



[image: ]








[image: image]








Orders: please contact Bookpoint Ltd, 130 Milton Park, Abingdon, Oxon OX14 4SB. Telephone: (44) 01235 827720. Fax: (44) 01235 400454. Lines are open from 9.00 - 5.00, Monday to Saturday, with a 24 hour message answering service. You can also order through our website www.hoddereducation.co.uk


[image: ]


If you have any comments to make about this, or any of our other titles, please send them to educationenquiries@hodder.co.uk


[image: ]


British Library Cataloguing in Publication Data
A catalogue record for this title is available from the British Library


ISBN: 978 1 4441 7099 3
eISBN: 978 1 4441 8947 6


This Edition Published 2012


Copyright © 2012 Carolyn Meggitt, Tina Bruce, Julian Grenier


All rights reserved. No part of this publication may be reproduced or transmitted in any form or by any means, electronic or mechanical, including photocopy, recording, or any information storage and retrieval system, without permission in writing from the publisher or under licence from the Copyright Licensing Agency Limited. Further details of such licences (for reprographic reproduction) may be obtained from the Copyright Licensing Agency Limited, of Saffron House, 6-10 Kirby Street, London EC1N 8TS.


Cover photo © BRAD–Fotolia
Typeset by Datapage (India) Pvt. Ltd.
Printed in Italy for Hodder Education, An Hachette UK Company, 338 Euston Road, London NW1 3BH.







Acknowledgements


We would like to thank the following people for their contributions: Chris Rice for her help with the section on operant conditioning; Ruth Forbes and the parents for the case studies of babies; Michelle Samson and Judith Stevens for their help on special needs and inclusion; Cathal Ryan for invaluable insights into safeguarding; Anne-Louise de Buriane and the staff and families of Langford Extended Primary School; Laura Meggitt, Community Play Specialist, for her valuable insights and for providing many of the early years case studies; everyone on the staff team at Kate Greenaway Nursery School and Children’s Centre.


Thank you also to: the editorial team at Hodder Education, particularly Colin Goodlad, Publisher, and Chloé Harmsworth, Desk Editor, for all their hard work and support; Llinos Edwards, Freelance Copy-editor, who always manages to make everything clearer at each stage of writing.


The publishers would like to thank Teena Kamen for her help in preparing the manuscript.


Please note that all legislation, policies and so on were correct at time of publication.




Photo credits


All photos © Justin O’Hanlon, except:


Figures: 1.1 © Gideon Mendel/Corbis; 1.2 © tungphoto – Fotolia; 2.4 © philipus – Fotolia; 2.5 © Tamas Vargyasi – Fotolia; 3.5 © Louth Eastfield Infants’ & Nursery School; 4.11 © Courtesy of Community Hygiene Concern; 4.12 © DR P. MARAZZI/SCIENCE PHOTO LIBRARY; 6.1 photography © Save the Children; 6.5 © FASawareUK; 8.1 © Sergej Khackimullin – Fotolia; 8.4 © Elly Godfroy/Alamy; 8.5 © Dalia Drulia – Fotolia; 8.7 © Vally – Fotolia; 9.1 © Foundation for the Study of Infant Deaths; 9.3 © ASTIER/SCIENCE PHOTO LIBRARY; 9.4 © Gusto Images/Science Photo Library; 9.5a © PHOTOTAKE Inc./Alamy; 9.5b © Medical-on-Line/Alamy; 9.6 © Arvind Balaraman – Fotolia; 9.7 © HATTIE YOUNG/SCIENCE PHOTO LIBRARY; 9.8 © Aleksandar Kosev – Fotolia; 9.9 © Wong-Baker FACES Foundation 1983; 9.10a © Ian Hooton/Science Photo Library; 9.10b © Carolyn A Mckeone/Science Photo Library; 10.2 © Vadim Ponomarenko – Fotolia.com; 10.4 © micromonkey – Fotolia; 10.5 © Monkey Business – Fotolia; 11.5 © Brian Mitchell/Corbis; 11.6 © Jaren Wicklund – Fotolia; 11.7 © Fotosearch/Getty Images; 12.2 © Monkey Business – Fotolia.com; 13.1a © outlook/Alamy; 13.1b © TEMISTOCLE LUCARELLI – Fotolia; 13.1c © BSIP, Bajande/Science Photo Library; 13.1d © Reagan Pannell/Alamy; 13.1e © Stephanie Rausser/Iconica/Getty Images; 13.2a © Vivid Pixels – Fotolia; 13.2b © Lev Olkha – Fotolia; 13.2c © 2009 Benjamin Loo – Fotolia; 13.2d © ImageState Media; 13.2e © Creatas/Photolibrary.com; 13.2f © lisalucia – Fotolia; 13.4 © David Taylor/Alamy; 13.6 © Stephen Coburn/Fotolia.com; 13.7 © Julian Rovagni/Fotolia.com.


Figures 1.3, 6.6, 8.3, 8.6, 10.3 © Andrew Callaghan.


Figures 6.7, 8.2, 12.1 © David Meggitt.


Figure 4.10 © Tom Bruce.


Figures 6.3 (Just Eat More Portion Poster) and 10.1 (The Eatwell Plate) © Crown copyright material as reproduced with permission of the Controller of HMSO and the Queen’s Printer for Scotland.


Illustrations by Barking Dog Art, Oxford Designers and Illustrators and Kate Nardoni/Cactus Design and Illustration.




1 An introduction to working with children: Unit 1
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Learning outcomes


In this chapter, you will learn:




1. The range of provision for children.


2. An initial understanding of the roles and responsibilities in promoting the rights of children.


3. What is meant by professional practice.


4. The principles and values that underpin working with children.


5. How to develop relevant study and time management skills.
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Section 1: The range of provision for children


The main types of provision for children


Provision for children means the whole range of services that are specifically provided for children. Provision includes education and care services, health services, social services, and leisure and recreation services.


Services for children may be divided into four categories:




1 Statutory services: these are provided by the government (or state). The services that are provided are set by laws passed in Parliament.


2 Voluntary services: these are provided by organisations such as charities. Volunteers and paid staff provide services in the same way as in the statutory sector. Some or all of their funding comes from donations, and some are subsidised by the state.


3 Private services: these are profit-making services offered by private providers, and include private nurseries and private preparatory schools. They are inspected to ensure that the health and safety of the children are maintained.


4 Independent services: these are provided independently of the state and do not receive government funding; they include independent schools, which do not have to comply with the national curriculum of their home country because they are independent of the state.





Chapter 8 describes all these services and their roles in providing for children in detail.


Health services for children and their families


Most health services for children are statutory and free. The government’s Department of Health is responsible for providing health care through the National Health Service (NHS), which was set up in 1948 to provide free health care to the entire population. Children are entitled to receive free health services provided by:





•  GPs – or family doctors



•  health visitors



•  clinics



•  hospitals.





Social services for children


Most social care services for children are statutory and free. Statutory social services were brought together under a director of children’s services in each local authority following the Children Act 2004.


Social services provide a range of care and support for children and families, including:





•  social workers



•  residential child care



•  foster care



•  outreach service through Children’s Centres.





Education services for children: integrated care and education


Statutory services


Most education services are statutory and free. Statutory education services include the following:





•  The Sure Start programme (introduced in 1999) which brought together services for pre-school children and their families including early education, child care, health and family support.



•  The Early Years Foundation Stage (EYFS): a comprehensive statutory framework (introduced in England in 2008 and in force until 31 August 2012, when a revised, simpler EYFS is being introduced 1st September 2012) that set the standards for the care, learning, and development of young children from birth to five.
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•  Children’s Centres: the majority of these were developed from Sure Start local programmes, Neighbourhood Nurseries and Early Excellence Centres. Sure Start Children’s Centres are places where children under five years old and their families can receive seamless holistic integrated services and information, and where they can access help from multidisciplinary teams of professionals.



•  Maintained nursery schools: these offer either full-time or part-time places for children of three years to the equivalent of the end of the Reception Year. Some children may start at two years, but only if there is a recommendation and joint decision by the education, health and social services departments.



•  Nursery classes and nursery units: nursery classes are attached to primary schools. The headteacher of the primary school may or may not be an expert in early years education. Nursery units are usually in a separate building with a separate coordinator.



•  Infant schools: children start at infant school between the ages of four and five in a Reception class. Reception is the final part of the Foundation Stage. Pupils then transfer to Year One in the September following their fifth birthday, and to Year Two the following year. At the end of this time, pupils will move to a linked junior school.





Voluntary services


These services include:





•  Community nurseries: these are often funded by voluntary organisations, such as Barnardo’s, the Royal National Institute for the Blind (RNIB), Sense and Scope.



•  Pre-schools and playgroups: many (but not all) are affiliated to the Pre-school Learning Alliance, which was set up in 1961 at a time when there was concern from parents at the lack of nursery education available. They usually offer part-time services, and offer perhaps two or three half-day sessions a week, often in a church hall. This type of provision is often the only one available in rural areas.



•  Day schools, residential special schools, or specialist voluntary groups which support children in mainstream education.





Private services


These services include:





•  Private nurseries, nursery schools and day nurseries: these are legally required to be registered and inspected, and to follow the current Early Years Foundation Stage (EYFS) statutory framework.



•  Private infant schools: these are usually called preparatory schools. These schools are also required to follow the EYFS in Reception year.



•  Childminders, nannies and grandparents: children are looked after in the childminder’s home (HLE = Home Learning Environment), or in their own homes by grandparents or nannies. Childminders are offered training through the National Childminding Association, CACHE and childminding networks in local authorities. Nannies sometimes live with a family, but not always. Sometimes, they look after children from several different families.
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Key terms


Sense – Sense is a national charity that supports and campaigns for children and adults who are deafblind. SENSE provides tailored support, advice and information as well as specialist services to all deafblind people, their families, carers and the professionals who work with them. It also supports people who have a single sensory impairment with additional needs.


Scope – Scope is a charity that works with disabled people of all ages and their families, across England and Wales.
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Leisure and recreation services


Some of these services are statutory and are provided by the local authority, while others are privately owned and managed:





•  sports centres, children’s gyms



•  music groups



•  parks



•  adventure playgrounds and soft play areas



•  holiday schemes and activities



•  lessons, such as dance and drama



•  clubs, for example, Beavers, Cubs and Scouts; Rainbows, Brownies and Guides; Woodcraft Folk



•  libraries.





The implications of funding for the statutory and independent sectors


Statutory services


These services are provided free of charge. Some statutory services are provided by central government and are funded from central taxation – for example, the National Health Service (NHS). Others are provided by local government and funded by a combination of local and central taxation – for example, education and social service departments.


Voluntary services


These organisations (mostly charities) rely on most or all of their funding from donations. They may also provide some of the statutory services, and will be paid by the local authority or government for these services. They are often staffed by volunteers and do not make any profit; any spare income is used to improve the quality of their service.
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Private and independent services


These services include private day nurseries, private nursery schools, preparatory schools and kindergartens. They are available for those parents who can afford them, although some financial support is available through government schemes.


Government financial schemes


Childcare Tax Credit


Those parents who are eligible for Tax Credits may be eligible for Childcare Tax Credit which can help with up to 70 per cent of their childcare costs. This help is based on the parents’ income.


Nursery Education Grant (NEG)


The government has recently introduced a scheme under which all three- and four-year-olds will get a free place at a nursery for at least 15 hours per week: over three days per week for five hours per day, or over five days per week for three hours per day. This money is available for public and private nurseries, registered playgroups and childminders who are accredited members of a childminding network. Because early years education places run on the school schedule, they are only available in term time and do not cover holiday provision. They are available for at least 38 weeks per year. The local authority pays the grant directly to the early education provider up to a certain maximum for three terms. If parents use a nursery for full daycare, the grant will pay for part of the day and parents will continue to pay for the rest.





[image: ]






Research Activity


Choose one of the following services for young children and their families:




•  children’s gyms or dance lessons


•  parent and toddler groups


•  adventure playgrounds


•  children’s clubs.





Find out what services are available in your local area. Your local library will have information to help you.


How are the services run, and how much do they cost?
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Section 2: Promoting the rights of children


What are children’s rights?


Children are entitled to basic human rights such as food, health care, a safe home and protection from abuse. However, children are a special case because they cannot always stand up for themselves. They need a special set of rights which take account of their vulnerability and which ensure that adults take responsibility for their protection and development.


The UN Convention on the Rights of the Child (1989)


This is an international treaty that applies to all children and young people under the age of 18 years. It spells out the basic human rights of children everywhere. All children – without discrimination – have the right to:





•  survive



•  develop to their fullest potential



•  be protected from harmful influences, abuse and exploitation



•  participate fully in family, cultural and social life



•  express and have their views taken into account on all matters that affect them



•  play, rest and enjoy leisure.





This important treaty has been signed by almost every country in the world.


Children and young people have responsibilities as well as rights. Many have jobs, some care for relatives, a large proportion are school or college students; they all must respect other people’s rights and act within the law. However, these responsibilities do not detract from their human rights, which everybody has from the moment of their birth.


A parent is responsible for the care and upbringing of their child. The Children and Young Persons Act 1933 imposes criminal liability for abandonment, neglect or ill treatment upon any person over the age of 16 years who is responsible for a child under 16 years. Because parental responsibility cannot be surrendered or transferred, parents are liable for neglecting their child if they choose an inadequate babysitter.


The rights embodied by the UN Convention which particularly relate to child care and education are these:





•  Children have the right to be with their family or with those who will care best for them.



•  Children have the right to enough food and clean water for their needs.



•  Children have the right to an adequate standard of living.



•  Children have the right to health care.



•  Children have the right to play.



•  Children have the right to be kept safe and not hurt or neglected.



•  Disabled children have the right to special care and training.



•  Children must not be used as cheap workers or as soldiers.



•  Children have the right to free education.
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Activity


Exploring children’s rights


‘In the UK it is still both legal and socially acceptable for parents to smack their children’


After considering the case of a boy who had been beaten regularly by his stepfather with a three-foot garden cane between the ages of five and eight, the European Court of Human Rights ruled in 1998 that the British law on corporal punishment in the home failed to protect children’s rights. The stepfather had been acquitted (found innocent) by a British court of causing actual bodily harm. The stepfather had argued that the beating was ‘reasonable chastisement’; this means that parents could use a degree of force in order to discipline their children. Recent changes to the law have removed this defence, which dates back to 1860. Current legislation, enforced under the Children Act 2004, still allows parents in England and Wales to administer moderate punishment as long as there is no reddening of the skin or if it causes harm such as bruising or mental harm.


Task 1


Individually, find out all you can about:




•  the arguments against smacking children – in particular, investigate the work of the Children are Unbeatable! Alliance whose aims are







(a) to seek legal reform to give children the same protection under the law on assault as adults, and


(b) to promote positive, non-violent discipline (www.childrenareunbeatable.org.uk).







•  the arguments for parents’ right to smack their own children. For example, look into the Parents Have Rights campaign which is against any legislation that interferes with a parent’s right to punish their children as they see fit (www.families-first.org.uk).





Task 2


In two groups, organise a debate on the issue of smacking children.


Group A will argue that ‘The law should be changed so that physical punishment of children is never permitted’.


Group B will argue that ‘Parents have the right to use whatever method of discipline works best for their children’.


Task 3


Prepare a fact file on the debate on smacking for the use of future students. Include a list of useful addresses and websites. Ensure that you find out about any recent changes to these laws in Scotland and elsewhere in the UK.
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Value diversity, promote inclusiveness and differentiate activities


Planning the general learning environment


Planning begins with the observation of the child as a unique, valued and respected individual, with their own interests and needs. We could say this is all about getting to know the child. But further general planning is also necessary, because there is only so much that children can learn on their own. They need an environment that has been carefully thought through, along with the right help in using that environment. This aspect of planning ensures that the learning environment indoors and outdoors is balanced in what it offers, so that it helps all children in general but also caters for individual children.


All children deserve the best possible start in life and support that enables them to fulfil their potential. Children develop quickly in the early years and a child’s experiences between birth and age five years have a major impact on their future life chances. A secure, safe and happy childhood is important in its own right. Together with good parenting, high quality early learning provides the foundation which children need to make the most of their abilities and talents as they grow up.





[image: ]






EYFS 2012


The EYFS:




•  ensures quality and consistency across early years settings, so that every child makes good progress and no child gets left behind


•  provides a secure foundation through learning and development opportunities which are planned around the needs and interests of each individual child, assessed and reviewed regularly


•  supports partnership working between professionals and parents, and between different early years settings


•  provides equality of opportunity and anti-discriminatory practice, ensuring that every child is included and supported.





The four overarching principles of the EYFS are:





1 A unique child



2 Positive relationships



3 A positive environment



4 Children develop and learn in different ways and at different rates.





Each principle is supported by four commitments which emphasise inclusive practice (children’s entitlements, early support, equality and diversity). (See Section 4 of this chapter, page 17, for more details about these principles.)
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A curriculum which includes all children


Most children learn in a rather uneven way. They have bursts of learning and then they have plateaux when their learning does not seem to move forward (but really they are consolidating their learning during this time). This is why careful observation and assessment for learning of individual children plus a general knowledge of child development are all very important. In the EYFS, observation, inclusion, assessment and record-keeping will be supported by DfES guidance (Enabling Environments, EYFS). Catching the right point for a particular bit of learning during development is a skill. So is recognising the child’s pace of learning. Children have their own personalities and moods. They are affected by the weather, the time of day, whether they need food, sleep or the lavatory, the experiences they have, their sense of wellbeing and their social relationships with children and adults.


Gifted and talented children


People who are talented in music, dance and mathematics tend to show promise early in their lives. The most important thing is that adults provide a rich and stimulating learning environment, indoors and outdoors, which encourages children to develop and extend their thinking, understand and talk about their feelings, and understand themselves and others. It is frustrating for gifted children when they are constrained and held back in their learning.


It is also important to remember that however gifted or talented a child may be in a particular respect, he or she is still a child. They need all the things that any child needs, and should not be put under pressure to behave and learn in advance of their general development.


Children with special educational needs (SEN) and disabilities


Some children will be challenged in their learning, and those working with children with SEN and disabilities will need to be particularly resourceful, imaginative and determined in helping them to learn.


Many children with SEN and disabilities are underestimated by the adults working with them. For example, most six-year-old children can run confidently across a field. However, in general, visually impaired children in mainstream settings are not expected to try to do this, and so they do not attempt it. No one suggests it to them or offers them help to do it. With the right help, the child might manage it, becoming physically more confident and mobile as a result. The experience of running across a field depends on the child’s development, personality and mood. Walking hand-in-hand first might be important. Talking as you go helps. The child may need tips about picking up their feet, and eventually perhaps running towards your voice. If the child tumbles he will need reassurance, and not an anxious adult. Saying ‘Can I help you up?’ is more helpful than rushing over and asking ‘Are you hurt?’.


Valuing and respecting the child’s culture and family background


Every child needs to be included and to have full access to the curriculum, regardless of their ethnic background, culture, language, gender or economic background. No child should be held back in their learning due to restricted access to learning opportunities.


In order to plan, it is important to work closely in partnership with the child’s parents or carers. Practitioners sometimes talk about ‘my children’, but children are unique individuals. When parents and practitioners work well together, respecting what they each bring to the partnership in a spirit of respect and trust, with a genuine exchange of information and knowledge, the child gains and so do the parents and staff (EYFS Positive Relationships; Parents as Partners).


Section 3: Professional practice


All those working with children and young people are bound by the law to respect the rights of children, young people and their families. In addition to the legal aspects, being a professional means that you must ensure that all children feel included, secure and valued; this is the cornerstone of a positive, integrated environment. As a professional, your practice should adhere to the CACHE values (see page 10) and also to any policies and codes of practice in your work setting. Professional practice should include:





•  developing positive relationships with parents in order to work effectively with them and their children



•  understanding the extent of your responsibilities and being answerable to others for your work



•  working effectively as part of a team




•  knowing the lines of reporting and how to get clarification about your role and duties



•  understanding what is meant by confidentiality and your role in the preserving of secret or privileged information that parents or others share with you about their children or themselves.





What qualities make a good early childhood practitioner?


Above all else, an early childhood practitioner needs to like children and enjoy being with them. Caring as a quality is largely invisible, difficult to quantify and more noticeable when absent than when present. The main individual characteristics required are shown in the box below.
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Guidelines for important personal qualities in an early childhood practitioner





1 Listening: attentive listening is a vital part of the caring relationship. Sometimes a child’s real needs are communicated more by what is left unsaid than by what is actually said. Facial expressions, posture and other forms of body language all give clues to a child’s feelings. A good carer will be aware of these forms of non-verbal communication (EYFS Positive Relationships – Listening to Children).



2 Comforting: this has a physical side and an emotional side. Physical comfort may be provided in the form of a cuddle at a time of anxiety, or by providing a reassuring safe environment to a distressed child. Touching, listening and talking can all provide emotional comfort as well (EYFS Positive Relationships – Key Person).



3 Empathy: this should not be confused with sympathy. Some people find it easy to appreciate how someone else is feeling by imagining themselves in that person’s position. A good way of imagining how a strange environment appears to a young child is to kneel on the floor and try to view it from the child’s perspective.



4 Sensitivity: this is the ability to be aware of and responsive to the feelings and needs of another person. Being sensitive to other people’s needs requires the carer to anticipate their feelings; for example those of a child whose mother has been admitted to hospital, or whose pet dog has just died.



5 Patience: this involves being patient and tolerant of other people’s methods of dealing with problems, even when you feel that your own way is better.



6 Respect: a carer should have an awareness of a child’s personal rights, dignity and privacy, and must show this at all times. Every child is unique, and so your approach will need to be tailored to each individual’s needs.



7 Interpersonal skills: a caring relationship is a two-way process. You do not have to like the child you are caring for, but warmth and friendliness help to create a positive atmosphere and to break down barriers. Acceptance is important: you should always look beyond the disability or disruptive behaviour to recognise and accept the person.



8 Self-awareness: a carer is more effective if they are able to perceive what effect their behaviour has on other people. Being part of a team enables us to discover how others perceive us and to modify our behaviour in the caring relationship accordingly.



9 Coping with stress: caring for others effectively in a full-time capacity requires energy, and it is important to be aware of the possibility of professional burn-out. In order to help others, we must first help ourselves: the carer who never relaxes or develops any outside interests is more likely to suffer ‘burn-out’ than the carer who finds his or her own time and space.
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Key term


Empathy – The ability to understand and share the feelings of another.
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Your role – boundaries and limits


The skills required by the professional early childhood practitioner need to be practised with regard to certain responsibilities. (These aspects are covered more fully in Chapter 5.)
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Guidelines for your responsibilities as a professional early childhood practitioner





1 Respect the principles of confidentiality: confidentiality is the preservation of secret (or privileged) information concerning children and their families which is disclosed in the professional relationship. It is a complex issue which has at its core the principle of trust. The giving or receiving of sensitive information should be subject to a careful consideration of the needs of the children and their families; for example, a child who is in need of protection has overriding needs which require that all relevant information be given to all the appropriate agencies, such as social workers, doctors, etc. Within the child care and education setting, it might be appropriate to discuss sensitive issues, but such information must never be disclosed to anyone outside the setting.



2 Commitment to meeting the needs of the children: the needs and rights of all children should be paramount, and the early childhood practitioner must seek to meet these needs within the boundaries of the work role. Any personal preferences and prejudices must be put aside; all children should be treated with respect and dignity, irrespective of their ethnic origin, socio-economic group, religion or disability. The equal opportunities code of practice involved will give detailed guidelines, together with EYFS.



3 Responsibility and accountability in the workplace: the supervisor, line manager, teacher or parent will have certain expectations about your role, and your responsibilities should be detailed in the job contract. As a professional, you need to carry out all your duties willingly and to be answerable to others for your work. It is vital that all workers know the lines of reporting and how to obtain clarification of their own role and responsibility. If you do not feel confident in carrying out a particular task, either because you do not fully understand it or because you have not been adequately trained, then you have a responsibility to state your concerns and ask for guidance.



4 Respect for parents and other adults: the training you have received will have emphasised the richness and variety of child-rearing practices in the UK. It is an important part of your professional role that you respect the wishes and views of parents and other carers, even when you may disagree with them. You should also recognise that parents are usually the people who know their children best; and in all your dealings with parents and other adults, you must show that you respect their cultural values and religious beliefs (EYFS Positive Relationships – Parents as Partners).



5 Communicate effectively with team members and other professionals: the training you have received will have emphasised the importance of effective communication in the workplace. You will also be aware of the need to plan in advance for your work with young children: knowledge of children’s needs in all developmental areas will enable you to fulfil these within your own structured role.
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Developing appropriate relationships with children


See also Chapter 3, page 143 for developing relationships with adults and children.



The CACHE values


In line with the CACHE values, you need to ensure that the child or young person is at the centre of your practice – that their needs are paramount.


Treat children and young people with respect


This means you:





•  give only essential directions and allow children to make choices



•  set appropriate directions which are realistic and consistent



•  ask open-ended questions to encourage language development



•  avoid labelling children



•  are warm and positive in a way which affirms children.





Keep children and young people safe


This means you:





•  ensure they are supervised at all times



•  ensure children are safe at all times: make sure that all potentially dangerous materials and objects are kept out of their reach and that consideration is made of a child’s stage and individual ability in the use of scissors, knives, etc.





Value and respect children and young people


This means you:





•  listen to them



•  do not impose your own agendas on them



•  do not single out any one child for special attention



•  ensure that children maintain control over their own play



•  are friendly, courteous and sensitive to their needs



•  praise and motivate them; display their work



•  speak to the child not at the child; with young children, this means getting down to their level; with young people you should ensure that you maintain eye contact



•  respect their individuality



•  develop a sense of trust and caring with each child and young person.





Emotional attachment to children


Child care practitioners are often concerned, or feel that parents are anxious, about young children becoming too attached to staff. However, babies and young children need to form close attachments with significant adults in their lives, and they cannot become too closely attached. Some young children spend many hours in group settings outside the home – they need and ought to develop attachments to their key person. Parents who work long hours may experience a conflict of emotions. They want their child to be happy and secure in nursery care, but they do not want to feel forgotten or pushed out; parents often feel a real anxiety when their child shows affection for their key person.
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Physical contact with babies, children and young people


Babies and very young children need physical contact – they need to be held and cuddled in order to develop emotionally. Hugging a baby, comforting a child when they are upset, putting a plaster on them, changing their wet pants – all these are everyday ways in which adults care for young children. However, there is a growing concern among child care professionals about touching children in their care. Researchers say that there is anxiety and uncertainty about what is acceptable and what is not when it comes to innocent physical contact with children. If teachers and other child care professionals are no longer allowed to offer comforting hugs – or sometimes even to put on a plaster or sun cream – their relationship with the children they look after will certainly suffer.


Your setting should have a code of conduct which will give clear guidelines on appropriate physical contact with the children or young people in your care. What is appropriate physical contact with a baby or toddler – such as hugging them when upset or sitting them on your lap to explain something – will not be seen as appropriate with an older child (the EYFS also gives guidance on this).


Maintaining a professional attitude


It is important to remember that your relationship with the children in your care is a professional one. You should always be friendly and approachable but not try to take the place of the child’s parents. Similarly, you should communicate with each child at a level which is appropriate to their stage of development and their holistic needs – you should not yourself behave as a child when interacting with them.


Developing appropriate relationships with colleagues and other adults


Most early years practitioners work with colleagues within a team. There are certain benefits for each individual from working in a team. These include:





•  the sharing of responsibility – as well as knowledge



•  a sense of belonging and a sharing of problems, difficulties and successes



•  staff weaknesses being balanced by other people’s strengths



•  children and young people benefit from seeing people working well together.





There will always be areas in your work where you experience conflict or stress – these are discussed in Chapter 4.


Communication skills


Although your main job is to care for and educate young children, you will also need to develop positive relationships with adults. These adults will (for the most part) be your colleagues and parents of the children. However, you may also need to interact or communicate with other family members and other professionals involved with the children.


Communication has many different forms: verbal, non-verbal (including signing), written and pictorial.


Verbal communication


For verbal communication to be effective, consideration needs to be given to:





•  tone of voice: this can be as important as the words actually spoken



•  pace of speech: some parts of the message may be missed if you talk too quickly



•  clear pronunciation: words that are mumbled may not be heard easily



•  volume of speech: speaking too softly or too loudly



•  language used



•  accent or dialect.





When talking on the telephone, even though the other person cannot see you, he or she will usually be able to sense when you are not giving your full attention to the conversation.


Non-verbal aspects of communication


Non-verbal communication is widely used by everyone, often without any words being spoken. Waving hello or goodbye, beckoning someone, a smile or ‘thumbs up’ sign convey messages. Used in conjunction with speech they aid understanding.





•  Eye contact: perhaps the most important aspect of non-verbal communication is eye contact. It is extremely difficult to hold a conversation or communicate in any way without it. A practitioner who is listening to a child, young person, parent or carer will therefore use eye contact to express sincerity and empathy – and to show that he or she is attending carefully. However, it is important to be aware that, in certain cultures, mutual eye contact is considered disrespectful. Practitioners should adapt their use of eye contact accordingly.



•  Body language: refers to the way we stand or sit (upright, slouched, tense, relaxed), the way we hold ourselves, or our posture.
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•  Gestures: most of us use gestures when we speak: shrugging, shaking the head or perhaps to point to something. Indeed, some people cannot communicate without using their hands and arms!



•  Touch: sometimes it may be appropriate to use touch as a gesture of sympathy, reassurance or guidance, or particularly when communicating with a person who is visually impaired.



•  Facial expressions: our facial expressions are important in conveying what we mean and how we feel. We judge whether another person has understood what we are saying and how they feel about it by watching facial expressions.





Failure to make eye contact and a ‘closed’ body stance (arms folded or held across body, hunched body) can make effective communication very difficult. Similarly, an adult with a tense, possibly aggressive, body stance also poses difficulties in communicating effectively. When faced with either of these examples, it is important to interact and respond in a way that reassures him/her.
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Barriers to communication


There can be many barriers to communication:





•  a visual or hearing impairment



•  a different first or ‘preferred’ language



•  strong accent or dialect



•  technical or specialist language not being understood



•  too much background noise or poor acoustics



•  poor lighting so that facial expressions cannot be seen clearly.
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Activity


Active listening


Working in threes, with one observer, one sender (parent, in this case) and one receiver (practitioner), carry out a conversation in which the parent talks about his/her difficulty sleeping and his/her tiredness.




•  In the first instance, the receiver should not give any eye contact or indication that he or she is listening – no nodding, grunting or murmuring.


•  How long can the sender try to make conversation? Discuss how the sender feels.


•  Then change to active listening: the receiver should try to adopt an ‘open’ posture, maintain eye contact (without staring), indicate that he or she is listening and, at an appropriate point in the conversation, reflect back what he or she has been told.


•  Change roles so that everyone tries each one.
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Active listening


Developing good listening skills is very important. Most importantly, active listening involves eye contact (or, for visually impaired people, a light touch on the hand or arm to show your presence), an open body position, an interested facial expression and some murmurs of encouragement or nodding to reassure the speaker or sender that attention is being paid. To be an effective listener, you need to concentrate on the sender and understand the message that is being sent. This is different from an ordinary conversation in which you may exchange information about similar experiences and compare them. To ensure that you have understood the message, you should ‘reflect back’ the main points or concerns using some of the same words and checking before the sender continues. However, it is important to be aware that, in certain cultures, mutual eye contact is considered disrespectful. Practitioners should adapt their use of eye contact accordingly.


In the following example, the early years practitioner immediately recalls her own experiences rather than focusing on and responding to the parent.


Parent: I slept very badly last night, I just couldn’t get comfortable.


Practitioner: I’m really tired too. My little boy kept crying and I couldn’t get him off to sleep till 3 o’clock this morning.


See Chapter 5 for more on communication skills.


Section 4: The principles and values underpinning work with children


All people working with children and young people must work within a framework that embodies sound principles and values (see also Chapter 5).


The welfare of the child and young person is paramount


There are a number of basic principles that you should bear in mind when working with children and young people:





•  Put children and young people first by treating their opinions and concerns seriously.



•  Show compassion and sensitivity.



•  Be aware that your body language can give away what you are really feeling.



•  On no account must you slap, smack, shake or humiliate a child or young person. Besides going against the principles of child care, this is also abuse.



•  As the responsible adult, it is your job to remain in control of every situation while respecting the child.





Every Child Matters (ECM)


The Children Act 2004, Every Child Matters, Change for Children and the EYFS set out an expectation for services to improve the way they work together to give all children and young people the best possible opportunity to grow up by experiencing the following outcomes:





•  being healthy



•  staying safe



•  enjoying and achieving



•  making a positive contribution



•  achieving economic wellbeing.





Being healthy


This involves promoting a healthy lifestyle so that children and young people are able to enjoy good health. The Plan aims to:





•  provide parents and carers with access to advice, information and support to promote healthy choices



•  provide a range of services to promote children and young people’s physical health – for example, sports sessions, healthy eating classes



•  develop integrated services to promote the mental health of children and young people



•  reduce alcohol consumption and smoking among young people, for example, by running peer support programmes on drug misuse



•  identify and respond to additional health needs of children and young people experiencing health inequalities because of long-term parental health difficulties or because they are looked after in public care



•  develop services to ensure that children and young people with disabilities or long-term health needs receive integrated assessment and responses to their health and development needs.





Staying safe


This involves ensuring that children and young people are being protected from harm and neglect and are growing up able to look after themselves. The Plan aims to:





•  support parents and carers to provide safe homes and stability as their children grow



•  help children and young people make choices, build their confidence and avoid harm; for example, by running anti-bullying projects, safe cycling groups, after-school clubs and self-defence groups



•  identify people and circumstances that represent a serious risk to children and young people, and respond to such threats quickly and effectively



•  assist children and families experiencing violence or discrimination (in the home, at school or in the community) to bring about change



•  identify and safeguard children and young people who are looked after in public or private care settings



•  encourage communities to create a supportive and stimulating environment in which children and young people can play safely while developing protective skills.





Enjoying and achieving


This involves helping children and young people to maximise their potential and develop skills for adulthood. The Plan aims to:





•  support children and young people, their families and communities to have high aspirations and expectations



•  raise achievement for all



•  raise the achievement of vulnerable and underachieving groups, including the lowest-attaining 20 per cent of children and young people



•  improve outcomes for looked-after children



•  increase attendance in schools and enjoyment in learning



•  improve access to enjoyable, challenging and enriching opportunities for children and young people, with particular focus on those with special and additional needs and those in disadvantaged and isolated communities; for example, with theatre arts groups, self-advocacy skills programmes, and cultural dance and music projects.









	Labour terminology (Pre-11 May 2010)

	Coalition terminology (Post-11 May 2010)






	England will be the best place in the world for children to grow up

	Make Britain the most family-friendly place in Europe






	Targeted services

	Fairer services






	Targets and outcomes

	Results and impact






	Children’s trusts

	Local areas, better, fairer services






	One children’s workforce framework/tool

	Local areas self-assessment tool






	Five outcomes/ECM

	Help children achieve more






	Narrow the gap

	Close the gap, vulnerable and disadvantaged






	Integrated working

	People working better to provide better services






	Safeguarding children

	Child protection






	Family Intervention Projects (FIPs)

	Key workers providing intensive support to families







Table 1.1 Changes in terminology were revealed in an internal DfE memo, split into two columns for words used before 11 May 2010 (when the Coalition Government took office) and those with which they should be replaced (CYP, 2010)


Making a positive contribution


This involves enabling children and young people to use their skills and abilities in ways that enhance their own lives and the lives of their community. The Plan aims to:





•  support parents, carers, families, schools and communities to promote positive behaviour



•  encourage children and young people to participate in a wide range of service planning and development activities; for example, conservation schemes, recycling programmes and mentoring projects



•  provide young people with access to a range of safe spaces and facilities in which they can meet and engage in positive activities



•  provide young people with increased opportunities to take up volunteering and community involvement



•  provide children and young people who are at risk of school or social exclusion with access to preventative services that will help them stay out of trouble.





Achieving economic wellbeing


This involves helping children and young people to overcome income barriers and achieve their full potential in life. The Plan aims to:





•  support families who are dependent on benefits or low incomes to improve their wellbeing and be economically active



•  ensure that children are offered the best start in life through children’s centres and high-quality early years and play provision



•  improve transport accessibility and promote sustainable transport solutions for young people in rural areas



•  work with local schools, colleges and employers to create opportunities for all 14- to 19-year-olds to pursue a course of study where they will learn in a style that suits them and in subject areas which motivate them



•  ensure that impartial, comprehensive and high-quality information, advice, guidance and support are available to all young people, in proportion to need, to assist them in making successful transitions to further learning and work; for example, by preparation for work and training, and financial literacy classes for young people



•  support homeless and vulnerable young people or families with dependent children to sustain safe, secure and stable accommodation and engage in employment, education or training.





Since the Coalition Government took office in May 2010 there has been some confusion as to the relevance and future of the Every Child Matters agenda. The Children’s Workforce Development Project understands that while there has been a shift away from using the terminology of ECM (see Table 1.1 above), the ethos of the five outcomes is being retained on a local level in many areas by those working to support children and young people. The phrase ECM is not officially banned but since the Coalition Government came to power, the agenda in name is gone. In March 2011, Education Secretary Michael Gove argued that he had no problem with ECM as a list, but suggested it should be ‘policed in a hands-off way’ (Children and Young People’s Workforce, 2011).


Four guiding themes shape the requirements of the EYFS, and should shape practice in early years settings. The themes are:




1 Every child is a unique child, who begins learning at birth and can become resilient, capable, confident and self-assured.


2 Children learn to be strong and independent through positive relationships with their parents and carers and with others, including their key person at their early years setting.


3 A positive environment – in which children’s experiences are planned to reflect their needs and help build their confidence, and in which there is a strong partnership between early years practitioners, parents and other professionals – is crucial if children are to fulfil their potential and learn and develop well.


4 Children develop and learn in different ways and at different rates. All areas of learning and development are important and are inter-connected.





Section 5: Study skills


Organising and planning your time


Any activity can seem preferable to working on an assignment or settling down to revision: tidying your room, staring at the wall, fetching just one more small snack or even doing the washing up! However, when work is postponed regularly, deadlines and examination dates can increase feelings of disorganisation and panic and can trigger a ‘flight’ response. It can become tempting to produce the minimum work possible or even to abandon assignments completely. Excuses have to be invented, deadlines renegotiated, further assignments become due before the last ones are completed and before long the course begins to feel overwhelming and unmanageable. Of course, people can have very good reasons for finding their workload difficult to manage: child care or other family responsibilities, the need to earn money through part-time work, and unexpected traumas or illnesses can all increase the pressure on students. However, if you are generally enjoying your course and finding the work stimulating and interesting, you are likely to want to find a way of organising your time so that you can keep a balance between your work, your social life and your other interests and commitments.


Planning time


There are only so many hours in a week. Although keeping rigidly to a ‘weekly planner’ or timetable will not always be easy or desirable, it should help you to focus on what free time you have in a week and which ‘chunks’ of it can be used for coursework and revision.
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Activity


Planning your time


Draw up a table or print one out from a calendar program on a computer, showing the seven days of the week as headings and hourly blocks of time down the left-hand side. (For example 8–9 am, 9–10 am through to 9–10 pm.)


Now mark on:




•  your college or school timetabled commitments (your lectures and lessons)


•  any paid work, housework or child care/family commitments


•  travel times


•  times you normally spend with friends/sports activities/other leisure pursuits


•  any ‘unmissable’ television programmes (not too many!).





What ‘chunks’ of time have you left for studying:




•  in the day?


•  in the evening?


•  at weekends?





Do not forget that the half-term or end-of-term holidays can be a good time to catch up on assignments and revision. Remember to include these in your long-term calculations. However, having completed your planner, will you need to re-adjust any commitments to give you enough time to complete coursework. How important will it be for you to spend some time studying in the day as well as in the evening?
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Motivation during study periods


It is important to find a place where you can work without interruptions and distractions. Even if you have the luxury of a room and a desk of your own at home, you will probably need to consider using your school, college or public library for some study periods. Settling down to a period of study is easier if you follow these suggestions:





•  Remove all distractions of hunger, noise, cold and sociable friends!



•  Try not to study if you are feeling angry or upset.



•  Keep a pad of paper or digital equivalent next to you as you work. When ideas or other things occur to you, you can note them down before you forget them.



•  Give yourself realistic targets and decide for how long you will study before you start. Try not to work for more than an hour without a short break. Reward yourself for completing what you planned to do.



•  Try to give yourself a variety of activities to work on.



•  Have the phone number of someone else from your class or group handy in case you need to check what you need to do or want to discuss the best way to go about a task.





Compiling a portfolio


A portfolio is a collection of the different types of evidence which can be used to show successful completion of the course. Examples of evidence include:





•  Completed assignments, projects or case studies, including action plans and evaluations. These can be in written form or word-processed, although work in the form of video recordings, audio-tape recordings, photographs, logbooks or diaries may also be acceptable where they contain evidence of the practical demonstration of skills. Check with your teacher or tutor.



•  Past records of achievement, qualifications, work experience or other evidence of ‘prior learning’.



•  Samples of relevant class or lecture notes, lists, personal reading records or copies of letters written (perhaps regarding work experience, to request information or advice, or related to job or higher education applications).





Equipment and materials


As soon as you know how many mandatory and optional units you will be taking for the course, it will be worthwhile taking advantage of any cheap stationery offers at high street stores and equipping yourself with:





•  at least four large A4 lever arch files and sets of extra wide file dividers (or large A4 box files). One of these files will become your portfolio; the others can be used for organising and storing notes for each mandatory or optional unit and for a ‘college and course administration’ file



•  a hole punch



•  file paper, plain and lined



•  plastic pockets or report files. These are not essential but you may feel better if finished assignments are presented neatly in a binder or pocket of some sort. However, do not enclose each individual sheet of an assignment within a plastic pocket. This is expensive, ecologically unsound and drives your teachers and assessors crazy when they have to remove sheets to make comments on your work!



•  post-it index stickers can be useful to help ‘flag up’ important pieces of work in your completed portfolio



•  small exercise books or notebooks, to act as logbooks or diaries.





If you are dyslexic or have another disability which prevents or makes it difficult for you to take notes in lectures, you might consider using a recording device to enable you to record lectures and play them back at another time.


Reading, note-taking and using a library


Textbooks such as this can offer you a basic framework for the ideas and information you need for the different subject areas covered in the course, CACHE Level 3 Child Care and Education. Your lectures and classes will supply you with additional material. However, you will need to carry out your own reading and research, making your own notes and updating information in areas where there is constant change (such as child care legislation). It will be useful for you to find out how the national organisation of care and education services works in the area and in the community in which you live.


You cannot do this successfully without making full use of libraries (including their computers), newspapers and journals, television and film, and information produced by a range of national, local and voluntary organisations. If you have personal access to the internet, you may find such research decidedly easier, and this book contains many references to websites worth exploring. Make sure that you are shown how to use all the relevant facilities of your library, whether school, college or public.


Using the internet


Think before reaching for the mouse. Using the internet can be highly productive but it can also take up a lot of your time. Before you start, work out:





•  what you need to know



•  how much you need to know



•  when you need the information by



•  whether you have a sensible search strategy. Do you have a list of recommended sites, or know the best way to use a search engine such as Google or Yahoo!?



•  whether you could find the information you need more easily in books or a journal.





Strategies for reading and note-taking


We have all had the experience of reading a sentence, paragraph, or even a whole page, without being able to remember what we have just read. To be of most use to you, reading will often need to be combined with note-taking.


Taking notes is time-consuming and requires active concentration. Students often:





•  worry if they are spending too much time taking endless, detailed notes without really understanding what they will be used for



•  give up note-taking because they cannot seem to work out what to write down and what not to. This can be a particular problem when taking notes in lessons and lectures.





Essentially, note-taking is a strategy for helping you to think, understand and remember. There are many situations in life when it is important to focus on the key issues or points being communicated. For example, you may have to know exactly what to do if a child in your care has an asthma attack or needs adrenaline for a peanut allergy. You may have to explain these things quickly to another person, summarising essential information.


Deciding what to write down when you take notes is easier if you think about why you are taking notes. You may need to take different types of notes for different reasons. You will get better at working out methods of note-taking which suit you, the more you try out different approaches. It also helps to think about ways to store your notes so that they are easily accessible to you when you need them. If they are written or designed in such a way that you can make use of them again, you will be more likely to come back to them.


Everyone develops a personal style of note-taking which is best suited to their personality.


Mind-mapping


If you work better visually or spatially rather than in writing, you can make graphic ‘notes’: flow charts, block designs, family trees, spider plans or other forms of mind map. This method can be used for generating ideas and planning your work as well as, later on, note-taking and revising.





•  In the centre of your page, draw a picture of, or name in words, your main topic or theme.



•  Draw branches from this main topic in thick lines (use different colours or patterns). Label your branches with key words and/or images.



•  Draw sub-branches from the main branches to represent sub-topics or to elaborate and extend your ideas. Again, use key words, phrases, images, pictures and colour. Use italics, underlining and capitals to highlight your work.



•  Let your ideas flow and develop. Add more detail to your mind map as ideas occur to you. However, the mind map is not meant to be an art form, more a way to focus your attention on the essential components of a piece of work, topic or report.
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Activity


Which method of note-taking suits me best?


Three different methods for taking notes are summarised below. Working individually or as a small group, experiment with each of these methods for:





1 taking notes from this textbook



2 taking notes from a lecture



3 taking notes from a relevant television documentary.





Discuss and compare the results of your experiments with each method. Which method did you feel most comfortable with? Did you find yourself writing too little or too much? How much time did the exercises take? Would you find the notes useful to read again? What would you use the notes for?
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Underlining and highlighting


If you own the book or article you are taking notes from, highlighting, underlining and marking the margin with asterisks or other symbols can be a quick and effective method of skim-reading a text, focusing your attention on it and getting to grips with the material as a whole. Again, the most important part of this activity is that you are concentrating on what you are doing.


Writing assignments, observations and reports


Approximately two-thirds of the CACHE Level 3 Child Care and Education course is assessed through coursework and the completion of practical evidence records (PERs). Most of this written coursework is set in the form of assignments and projects – although some is assessed through multiple choice question papers (MCQs). There are five main reasons for this emphasis on coursework:




1 to allow you to make your own contribution to (or put your own stamp on) each subject or topic-related assignment


2 to support and encourage you to use your own initiative in solving problems, answering questions and completing tasks


3 to enable you to use each assignment to acquire a deeper knowledge and understanding of the area you are studying and to reflect critically on the ways in which you learn


4 to provide opportunities to work with others and gain confidence in approaching your teachers, tutors, lecturers, friends and others working in child care and education for help, extra information, the exchange of views, work experience and the acquisition of practical skills


5 ultimately, to put you in charge of your own learning:







    •  to enable you to work out, after you have finished a piece of work, what you have learnt and what you still need to know, what was easy and what was more difficult, and how you would improve it given another chance


    •  to give you the ability to know when your work is good or good enough without over-relying on the approval and assessments of others


    •  to allow you to transfer the appropriate skills and knowledge to any future study or work.





When you can do this you will have well-developed meta-cognitive skills: you can ‘think about thinking’ and reflect upon your own learning style and strategies, choosing those most appropriate to a task.


Planning and prioritising tasks


If you use a planner regularly it is easier to break up assignments, plans and observations into a series of smaller tasks, each of which you could aim to complete within a manageable time such as an hour or two. Sub-dividing your coursework in this way also allows you to prioritise the tasks. In what order are they best done? Which really needs to be done straight away?





•  Make a list of small tasks in order of priority with the time you estimate they will take and target dates for completion.



•  Leave room on your action plan to amend these dates when and if your plan is modified.





Monitoring and revising your work


There are likely to be many points during the completion of a piece of coursework when you will change direction or modify your original plan in some way. On your action plan, keep a note of:





•  the reasons for changing your plans



•  what new plans you have for the work.





Writing a bibliography


You will be expected to write a bibliography (a list of books, articles, and other resources used) for each assignment or observation you submit. To do this properly, you need to make a note of your materials and references as you study. There is nothing worse than finishing an assignment and then spending valuable time hunting down the name of a book you read in the library but did not note the details properly. As a general rule, you need to note:





•  the title of the book or article (or website address)



•  the author(s)



•  the publisher



•  the date of publication



•  the place of publication.





Examples:





•  Book: Bruce, T. (2005) Early Childhood Education. 3rd edn. London: Hodder and Stoughton.



•  Article: Bruner, J., Wood, D. and Ross, G. (1976) ‘The role of tutoring in problem-solving’, Journal of Child Psychology and Psychiatry 17, 89–100.





The Harvard system of referencing is most often used. The references within your text use the author’s name and the date of publication. Then the full details of the book or article are listed – alphabetically – in the bibliography and/or reference list at the end of the assignment.


Other sources of information or references in your work may come from the internet (give the website address), workplace (acknowledge the source), television programmes, video or film (give the title and date), or friends, family and teachers (attribute information as accurately as you can).


Memorising key ideas


There are many situations in working life where, under pressure, it will have been important or even crucial (for example, where first-aid knowledge has had to be applied) to have memorised key information or ideas. In more routine working situations, it will of course be possible to check your understanding or memory by consulting reference manuals, books or colleagues. The ability to use this skill will also become more automatic with practice. In any case, being required to memorise something is good rehearsal for real-life pressures and crises.
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Case Study


Using your knowledge


Parminda is an early years worker at a day nursery for children aged five years and under. Parents usually pick up the children by 6 pm. On Friday, Lorna’s father Richard turns up 15 minutes early, clearly drunk, and demanding to take his daughter home immediately. Richard does not live with Lorna’s mother Pat, and there is an agreement that he picks up Lorna on Mondays and Tuesdays, and Pat picks her up on the other three weekdays.


Parminda has answered the door to Richard, who is now shouting at her in the reception area of the nursery building. He is swearing and threatening to push Parminda out of the way if she does not let him into the room where the children are playing.


Though feeling nervous, Parminda has fortunately remembered three key pieces of advice given her at a training course on facing aggression in the workplace:





1 Stay calm and use positive, not negative, words and phrases to help change the emotion of the aggressor.



2 Show that you value and appreciate good behaviour.



3 Firmly and gently explain how the aggressor’s behaviour is affecting you.





Parminda suggests to Richard that she can help him if he stops shouting. She says that she will talk to her supervisor to see what she can do to help, adding that his shouting is making her feel nervous, although she is sure that a solution to the problem could be found. Although still tense and red-faced, Richard calms down enough to listen to the nursery manager, who has now arrived at the scene. He agrees to wait to talk to Pat and, in the intervening ten minutes, reveals that there have been problems between Pat and himself over access to Lorna.
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Taking a test


When the day of a test arrives, have breakfast, give yourself plenty of time to check equipment, and arrive on time but not too early. Try not to talk about the test with friends before you start. Have a last look at any brief notes or summaries you have made. As soon as you are allowed to:





•  read the questions



•  make sure you understand the test instructions



•  ask for help if necessary



•  take your time



•  highlight key words and note down any key facts you will have to use at some point but may forget as the test proceeds.
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Assessment practice


Unit 1


Check that you know:




•  the different types of settings from the statutory, voluntary and private sectors for children in your local area


•  the main legislation in your country that supports the rights of children


•  the principles and values that underpin working with children


•  the professional skills you need when working with children


•  the characteristics of working in a multi-agency team


•  the importance of a child-centred approach.
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Useful resources


Foundation Years website (developed by 4Children) is the ‘one stop shop’ for resources, information and the latest news on the foundation years. The website provides advice and guidance for practitioners on working effectively with parents as partners in their children’s learning: http://www.foundationyears.org.uk/
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2 Development from conception to age 16 years: Unit 2
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Learning outcomes


In this chapter, you will learn:




1. How to apply the general principles and theoretical perspectives to all areas of development.


2. How to use a range of observation techniques appropriate to different stages of development and circumstances.


3. How to assess the development of children, and reflect upon the implications for practice.
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Section 1: How to apply the general principles and theoretical perspectives to all areas of development


Child development is an essential subject of study for everyone who works with young children. Looking after other people’s children gives you different responsibilities compared to having your own children. So people who work with other people’s children need to be trained properly and carefully. They need to be informed about how children develop and learn.


The key to understanding child development is ‘wholeness’. Studying holistic child development is a way of seeing children in the round, as whole people.


Aspects of development


The various aspects of development are intricately linked: each affects and is affected by the others. For example, once children have reached the stage of emotional development when they feel secure being apart from their main carer, they will have access to a much wider range of relationships, experiences and opportunities for learning. Similarly, when children can use language effectively, they will have more opportunities for social interaction. If one aspect or area of development is hampered or neglected in some way, children will be challenged in reaching their full potential.


The whole child may be looked at under the following headings or aspects of development:





•  Physical



•  Communication and language



•  Intellectual and learning



•  Social, emotional and behavioural.





The contextualised child


Researchers in the field of child development now realise that when, for example, children quarrel, it is almost impossible to say which aspect of their behaviour is:





•  emotional (anger)



•  physical (stamping with rage)



•  intellectual or language (what they say or do).





Researchers now know that, in order to understand what is going on, it is also very important to identify who or what made a particular child angry, starting the quarrel. This is the context of the behaviour. So, it is important to contextualise the child when studying child development. By looking at child development in context we recognise that the biological part of development (physical development and genetic factors) is integrated with the cultural part of development (social, cultural, intellectual and linguistic factors).





[image: ]






Key terms


Holistic – Seeing a child in the round as a whole person, emotionally, intellectually, socially, physically, morally, culturally and spiritually.


Development – The general sequence in the way that the child functions in terms of movement, language, thinking, feelings, etc. Development continues from birth to death and can be likened to a web or network.


Context – This is made up of people and provision. It creates both the access to learning and the ethos in which the child learns.


Ethos – The characteristic spirit of a group of people or community, for example, a happy ethos or a caring ethos.
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The difference between sequence of development and rate of development


Sequence of development


Children across the world seem to pass through similar sequences of development, but in different ways and different rates according to their culture. The work of Mary Sheridan on developmental sequences has been invaluable, but she suggests that children move through rigidly prescribed stages that are linked to the child’s age: the child sits, then crawls, then stands, then walks. In fact, this is not the case. Not all children crawl: blind children often do not. Some children ‘bottom-shuffle’, moving along in a sitting position. For example, Mark moved around by bottom-shuffling and did not walk until he was two years old. He went on to run, hop and skip at the normal times. Walking late was not a cause for concern, and he did not suffer from any developmental delay.
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A traditional approach to child development study has been to emphasise normative measurement. This is concerned with ‘milestones’ or stages in a child’s development. These show what most children can do at a particular age. In reality, there is a wide range of normal development, and this will be influenced by genetic, social and cultural factors. Children have been labelled as ‘backward’ or ‘forward’ in relation to the so-called ‘normal’ child, which is not always helpful.


Rate of development


It is important to be aware that normative measurements can only indicate general trends in development in children across the world. They may vary according to the culture in which a child lives. It is important to understand that while the sequence of development is fairly general to all children, the rate – or speed – of development can vary a great deal. When children do things earlier than the milestones suggest is normal, it does not necessarily mean that they will be outstanding or gifted in any way. Parents sometimes think that because their child speaks early, is potty-trained early or walks early, he or she is gifted in some way. You should handle these situations carefully, as the child may not be gifted at all.


African children living in rural villages estimate volume and capacity earlier than European children who live in towns. This is because they practise measuring out cups of rice into baskets from an early age as part of their daily lives. Learning about volume and capacity early does not mean that children will necessarily go on to become talented mathematicians. Children who learn these concepts later might also become good mathematicians.


Children with special educational needs often seem to ‘dance the development ladder’: they move through sequences in unusual and very uneven ways. For example, they might walk at the normal age, but they may not talk at the usual age. As researchers learn more about child development, it is becoming more useful to think of a child’s development as a network that becomes increasingly complex as the child matures and becomes more experienced in their culture. So, instead of thinking of child development and learning as a ladder, it is probably more useful to think of it as a web.
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Key term


Norm – The usual or standard thing.
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The difference between growth and physical development


Growth


Growth refers to an increase in physical size, and can be measured by height (length), weight and head circumference. Growth is determined by:





•  heredity



•  hormones



•  nutrition



•  emotional influences.





Physical development


Physical development involves the increasing skill and functioning of the body, including the development of:





•  motor skills (or skills of movement)



•  skills of coordination (for example, hand–eye coordination)



•  balance.





Common patterns in physical growth and development
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Height


The most important factors controlling a child’s growth in height are the genes and chromosomes inherited from the parents. From birth to adolescence there are two distinct phases of growth:





•  From birth to two years: this is a period of very rapid growth. The baby gains 25 to 30 cm in length and triples his or her body weight in the first year.



•  From two years to adolescence: this is a slower but steady period of growth. The child gains five to eight cm in height and about three kg in body weight per year until adolescence.





Body proportions


As a child grows, the various parts of his or her body change in shape and proportion, as well as increasing in size. The different body parts also grow at different rates – for example, the feet and hands of a teenager reach their final adult size before the body does. At birth, a baby’s head accounts for about one-quarter of the total length of his or her body, whereas at seven years old, the head will be about one-eighth of the total length. This difference in body proportions explains why newborn babies appear to have such large eyes, and also why adolescents often appear to be clumsy or awkward in their physical movements.


Measuring growth


Centile charts are used to compare the growth pattern of an individual child with the normal range of growth patterns that are typical of a large number of children of the same sex. The charts are used to plot height (or, in young babies, length), weight and head circumference.
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Physical development is the most visible of all the abilities shown in childhood and includes the less observable development of all the senses: hearing, vision, touch, taste and smell. Development follows a sequence:





•  From simple to complex – for example, a child will walk before he or she can skip or hop.



•  From head to toe – for example, head control is acquired before coordination of the spinal muscles. Head control is important from birth in order for the baby to feed.



•  From inner to outer – for example, a child can coordinate his or her arms to reach for an object before he or she has learned the fine manipulative skills necessary to pick it up.



•  From general to specific – for example, a young baby shows pleasure by a massive general response (eyes widen, legs and arms move vigorously). An older child shows pleasure by smiling or using appropriate words and gestures.





The development of motor skills


The sequence of physical development involves gross motor skills first – these involve control of large muscles in the body. This is followed by development of fine manipulative skills, which depend on small muscle coordination – these are sometimes called skills of movement.





•  Gross motor skills use the large muscles in the body – the arms and legs – and include walking, running and climbing.



•  Fine motor skills use the smaller muscles and include:







    •  gross manipulative skills, which involve single-limb movements, usually the arm – for example, throwing, catching and sweeping arm movements


    •  fine manipulative skills, which involve precise use of the hands and fingers for drawing, using a knife and fork, writing, and doing up shoelaces and buttons.





The skills of locomotion and balance





•  Locomotion is the ability to move around on one’s own. It is central to the pattern of development changes that occur at the end of the baby’s first year, and it begins with crawling or bottom-shuffling.



•  Balance is the first of all the senses to develop. It is crucial to posture, movement and proprioception (see page 30).





The eight-month-old child who rolls backwards and forwards across the floor, with no particular goal in sight, is preparing her balance for sitting, standing and walking.


Hand–eye coordination


The ability to reach and grasp objects in a coordinated way requires months of practice and close attention:





•  In the first months after birth, hand–eye coordination takes effort.



•  By around nine months of age, a baby can usually manage to guide his or her movements with a single glance to check for accuracy – for example, when feeding themselves with a spoon.





There are several aspects of physical development, which are outlined in Table 2.1 below.








	Gross motor skills (locomotion or movement)

	Fine motor skills (manipulation)

	Balance and stabilisation






	walking

	throwing

	bending






	running

	catching

	stretching






	skipping

	picking up

	twisting






	jumping

	kicking

	turning






	hopping

	rolling

	balancing






	chasing

	volleying

	squatting






	dodging

	striking

	transferring






	climbing

	squeezing

	landing






	crawling

	kneading

	hanging










Table 2.1 A summary of activities related to physical skills development


Sensory development


Sensation is the process by which we receive information through the senses. These include:





•  vision



•  hearing



•  smell



•  touch



•  taste



•  proprioception (see page 30).





Perception is making sense of what we see, hear, touch, smell and taste. Our perception is affected by previous experience and knowledge, and by our emotional state at the time. There are therefore wide variations in the way different individuals perceive the same object, situation or experience.


Visual development


A newborn baby’s eyes are barely half the size of an adult’s, and although they are structurally similar they differ in two ways:





1 A baby’s focus is fixed at about 20 cm, which is the distance from the baby to his or her mother’s face when breastfeeding. Anything nearer or further away appears blurred. The baby will remain short-sighted for about four months.



2 The response to visual stimuli is slower in babies because the information received by the eye takes longer to reach the brain via the nervous pathway. A newborn baby is able to fix his or her eyes on objects and follow their movement only poorly. Head and eye movement is also poorly coordinated; in the first week or two, the eyes lag behind when the baby’s head is turned to one side – a feature known by paediatricians as the ‘doll’s eye phenomenon’.





Research has shown that babies prefer looking at:





•  patterned areas rather than plain ones, especially stripes



•  edges of objects in 3D



•  anything that resembles a human face – babies will actually search out and stare at human faces during their first two months of life



•  brightly coloured objects.





By around four months a baby can focus on both near and distant objects, and his or her ability to recognise different objects is improving steadily. By six months the baby will respond visually to movements across the room and will move his or her head to see what is happening. By one year the baby’s eye movements are smoother and he or she can follow rapidly moving objects with his or her eyes – a skill known as tracking. A squint is fairly common and normal at this point.


The development of hearing


Newborn babies are able to hear almost as well as adults do.





•  Certain rhythmic sounds – often called ‘white noise’ – seem to have a special soothing effect on babies. The drone of a vacuum cleaner or hairdryer is calming!



•  The sound of a human voice evokes the greatest response, and the rhythms of lullabies have been used for centuries in all cultures to help babies to sleep or to comfort them.



•  A baby can recognise his or her own mother’s voice from the first week and can distinguish its tone and pitch from those of other people.



•  Sudden changes in noise levels tend to disturb very young babies and make them jump.



•  From about six months, a baby learns to recognise and distinguish between different sounds – for example, the sound of a spoon in a dish means that food is on its way.



•  Babies can also discriminate between cheerful and angry voices, and will respond in kind.





The development of smell, taste and touch


The senses of smell and taste are closely linked. If our sense of smell is defective – for example, because of a cold – then our sense of taste is also reduced. A baby as young as one week old who is breastfed is able to tell the difference between his or her own mother’s smell and other women’s smells. From birth, babies are also able to distinguish the four basic tastes – sweet, sour, bitter and salty.


The sense of touch is also well developed in infancy, as can be demonstrated by the primitive reflexes (see Chapter 13, page 497). Babies seem to be particularly sensitive to touch on the mouth, the face, the hands, the soles of the feet and the abdomen. Research has shown that babies would rather be stroked than fed.


Sensory deprivation


A congenitally blind baby (a baby who is born blind) will develop a more sophisticated sense of touch than a sighted baby, although they both start life with the same touch potential. As the sense of touch develops, so the area of the brain normally assigned to touch increases in size for the blind baby, and the area of the brain normally assigned to sight decreases.


Similarly, in a congenitally deaf baby, the part of the brain that normally receives auditory stimuli is taken over by the visual and movement input from sign language.
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Key terms


Proprioception – The sense that tells the baby the location of the mobile parts of his or her body (such as the legs) in relation to the rest of him or her – in other words, where his or her own body begins and ends.


Tracking – The smooth movements made by the eyes in following the track of a moving object (sometimes called ‘smooth pursuit’).
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Physical development in relation to other areas of development


Physical development is linked to other areas of development, such as emotional and social development, and cognitive and language development. Each affects and is affected by the other areas. For example:





•  Once babies have mastered crawling, they are free to explore the world on their own – they become more independent and confident when away from their familiar adults.
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•  The ability to reach and grasp objects (usually achieved at around six months) develops their understanding of the nature of objects. This often results in a surprise – for example, when they try to pick up a soap bubble or a shaft of sunlight. Babies are interested in edges (of a book or a floor, for example). Where does one object end and the next object begin?
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Physical activity and exercise


Exercise is essential for children’s growth and development, because it:





•  reduces their risk of developing heart disease in later life



•  strengthens muscles



•  helps strengthen joints and promotes good posture



•  improves balance, coordination and flexibility



•  increases bone density, so bones are less likely to fracture.





Apart from these obvious physical benefits, regular exercise develops a child’s self-esteem by creating a strong sense of purpose and self-fulfilment; children learn how to interact and cooperate with other children by taking part in team sports and other activities.
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Activity


A learning experience


Chloe walks towards a ball. She wants to pick it up. She leans over to touch the ball, but instead her foot hits it and the ball slides across the floor. She walks towards it again, and this time she tries to kick the ball on purpose. She misses the ball; her foot goes past the left side of the ball. Chloe tries again and again. She kicks it and begins to run after the ball, tries to stop in front of it and falls forward. She stands up and kicks it to a new location and she laughs.





1 How old do you think Chloe is?



2 What has Chloe learnt during this activity? Try to list at least six things and then compare them with the list at the end of this chapter (page 114).
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Communication and language development


Communication is the exchange of messages or meanings. It uses all the senses, although we often focus on language and speech because they convey the most complex meanings. Language is a structured system that conveys meaning. We usually use spoken language, but can also communicate using writing or sign language. Language is more formal than communication, following a set of rules that allows the user to express new ideas and to convey complex meanings. Different languages use different sounds and follow different rules from one another. Speech is made up of the sounds that are used to communicate words and sentences in spoken language. Children acquire the ability to use speech as they gain control over the muscles of the mouth and face.




An overview of the stages of physical development


The first month


Gross motor skills





•  The baby lies supine (on his or her back).



•  When placed on his or her front (the prone position), the baby lies with head turned to one side, and by one month can lift the head.



•  If pulled to sitting position, the head will lag, the back curves over and the head falls forward.





Fine motor skills





•  The baby turns his or her head towards the light and stares at bright or shiny objects.



•  The baby is fascinated by human faces and gazes attentively at carer’s face when fed or held.



•  The baby’s hands are usually tightly closed.



•  The baby reacts to loud sounds but by one month may be soothed by particular music.





From one to four months


Gross motor skills


From four to eight weeks:





•  The baby can now turn from side to back.



•  The baby can lift the head briefly from the prone position.



•  Arm and leg movements are jerky and uncontrolled.





Fine motor skills





•  The baby turns her head towards the light and stares at bright or shiny objects.



•  The baby will show interest and excitement by facial expression and will gaze attentively at carer’s face while being fed.



•  The baby will use his or her hand to grasp the carer’s finger.





From one to four months





•  There is head lag if the baby is pulled to sitting position.





From eight to twelve weeks:





•  When lying supine, the baby’s head is in a central position.



•  The baby can now lift head and chest off bed in prone position, supported on forearms.



•  There is almost no head lag in sitting position.



•  The legs can kick vigorously, both separately and together.



•  The baby can wave his or her arms and bring his or her hands together over the body.



•  The baby moves his or her head to follow adult movements.



•  The baby watches his or her hands and plays with his or her fingers.



•  The baby holds a rattle for a brief time before dropping it.





From four to six months


Gross motor skills





•  The baby is beginning to use a palmar grasp and can transfer objects from hand to hand.



•  The baby is very interested in all activity.



•  Everything is taken to the mouth.



•  The baby moves his or her head around to follow people and objects.





Fine motor skills





•  The baby now has good head control and is beginning to sit with support.



•  The baby rolls over from back to side and is beginning to reach for objects.



•  When supine, the baby plays with his or her own feet.



•  The baby holds his or her head up when pulled to sitting position.





From six to nine months


Gross motor skills





•  The baby can roll from front to back.



•  The baby may attempt to crawl but will often end up sliding backwards.



•  The baby may grasp feet and place them in his or her mouth.



•  The baby can sit without support for longer periods of time.



•  The baby may ‘cruise’ around furniture and may even stand or walk alone.





Fine motor skills





•  The baby is very alert to people and objects.



•  The baby is beginning to use a pincer grasp with thumb and index finger.



•  The baby transfers toys from one hand to the other and looks for fallen objects.



•  Everything is explored by putting it in his or her mouth.





From nine to twelve months


Gross motor skills





•  The baby will now be mobile – may be crawling, bear-walking, bottom-shuffling or even walking.



•  The baby can sit up on his or her own and lean forward to pick up things.





Fine motor skills





•  The baby’s pincer grasp is now well developed and he or she can pick things up and pull them towards him or her.



•  The baby can poke with one finger and will point to desired objects.





From nine to twelve months





•  The baby may crawl upstairs and onto low items of furniture.



•  The baby may bounce in rhythm to music.



•  The baby can clasp hands and imitate adults’ actions.



•  The baby can throw toys deliberately.



•  The baby can manage spoons and finger foods well.





From one year to two years


Gross motor skills


At 15 months:





•  The baby probably walks alone, with feet wide apart and arms raised to maintain balance. He or she is likely to fall over and often sit down suddenly.



•  The baby can probably manage stairs and steps, but will need supervision.



•  The baby can get to standing without help from furniture or people, and kneels without support.





Fine motor skills





•  The baby can build with a few bricks and arrange toys on the floor.



•  The baby holds a crayon in palmar grasp and turns several pages of a book at once.



•  The baby can point to desired objects.



•  The baby shows a preference for one hand, but uses either.





At 18 months:





•  The child walks confidently and is able to stop without falling.



•  The child can kneel, squat, climb and carry things around with him or her.



•  The child can climb onto an adult chair forwards and then turn round to sit.



•  The child can come downstairs, usually by creeping backwards on his or her tummy.



•  The child can thread large beads.



•  The child uses pincer grasp to pick up small objects.



•  The child can build a tower of several cubes.



•  The child can scribble to and fro on paper.





From two years


Gross motor skills





•  The child is very mobile and can run safely.



•  The child can climb up onto furniture.



•  The child can walk up and down stairs, usually two feet to a step.



•  The child tries to kick a ball with some success but cannot catch yet.





Fine motor skills





•  The child can draw circles, lines and dots, using preferred hand.



•  The child can pick up tiny objects using a fine pincer grasp.



•  The child can build a tower of six or more blocks (bricks) with longer concentration span.



•  The child enjoys picture books and turns pages singly.





From three years


Gross motor skills





•  The child can jump from a low step.



•  The child can walk backwards and sideways.





Fine motor skills





•  The child can build tall towers of bricks or blocks.



•  The child can control a pencil using thumb and first two fingers – a dynamic tripod grasp.





From three years





•  The child can stand and walk on tiptoe and stand on one foot.



•  The child has good spatial awareness.



•  The child rides a tricycle, using pedals.



•  The child can climb stairs with one foot on each step – and downwards with two feet per step.



•  The child enjoys painting with a large brush.



•  The child can use scissors to cut paper.



•  The child can copy shapes, such as a circle.





From four years


Gross motor skills





•  A sense of balance is developing – the child may be able to walk along a line.



•  The child can catch, kick, throw and bounce a ball.



•  The child can bend at the waist to pick up objects from the floor.



•  The child enjoys climbing trees and frames.



•  The child can run up and down stairs, one foot per step.





Fine motor skills





•  The child can build a tower of bricks and other constructions too.



•  The child can draw a recognisable person on request, showing head, legs and trunk.



•  The child can thread small beads on a lace.





From five to eight years


Gross motor skills


From five years:





•  The child can use a variety of play equipment – slides, swings, climbing frames.



•  The child can play ball games.



•  The child can hop and run lightly on toes and can move rhythmically to music.



•  The sense of balance is well developed.



•  The child can skip.





Fine motor skills





•  The child may be able to thread a large-eyed needle and sew large stitches.



•  The child can draw a person with head, trunk, legs, nose, mouth and eyes.



•  The child has good control over pencils and paintbrushes. He or she copies shapes, suchas a square.





From six to seven years:





•  The child has increased agility, muscle coordination and balance.



•  The child develops competence in riding a two-wheeled bicycle.



•  The child hops easily, with good balance.



•  The child can jump off apparatus.



•  The child can build a tall, straight tower with blocks and other constructions too.



•  The child can draw a person with detail, e.g. clothes and eyebrows.



•  The child can write letters of alphabet at school, with similar writing grip to an adult.



•  The child can catch a ball thrown from one metre with one hand.





From eight to eleven years


Gross motor skills


From eight to nine years:





•  The child can ride a bicycle easily.



•  The child has increased strength and coordination.



•  The child plays energetic games and sports.





Fine motor skills





•  The child can control his or her small muscles well and has improved writing and drawing skills.



•  The child can draw people with details of clothing and facial features.



•  The child is starting to join letters together in handwriting.





From ten to eleven years:





•  Children differ in physical maturity. Girls experience puberty earlier than boys do and are often as much as two years ahead of them.



•  The child’s body proportions are becoming more similar to adults.



•  The child tackles more detailed tasks such as woodwork or needlework.



•  The child is usually writing with an established style – using joined-up letters.





From 12 to 19 years


Physical development during adolescence is known as puberty. The age at which puberty starts varies from person to person but on average it begins between 9 and 13 in girls and 10 and 15 in boys. Many physical changes occur during puberty:





•  Growth accelerates rapidly – often called a growth spurt. This usually happens in a particular order from outer to inner:







1. the head, feet and hands grow to adult size


2. the arms and legs grow in length and strength


3. the trunk (the main part of the body from shoulder to hip) grows to full adult size and shape.





This sequence of growth means that, for a brief period, adolescents may feel gawky and clumsy, as they appear to be ‘out of proportion’. The average boy grows fastest between 14 and 15. Girls start earlier, growing fastest when 12 and 13. Girls also finish their growth spurt earlier, at 18, while boys need another two years before they finish growing aged 20.





•  Secondary sex characteristics develop; these are external traits that distinguish the two sexes, but are not directly part of the reproductive system; for example, the growth of pubic hair in both sexes, facial hair and deepened voice for males, and breasts and widened hips for females.



•  Primary sex characteristics develop; these are the penis and sperm in males and the vagina and ovaries in females. During puberty, hormonal changes cause a boy’s penis and testicles to grow and the body to produce sperm. Girls start to menstruate – to have their monthly period. Both these events signal sexual maturity – the ability to reproduce.





The first external sign of puberty in girls is usually breast development, often accompanied by a growth spurt. The main features of physical development in puberty in girls are as follows.





•  Breasts develop: at first, the nipples start to stick out from the chest (often called ‘budding’). Behind the nipple, milk ducts begin to grow. Next, the flat, circular part of the nipple, the areola, rises and starts to expand. Glands that make sweat and scent develop beneath it. The breast begins to fill out as fat is deposited around the nipple. Some girls feel a tingling sensation or have tender breasts. Initially, the breasts stick out or have a conical shape. As growth continues, they gradually round off into an adult shape.



•  Body size and shape grows taller. Hips widen as the pelvic bones grow. Fat develops on the hips, thighs and buttocks, and the ratio of fat to muscle increases. The waist gets smaller and the body develops a more curved shape.



•  Menstruation – having periods – is part of the female reproductive cycle that starts when girls become sexually mature during puberty. During a menstrual period, a woman bleeds from her uterus (womb) via the vagina. This lasts anything from three to seven days. Each period begins approximately every 28 days if the woman does not become pregnant during a given cycle. The onset of menstruation is called the menarche; it can occur any time between the ages of 9 and 16, most commonly around the age of 12–13. It means that the body is capable of reproduction.





The first external sign of puberty in most boys is an increase in the size of the testicles and then the penis. This is followed by the growth of pubic and underarm hair. At the same time, the voice deepens and muscles develop. Lastly, boys grow facial hair.


The main features of physical development in puberty in boys are as follows.





•  Voice breaking: testosterone causes the voice box or larynx to enlarge and the vocal cords to become longer. Sometimes, as the voice changes to become deeper, it may change pitch abruptly or ‘break’ at times. The voice box tilts and often protrudes at the neck – an ‘Adam’s apple’. (Many boys start to develop breasts in their teenage years, but this disappears as testosterone levels increase.)



•  Body size and shape grows taller. The body takes on a new, more muscular shape as the shoulders and chest become broader and the neck becomes more muscular.



•  Chest hair may appear during puberty, or some years later.



•  Penile erections – these occur spontaneously, even from infancy, but during puberty they become more frequent. Erections can occur with or without any physical or sexual stimulation and can cause acute embarrassment.



•  Sperm: once the testicles begin to grow, they also develop their adult function – to produce sperm. Mature sperm is present in the male body towards the end of puberty (most commonly between ages 13–15) and means that the body is capable of reproduction.





Some physical developments occur during puberty in both girls and boys:





•  Pubic hair starts to grow around the genitals, and becomes coarse, dark and curly. In girls, pubic hair forms an upside-down triangle shape; in boys, the hair grows between the legs and extends up from the penis to the abdomen.



•  Hair grows in the armpits and on the legs.



•  A different kind of sweat is now produced in response to stress, emotion and sexual excitement. It is produced by the apocrine glands and occurs only in the armpits, belly button, groin area, ears and nipples. As bacteria break down the sweat it starts to smell strongly – this is known as body odour (BO).



•  Oil-secreting glands in the skin can become over-active. This can cause skin to become greasier and may cause acne.








Table 2.2 An overview of the stages of physical development


Language development is very closely linked with cognitive development and a delay in one area usually affects progress in the other.


Language development is the development of communication skills. These include skills in:





•  receptive speech – what a person understands



•  expressive speech – the words the person produces



•  articulation – the person’s actual pronunciation of words.





Normative language developmental milestones


From birth to one year


Babies are born with a need and a desire to communicate with others before they can express themselves through speaking. Learning how to communicate – to listen and to speak – begins with non-verbal communication. This includes:





•  body language: for example, facial expression, eye contact, pointing, touching and reaching for objects



•  listening to others talking to them



•  making sounds to attract attention



•  copying the sounds made by others.





These skills develop as babies and young children express their needs and feelings, interact with others and establish their own identities and personalities.


The first year of a baby’s life is sometimes called ‘prelinguistic’. This is a rather misleading term. It is more positive and helpful to think of a baby as someone who communicates without words, and who is developing everything needed for conversations in spoken/signed language. This is sometimes called the period of emerging language.


From one to four years


From the second year of the baby’s life until about the age of four years, there is a period of language explosion. Every aspect of language seems to move forward rapidly at this time. It is the best time to learn other languages, or to become bilingual or multilingual.


From four to eight years


From four to eight years of age, children are consolidating their communication and language learning. They build on what they know about communication with themselves, with other people, developing better articulation, and using more conventional grammar patterns. They think about who they are talking to, with greater sensitivity and awareness. They are also more attentive to the context in which they are talking, and the situation. They can put their ideas and feelings into words more easily than when they were toddlers.


To learn more about the detail of the sequence of communication and development, look at the charts of normative development on pages 42–44.
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Activity


Observe one of the following either in the home setting or the early childhood setting:




•  baby aged six to twelve months


•  child aged one to three years


•  child aged three to five years


•  child aged five to seven years.





Note sounds: vowels (ah, eh, ee, aye, oh, yu) and consonants such as p, g, b. Then look at the charts of normative development on language development on pages 42–44 and analyse your observations.


Does the baby/child use single words or holophrases (single-word utterances that express several thoughts, ideas or feelings)? Does the child speak in sentences? Evaluate the language development of the child.
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How does spoken/signed language help us to develop and learn?


Language helps children (and adults) to:





•  talk to ourselves – children and adults often talk out loud to themselves; as we develop our language skills, what we say out loud becomes ‘internal speech’, so that we are increasingly able to think of the words rather than saying them out loud



•  move from the here and now into thoughts about the past or the future, and back again



•  use and make different symbols, from spoken/signed language to the languages of dance, music, mathematical symbols, drawings, sculptures and models



•  develop ideas, some of which become concepts, and put them into words



•  express creative and imaginative thoughts and ideas



•  express and communicate personal ideas



•  think in abstract ways



•  plan



•  express feelings, think about their emotional responses and manage them, becoming increasingly self-disciplined.
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Communicating feelings


Children experience difficulties when they are not able to put their feelings into words or to express them in any way. This has a damaging impact on their sense of self and identity, and on their self-confidence. If children are full of anger, anxiety, frustration or fear, they need to express this. Talking about feelings is just as important as talking about ideas. Children who cannot explain or put into words/signs how they feel often have temper tantrums or show other kinds of challenging behaviour.


Communicating ideas and thoughts


As they begin to develop spoken or signed language, children are able to think about their own thinking. Thinking about your own thinking is called metacognition. Children begin to say things like, ‘I’ve got a good idea’ or ‘That was a bad idea’, as they reflect on their own thought processes. Typically, by about four years of age they are beginning to think about what they say. This is called metalinguistics. Children make jokes and ‘play’ with words, devising nonsense words for fun.


Children often talk out loud to themselves when they:





•  feel frustrated and they are trying to understand something



•  need to talk to themselves about how they feel



•  are trying to organise an idea they are developing



•  are trying out an idea and want to talk it through with themselves



•  want to tell themselves what to do (give themselves an instruction).





Talking out loud to themselves is often described by researchers as ‘egocentric speech’. It is helpful for children, as the bullet points above show. Gradually children begin to be able to put themselves in someone else’s shoes, providing that person’s experience links with their own. They move from being self-centred to being self-relating to being other-people-centred. This does not mean the child is selfish, it just means they are becoming increasingly able to see something from someone else’s point of view as well as their own.
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Key terms


Metacognition – Being aware of your own thinking and being able to analyse this.


Metalinguistics – Being aware of the structure of the language you use, such as something rhyming; for example, four-year-olds love to make nonsense words and to play with language rhymes of their own making.
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In Practice


Observe a small group of three or four children with an adult. Note examples of turn-taking and any of the things you would expect to find in a conversation that have been identified in this chapter. Was there a difference in the number of times individual children spoke in the group? In what way? Evaluate the pros and cons of small groups and large groups.
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Language and feelings


Unless children develop the language of emotion, they will not be able to express their feelings in ways that others find acceptable. This will cause difficulties with relationships and will have a damaging influence on their social development.


Language and movement


The parts of the brain dealing with movement are near to each other, with interconnected networks developing, so that hands move as the baby makes sounds, for example. We use our hands as we speak as part of the way we communicate throughout our lives. We point a finger to show someone something. We wag a finger to show anger or when we are being insistent. We open out our hands when we welcome what others say.


Research shows that the way we move our head and hands is very important in communicating and speaking and listening (expressive and receptive language).




[image: ]




Language – vision and sound


Babies love to look at faces. They stare at them and find them fascinating, and we love to look at the baby in response. If you talk to a baby, you will be helping him or her to learn that you make different shapes with your mouth, and they will gradually imitate these. Even at three months, if you say ‘coo’ and then pause, the baby will very likely say ‘oo’ back to you. Babies begin to work out that sounds come out of mouths.





[image: ]






Case Study


Analysing language


Look at the photographs in this chapter. Each one represents a case study. What do the photographs tell you about language and movement, and about language – vision and sound? Use the two previous sections of this chapter to help you analyse and evaluate the photographs.
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Language and representing experiences


Language development is closely linked with the processes of representation. This means being able to keep hold of an experience. But it is more than just keeping an experience in our memory. Representation is about quite literally being able to ‘re-present’ that experience in some way.


The ‘hundred languages of children’


There are many ways of communicating, using different kinds of symbols other than spoken/signed language – for example, through dance, music, the visual arts, mathematical symbols and stories. The Italian educator Loris Malaguzzi called these the ‘hundred languages of children’. They are all important ways in which children begin to communicate their feelings, ideas and relationships.
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A symbol is something that stands for something else. In order to ‘re-present’ an experience, humans have developed the ability to use and make symbols. From the time children begin to walk, talk and pretend, they become symbol-users and makers. This means that children are increasingly able to represent and communicate their experiences in a variety of forms.


Spoken/signed language makes it easier for us to keep hold of (represent) experiences, and to share (communicate) them. Language is one kind of symbol system that helps us to develop abstract concepts, ideas and thoughts. Words stand for things. The word ‘table’ is not the real table; it is a symbol that stands for the table.


For more information on the development of language and communication in children, see Chapter 13.




The stages of communication and language development


The first month





•  Babies need to share language experiences and cooperate with others from birth onwards. From the start babies need other people.



•  The baby responds to sounds, especially familiar voices.



•  The baby quietens when picked up.



•  The baby makes eye contact.



•  The baby cries to indicate need, e.g. hunger, dirty nappy, etc.



•The baby may move his or her eyes towards the direction of sound.





From one to four months


From four to eight weeks:





•  The baby recognises the carer and familiar objects.



•  The baby makes non-crying noises such as cooing and gurgling.



•  The baby’s cries become more expressive.





From eight to twelve weeks:





•  The baby is still distressed by sudden loud noises.



•  The baby often sucks or licks lips when he or she hears sound of food preparation.



•  The baby shows excitement at sound of approaching footsteps or voices.





During the first three months:





•  The baby listens to people’s voices. When adults close to the baby talk in motherese or fatherese (a high-pitched tone referring to what is around and going on) the baby dances, listens, replies in babble and coo.



•  The baby cries with anger to show they are tired, hungry, and to say they need to be changed.



•The baby is comforted by the voices of those who are close to them and will turn especially to the voices of close family members.





From four to six months





•  The baby becomes more aware of others so he or she communicates more and more.



•  As the baby listens, he or she imitates sounds he or she can hear, and reacts to the tone of someone’s voice. For example, the baby might become upset by an angry tone, or cheered by a happy tone.



•  The baby begins to use vowels, consonants and syllable sounds, e.g. ‘ah’, ‘ee aw’.



•The baby begins to laugh and squeal with pleasure.





From six to nine months





•  Babble becomes tuneful, like the lilt of the language the baby can hear (except in hearing-impaired babies).



•  Babies begin to understand words like ‘up’ and ‘down’, raising their arms to be lifted up, using appropriate gestures.



•The baby repeats sounds.





From nine to twelve months





•  The baby can follow simple instructions, e.g. kiss teddy.



•  Word approximations appear, e.g. ‘hee haw’ to indicate a donkey, or more typically ‘mumma’, ‘dadda’ and ‘bye-bye’ in English-speaking contexts.



•  The tuneful babble develops into ‘jargon’ and the baby makes his or her voice go up and down just as people do when they talk to each other. ‘Really? Do you? No!’ The babble is very expressive.



•  The baby knows that words stand for people, objects, what they do and what happens.





From one year to two years





•  The child begins to talk with words or sign language.



•  By 18 months: The child enjoys trying to sing as well as to listen to songs and rhymes. Action songs (e.g. ‘Pat-a-cake’) are much loved.



•  Books with pictures are of great interest. The child points at and often names parts of their body, objects, people and pictures in books.



•  The child echoes the last part of what others say (echolalia).



•  The child begins waving his or her arms up and down which might mean ‘start again’, or ‘I like it’, or ‘more’.



•  Gestures develop alongside words. Gesture is used in some cultures more than in others.





From two years





•  Children are rapidly becoming competent speakers of the languages they experience.



•  The child over-extends the use of a word, e.g. all animals are called ‘doggie’.



•  The child talks about an absent object when reminded of it; e.g. seeing an empty plate, they say ‘biscuit’.



•  The child uses phrases (telegraphese), ‘doggie-gone’ and the child calls him- or herself by name.



•  The child spends a great deal of energy naming things and what they do – e.g. ‘chair’, and as they go up a step they might say ‘up’.



•  The child can follow a simple instruction or request, e.g. ‘Could you bring me the spoon?’



•  The child increasingly wants to share songs, dance, conversations, finger rhymes.





From three years





•  The child begins to use plurals, pronouns, adjectives, possessives, time words, tenses and sentences.



•  The child might say ‘two times’ instead of ‘twice’. The child might say ‘I goed there’ instead of ‘I went there’. The child loves to chat and ask questions (what, where and who).



•  The child enjoys much more complicated stories and asks for his or her favourite ones over and over again.



•  It is not unusual for the child to stutter because he or she is trying so hard to tell adults things. The child’s thinking goes faster than the pace at which the child can say what he or she wants to. The child can quickly become frustrated.





From four years





•  During this time the child asks why, when and how questions as he or she becomes more and more fascinated with the reasons for things and how things work (cause and effect).



•  Past, present and future tenses are used more often.



•  The child can be taught to say his or her name, address and age.



•  As the child becomes more accurate in the way he or she pronounces words, and begins to use grammar, the child delights in nonsense words that he or she makes up, and jokes using words.





From five to eight years





•  The child tries to understand the meaning of words and uses adverbs and prepositions. The child talks confidently, and with more and more fluency.



•  The child begins to be able to define objects by their function, e.g. ‘What is a ball?’, ‘You bounce it.’



•  The child begins to understand book language, and that stories have characters and a plot (the narrative).



•  The child begins to realise that different situations require different ways of talking.





From eight to eleven years


From eight to nine years:





•  The child uses and understands complex sentences.



•  The child is increasingly verbal and enjoys making up stories and telling jokes.



•  The child uses reference books with increasing skill.





From ten to eleven years:





•  The child can write fairly lengthy essays.



•  The child writes stories that show imagination, and are increasingly legible and grammatically correct.





From 12 to 19 years


During this period, young people become increasingly independent and spend much of their day outside the home – at school or after-school activities, and with peers.





•  The young person has a fast, legible style of handwriting.



•  The young person communicates in an adult manner, with increasing maturity.



•  The young person understands abstract language, such as idioms, figurative language and metaphors.



•  The young person is able to process texts and abstract meaning, relate word meanings and contexts, understand punctuation, and form complex syntactic structures.








Table 2.3 An overview of the stages of communication and language development
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Intellectual development


Intellectual development – or cognitive development – is the process of knowing and becoming aware through reasoning, using the senses to perceive how things are, and out of this forming concepts (ideas that can be shared) and judgements. Cognition involves thoughts (the thinking we do), which helps us to develop and form ideas and concepts and to know things. The cognitive/intellectual life of a child cannot be separated from other areas of development.
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Key terms


Concepts – Ideas that can be shared, such as fairness, weight and time.


Cognition – The thinking that helps us to develop ideas.
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Concentrating and attending, being engaged and involved


Children concentrate best when they:





•  find something interesting and enjoyable



•  have a choice of experiences



•  are with an adult who is interested in what they are doing



•  are with an adult who will help them, but without doing things for them.
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Activity


Look at the photographs in this chapter and link each of them with the bullet points about when children concentrate best.
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In Practice


Make a den in the garden or under a table indoors, using drapes, with string to fasten them together. It is best to do this with the children. Provide several drapes, so that children can join in the den-making if they wish to do so.




1. Do the children have ideas about a den they want to make for themselves?


2. What differences do you note in the way children are interested in the den when they are two to three years old, four to five years old and six to seven years old?


3. Try this with babies who crawl. Do they go into the den or look into it? What happens if you put objects inside the den? Do they like the den to be dark inside or fairly light?
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In Practice


Children’s ideas about the past


With the children, look for some worms, ants, spiders and other mini beasts in the garden. Talk about the experiences as you do so, explaining what each creature is, how many legs it has and what it does – for example, worms turn the soil and aerate (introduce air into) it; ants live in colonies, with worker ants finding food and taking it back to the others; spiders eat flies.


Later in the day, show the children a book about mini beasts, with photos of them in it. Chat about this together. Let the children talk about what interests them in the photos. What do the children remember and enjoy talking about with you?
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Imagining and planning the future


As children begin to walk, talk and pretend, they are able to think about the future. A child might decide that when he or she gets to nursery he or she will do some cooking. The child might bake a cake and take it to eat with Grandma because he or she knows Grandma will like this.
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In Practice


Children’s ideas about the future


Make a book with simple cookery instructions and use it with a small group of children (two to four children aged three to seven years). About a week later, have a chat with the children in a group and ask them how to make the recipe. What will they need? How will they do it? Note what they say. What does this tell you about their thinking?
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Theory of mind – me and you


Being able to appreciate another person’s way of thinking from their point of view is an incredible thing to be able to do. The neuroscientist Sarah-Jayne Blakemore outlines the sequence of development:





•  Until they walk, talk and pretend, babies concentrate on what they see, want and feel.



•  Once they pretend, they begin to have some understanding of what is real and unreal.



•  Gradually, they begin to talk about their beliefs (that the biscuits are in the kitchen cupboard).



•  By the end of the first five years, typically they are beginning to know that people can have different beliefs to theirs, and that theirs can be changed too.





There are two approaches to studying theory of mind: one is to set up laboratory experiments to test it and the other is to observe children within their own families.


The Sally-Anne false belief task – the laboratory test approach, often used as an early detection test for autism


The Sally-Anne experiment involves placing a doll on a table and telling the child that this is Sally. Sally has a basket. Then a doll called Anne is introduced and she is placed next to Sally. Anne has a box.


Sally has a marble, which she places in her basket. She goes for a walk. Anne takes the marble out of the basket while Sally has gone. Anne puts the marble in her box. Sally comes back. She wants to play with the marble. The child is asked, ‘Where will Sally look for the marble?’


The child may or may not realise that Sally will not know that Anne has moved the marble to her box while she is away. The answer the child gives will show whether the child understands what it is like to see things from either Sally’s or Anne’s point of view in terms of their ‘knowledge’ of the situation. If the child says that Sally will look in Anne’s box for the marble, it shows they do not understand that Anne has moved it there, but that Sally would not know this as she had left the room when this was done. They are not yet looking at this from Sally’s point of view.
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In Practice


Carry out the Sally-Anne false belief task with a child aged three years and a child aged four years. What does this tell you about each child’s thinking? Make sure the children do not observe each other doing the task.
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Observing children in natural situations


Judy Dunn, observing children in their homes, found that even toddlers showed a practical grasp of how to annoy or comfort other children. From the time they walk, talk and pretend, they begin to understand other people’s feelings, but only within the circle of people who love them and whom they love.


This confirms the pioneering work of Jean Piaget in the 1930s, that children are – and Piaget admitted this was an unfortunate description – intellectually egocentric (selfish) until the age of about four or five years. Margaret Donaldson, using laboratory techniques in the late 1970s, and Judy Dunn, observing in natural situations in the 1980s, have demonstrated that children perform at a more advanced level:





•  in surroundings that they know and in which they feel comfortable



•  when they are with people who love them and whom they love



•  when a situation makes what Donaldson called ‘human sense’ to them.
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Case Study


Theory of mind


Mandie, who is three years old, gives her mother the celery stick because she know she likes this. She gives Granny a cucumber stick for the same reason. She takes a carrot stick from the plate because she likes those the best. If she was with people she did not know, she would not have the knowledge to demonstrate her understanding of others.
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Instead of talking as Piaget did, about children gradually shedding intellectual egocentricity, we now talk about developing theory of mind (ToM), which is more positive.





[image: ]






In Practice


Observe a child over the course of a day to see where he or she is in his or her journey towards understanding how other children and adults feel and think. Observe the child in the familiar setting, and when he or she is with adults who know and care for the child. Link your observations to what you have read in this chapter.
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Problem-solving and making hypotheses and theories


Children are natural problem-solvers from the moment they are born. It used to be thought that, at first, children tried to solve problems through trial and error, and that only later could they develop a theory or hypothesis. More recently, however, researchers have found that even newborn babies can make a hypothesis. Making a hypothesis means having a theory that can be tested to see if it is right. It is amazing to think that babies can do this, rather than the cruder trial-and-error approach to solving problems.
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Case Study


Baby makes a hypothesis


This experiment, conducted in the 1970s, would be considered unethical today because honey is now known to be dangerous to some babies under one year of age, but it does show how a baby makes a hypothesis. A newborn baby turned towards the sound of a buzzer and was given a honeyed dummy to suck on. The baby also turned to the sound of a bell, but was not given a honeyed dummy. Soon the baby turned only for the buzzer. Once the baby had tested the hypothesis – that the buzzer signified honey and the bell did not – the hypothesis was confirmed. Soon the baby was bored with confirming the hypothesis again and again, so the baby did not turn to either buzzer or bell.
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Key term


Hypothesis – A hypothesis makes a prediction that something will happen and tests it out in a scientific way to see if it is true or not.
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Making a false hypothesis is an important part of childhood


Children can be very obstinate about a theory they have! Experts think that finding out that a hypothesis is wrong is a very important part of learning to solve problems. In order to learn about problem-solving, children need to test out their incorrect hypotheses as well as correct ones. The reasoning they employ is invaluable for intellectual development.
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Case Study


Learning by hypothesis


Segun (four years) saw some paint that glowed in the dark. His mother told him (wrongly) that it was called fluorescent paint. He asked his mother for some. Having painted the stone owl from the garden, Segun put it in his bed, so that it would glow in the dark. It did not glow in the dark! He then painted all sorts of stones from the garden. He put them in his bed each night. They did not glow in the dark either! Next he painted sticks from the garden and put them on his bed each night. They did not glow in the dark!


Segun’s uncle visited him and told him that what he needed was iridescent paint. Segun, however, carried on with his idea of making objects glow in the dark using fluorescent paint. Then he saw a pot that glowed in the dark. He asked the owner what sort of paint they had used. The answer was, ‘Iridescent.’ He decided to try the new paint, and his own glowed in the dark; so did his sticks and stones.


Segun had worked out, thorough exploration, that the hypothesis that fluorescent paint glows in the dark was incorrect. He will now know this for the rest of his life. He also knows from experience that iridescent paint does make things glow in the dark. This is real learning that no one can take away from him. It shows he is making predictions through his hypothesis, reasoning and problem-solving.
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Memory


Memory is about the way in which experiences are stored, retained and recalled in the brain. There are different kinds of memory: short-term memory and long-term memory.


Short-term memory


When you make a phone call, you need to remember the number for long enough to dial. Remembering ten or so digits is quite hard to do. It becomes easier for the brain if the numbers are ‘chunked’, ideally into a maximum of three numbers per chunk, some chunks with two numbers.


Imitation and memory are linked: if you poke out your tongue at a newborn baby, they will imitate you.


Short-term memory relies hugely on hearing (acoustic) and also on seeing (visual). This is why it is difficult to remember words that sound similar (bog, dog, log, fog). The difference between ‘dog’ and ‘cat’ is easier for the brain to hear.


Short-term memories do not last long in the brain; they are limited. Neuroscientists now know that our feelings, sensory perceptions and memories are all bound together in a seamless whole. This means that the feelings children have are of central importance in the way memory develops.


Long-term memory


We remember things that engage our interest and hold meaning for us. One famous example comes from Jean Piaget’s daughter Jacqueline when she was a toddler. She saw a friend (aged 18 months) have a temper tantrum. She was very impressed by this dramatic event, and the following day she tried it out on herself, imitating the tantrum.


Whereas short-term memory relies on sound and sight, long-term memory depends on meaning (semantics). Unless something makes sense, it cannot find its way into the long-term memory.


Between the ages of two and three years, children are able to remember more. The advantage of developing a longer-term memory is that they can organise their thinking a bit more. They remember what they have done before in similar situations with people, and they can use this memory to think about what to do in a new situation. This is called ‘inhibition to the unfamiliar’. It means children begin to ‘think before they do’.


Early concepts


Concepts take time to form because they rely on being able to organise information. Children develop concepts of time, space, love, beauty and number (to name just a few), which continue to develop over the years. Some aspects of concept formation are biological and some are social and cultural. Our brains quite literally change according to whom we meet and the experiences we have. This can be summed up by the phrase ‘nurture shapes nature’.
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Case Study


An emerging concept of faces


Hannah cried when her Uncle Dan, who was bald, came to the house. This happened every time she saw her Uncle Dan for a month or so. She had to adjust to her new knowledge that some people do not have hair on the top of their heads.


Babies get to know the faces of people in their family and of their carers. They begin to develop an early concept of what faces look like. By the age of about six to nine months, typically, they find faces that seem different rather frightening because they do not fit with what they know. At first, Uncle Dan was very upset, but he was reassured when this was explained.
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Schemas – part of concept formation


A schema is a pattern of behaviour that is repeatable. It helps children to take in experiences. Schemas become generalised and tried out in a variety of situations. They become coordinated with each other and grow increasingly complex as children develop and learn. Knowing about schemas helps parents and practitioners to relate to children more easily and to enjoy their company more. It helps adults to understand some of the annoying things children do too, and to work positively with children. Schemas, which are part of brain development, help children to learn.
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There is a developmental sequence in schemas:





•  At first, babies develop action schemas, using their actions, senses and movement. These develop out of the reflexes that they are born with, and include, for example, sucking and gazing. These remain throughout life.



•  Then the sensory motor action schemas begin to develop into two deeper levels:







    •  symbolic (making one thing stand for another)


    •  cause and effect (understanding that if I do this, then that will happen).











	Name of schema

	Description






	Transporting

	A child may move objects or collections of objects from one place to another, perhaps using a bag, pram or truck.






	Positioning

	A child may be interested in placing objects in particular positions, for example on top of, around the edge of, or behind something. Paintings and drawings also often show evidence of this.






	Orientation

	This schema is shown by interest in a different viewpoint, as when a child hangs upside down or turns objects upside down.






	Dab

	A graphic schema used in paintings, randomly or systematically, to form patterns or to represent, for example, eyes, flowers or buttons.






	Dynamic vertical (and horizontal)

	A child may show evidence of particular interest by actions such as climbing, stepping-up and down, or lying flat. These schemas may also be seen in constructions, collages or graphically. After schemas of horizontality and verticality have been explored separately, the two are often used in conjunction to form crosses or grids. These are very often systematically explored on paper and interest is shown in everyday objects such as a cake-cooling tray, grills or nets.






	The family of trajectories

	(a) VERTICAL (up) and HORIZONTAL (down)
A fascination with things moving or flying through the air – balls, aeroplanes, rockets, catapults, frisbees – and indeed, anything that can be thrown. When expressed through the child’s own body movements, this often becomes large arm and leg movements, kicking, or punching, for example.
(b) DIAGONALITY
Usually explored later than the previous schemas, this one emerges via the construction of ramps, slides and sloping walls. Drawings begin to contain diagonal lines forming roofs, hands, triangles, zig-zags.






	Containment

	Putting things inside and outside containers, baskets, buckets, bags, carts, boxes, etc.






	Enclosure

	A child may build enclosures with blocks, Lego or large crates, perhaps naming them as boats, ponds, beds. The enclosure is sometimes left empty, sometimes carefully filled in. An enclosing line often surrounds paintings and drawings while a child is exploring this schema. The child might draw circles, squares and triangles, heads, bodies, eyes, wheels, flowers, etc.






	Enveloping

	This is often an extension of enclosure. Objects, space or the child him- or herself are completely covered. The child may wrap things in paper, enclose them in pots or boxes with covers or lids, wrap him- or herself in a blanket or creep under a rug. Paintings are sometimes covered over with a wash of colour or scrap collages glued over with layers of paper or fabric.






	Circles and lines radiating from the circle

	(a) SEMI-CIRCULARITY
Semi-circles are used graphically as features, parts of bodies and other objects. Smiles, eyebrows, ears, rainbows and umbrellas are a few of the representational uses for this schema, as well as parts of letters of the alphabet.
(b) CORE and RADIALS
Again common in paintings, drawings and models. Spiders, suns, fingers, eyelashes, hair and hedgehogs often appear as a series of radials.






	Rotation

	A child may become absorbed by things which turn – taps, wheels, cogs and keys. The child may roll cylinders along, or roll themselves. The child may rotate their arms, or construct objects with rotating parts in wood or scrap materials.






	Connection

	Scrap materials may be glued, sewn and fastened into lines; pieces of wood are nailed into long connecting constructions. Strings, rope or wool are used to tie objects together, often in complex ways. Drawings and paintings sometimes show a series of linked parts. The opposite of this schema may be seen in separation, where interest is shown in disconnecting assembled or attached parts.






	Ordering

	A child may produce paintings and drawings with ordered lines or dabs; collages or constructions with items of scrap carefully glued in sequence. They may place blocks, vehicles or animals in lines and begin to show interest in ‘largest’ and ‘smallest’.






	It is important to remember that the sensory-motor stage of the schema is at an earlier level, and that the cause and effect, together with the symbolic levels, both emerge out of this.










Table 2.4 Schema focus sheet
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In Practice


Schemas


Observe a child throughout one day – either a baby, a toddler or a child up to five years old – using narrative observations and, if possible, photography. Then analyse your observations to see if you have any examples of consistent use of a schema or schema cluster (rotation is often strong when enclosure is present; the two schemas form a cluster). Use Table 2.4 to help you identify schemas.




1. Note the child’s favourite experiences in the setting. Can you see if there are links with the child’s schemas?


2. Ask the parent(s) what the child is interested in at home and share your observations with them. Are there any connections between what the child enjoys and finds interesting in the setting and at home?


3. What can you do to support and extend the child’s schemas? For example, if the child is particularly interested in rotation, you might add whisks and spinners to the water tray.
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The stages of intellectual development


The first month


Babies explore through their senses and through their own activity and movement.


Touch





•  From the beginning babies feel pain.



•  The baby’s face, abdomen, hands and the soles of his or her feet are also very sensitive to touch.



•  The baby perceives the movements that he or she makes, and the way that other people move them about through his or her senses.



•  For example, the baby gives a ‘startle’ response if they are moved suddenly. This is called the ‘moro’ or startle reflex.





Sound





•  Even a newborn baby will turn to a sound. The baby might become still and listen to a low sound, or quicken his or her movements when he or she hears a high sound.



•  The baby often stops crying and listens to a human voice by two weeks of age.





Taste





•  The baby likes sweet tastes, e.g. breast milk.





Smell





•  The baby turns to the smell of the breast.





Sight





•  The baby can focus on objects 20 cm (about eight inches) away.



•  The baby is sensitive to light.



•  The baby likes to look at human faces – eye contact.



•  The baby can track the movements of people and objects.



•  The baby will scan the edges of objects.



•  The baby will imitate facial expressions (e.g. he or she will put out their tongue if you do). If you know any newborn or very young babies, try it and see!





From one to four months





•  The baby recognises differing speech sounds.



•  By three months the baby can even imitate low- or high-pitched sounds.



•  By four months the baby links objects they know with the sound, e.g. mother’s voice and her face.



•  The baby knows the smell of his or her mother from that of other mothers.





From four to six months





•  By four months the baby reaches for objects, which suggests they recognise and judge the distance in relation to the size of the object.



•  The baby prefers complicated things to look at from five to six months and enjoys bright colours.



•  The baby knows that he or she has one mother. The baby is disturbed if he or she is shown several images of his or her mother at the same time. The baby realises that people are permanent before they realise that objects are.



•  The baby can coordinate more, e.g. see a rattle, grasp the rattle, put the rattle in his or her mouth (they coordinate tracking, reaching, grasping and sucking).



•  The baby can develop favourite tastes in food and recognise differences by five months.





From six to nine months





•  The baby understands signs, e.g. the bib means that food is coming.



•  From eight to nine months the baby shows that he or she knows objects exist when they have gone out of sight, even under test conditions. This is called the concept of object constancy, or the object permanence test (Piaget). The baby is also fascinated by the way objects move.





From nine to twelve months





•  The baby is beginning to develop images. Memory develops and the baby can remember the past.



•  The baby can anticipate the future. This gives the baby some understanding of routine daily sequences, e.g. after a feed, changing, and a sleep with teddy.



•  The baby imitates actions, sounds, gestures and moods after an event is finished, e.g. imitate a temper tantrum he or she saw a friend have the previous day, wave bye-bye remembering Grandma has gone to the shops.





From one year to two years





•  The child understands the names of objects and can follow simple instructions.



•  The child learns about things through trial and error.



•  The child uses toys or objects to represent things in real life (e.g. using a doll as a baby, or a large cardboard box as a car or a garage).



•  The child begins to scribble on paper.



•  The child often ‘talks’ to him- or herself while playing.





From two years





•  The child has improved memory skills, which helps his or her understanding of concepts (e.g. the child can often name and match two or three colours – usually including yellow and red).



•  The child can hold a crayon and move it up and down.



•  The child understands cause and effect (e.g. if something is dropped, he or she understands it might break).



•  The child talks about an absent object when reminded of it (e.g. he or she may say ‘biscuit’ when seeing an empty plate or bowl).





From three years


The child develops symbolic behaviour. This means that:





•  The child talks.



•  The child pretend plays – often talking to him- or herself while playing.



•  The child takes part in simple non-competitive games.



•  The child represents events in drawings, models, etc.



•  Personal images dominate, rather than conventions used in the culture, e.g. writing is ‘pretend’ writing.



•  The child becomes fascinated by cause and effect; the child is continually trying to explain what goes on in the world.



•  The child can identify common colours, such as red, yellow, blue and green – although may sometimes confuse blue with green.





From four years





•  At about age four, the child usually knows how to count – up to 20.



•  The child also understands ideas such as ‘more’ and ‘fewer’, and ‘big’ and ‘small’.



•  The child will recognise his or her own name when it is written down and can usually write it.



•  The child can think back and can think forward much more easily than before.



•  The child can also think about things from somebody else’s point of view, but only fleetingly.



•  The child often enjoys music and playing sturdy instruments, and joins in groups singing and dancing.





From five to eight years


Communication through body language, facial gestures and language is well established, and opens the way into literacy (talking, listening, writing and reading).





•  The child includes more detail in their drawings – e.g. a house may have not only windows and a roof, but also curtains and a chimney.



•  Thinking becomes increasingly coordinated as the child is able to hold in mind more than one point of view at a time. Concepts – of matter, length, measurement, distance, area, time, volume, capacity and weight – develop steadily.



•  The child enjoys chanting and counting (beginning to understand numbers). The child can use his or her voice in different ways to play different characters in pretend play. The child develops play narratives (stories), which he or she returns to over time. The child helps younger children into the play.



•  The child is beginning to establish differences between what is real and unreal/fantasy. This is not yet always stable, so the child can easily be frightened by supernatural characters.





From eight to eleven years


From eight to nine years:





•  The child has an increased ability to remember and pay attention, and to speak and express their ideas.



•  The child is learning to plan ahead and evaluate what they do.



•  The child has an increased ability to think and to reason.



•  The child can deal with abstract ideas.



•  The child enjoys different types of activities – such as joining clubs, playing games with rules, and collecting things.



•  The child enjoys projects that are task-orientated, such as sewing and woodwork.





From ten to eleven years:





•  The child begins to understand the motives behind the actions of another.



•  The child can concentrate on tasks for increasing periods.



•  The child begins to devise memory strategies.



•  The child may be curious about drugs, alcohol and tobacco.



•  The child may develop special talents, showing particular skills in writing, maths, art, music or woodwork.





From 12 to 19 years


Around this time, young people experience a major shift in thinking from concrete to abstract – an adult way of thinking. Piaget described this as the formal operational stage of intellectual development. This involves:





•  thinking about possibilities – younger children rely heavily on their senses to apply reasoning, whereas adolescents think about possibilities that are not directly observable



•  thinking ahead – young people start to plan ahead, often in a systematic way; e.g. younger children may look forward to a holiday, but they are unlikely to focus on the preparation involved



•  thinking through hypotheses – this gives them the ability to make and test hypotheses, and to think about situations that are contrary to fact
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