  

  

  

Supporting anecdotes 
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Parent/carer observations 

  

      

5. Communication and Language 

Developmental summary 

  

  

  

Supporting anecdotes 

  

  

  

Parent/carer observations 

  

  

  

6. Exploration and early logic 

Developmental summary 

  

  

  

Supporting anecdotes 
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Parent/carer observations 

  

  

  

Are there any further areas/insights/ideas the parent/carer would like to share regarding their children's 
experiences? 

  

      

Plan of work for the child for the period from to: 
  

  

Sense of self: 

  

  

Social relations: 

  

  

Creative representation: 
  

  

Movement: 

  

  

Communication and language: 
  

  

Exploration and early logic: 
  

  

Area of priority: 
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Key/Worker Family Report Form (Young Child) 

This is a record of the discussion and collaboration between the key worker and parent/carer on the areas of 

learning (within the High/Scope key developmental indicators) and the plan of work for the child for a specified 

period of time2. This form is to be used as a template to be completed by the key worker during each meeting 

with parent/carers and filed carefully. The information will be drawn from anecdotal notes used to inform the 

High/Scope Preschool Child Observation Record (COR) which is completed twice a year. The information can 

be used as a support for team planning. 

ECEC Family Reference No. 
  

  

  

  

Name of Child: Name(s) of Parent/Carer(s) present: 

Name of ECEC service: Name of Key Worker: 

Date of meeting: Time/duration of meeting from: to: 

Dates the child observations pertain to - from: to: 
  

1. Approaches to Learning 

Developmental summary 
  

  

  

  

Supporting anecdotes 
  

  

  

  

Parent/carer observations 
  

  

  

  

2. Language, Literacy and Communication 

Developmental summary 
  

  

  

  

  

  

Adapted from the High/Scope Press (2004) Preschool Child Observation Record (COR), Two Day Workshop Participant Guide. 

Michigan: High/Scope Educational Research Foundation. 
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Supporting anecdotes 
  

  

  

  

Parent/carer observations 
  

  

  

  

3. Social and Emotional Development 

Developmental summary 
  

  

  

  

Supporting anecdotes 
  

  

  

  

Parent/carer observations 
  

  

  

  

4. Physical Development, Health and Well-Being 

Developmental summary 
  

  

  

  

Supporting anecdotes 
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Parent/carer observations 
  

  

  

  

5, Arts and Sciences 

e Mathematics 

e Science and Technology 

° Social Studies 

° Arts (see Handout for full detail) 

Developmental summary 

  

  

  

Supporting anecdotes 

  

  

  

Parent/carer observations 

  

  

  

Are there any further areas/insights/ideas the parent/carer would like to share regarding their children’s 

experiences? 
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Plan of work for the child for the period from to: 
  

  

Approaches to Learning: 

  

  

  

  

Language, Literacy and Communication: 

  

  

  

Social and Emotional Development: 

  

  

  

  

Physical Development, Health and Well-Being: 
  

  

  

  

Arts and Sciences: 

  

  

  

Area of priority: 
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Useful Resources 

 



Organisation contact details 

Barnardos’ Training and Resource Service 

Christchurch Square, Dublin 8 

T: 01 4549699 F: 01 4530300 

E: resources@barnardos.ie or 

training@barnardos.ie 

www.barnardos.ie 

Border Counties Childcare Network 

Unit 10d, M:TEK Building, Knockaconny, Armagh 

Road, Monaghan 

T: 047 72469 

E: bccn@eircom.net www.bccn.ie 

Centre for Early Childhood Development & 

Education (CECDE) 

Gate Lodge, St. Patrick’s College, Drumcondra, 

Dublin 9 

T: 01 8842110 

E: early.childhood@spd.dcu.ie www.cecde.ie 

Childminding Ireland 

9 Bulford Business Campus, Kilcoole, 

Co Wicklow 

T: 01 287 8466 

E: info@childminding.ie_ www.childminding.ie 

Children in Hospital Ireland 

Carmichael Centre, Coleraine House, Coleraine 

Street, Dublin 7 

T: 01 8780448 

E: info@childreninhospital.ie 

www.childreninhospital.ie 

Children’s Rights Alliance 

4 Upper Mount Street, Dublin 2 

T: 01 6629400 F: 01 405 4826 

E: info@childrensrights.ie 

www.childrensrights.ie 

Department of Enterprise, Trade & Employment 

23 Kildare Street, Dublin 2 

T: 01 6312121 LoCall: 1890 220 222 

E: info@entemp.ie www.entemp.ie 
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Department of the Environment, Heritage and 

Local Government 

T: 01 8882000 

www.environ.ie 

Department of Health and Children 

T: 01 6354000 

Equality and Diversity Early Childhood National 

Network and Training of Trainers Initiative 

Pavee Point, 46 North Great Charles Street, Dublin 1 

T: 01 878 0255 

E: ecce@pavee.iol.ie 

Equality Authority 

2 Clonmel Street, Dublin 2 

T: 01 4173333 

E: info@equality.ie www.equality.ie 

Food Safety Authority of Ireland (FSAI) 

Abbey Court, Lower Abbey Street, Dublin 1 

T: 01 8171300 

E: info@fsai.ie www.fsai.ie 

Government Publications Sales Office 

Sun Alliance House, Molesworth Street, Dublin 2 

T: 01 6476879 

Focus on Children 

13 Gardiner Place, Dublin 1 

T: 01 878 8708 F: 01 878 8734 

Forbairt Naionrai Teoranta 

Teach Regus, Bothar Fhearchair, 

Baile Atha Cliath 2 

T: 01 477 3151 F: 01 477 3350 

E: eolas@naionrai.ie www.naionrai.ie 

Health and Safety Authority 

The Metropolitan Building, 

James Joyce Street, Dublin 1 

T: 01 6147020 LoCall: 1890 289 389 

E: wcu@hsa.ie www.hsa.ie 

High/Scope Ireland, c/o Early Years 

6c Wildflower Way, Apollo Road, Belfast, BTI2 6TA 

T: 028 90 662 825 

E: highscope@nippa.org 
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IPPA, the Early Childhood Organisation 

Unit 4, Broomhill Business Complex, Broomhill 

Road, Tallaght, Dublin 24 

T: 01 4630010 

E: info@ippa.ie www.ippa.ie 

irish Steiner Kindergarten Association 

Clai House, Millpool Road, Mountshannon, Co. Clare 

T: 061 927944 

E: info@steinerireland.org 

www.steinerireland.org 

Irish Society for the Prevention of Cruelty to 

Children (ISPCC) 

29 Lower Baggot Street, Dublin 2 

T: 01 676 7960 F: (01) 678 9012 

E: ispcc@ispcc.ie www.ispcc.ie 

Katharine Howard Foundation 

ISFC, 10 Grattan Crescent, Inchicore, 

Dublin 8 

T: 01 400 2107 F:01 453 1862 

E: info@khf.ie www.khf.ie 

National Children’s Nurseries 

Association (NCNA) 

Unit 12c, Bluebell Business Park, 

Old Naas Road, Bluebell, Dublin 12 

T O01 460 1138 F:01 460 1185 

E: info@ncna.ie www.ncna.net 

National Council for Curriculum and 

Assessment (NCCA) 

24 Merrion Square, Dublin 2 

T: 01 6617177 

E: info@ncca.ie www.ncca.ie 

National Parents Council Primary 

12 Marlborough Court, Dublin 1 

T: 01 887 4034 

E: info@npc.ie www.npc.ie 

Office of the Minister for Children (OMC) 

Hawkins House, Dublin 2 

T: 635 4000 

E: omc@health.gov.ie www.omc.gov.ie 
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The Ombudsman for Children 

Millennium House, 52-56 Great Strand Street, 

Dublin 1 

T: Lo-call 1890 654 654 or O01 8656800 

E: oco@cco.ie www.oco.ie 

Pobal 

Holbrook House, Holles Street, Dublin 2 

T: 01 2400700 F: 01 661 0411 

E: enquiries@pobal.ie www.pobal.ie 

Saint Nicholas Montessori Society of Ireland 

Ground Floor, 29 Patrick Street, Dun Laoghaire, 

Co. Dublin 

T: 01 2805705 / 01 2304185 

F: 01 2805705 

E: info@montessoriireland.ie 

www.montessoriireland.ie 

UNICEF 

lrish National Committee for UNICEF 

28 Lower Ormond Quay, Dublin 1 

T: 01 878 3000 F: 01 878 6655 

E: unicefir@indigo.ie 

Health Service Executive Pre-School 
Offices 

Southern Region 

Kilkenny/Carlow: Pre-School Officer, 

Community Care Centre, James's Green, Kilkenny 

T: 056 778 4602 

Tipperary South: Pre-School Officer, 

34 Queen Street, Clonmel, Co. Tipperary 

T: 052 70931/ 29276 

Waterford: Pre-School Officer, Community Care 
Centre, Cork Road, Waterford T: 051 842897 

Wexford: Pre-School Officer, Local Health Office, 

George's Street, Wexford Town T: 053 912 3522 
Ext. 358/333 

Cork: Pre-School Inspection Team, Floor 2, 

Abbeycourt House, George’s Quay, Cork 

T: 021 492 3884 

Cork — North Cork Community Services Area: 

Pre-School Inspection Team, 

Gouldshill House, Mallow, 

Co. Cork T: 022 302000 
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Cork ~ West Cork Community Services Area: 

Pre-School Inspection Team, Coolnagarrane, 

Skibbereen, Co. Cork T: 028 40490/598 

Kerry: 19 Derry Street, Tralee, Co. Kerry 

T: 066 718 4911 

Western Region 

Sligo/Leitrim/West Cavan: Pre-School Services, 

Health Service, Executive, County, 

Markievicz House, Sligo 

T: 071 915 5100 Ext. 5346/5286 

Donegal: Pre-School Services, Health Service 

Executive, County Clinic, St. Conal’s Hospital, 

Letterkenny, 

Co. Donegal T: 074 912 3669 

Galway: Early Child Care Service, 8B Liosban 

industrial Estate, Tuam Road, Galway 

T: 091 771928/47 

Mayo: Early Child Care Services, 2nd Floor, Mill 

Lane, Bridge Street, Castlebar, Co. Mayo 

T: 094 903 4776 

Roscommon: Early Child Care Services, 

Abbeytown House, Abbey Street, Roscommon 

T: 0906 626732 

Tipperary North: Pre-School Inspection & 

Information Services, Health Service Executive, 

Annbrook, Limerick Road, Nenagh, Co. Tipperary 

T: 067 38308 

Clare: Pre-School Inspection & Information Services, 

Health Service Executive, River House, Gort Road, 

Ennis, Co. Clare T: 065 686 3902 

Limerick: Pre-School Inspection & Information 

Services, Health Service Executive, 87 O'Connell 

Street, Limerick 

T: 061 483591 

North-East Region 

Meath: Pre-School Officer, Family Resource Centre, 

Health Service Executive, Commons Road, Navan, 

Co. Meath T: 046 907 4431 

Louth: Pre-School Officer, Health Service Executive 

The Ramparts, Dundalk, Co. Louth 

T: 042 938 9623 
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Cavan/Monaghan: Pre-School Officer, 

Pre-School Services, Local Health Office, Rooskey, 

Monaghan Town 

T: 046 30400 

Laois/Offaly: HSE Pre-School Services, 

Harbour Street, Tullamore, Co. Offaly 

T: 057 932 8110 

Longford/Westmeath: Pre-School Services Office, 

Marlinstown Business Park, Springfield, 

Co. Westmeath 

T: 044 933 6070 

Kildare/West Wicklow: Pre-School Officer, 

Area 9, Poplar House, Poplar Square, Naas, 

Co. Kildare 

T: 045 873241 

East Wicklow: Pre-School Officer, Area 10, 

Loughlinstown Health Centre, Loughlinstown Drive, 

Loughlinstown, Dublin 18 

T: 01 282 2122 

Dublin Region 

Pre-School Officer, Area 10 

Loughlinstown Health Centre, Loughlinstown Drive, 

Loughlinstown Dublin 18 

T: 01 282 2122 

Pre-School Officer, Area 2 & 3 

The Maltings Business Park, 

54-55 Marrowbone Lane, Dublin 8 

T: 01 454 4733 

Pre-School Officer, Area 4 & 5 

Community Services, Cherry Orchard Hospital, 

Ballyfermot 

Dublin 10 

T: 01 620 6323/ 092 

Pre-School Officer, Area 6 

Local Health Office, North-West Dublin, 

Rathdown Road 

Dublin 7 T:01 882 5164 

Pre-School Officer, Area 7 

Local Health Office, North West Dublin, 

Rathdown Road, Dublin 7 

T: 01 882 5164 

Book 2 Enhancing Children's Learning and Development 

 



Pre-School Officer, Area 8 

The Cottage, 2 Church Road, Swords, Co. Dublin 

T: 01 840 2835 

City/County Childcare Committees 

Carlow: 16 Dublin Road, Carlow 

T: 059 9140244 

E: carlowccc@eircom.net www.carlowchildcare.com 

Cavan: Railway Station, Belturbet, Co. Cavan 

T: 049 952 9882 

E: info@cavancec.ie www.cavanccc.ie 

Clare: 1 Kilrush Road, Ennis, Co. Clare 

T: 065 686 4862 

E: info@clarechildcare.ie www.clarechildcare.ie 

Cork City: 29 Penrose Wharf, Cork 

T: 021 450 7942 

E: corkcitychildcare 1 @eircom.net 

www.corkcitychildcare.ie 

Cork County: Market House, Buttevant, 

Co. Cork T: 022 23880 

E: info@corkchildcare.ie www.corkchildcare.ie 

Donegal: Glenview Business Park, Donegal 

Road, Ballybofey, Co. Donegal 

T: 074 913 2416 

E: info@donegalchildcare.com 

www.donegalchildcare.com 

Dublin City: 108 James Street, 

The Digital Hub, Dublin 8 

T: 01 542 4100 

E: info@dccc.ie www.childcareonline.ie 

Dun Laoghaire Rathdown: 

5a Woodpark, Sallynoggin, Co. Dublin 

T: 01 236 8030 

E: info@dircountychildcare.ie 

www.dircountychildcare.ie 

Fingal: ABCO KOVEX Building, 

Swords Business Park, Swords, Co. Dublin 

T: 01 807 7660 

E: info@fingalcountychildcare.ie 

wwwingalcountychildcare.ie 
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Galway: 9B Lisoban Retail Centre, 

Tuam Road, Galway 

T: 091 752039 

E: mail@galwaychildcare.com 

www.galwaychildcare.com 

Kerry: 1 Powers Court, 

Boherbee, Tralee, Co. Kerry 

T: 066 718 1582 

E: info@kerrycountychildcare.com 

wwwikerrycountychildcare.ie 

Kildare: Woods House, Clane, Co. Kildare 

T: 045 861 307 

E: info@kildarechildcare.ie www.kildarechildcare.ie 

Kilkenny: Rear Choill Mhuire, 

Glendine Road, Kilkenny 

T: 056 7752 865 

E: info@kkccc.ie www.kkecc.ie 

Laois: 6 Lismard Court, Portlaoise, Co. Laois 

T: 057 866 1029 

E: info@lacischildcare.ie www.laoischildcare.ie 

Leitrim: Laird House, Church Street, 

Drumshanbo, Co. Leitrim 

T: 071 964 0870 

E: leitrimcountychildcare@eircom.net 

Limerick City: City Hall, Merchants Quay, Limerick 
T: 061407525 

E: childcare@limerickcity.ie 

Limerick County: 32 Main Street, 

Croom, Co. Limerick 

T: 061 600 918 

E: clec@eircom.net www.clcc.ie 

Longford: Longford Enterprise Centre, 

Ballinalee, Longford 

T: 043 42505 

E: info@longfordchildeare.ie. 

www.longfordchildcare.ie 

Louth: Unit 14, Ardee Business Park, 

Hale Street, Ardee, Co. Louth 

T: 041 685 9912 

E: info@louthchildcare.ie wwwouthchildcare.ie 
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Mayo: 1st Floor, Chambers House, Ellison Street, 

Castlebar, Co. Mayo 

T: 094 904 7010 E: 

mayochildcare@mayococo.ie www.mayocdb.ie 

Meath: 1 New Bridge, Athlumney Rd, Navan, 

Co. Meath 

T: 046 907 3010 

E: meathchildcare@eircom.net www.mccc.ie 

Monaghan: 7 The Grange, Plantation Walk, 

Monaghan 

T: 047 72896 

E: monaghanccc@eircom.net 

www.monaghanchildcare.ie 

North Tipperary: Civic Offices, Limerick Road, 

Nenagh, Co. Tipperary 

T: 067 44886 

E: childcare@northtippcoco.ie 

wwwnorthtipperarychildcare.ie 

Offaly: St Joseph's Community Centre, Kilcormac, 

Co. Offaly 

T: 057 913 5878 

E: info@offalychildcare.com 

www.offalychildcare.com 

Roscommon: Knock Rd, Castlerea, 

Co. Roscommon 

T: 094 9622 540 

E: info@roscommonchildcare.ie 

www.roscommonchildcare.ie 

Sligo: Unit 6, Cleveragh Retail Park, 

Cleveragh, Sligo 

T: 071 914 8860 

E: sligochildcare@gmail.com wwwsligochildcare.ie 

South Dublin: C6 Clondalkin Civic Offices, 

9" Lock Rd, 

Clondalkin, Dublin 22 

T: 01 457 0122 

E: info@southdublinchildcare.ie 

www.southdublinchildcare.ie 

South Tipperary: Unit 5, Ground Floor, Hughes 

Mill, Suir Island, Clonmel, Co. Tipperary 

T: 052 82274 

E: info@southtippchildcare.ie www.southcoco.ie 
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Waterford City: Unit 51, Tycor Business Centre, 

Tycor, Waterford 

T: 051 860 444 

E: waterfordcitychildcarecom@eircom.net 

www.waterfordcitychildcare.com 

Waterford County: 9 Emmet St, 

Dungarvan, Co. Waterford 

T: 058 43601 

E: waterfordcochildcare@eircom.net 

www.waterfordcoco.ie 

Westmeath: 6 St John's Terrace, Blackhall, 

Mullingar, 

Co. Westmeath 

T: 044 35454 

E: info@westmeathchildcare.ie 

www.westmeathchildcare.ie 

Wexford: 7 Castle Hill, Enniscorthy, Co. Wexford 

T: 053 9237156 

E: infowxccc@eircom.net www.wexfordchildcare.ie 

Wicklow: Kilmantin Hill, Wicklow 

T: 0404 64455 

E: info@wecc.ie www.wicklowcountychildcare.ie 

Useful electronic resources 

Curriculum information 

Curriculum for Wales (3 to 19 year old age range) 

www.childreninwales.org.uk/policy/news/8255 

National Council for Curriculum and Assessment 

www.ncca.ie 

Early Childhood Australia 

www.earlychildhoodaustralia 

Early Childhood Australia Code of ethics 

www.earlychildhoodaustralia.org.au/code_of_ethics/ 

code_of_ethics_literature_review 

Children’s welfare documents 

Child Protection, guidelines and procedures, DES 

2001 

http//www.education.ie/serviet/blobservlet/padmin_ 

child_protection.pdf 

Children First www.doh.ie/publications/cf 

Our Duty to Care ~www.doh.ie/publications/ourduty 
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Diversity 

Eist Project +www.paveepoint.ie/progs_child 

Equality and Diversity Early Childhood National 

Network 

ecce@pavee@iol.ie 

Early childhood education and care research 

National Institute for Early Education Research 

www.nieer.org 

National Children’s Bureau 

www.ncb.org.uk 

Education Matters 

www.educationmatters.ie 

Society for Research in Child Development, Archive 

of summaries of articles from Child Development 

www.srcd.org/psarchive 

Early childhood education and care support 

organisations 

Barnardos Ireland 

www.barnardos.ie 

Barnardos Australia 

www.barnardos.org.au 

Barnardos New Zealand 

www.barnardos.org.nz 

Barnardo's UK 

www.barnardos.org.uk 

Child Care Human Resources Sector Council, 

Canada 

www.ccsc-cssge.ca/english 

Childcare Directory... Ireland's directory for childcare 

www.childcare.ie 

End Child Poverty Coalition 

www.endchildpoverty.ie 

European Forum for Child Welfare 

www.efcw.org 

Early Child Development, World Bank 

www.worldbank.org/children/what/ 

Focus Ireland 

www-focusireland.ie 

4Children (formerly Kids Club Network) 

www.4children.org.uk/about/view/node/8 
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High/Scope Educational Research Foundation 

www. highscope.org 

lrish Steiner Kindergarten Association 

www.sieinerireland.org/ 

International Forum for Child Welfare 

www.ifcw.org 

International Youth and Child Care 

www.cyc-net.org 

IPPA - the Early Childhood Organisation 

www.ippa.ie 

National Children’s Bureau 

www.ncb.org.uk 

National Children's Nurseries Association 

www.ncna.net 

National Network for Child Care, USA 

www.nncc.org 

National Parent's Council 

www.npc.ie 

National Youth Council of Ireland (NYCI) 

www.youth.ie 

NVCC - National Voluntary Childcare Collaborative 

www.nvec.ie 

Early Years 

ww.nippa.org 

Pavee Point 

www,paveepointie 

Playboard, Northern Ireland 

www. playboard.org 

Pre School Learning Alliance, UK 

www.pre-school.org.uk 

The Drugs Awareness Programme 

www.dap.ie 

Simply Signing - Sign language for babies 

www.simplysigning.ie 

Sure Start, UK 

www.surestart.gov.uk 
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Treoir - National Information Service for Unmarried 

Parents and their Children 

www .treoir.ie 

UNICEF 

www.unicef.org 

Zero To Three, USA 

www.zerotothree.org 

Early childhood education and care support 

networks 

High/Scope Trainers Network (Ireland) 

www.highscopetrainers.ie 

Irish Childcare Policy Network 

www.icpn.ie 

frish Childcare Information Network 

www.cecde.ie/english/icin.php 

Equality and Diversity Early Childhood National 

Network 

E: ecce@pavee.iol.ie 

Government Departments and Offices 

All Legislation 

wwwairishstatutebook.ie 

Department of Education and Science 

www.education.ie 

Department of Health and Children 

www.doh.ie 

Department of Justice, Equality and Law Reform 

www justice.ie 

Department of Social and Family Affairs 

www.welfare.ie 

Office of the Minister for Children 

www.omc.gov.ie 

Office of the Ombudsman for Children 

WWw.0CO.ie 

Rights of the Child 

Charter of Rights for Children and Young People in 

Care, Ireland 

www.childrens-charterofrights.com 

Children's Rights Alliance 

www.childrensrights.ie 

Child Rights Information Network 

www.crin.org 

Equality Authority §www.equality.ie 

Ombudsman for Children (lreland) 

www.0oco.ie 

Policy information 

Children in Scotland's ‘Policy Info Service’ 

www.childpolicyinfo.childreninscotland.org.uk/ 

Children in Northern Ireland's ‘Child Policy Info 

Service’ 

www.ci-ni.org/index.php/index_no_link_rss/child_ 

policy_info_home 

Children in Wales ‘Child Policy Information in Wales’ 

www.childreninwales.org.uk/1 112 

Electronic newsletters on education and care 

Activelink: Community Exchange 

www.activelink.ie 

Child Care Exchange Every Day 

www.childcareexchange.com 

Daily News Digest, Barnardos 

www. barnardos.ie 

4 Nations Child Policy Network 

www.childpolicy.org.uk 

Irish Childcare Information Network 

contact peadar.cassidy@spd.dcu.ie 

www. cecde.ie 

Barnardos’ Training and Resource Service 

contact resources@barnardos.ie 

www.barnardos.ie 

Practice Links contact Kenneth Burns at 

K.Burns@ucc.ie 

ww.ucc.ie/acad/appsoc 

Training 

Further Education Training Authority Council 

www.fetac.ie 

National Qualifications Authority of Ireland 

www.nqai.ie 
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Barnardos’ Training and Resource Service 

Christchurch Square, Dublin 8 

T: 01 454 9699 F: 01 453 0300 

E: resources@barnardos.ie or training@barnardos.ie 

www.barnardos.ie 
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