
Art in Early Childhood

Topic Objective:

At the end of this topic students will be able to:

 Understand Developmentally Appropriate Practice

 Understand Developmentally Appropriate Practice: the Debate

 Understand DAP Definitional, Empirical, and Theoretical Difficulties

 Understand The Zone Of Proximal Development

 Understand Vygotsky's Theory of Learning and Development

 Understand Arts In The Schools

 Understand Historical Perspective

Definition/Overview:

This book focuses on the process approach to creativity. The goal is to enhance the creative

and artistic abilities the college students in your class bring to the experience, their

perceptions, memories, feelings, concerns, attitudes, and values about the arts. Topic one

introduces the creative journey through scenarios, projects, theorists and an overall

explanation of the arts.

Key Points:

1. Developmentally Appropriate Practice

Developmentally Appropriate Practice (or DAP) is a perspective within early childhood

education whereby a teacher or child caregiver nurtures a child's social/emotional, physical,

and cognitive development by basing all practices and decisions on:

 Theories of child development,

 Individually identified strengths and weaknesses of each child uncovered through authentic

assessment, and

 The child's cultural background as defined by his community, family history, and family

structure.
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DAP is one of a number of practices associated with Outcome-based education and other

progressive education reform movements. Some problems are that some reforms such as

NCTM mathematics and Whole Language which fully support "Developmentally

Appropriate Practices" are believed to introduce students to materials and concepts which

may be too advanced for young children, or above their reading levels. On the opposite side,

some approaches use content and concepts considerably below traditional grade levels. The

National Science Education Standards proposes to teach elementary school students how to

construct their own experiments, whereas traditionally high school students and even college

students were typically taught how to perform pre-designed, but not construct their own

experiments. In a DAP environment we need to make sure that we focus on the needs and

interests of each and every child in our classroom.

2. Developmentally Appropriate Practice: the Debate

How should 5-year-olds spend their day? Should taxpayers fund preschool play time? Should

4-year-olds be expected to name the letters of the alphabet? Should they be expected to count

to 10 or 20? These questions reflect debates about the purposes and goals of early childhood

education. The most influential organization addressing these concerns is the National

Association for the Education of Young Children (NAEYC), a professional association

representing over 100,000 early childhood professionals. NAEYC's efforts have shaped how

people think about the education of young children both in the United States and abroad

(Raines & Johnston, 2003). The organization has influenced policy and practice by

publishing position statements and research briefs designed to influence policy and

legislation, by developing a gold-standard accreditation system for private and public child

care centers and schools, and by providing professional development and literature for the

early childhood community.

In 1987 NAEYC published its seminal position statement, NAEYC Position Statement on

Developmentally Appropriate Practices in Early Childhood Programs Serving Children

From Birth Through Age 8. The statement was designed to guide administrators of early

childhood centers seeking NAEYC accreditation and to clarify the concept of

developmentally appropriate practice (DAP); but it did much more. According to Raines and

Johnston (2003), the 1987 position statement:
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Irrevocably changed the thinking and discourse about practices in early childhood programs.

Since its recent entry into the professional education lexicon, the term developmentally

appropriate practices and the concept it represents have been adopted and used extensively

by educators, policy makers, and businesses. Both the concept and the term have affected

early childhood program practices; national, state, and local policies for curriculum and

assessment; marketing of commercial early childhood materials and programs; and

standards for early childhood educator preparation, (p. 85)

In 1997 the statement was revised and expanded, and it is currently undergoing a second

revision.

NAEYC's advocacy has focused national attention on the need for quality early childhood

education. Still, DAP is controversial. According to NAEYC, developmentally appropriate

practice is an approach to early childhood education that employs empirically based

principles of child development and learning. Such a proposition seems inarguable. How can

anyone dispute that the education of young children should be based on scientifically derived

knowledge? But the matter is not so simple. The universal acceptance of DAP has faced

significant challenges. DAP casts early childhood education as a dichotomy in which practice

is either developmentally appropriate or inappropriate. Many in the early childhood field

object to this dichotomized way of thinking about educating children. DAP is also plagued by

definitional, empirical, and theoretical difficulties. These difficulties result in

misunderstandings about and misapplications of DAP. Unfortunately, most people who work

with young children are not well-trained, so early childhood practitioners often lack the

expertise to adapt DAP. Finally, many in the early childhood field argue that DAP reflects

Caucasian, middle- and upper-class values and object to labeling other cultures' ways of

raising children as inappropriate.

This chapter discusses these challenges and makes recommendations for reconceptualizing

early childhood best practice. NAEYC has responded to previous critiques by revising the

position statement, which it intends to do every 10 years. Although regular revision is

helpful, it is unlikely that everyone in NAEYC's broad sphere of influence will

simultaneously revise their beliefs and practices. Despite many helpful changes in the 1997

revision, many of the ideas found in the 1987 statement (such as an age-based definition of

DAP) still affect thinking about early childhood education. Thoughtful analysis of DAP must

consider how the concept has been articulated and used from its inception. Therefore, this
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analysis considers DAP as a conceptual whole: as it is represented in both the 1987 and 1997

statements (and their accompanying documents) and how it is generally used in early

childhood research, practice, and policy. The framers of DAP recognize that educating young

children is a messy, complex affair and welcome discussion about DAP. This chapter hopes

to contribute to the dialogue.

3. Dichotomies and Developmentally Appropriate Practice

Sorting ideas into categories is one of the earliest cognitive skills humans develop.

Dichotomous categorizing (this is an animal; this is not an animal) is prerequisite to more

elaborate and complex concept formation. Thus, when explaining a new concept, dichotomies

are intuitively appealing. For this reason, DAP is outlined in a dichotomous framework.

According to Bredekamp and Coppie, People construct an understanding of a concept from

considering both positive and negative examples. For this reason the chart [describing DAP]

includes not only practices that we see as developmentally appropriate, but also practices we

see as inappropriate or highly questionable for children of this age.

As appealing as dichotomies are, there are compelling reasons to avoid them. First, evidence

rarely supports dichotomous explanations of development. For example, the DAP statements

label preschool programs that focus on pre-academic skills inappropriate. Yet, many

preschoolers can successfully acquire such skills. Second, dichotomies are merely

prerequisites to more complex thinking. Since they artificially cast phenomena as either/or

categories, they reduce complexity of thought. Such narrow thinking interferes with

developing rich, evolving conceptions of young children's development. For example,

although it would be inappropriate to use stickers or candy to teach typically developing 3-

year-olds to make eye contact when greeting friends, using such artificial reinforcers may be

an appropriate intervention for a child with an autism spectrum disorder. But once the child

has acquired the skill, continued use of reinforcers would be inappropriate. Thus, using

artificial reinforcers is not categorically appropriate or inappropriate: It is simply a method

that can be effective under certain circumstances. Meeting children's diverse needs requires

flexible thinking. Recognizing this need, the authors of the 1997 statement argue to end

dichotomous thinking about educating young children. Still, dichotomous thinking is at the

core of DAP. DAP represents one side of an either/or debate between two theoretical schools

of thought: behaviorism and constructivism.
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Behaviorism explains learning and development in terms of responses to environmental

reinforcers and punishers and carefully manages the use of time. Therefore behavioral

methods carefully control environmental factors such as the delivery of reinforcers and the

pace of instruction. From a behavioral perspective, adequate reinforcement plus sufficient

time leads to increased learning. Behavioral methods were successfully used during World

War II to rapidly train a victorious U.S. military. Shortly after the war, with the launch of the

Russian satellite Sputnik,the United States began to fear that the Soviet Union was becoming

the world's technological leader. This fear spawned reform movements designed to fix

American public schools and reestablish the dominance of the United State's in the global

economy. Demonstrated success during WWII solidified behavioral approaches as the

methodology of choice for American's educational reform efforts.

After initial enthusiasm, the reform momentum of the 1960s and 1970s faded, but the idea

that U.S. schools needed to be fixed did not. Recent reform efforts have varied in their

support for or opposition to behavioral classroom methods. Educational reform in the 1980s

combined emerging cognitive theories such as information processing with behaviorism's

emphasis on efficiency, promoting the idea that those in public schools teachers, students,

administratorsneed to do more and need to achieve more. With demands to do more and

achieve more, it logically followed from behavioral theory that children and teachers need

more time. Schoolwork was sent home to be completed in the evening and on weekends,

school days were lengthened, and so was the school year. But even with lengthened days and

years there is never enough time to do everything one is expected to do in a public school

classroom. With the length of the school day and year maximized, extending academic

instruction to younger children logically follows. If there isn't enough time to teach reading in

first grade, perhaps reading instruction should start in kindergarten. Similarly, if there isn't

enough time to teach school routines and letter recognition in kindergarten (because the day

is filled with learning to read and write), perhaps these skills should be taught in preschool.

After all, note those who argue for more academic rigor, many 4- and 5-year-old children

capably acquire these academic skills.

In contrast to those who promote more academic rigor at early grade levels, many early

childhood educators champion the benefits of an unhurried, unstructured early childhood

experience. From their perspective, engaging preschool and kindergarten-age children in

direct instruction of academic skills pushes children beyond their developmental level and
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can negatively affect long-term academic outcomes. The 1987 statement clarified NAEYC's

position that behaviorally controlled learning environments are inappropriate for young

children and promoted a very different theoretical orientation called constructivism.

Constructivism is the theoretical belief that children are naturally curious and actively

construct knowledge. Children act upon their environments rather than their environments

acting upon them. Constructivism is a cognitive theory that conceptualizes learning as

changes in mental representations and associations rather than changes in behavior. Jean

Piaget, the best known constructivist theorist, is referenced frequently in the DAP statements.

The 1987 statement uses Piaget's stages of cognitive development in its definition of DAP

and articulates a Piagetian view of learning: Knowledge is not something that is given to

children as though they were empty vessels to be filled. Children acquire knowledge about

the physical and social worlds in which they live through playful interaction with objects and

people. The 1997 statement also describes an overt constructivist position: Children are

active learners, drawing on direct physical and social experience as well as culturally

transmitted knowledge to construct their own understandings of the world around them.

Educational practices based on constructivist theory look very different than those based on

behaviorism. Classrooms and curricula based on behavioral influences emphasize efficiency

and thus require structured environments. Classroom space and time is well-defined with

specific activities occurring in specific areas according to schedule. Constructivist classrooms

are considerably more unstructured. Space is loosely arranged with children free to engage in

a variety of activities in areas of their choosing. Though teachers establish routines for

snacks, bathroom trips, story time, and indoor and outdoor play, activities are not governed

by strict schedules. In theory, children's interests and preferences influence allocation of time

and resources.

The teacher's role is also different in constructivist and behavioral classrooms.

Constructivism emphasizes children as agents of their own learning. Adults serve as

facilitators and provide environments enriched with opportunities for children to experiment

with objects and satisfy their own curiosity. The 1987 statement says, In develop-mentally

appropriate programs, adults offer children the choice to participate in a small group or in a

solitary activity [and] provide opportunities for child-initiated, child-directed practice of

skills as a self-chosen activity. Conversely, behaviorally organized classrooms are teacher-
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directed. The schedule, learning goals, and activities are chosen and monitored by the

teacher. Children's choices are often limited to selecting from a range of predefined choices.

Curriculum also differs between constructivist and behavioral classrooms. Constructivists use

emergent curriculum that allows children to use various materials and methods rather than

copying teacher-made examples. Consistent with constructivism, NAEYC considers it

inappropriate for adults to reject children's alternative ways of doing things and to place great

importance on children reproducing something the teacher has constructed (such as a holiday

art project) or imitating the teacher's way of performing a task. Behaviorally-based programs

use convergent curriculum that incorporates predefined learning activities with teacher-

defined correct responses that are the same or similar for all the children. Such curricula are

identified as inappropriate by NAEYC for all young children up to and including Grade 3.

Finally, classrooms based on constructivist and behavioral theory differ in the use of play

versus academic work. Piaget (1952) emphasized children's need to engage in object play to

develop cognitively. Thus constructivist preschool and kindergarten classrooms are designed

to facilitate children's exploration and discovery. Indeed, play is viewed by many child

advocates as absolutely essential to advancing children's development. The 1987 statement

describes play as an essential component of developmentally appropriate practice and calls

for a 1-hour minimum devoted to free play daily. Unlike constructivist-based programs, in a

behavioral framework play is often viewed as an encroachment on academically engaged

time. Play may be used as a break from more valued academic work, as an opportunity for

physical development, as a reward for academic productivity, or as a way to help children

enjoy school and thus reinforce achievement. But in a behavioral frame, play is not inherently

valued as a mechanism of learning and development.

Unfortunately, framing early childhood best practice as a dichotomy between appropriate

constructivist methods and inappropriate behavioral methods does not allow the field to

develop rich, nuanced conceptions of how best to educate young children. Alternative ways

of conceptualizing professional practice will be discussed later.

4. DAP and Cultural Compatibility

Another controversial DAP issue is the claim by critics that many practices identified as

developmentally inappropriate are time-honored ways of raising children in many cultures.
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Some argue that DAP represents Caucasian, European American child-rearing practices

rather than universal developmental principles. They note that many indigenous cultures,

such as Native Hawaiian and Native American, raise children to be cooperating members of

an extended family and close-knit community, rather than stressing independence and

autonomy. In many cultures, it is unacceptable for young children to choose not to participate

in a teacher-initiated activity. Similarly, the idea that classrooms should be child-centered

with child-directed activities or that adults [should] respond quickly and directly to children's

needs, desires and messages does not align with the way many cultures raise children. In

many cultures, it is expected that children respond quickly and directly to adults' messages.

The 1997 DAP revision emphasizes the need for culturally sensitive practice; however, the

revision did not address the concern that DAP's fundamental philosophy defining children's

role in relationship to adults is not compatible with many families' cultural values and

practices. Critics also question the application of developmental research findings to all

children. Piaget studied exclusively northern Europeans, primarily his own children. Critics

argue that one cannot assume that findings based on such a narrow population adequately

describe all children.

5. DAP Definitional, Empirical, and Theoretical Difficulties

A final area of difficulty for DAP concerns definitional ambiguity, shaky empirical support,

and a narrow theoretical focus.

6. Definitional Difficulties

Both terms used to define DAP, developmentallyand appropriate, are ambiguous, leading to

conundrums. For example, much of DAP recommendations are simply good teaching

practicesfor children of all ages. Referring to these practices as developmentally appropriate

for young children implies that these practices are not necessarily appropriate for older

students. The word appropriate poses its own dilemmas. What is appropriate to one may be

inappropriate to another. There are ways around this ambiguity. Other professions do not

define practice by the notion of appropriateness. There is no such thing as legally appropriate

practice or medically appropriate practice. Rather, most professions embrace a best practice

approach in which minimal standards and ideal guidelines are articulated. Adopting a best

practice framework would reduce ambiguity and provide a way to identify differences in
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quality while reserving the label inappropriate for those practices that are unambiguously

unacceptable for all children (e.g., abuse and neglect).

Fuzzy definitions also affect recommendations for practice. For example, the 1987 statement

says, Children of all ages need uninterrupted periods of time to become involved, investigate,

select, and persist at activities but the frequency and duration of uninterrupted periods of time

is left undefined. Similarly, the 1997 revision identifies what is inappropriate for 6- to 8-year-

olds: Teachers lecture to the whole group and assign paper-and-pencil practice exercises or

work sheets to be completed by children working silently and individually at their desks.

Does the statement mean such direct instruction, used daily in thousands of primary

classrooms around the world, is categorically inappropriate? Oddly, the same page identifies

direct instruction as developmentally appropriate. In another example, the 1987 statement

encourages adults to move quietly in early childhood classrooms, and the 1997 statement lists

as inappropriate a classroom in which the noise level is stressful and impeding conversation

and learning. Yet, two pages later the 1997 statement says that it is inappropriate when

teachers make it a priority to maintain a quiet environment.

These contradictions result in real problems. For example, early childhood practitioners must

wrestle with the controversy over phonics-based and whole language literacy instruction.

Traditional instruction relies on basal readers and teacher-directed, behavioral methods.

Whole language, a constructivist approach, is broadly defined as one in which children

construct meaning from text; use functional, relevant language; read real literature (as

opposed to basal readers); and work in cooperative groups. Use of intact pieces of literature

(rather than excerpts or abridgements), students' selection of reading material, and integrated

language arts instruction is attractive to many early childhood teachers. According to a recent

meta-analysis of early literacy studies, the evidence suggests that low-SES [low-

socioeconomic status] students in Grades K-3 benefit from basal instruction more than they

do from whole language instruction. If the results of our synthesis accurately depict reality,

using a whole language approach with low-SES children could widen the gap between

advantaged and disadvantaged students.

In a nod toward the growing evidence that many children, especially those from low-SES

backgrounds, make more reading progress with basal instruction, the 1997 statement

comments on the whole language versus phonics controversy by saying the two approaches

are quite compatible and most effective in combination. As Table 43.1 illustrates, the same
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statement also identifies as appropriate practices consistent with a whole language approach

and identifies as inappropriate practices commonly found in basal reader/phonics-based

programs.

Table 1 NAEYC 1997 Developmentally Appropriate Versus Developmentally

Inappropriate Reading Instruction

Appropriate Inappropriate

Children have numerous opportunities to read

or hear high-quality children's literature and

nonfiction for pleasure and information;

discuss readings; draw, dictate, and write

about their experiences; plan and implement

projects involving research at suitable levels

of difficulty; jointly create with teachers lists

of steps to follow in accomplishing a project;

interview various people to obtain information

for projects; make books; listen to recordings

or view films of children's books; and use the

school library and classroom reading areas

regularly.

The focus of the reading program is the basal

reader, used primarily in reading groups and

with accompanying workbooks and work

sheets. Even capable readers must complete

the same work sheets and the basal reader,

although they have skills and interests in

reading far more advanced material. Less able

readers are given very limited exposure to

interesting text. Through groupings teachers

use, they make it clear which children are in

the lowest reading group.

Thus, even though the 1997 editors call for an end to either/or thinking, they later articulate a

clear declaration aligning whole language with best practice and basal reading programs with

poor-quality teaching (e.g., disregarding students' reading level and humiliating them).

Missing from DAP is a discussion of how teachers might implement best practice strategies

within a basal reading curriculum or how the two approaches might be combined.

7. Empirical Difficulties

There are two major weaknesses in the empirical support for DAP. First, many recommended

strategies have no empirical basis. The 1997 statement claims 12 empirically derived

principles which drive DAP recommendations. But more often than not, the guidelines make

recommendations without providing empirical evidence, or, in many cases, merely provide a

citation without making explicit links between research findings and the recommended
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strategy. As mentioned earlier, the 1987 statement says children of all ages need

uninterrupted periods of time to become involved, investigate, select, and persist at activities

without discussing how much time children need at various ages, how uninterrupted time

benefits children's development, or how research from the cited references supports the

recommendation.

Further, when discussing how to respond to child misbehavior, the 1987 statement says,

Adults facilitate the development of self-esteem by respecting, accepting, and comforting

children, regardless of the child's behavior. The statement goes on to describe respectful ways

practitioners can interact with young children with which many would agree; however, there

is no empirical support offered for the idea that comforting children regardless of their

behavior facilitates the development of self-esteem. There is empirical evidence, however,

that comfort or affection following misbehavior will likely increase misbehavior.

The second weakness in the empirical support for DAP is inconsistent evidence linking DAP

with improved educational outcomes. One challenge facing DAP is its claim that

developmental research neatly translates into specific applications. But this is not the case.

Most developmental research, especially the work of Piaget, occurred in controlled,

laboratory settings that may not transfer to classrooms. Contemporary clinical research also

has limited direct applicability to educational settings. For example, despite the plethora of

new information about brain development, relatively little is known about how young

children actually learn. Thus, laboratory science is insufficient to inform effective classroom

practice.

Findings from applied research on DAP are also insufficient. Studies in the 1990s seemed to

support the effectiveness of DAP. Researchers found a positive effect for cognition and

emotional factors and that DAP was beneficial for all children regardless of race or

socioeconomic backgrounds. Interestingly, research on social developmenta primary focus

for DAP classroomswas inconclusive. Recent research is not so favorable. For example,

according to Van Horn, Karlin, Ramey, Aldridge, & Snyder (2005), DAP is related to better

educational outcomes in some areas for some students, and other studies find little to no

improvement in educational outcomes. Effects of develop-mentally appropriate versus

developmentally inappropriate instruction vary by children's grade level, gender, SES

background, and ethnicity. Van Horn et al. (2005) elaborate: The research assessing the

effectiveness of DAP is highly inconsistent. These studies suggest differential patterns of
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outcomes for developmentally inappropriate practices (DIP) and DAP programs across

academic subjects, in particular, that DIP may be more effective than DAP [italics added] for

teaching reading skills.

8. Theoretical Difficulties

Theory is the foundation of any scientifically informed field of practice: it frames what is

known, determines which questions need to be asked, and informs inferences about best

practice. Much of the controversy regarding DAP can be traced to a particular view of

development (espoused by Piaget and many of his contemporaries) called stage theory. In

developmental theory stage is specifically defined as a hierarchical progression of growth

spurts with periods of plateau in between. These growth spurts are marked by qualitative

developmental change in which the quality (not merely the quantity) of a child's skill or

ability is distinctly different than it was previously. The child is able to think more

complexly. For example, Piaget demonstrated that preschool children are unable to conserve

mass, volume, or numberthat is, they have difficulty maintaining a correct understanding of

how much there is of something if the appearance of it changes though the amount remains

the same. If one shows a 4-year-old a 3-inch tall, 2-inch diameter cylinder of clay, and then,

while the child is watching, smashes the clay into a 1-inch thick pancake with a 4-inch

diameter, the child will almost always say the pancake has less clay than the cylinder. After

about the age of 6, when posed with the same dilemma, children roll their eyes at the absurd

question and indicate that of course the amount of clay remains the same. The understanding

that the amount of clay remains the same, despite its appearance, requires the child to attend

to and process two dimensions (height and width) simultaneously and to also mentally

reverse the process (unsmash the clay). Piaget also demonstrated that preschoolers reason

from an egocentric point of viewthey do not take another person's perspectiveand that

adolescents reason abstractly whereas elementary age children do not.

In a strict stage theory, each stage starts and ends by attaining more complex forms of mental

manipulation. In between these qualitative change bookends lies a developmental plateaua

period of time during which relatively little developmental growth occurs. According to stage

theory, progression through stages occurs spontaneously according to genetically

programmed timelines. It is believed that age-related development occurs with minimal

variation regardless of environment. Thus, one expects certain skills and behaviors of a 3-

year-old child and qualitatively different skills and behaviors of a 10-year-old. This belief in
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maturational unfolding also has implications for adult-child interactions. Because cognitive

stages are thought to unfold without adult assistance, Piaget's stage theory describes limited

roles for adults in young children's experiences. Piaget believed adult involvement in many

aspects of children's activities such as play, actually interferes with children's development.

Recently, many have questioned the soundness of strict stage theory. Contemporary

developmental research indicates developmental stages are not as closely related to age as

previously thought. For example, when conditions differ from Piaget's controlled

experiments, many preschool children readily conserve mass, liquid, and number. Further,

many preschool children demonstrate an understanding of other people's feelings, and

elementary age children frequently demonstrate abstract thought. New brain research

indicates children's brains produce new neurons and neural connections, reorganize and

strengthen existing neural pathways, and de-clutter brain structures by pruning superfluous

neurons even when there is no observable evidence of cognitive growth. Research also

indicates these neurological processes are highly affected by children's experiences. Neurons

that are not stimulated die off. Yet it may take weeks, if not longer, for neural connections to

become organized and strengthened enough to support observable developmental change.

Thus, periods of plateau during which development does not appear to advance is anything

but stagnant. By waiting for observable readiness to emerge, as posited by stage theory,

parents and educators may withhold development-promoting experiences. In deference to

these empirical developments, the 1997 DAP statement notes that there are serious

limitations to the use of age-related data. Still, the NAEYC list of empirically-based

principles does not discuss the new empirical findings related to the limitations of stage-

based decision making. Practitioners who do not carefully read the entire 185-page document

may not discover this crucial shift in NAEYC s position.

Although stage theory can outline a rough idea about how young children develop, evidence

does not support the use of developmental stages to frame what is appropriate to expect of

typically developing children at different ages or to define rules of practice or standards for

instruction.
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9. The Zone Of Proximal Development

The zone of proximal development, often abbreviated ZPD, is the difference between what a

learner can do without help and what he or she can do with help. It is a concept developed by

the Russian psychologist and social constructivist Lev Vygotsky.

The concept of ZPD has been expanded, modified, and changed into new concepts since

Vygotsky's original conception.

The concept of scaffolding is closely related to the ZPD, although Vygotsky himself never

mentioned the term; instead, scaffolding was developed by other sociocultural theorists

applying Vygotsky's ZPD to educational contexts. Scaffolding is a process through which a

teacher or more competent peer gives aid to the student in her/his ZPD as necessary, and

tapers off this aid as it becomes unnecessary, much as a scaffold is removed from a building

during construction. This concept has been further developed by Ann Brown, among others.

Several instructional programs were developed on the basis of the notion of ZPD interpreted

this way, including reciprocal teaching and dynamic assessment.

ZPD has been implemented as a measurable concept in the reading software Accelerated

Reader. The STAR Reading software suggests a ZPD level, or it can be determined from

other standardized tests. The company claims that students need to read books that are not too

easy, so as to avoid boredom, and not too hard, so as to avoid frustration. This range of book

difficulty, so claimed, helps to improve vocabulary and other reading skills.

While the ideas of Vygotsky's ZPD originally were used strictly for one's ability to solve

problems, Tharp and Gallimore point out that it can be expanded to examining other domains

of competence and skills. These specialized zones of development include cultural zones,

individual zones, and skill-oriented zones. Of these skill-oriented zones, it is commonly

believed among early childhood development researchers that young children learn their

native language and motor skills in general by being placed in the zone of proximal

development.

10. Vygotsky's Theory of Learning and Development

In Vygotsky's view, maturation was not a passive process. Thought and speech were seen as

developmentally separate processes with, as Vygotsky observed, different genetic roots.
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However, speech and thought coincide at a particular developmental juncture to produce

verbal thought. Verbal thought does not exhaust the possibilities of either thought or

speechclearly there is unvoiced thought and meaningless speechand is reflected in the

effective use of tools and in problem solving. The co-occurrence of thought and speech

results in the verbalization of thought and in rational speech.

The use of tools is central to human development at all stages. Tools are generally understood

to be symbolic processes that the developing child gradually masters and internalizes. Not

surprisingly, the mutually generative (Vygotsky used genetic in this sense) interaction of

thought and language may be regarded, dialectically speaking, both as mechanisms and

results of developmental processes. It is not a metaphorical stretch to say that Vygotsky

viewed development as marked by the gradual expansion and refinement of the tools

available for the acquisition of the higher psychological functions.

Speech undergoes an evolution from prerational babbling to egocentric speech and,

eventually, through a process of internalization, which contributes to the development of

concepts. Concept formation is triggered by the child's interaction with the social

environment as he or she attempts to solve problems. The critical moment occurs when the

child becomes aware of the symbolic nature of speech, apart from its nominative function.

Vygotsky believed that this occurs at about age 2 and echoed contemporaries in calling this

the child's greatest discovery. At this point, the developmental curves of thought and

language come together.

Vygotsky believed that speech development, like the development of tools generally,

proceeded through four stages. The primitive or natural stage corresponds to the use of

preintellectual speech and preverbal thought. The second stagenaive psychologygrows out of

the child's direct physical experience and the first use of tools to solve practical problems. At

this stage, the child begins to construct subordinate clauses using because, if, when, and but,

thus mastering syntactic structure without really understanding the causal, temporal, or

conditional relations those words represent. In short, the child masters the syntax of speech

before mastering the syntax of thought. As the child accumulates experience, he or she enters

a third stage, involving the use of external signs and external operations to solve problems.

Vygotsky identified the use of simple mnemonic devices (e.g., counting on the fingers) as

typical of this stage. At the fourth stage, the child develops inward. The capacity to count in

one's head and the use of inner, soundless speech are characteristic of this stage. Outer and
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inner operations elide as the child begins to focus internalized processes on the environmental

(external) problems he or she faces.

Vygotsky held that all higher-order psychological processes of thought begin originally as

social processes and undergo a process of internalization. Thinking, or the process of concept

formation, undergoes an involved transition well into adolescence, and Vygotsky was very

specific in Thought and Language about the stages and transitions of thought from childhood

to adolescence. By adolescence, the developing child is able to direct his or her mental

process in conscious learning and problem-solving activities.

Vygotsky differentiated between spontaneous concepts and scientific concepts. Spontaneous

concepts were those generalizations derived directly from experience without benefit of

systematic instruction. Scientific concepts represent the systematic and accumulated learning

of humankind usually found encoded in school curricula in the natural and social sciences.

Scientific concepts may be mediated through the social experience of school, play, and other

forms of interaction that encourage thinking and imitation and through the facilitation and

guidance provided by more capable peers and teachers. The time of formal schooling

coincides with the growing potential of learning as it becomes intentional. Via the dialectic

operation of the zone of proximal development, the child moves from empirical

(spontaneous) ideas to the development of scientific concepts; the egocentric verbalism of

early development leads, via the interaction of thought and speech, to the development of the

higher-order psychological functions.

A key to the understanding of the ZPD is recognition of the fact that Vygotsky believed that

instruction [generally] precedes development. He noted, for instance, that instruction in

writing begins well before the child has developed the higher intellectual functions necessary

to fully grasp its abstract function. In fact, the child has little motivation to learn writing when

it is first introduced. In all cases in the curriculum, good instruction runs ahead of

development. Instruction occurs where emerging functions are found to be immature.

Children acquire habits and skills, and as developmental processes catch up, these become

internalized as scientific concepts. Vygotsky averred that development and instruction are

interconnected processes that are distinct in rhythm. One might take the view, in Vygotskian

terms, that instructional organization (curriculum) is a vast social artificea complex

tooldesigned to convey a wide array of social and scientific knowledge. The child's emerging
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adaptational needs and abilities spur developmental progress. Vygotsky noted that instruction

in a domain may proceed with little apparent change until (in his delightful phrase),

something clicks: The child apprehends a general principle, and the developmental curve

rises markedly.

Vygotsky saw instruction in the different school subjects as promoting the overall

development of higher functions beyond the confines of the specific domain. The higher

functions to be developed through domain-specific instruction are essentially the same and

may be viewed as one, complex process. Therefore, the concept of the zone of proximal

development provides an overall principle for the organization of instruction within the

domains of formal schooling and with regard to whole child development through the

experience of formal schooling. Vygotsky remarked in Thought and Language that what the

child can do with assistance at first, the child will eventually do unassisted. He reached the

unequivocal conclusion that the only good kind of instruction is that which marches ahead of

development and leads it; it must be aimed not so much at the ripe as at the ripening

functions. In theoretical terms, the ZPD is the motor of psychological development; in

practical terms, it is the organizing principle of instructional delivery.

11. Uses of the Zone of Proximal Development: Disparate Views and Applications

Scholars and educators have argued whether the zone of proximal development is a

metaphor, a construct, or an analogical space or place where learning occurs. Some scholars

and commentators have dismissed Vygotsky's developmental theory out of hand because they

believe that his communism led him to tailor his psychological theories to the strictures of

political necessity. Still others have selectively embraced his concept of the ZPD without

actually analyzing, and in some cases scarcely acknowledging, the implications of

sociocultural theory and developmental psychology for educational practice. This cherry-

picking on the part of the latter group has sometimes led to careless scholarship and

equivocal practice. The outright rejection of Vygotsky by the former group is itself a socially

embedded value expressed as a philosophical premise. These cavils hardly invalidate

Vygotsky's model.

Vygotsky's concept of the ZPD has been labeled metaphorical and described as a heuristic for

the resolution of what and how to teach. Although not altogether incorrect, these claims are

reductive. They ignore empirical evidence generated by Vygotsky, his collaborators, and later
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Vygotskians and fail to recognize the centrality of socialization through schooling in the

maturational process of developing higher thinking skills. The ZPD can be viewed as a

construct derived from a developmental theory that yields to flexible and efficacious

application in a number of educational contexts. There is empirical support for both the

concept of the ZPD and Vygotsky's general model of development.

It is important to recognize that poetic metaphors lead to functionally descriptive analogies.

These analogies lead to models, which in turn lead to principles, corollaries, and replicable

and testable, effective practices. Vygotsky's thinking, methodologically in the scientific sense

and pedagogically in the most practical sense, is well beyond the purely metaphorical.

Vygotsky might have been surprised at the popular currency of his concept of the ZPD,

because he most certainly would have considered his greatest achievement to be his general

model of psychological development depicting a historical-genetic view of maturational

processes advancing dialectically through distinct stages driven by sociocultural forces.

12. Vygotsky's Methodology

Vygotsky's overriding concern was the development of the higher psychological processes.

His critique of stimulus-response frameworks, which included Russian psychology

(reactology), German behaviorism (Wilhelm Wundt), and Western behaviorism (J. B.

Watson, Edward L. Thorndike), centered on the fact that these models usually focus on the

etiology of lower psychological functionsthose shared by humans and anthropoids.

Vygotsky's theoretical focus was on the distinctly human characteristics of higher

psychological functioning. His methodology rested on three theoretical dispositions: (1) a

focus on the analysis of process rather than the observation and analysis of stable, fixed

objects; (2) an emphasis on the explanation of essential and defining characteristics of human

psychological development rather than a focus on the merely descriptive and superficially

observable; and (3) a focus on the historical study of the process of change. Vygotsky

believed that much of the psychological research of the time was brought to bear on

fossilized behaviors that had become automatic or mechanized (i.e., autonomic). In short, he

proposed a psychology that focused on the analysis of processes, the explication of the

dynamics of human development, and the reconstruction and analysis of critical

developmental junctures.
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Experimentally, Vygotsky's model of the process of maturation led him to what he called, in

Mind in Society, the functional method of double stimulation. This approach, as seen in the

example discussed with relation to the topic of DA, allowed Vygotsky and later researchers

to identify the inner structure of current stages of maturation and to identify proximal stages.

The experimental methodology of Vygotsky and later Russian psychologists influenced by

him has not been entirely translated into English. Vygotsky, particularly in his translated

work, tended to report his conclusions and research methodology separately; although he uses

frequent examples in the extant English language sources, they are usually unaccompanied by

the observational data. Later Vygotskians broadened the experimental base of his model,

although much of that body of research has yet to be translated into English.

13. Arts In The Schools

The 19th and 20th centuries saw policy makers and practitioners give scant attention to K-12

arts education. Horace Mann failed to add art to Massachusetts' curriculum, and the

Committee of Fifteen's recommendation of 60 minutes of drawing per week for elementary

schools in 1895 barely surpassed the absence of arts in the Committee of Ten's proposal for

secondary schools in 1893. Boyer's (1983) study of American secondary education a century

later found the arts shamefully neglected and rarely required (p. 98). Unfortunately, art

curricula have apparently regressed since the 2001 passage of the federal No Child Left

Behind Act (NCLB); a Center on Education Policy report (2006) concludes that this

legislation has led to a 22% reduction of instructional time for art and music.

In this chapter we present our definition of art curriculum and argue that art education should

receive greater emphasis and balance during the 21st century. We provide a brief review of

the history and major conceptualizations of arts education during the 19th and 20th centuries.

We then provide rationale for including arts in K-12 schooling and discuss art standards and

art assessment. Finally, drawing from our experiences as K-12 practitioners, we propose a

realistic perspective for creating K-12 art education programs.

14. Definitions

Curriculum has been variously defined, leading to conceptions that are narrow (a fixed course

of study), broader (all organized experiences that occur under the direction of a school), and

www.bsscommunitycollege.in   www.bssnewgeneration.in  www.bsslifeskillscollege.in

19
www.onlineeducation.bharatsevaksamaj.net        www.bssskillmission.in

WWW.BSSVE.IN



broader still (all experiences, planned and unplanned, under the direction of a school).

Theorists have expanded these definitions to include such facets as the hidden curriculum, the

written curriculum, and the learned curriculum. Because different definitions lead to different

topics, we define the arts curriculum as the planned course of K-12 student learning outcomes

(e.g., knowledge, conceptual understanding, and critical thinking skills) in visual art, dance,

music, and theater. For this chapter, we focus on the visual arts, expanding beyond planned

student learning outcomes to explain how visual arts curriculum might be more strategically

derived, vibrantly presented, and learned.

15. Historical Perspective

The late 19th century and the 20th century saw art education moving toward wider

acceptance as part of the K-12 curriculum. Progress was slow and unstable, however,

especially during times of financial or perceived educational crisis. Early advocates such as

Lowell Mason, Horace Mann, and von Rydingsvard were influential in moving the arts

forward. Mann sought to create schools where all students beyond the privileged could study

drawing, music, and natural objects. Mason produced songbooks and popular articles related

to music, and von Rydingsvard sold mass-produced art reproductions to schools along with

manuals on how to use them to teach various virtues. Wolf (1992) notes that arts education

was therefore accepted not as a field of study but rather as a tool or an occasion for producing

citizens, a way to smooth, to civilize, and to inculcate .

School leaders also responded to the need to create more practical and attractive programs for

youth. Grammar schools gave way to infant schools, academies, and public schools aimed at

enrolling every adolescentnot just those few attending university. Growing demands for

workers, recognition that the Latin grammar school was too antiquated for serving societal

needs, and the ostensible interest in creating a common school that conserved cultural values

led arts curriculum to be based more on their service to virtue, religion, citizenship, and

industry than as a field of study.

In contrast to Boyer's (1983) finding that art was a rare requirement, a larger survey by

Lehman and Sinatra (1988) found that art and music were taught in 90% and 93% of the

schools, respectively, and that 22 states by 1989 had art graduation requirements. An

Education Commission of the States (2007) report found that 35 states now have an arts

requirement and 23 states require at least a semester of art credit alone. Rose and Gallup
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(2006) found that public interest in broadening the curriculum is currently high, as 58% of

those polled nationally and 63% of public school parents responded that a wide variety of

courses should be favored over fewer but more basic coursesa substantial increase in both

cases from 44% in 1979.

16. Conceptualizations of Art Education

Wolf (1992) identifies four major conceptualizations in the evolution of arts curriculum: (1)

arts education for craftsmanship, (2) arts education for creativity and self-discovery, (3) arts

education for developing symbols and thinking, and (4) arts education for apprenticeship.

Wolf explains that this conceptual evolution involves the arts as a distinct form of

knowledge; a press for the arts to become part of a common curriculum for all learners;

research showing there to be sequences of development typical of art learners; the importance

of teaching and learning artistic knowledge and skills; and interest in connecting art

education classrooms to practices found in studios, museums, performance halls, and

universities.

17. Arts Education for Craftsmanship

Wolf (1992) explains that early art educators tended toward efficiency methods used in

industry and priority curriculum areas such as reading and mathematics. Early art textbooks

were dominated by elements of design, routine exercises, and a skills-based sequence of

activities. When Walter Smith became Massachusetts' art director, his program focused on

drawing skills useful to industry and practicing isolated elements of design [curves and

designs present in fabric, ornaments, and wallpaper] repetitively until they achieved a

machinelike dependability. According to Wolf, this curriculum provided students drawing

tools to become skilled workers and to enhance their social status above what might have

been predicted, without much personal expression or creativity.

18. Arts Education for Creativity and Self-Discovery

As the 20th century began, arts education reflected such social interests as evolution theory,

psychoanalysis, industrial reform, as well as new artistic directions such as romanticism,

cubism, and the arts and crafts movement forms linked to individual imagination,

spontaneity, and expression. Arts education became a safeguard against the routine, the
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regular, and the predictable, something like an occasion, or a medium, for the development of

creativity. Now students were seen as free-spirited artists, discoverers, and natural inventors

of self-expressionnot students to be taught to draw and copy. Cultural changes and

progressive education, derived in part from child-centered practices, led art educators to

argue that the arts played a unique role in the curriculumcontributing to personality

development and the creativity needed to become effective citizens. During this time, art

teachers evolved from mentors of drawing skills to facilitators who provided the studio,

materials, and occasions for various projects.

19. Arts Education for Developing Symbols and Thinking

Uneven results from progressive education, cultural shifts from behaviorism and

romanticism, reaction to Russia's Sputniksuccess, and research that documented major

patterns of language acquisition and cognitive and moral development led the view of arts

education to shift from creativity and individualistic expression to a view of the arts as earned

conceptual development. Wolf writes that researchers and educators asserted that students

slowly constructed (not discovered) rule systems embedded in the arts of their culture and

that, hence, the arts were not simply occasions for self-expression and discovery but more a

matter of learning, deserving careful instruction.

Visual arts researchers provided strong descriptions of the developmental stages, leading to

implications for art instruction. Indeed, an understanding of these stages and the provision of

active and developmentally appropriate instruction and materials, as well as peer interactions

aimed at cognitive growth, partially replaced the earlier conceptions of art education. Art

education now became focused on listening and looking at art, rule-governed thought, and

efforts to develop students' ability to read the language and history of the arts.

20. Arts Education for Apprenticeship

The final conceptualization of arts education grew largely from three major controversies

about educational practice that developed between 1960 and 1990: (1) the role of explicit

teaching and development; (2) difficulties related to canons of art and intellect; and (3) the

role of thoughtfulness in artistry. Wolf (1992) explains that concerns now centered on what

occurred naturally rather than on what educators specifically wanted students to know or be
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able to doWhat occurs 'naturally' is not necessarily the foundation for a curriculum.

Development establishes only a footingit cannot dictate matters of value.

A second critique stemmed from disagreements about what constituted intellect and art, and

the role of art history, art criticism, and aesthetics. Traditional definitions of IQ and ways of

knowing were challenged by scholars. The need for a multicultural perspective in art history

was expressed as well as whether arts education should be rooted chiefly in knowing how to

make art, or whether it should expand to include knowing about art. It was argued that art

appreciation increases when we understand the context of the work.

Research and theory on critical thinking also influenced the new conception of arts education.

The mind was reconceptualized from that of a memorizer to that of a planner, reflector, and

thinker about thinking (metacognition). This led to interest in narrowing the gap between

thinking in typical school settings and thinking that occurs in authentic artistic contexts.

Numerous researchers pointed to problems associated with teaching content and basic skills

devoid of applications, and some noted that typical public school art was marginal in

qualitative depth.

These three discussions led to the viewpoint of student as apprentice. According to Wolf,

efforts to link school arts with expert practice generated two widely different curric-ulums:

(1) discipline-based art education (DBAE), and (2) ARTS PROPEL. The DBAE approach

focuses on introducing students to four major areas of artistic knowledgeart making, art

history, art criticism, and aestheticsand aims to develop visual literacy, or the ability to derive

meaning from works of art. Students who learn components of a DBAE curriculum will gain

skills in identifying key visual characteristics of artworks such as historical connections, use

of art elements and principles, and expressive properties. Dobbs describes the DBAE student

as one who is able to converse about artwork in terms of elements and principles, how they

were made, and what they mean in the historical and cultural context. This student would also

be able to identify quality and intentionality in works of art and be able to conceive, design,

and create such.

Teachers using PROPEL (designed by researchers at Harvard Project Zero and Educational

Testing Service) engage students in doing the work of the art field with extensive portfolio

development through sustained involvement. This approach allows latitude for highly

imaginative and innovative works and deep understanding of the work. This final

www.bsscommunitycollege.in   www.bssnewgeneration.in  www.bsslifeskillscollege.in

23
www.onlineeducation.bharatsevaksamaj.net        www.bssskillmission.in

WWW.BSSVE.IN



conceptualization argues for mentors capable of modeling the performance and

metacognition of seasoned artists in the field, authentic work in the arts, and restructuring of

many present art education practices such as longer class periods, virtual and actual museum

tours, and in-depth critiques.

21. Purposes of Art Education

Some policy makers may believe art education is a frill and intellectually inferior, but quality

programs incorporate numerous higher-cognitive skills, some of which are untouched by

other academic disciplines. The development and application of these advanced cognitive

skills make the arts especially valuable for 21st-century education. The lack of understanding

about substantive purposes of art can be traced to three of education's intellects: Jean Piaget,

Lev Vygotsky, and Benjamin Bloom. Piaget's (1963) description of the intellectual

development process focused on science and mathematics, giving less importance to the arts.

Piaget's theory relegated the arts (nonpropositional thinking) to lower-order cognition, and

arts education has suffered from this assumption. Vygotsky's (1962) theory suggests that

knowledge is learned through forms of social mediation. Vygotsky described how knowledge

is internalized but not how individuals construct through imagination and intuition. Bloom's

(1956) widely accepted taxonomy of instructional objectives has reified the cognitive,

affective, and psycho-motor domains. Consequently, the arts have traditionally been grouped

with noncognitive domains and afforded lower intellectual status.

At the very least, art courses must attempt to include higher-order thinking skills as

curriculum objectives and as the focus of assessment before claiming ownership and

responsibility for them. These cognitive skills overlap and involve aspects of each other in

various ways; therefore a hierarchical taxonomy is not suggested.

Schwartz (2000) reinforces the value of critical thinking common to arts education by

asserting its overarching political usefulness of promoting, supporting, and maintaining the

aims of a democratic society. Engaging critically with works of art, students practice the ideal

democratic skills of suspending judgment, deliberation, debate, decision making, and other

values such as tolerating different points of view.

www.bsscommunitycollege.in   www.bssnewgeneration.in  www.bsslifeskillscollege.in

24
www.onlineeducation.bharatsevaksamaj.net        www.bssskillmission.in

WWW.BSSVE.IN



22. Art Assessment

Assessment is broadly defined as the systematic investigation of the worth or merit of some

object (program, project, materials). Assessment informs our focus on agreed upon standards,

clarifies what we need to reteach and whether our instruction needs improvement, and

enables larger program evaluation and accountability by administrators and policy makers.

Improving the use of valid and reliable assessments would contribute to the legitimacy of art

well into the future. Traditionally, K-12 art education has relied upon authentic forms of

assessment. Teachers subjectively evaluate projects and portfolios through informal means or

performance-based rubrics. Art educators worry that standardized assessment will artificially

quantify key aspects of art such as imagination and creativity. They also worry that adding

standardized measures, especially those of lower-level knowledge and skills, will shift the

focus inordinately to these lesser aims. Interest in accountability and addressing concerns

about the biases and far-ranging goals of traditional authentic assessments have led to steady

advances in art assessment, but the lack of inclusion in high-stakes accountability efforts

diminishes the importance of art for administrators, educators, and the public.

Portfolio assessments, widely used in higher education for assessment and admission to art

programs, are the major tools for measuring success in the College Board's AP Studio Art

program (1980) and the International Baccalaureate's (IB) Art and Design program. These

programs are exemplars of large-scale portfolio assessment, creating objectivity by training

portfolio reviewers in procedures, standard-setting rubrics, and scoring guides; however,

reliability is only ensured by the pooling of separately scored sections of the portfolio. The

following authentic forms of assessment are assumed to measure the higher-cognitive skills

sought by most art curriculums: large-group critiques, reflective or interactive journals,

small-group critiques, and student-pair critiques. In nearly every case, for art assessments to

rise to higher levels of validity and reliability, these typically informal assessments should

gather written or oral records, however impractical. In response to a perceived need for such

standardization, the National Assessment of Educational Progress created a large-scale

standardized assessment of art making based on the 1997 Arts Education Framework. This

assessment, a timed drop-in format with both multiple-choice and open-ended items, was

designed to capture the complex nature of art making, interpreting, and critiquing as well as

assessing specific content knowledge. This framework provides a meaningful model for how

states might develop standardized art assessments.

www.bsscommunitycollege.in   www.bssnewgeneration.in  www.bsslifeskillscollege.in

25
www.onlineeducation.bharatsevaksamaj.net        www.bssskillmission.in

WWW.BSSVE.IN



Critics of standardized testing in art have traditionally provided strong opposing

philosophical positions, fearing loss of student freedom and homogenizing effects. Ironically,

standardized tests carry the additional risk of informing art educators about that which they

may not want to know, thus increasing their responsibility for teaching and learning in areas

for which they have less preference. It is certainly easier to maintain an imbalanced art

education curriculum related to individual teacher interests or preferences; however, by not

participating in a balanced assessment program, high-stakes testing, or both, art educators

risk maintaining their subject at a marginalized level. Of course, the issue of art assessment is

always linked to fundamental curriculum questions about the purposes of K-12 art education.

Assessments of higher levels of cognition are difficult to construct, time-consuming to use,

lacking in reliability, and therefore uncommon. Many argue that if these skills are assessed,

then art teachers will more frequently teach them and see their presence increase. Each of the

following higher-level skills can be assessed authentically in formal and informal ways, even

using objective and standardized approaches that are potentially more valid and reliable. For

many skills teachers may simply borrow authentic assessment methods from other disciplines

such as writing and literature. Oral discussions are the preferred form of demonstration, but in

the interest of reliability, writing samples are recommended.

If K-12 art educators are to demonstrate their subject's true academic value and claim the

cognitive territory that they own, they must move toward using valid and reliable

measurement. To do this, ambiguous constructs such as imagination, creativity, and

expression must be unwrapped and operationally definedthus becoming objects of curriculum

and assessment. Developing objective and standardized measures for areas previously

untouched in the arts is not as difficult or as dangerous as it may seem. Research in cognitive

psychology may enable art educators to see ways in which their constructs may be more

operationally defined and objectively measured. Although it is beyond the scope of this

chapter to operationally define these constructs or to describe highly specific standardized

assessment tools, we suggest using more objective approaches for assessing higher cognitive

functioning in art. Whether the curriculum bias tends toward emphasizing traditional art

making, imaginative cognition, competence in understanding visual culture, or other

purposes, these aims use similar cognitive functions. Therefore, assessment of the higher-

level cognitive functions in art with increasing standardization and objective measures is

complementary to each of these curricula.
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Topic Objective:

At the end of this topic students will be able to:

 Understand Creativity

 Understand The Adaptiveness Criterion

 Understand Creativity and the Arts

 Understand Theories of Creativity

 Understand Creativity and Educational Psychology

Definition/Overview:

This topic takes a more in-depth at the creative process. The topic includes sections on

Wallaces model, Torrances model, and characteristics of creative people. This topic also

introduces the link between artistic process and the continuum of affective development. An

activity relating to the pre-service teachers support system introduces the first of nine

personal and professional growth activities.

Key Points:

1. Creativity

Creativity (or "creativeness") is a mental process involving the generation of new ideas or

concepts, or new associations of the creative mind between existing ideas or concepts.

From a scientific point of view, the products of creative thought (sometimes referred to as

divergent thought) are usually considered to have both originality and appropriateness. An

alternative, more everyday conception of creativity is that it is simply the act of making

something new.

Creativity is among the most valued yet least understood of educational psychology

constructs. For the purposes of this entry, creativity is defined as the interaction among

aptitude, process, and environment by which an individual or group is able to produce

original (unique, novel, unusual) and adaptive (useful, appropriate, meaningful)
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interpretations, ideas, behaviors, solutions, or products. Although most people view creativity

and originality as synonymous, creativity scholars have emphasized the importance of

including the additional criterion ofadaptiveness in definitions of creativity. Without this

added criterion, anything merely unusual would also pass as creative. Confounding creativity

with uniqueness has, in part, resulted in the perpetuation of various misconceptions of

creativity (e.g., creativity requires elimination of constraints and rejection of standards and

conventions) and negative associations with those who are creative (e.g., creative individuals

suffer from psychological disorders).

2. The Adaptiveness Criterion

Creativity researchers have demonstratedin case studies of eminent creators and

investigations of everyday forms of creative expressionthe importance of including the

criterion of adaptiveness in definitions of creativity. The adaptiveness criterion distinguishes

creativity from novelty and provides a context for evaluating particular contributions.

Consider the everyday creativity of developing a new recipe. No matter how novel the

combination of ingredients (e.g., oxtail, dandelion stem, maple syrup) or the technique

(flamb)if the resulting meal is inedible, then the recipe would hardly be considered creative.

Rather, in order for the meal to be considered a form of creative expression, it would need to

be original and useful.

The importance of adaptiveness is also illustrated in eminent forms of creative expression.

Creativity scholars have documented that the highest forms of creativity typically require a

deep understanding of the conventions and traditions of a particular domain: usually 10 or

more years of formal study or apprenticeship. For example, eminent, creative jazz musicians

(e.g., John Coltrane, Charlie Parker, Miles Davis) not only had an amazing ability to create

highly original compositions, arrangements, and improvisations, but they were able to do so

because of their deep knowledge and mastery of musical standards and instrumental

techniques.

3. Sociocultural Context

In addition to recognizing the combined importance of originality and adaptiveness, creativity

scholars also have stressed the importance of the sociocultural context in their definitions of

creativity. This emphasis on the role of context has moved conceptions of creativity beyond
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traditional individualistic perspectives, which represent creativity as a static, genetically

predetermined trait. Rather, most contemporary definitions of creativity emphasize the role

that the socio-cultural (and, at times, historical) context plays in determining what is

considered original and adaptive. This is particularly the case with the most eminent creators.

For example, case studies of great creators (e.g., Johann Sebastian Bach) highlight the role

that the sociocultural context (e.g., the judgment of historians, critics, connoisseurs, and

subsequent musicians) has played in determining the originality and adaptiveness of some

creative body of work (e.g., Bach's musical compositions posthumously deemed highly

creative).

The sociocultural context also plays a key role in more ubiquitous examples of creative

expression. For example, in order for an architectural design to be considered creative, it

must be judged to be not only original by the gatekeepers of the domain of architecture (i.e.,

professors of architecture, professional architectural societies and associations, historians,

fellow architects), but also adaptive (i.e., fit in with the standards and conventions of that

domain, be structurally sound). Similarly, although a high school student's spoken-word

poem may not be considered sufficiently original or adaptive to be included in the Norton

Anthology of Modern Poetry, the student's poem might very well be considered creative

within the context of her high school classroom, after-school poetry club, or local poetry

event.

4. Common Misconceptions About Creativity

Like any construct that has wide appeal, popular beliefs about creativity have resulted in the

development and persistence of several misconceptions. Three common misconceptions with

particularly important implications for educators have resulted from confounding creativity

with negative deviance, the arts, and eminence.

5. Creativity and Negative Deviance

The myth that creativity involves some degree of socially negative deviance is the upshot of

believing that creativity represents a form of unconstrained novelty. In a classroom context,

this misconception typically is represented in teachers' believing that if they encourage

students' creative expression, they will ultimately take their class off topic by deviating from

curricular standards, which will likely result in confusion or other classroom disruptions. It is
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not that teachers fail to see value in student creativity (in fact, most view creativity as

important); rather, they struggle with how they can legitimately justify the incorporation of

something in their standard curriculum that they believe will take instructional time away

from learning the content. Not surprisingly, then, many teachers come to view creativity as

extracurricular and not appropriate for their regular classroom instruction.

6. Creativity and the Arts

When most people think about creative expression, they often think of the visual or

performing arts, and teachers are no exception. Consequently, teachers may struggle with the

idea that creativity should be a common feature of their curriculum. If teachers believe that

the visual or performing arts are the only form of creative expression, then it is easy to

imagine how creativity would come to be viewed as a rare, extracurricular luxury (e.g.,

having the students don costumes and perform the key elements from a historical description

of the Salem Witch Trials, or having students write Haikus while studying the seasons).

Although likely entertaining (and perhaps engaging), such representations of creativity have

little to do with creativity as modern scholars conceptualize it.

Rather, many researchers highlight the importance of teachers helping students recognize and

develop their creativity in various academic domains (e.g., scientific creativity, creative

writing, artistic creativity). Incorporating creativity in the curriculum, from this broader

perspective, would involve emphasizing the importance of developing novel ideas and

products within the context and conventions of a particular academic domain. For example, a

seventh-grade science teacher might support and encourage the development of scientific

creativity in students' conceptualizations of their science fair projects. In order to do so, the

teacher might require his or her students to develop a novel project idea (meeting the

originality criterion of creativity) as well as adhere to the conventions and standards of

scientific inquiry (meeting the appropriateness criterion of creativity). The creativity of such

projects would then be judged within the sociocultural context of that particular science fair

(by teachers,peers, guest judges, and other relevant stakeholders).

7. Creativity and Eminence

Finally, a common and damaging misconception is that only certain people can be creative.

This belief is reinforced by the attention given to the revolutionary breakthroughs often
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attributed to a few creators (e.g., Wolfgang Amadeus Mozart, Mohandas Gandhi, Albert

Einstein). It is true that the odds of a teacher having a classroom full of potential Martha

Grahams or Martin Luther King, Juniors are slim to none. However, it does not then follow

that teachers need not be concerned about supporting and enhancing students' creative

potentials. As most researchers now recognize, all students have creative potential (although

not necessarily on the level of magnitude of the rare, eminent creator). And although a few

students will always demonstrate unusually high potential and creative ability and likely

would benefit from additional curricular enrichment and acceleration, all students stand to

benefit from having their creative potential recognized and supported.

Viewing creativity from a developmental perspective (with various degrees of creative

magnitude) may help teachers recognize that all students have creative potential. For

instance, creativity scholars have demonstrated how the creative life typically follows a

trajectory starting with intrapersonal creative interpretations (referred to as mini-c creativity)

moving to socially recognized forms of creative expression (little-c creativity), and, in very

rare instances, going on to make revolutionary contributions that have lasting, historical, and

cultural significance (Big-C Creativity). Big-C Creativity represents the highest forms of

creative expression, whereas little-c represents the more ubiquitous, everyday forms of

creativity. A great deal of scholarship has been focused on the Big-C level of creative

magnitude and has yielded important and compelling insights. For instance, scholars who

have conducted research on Big-C Creativity have demonstrated through case studies (i.e., in-

depth studies of eminent creators) and histrometric methods (i.e., the quantitative, historical

studies of general trends in creativity across time) that eminent levels of creativity result from

a confluence of factors (e.g., motivation and skill, past and present environmental supports

and constraints, the current and future sociocultural-historical context, and even luck).

The scholarship on Big-C Creativity provides an important backdrop for understanding the

extremely rare and revolutionary impact that creativity can have on the development and

advancement of science, technology, the arts, and societies as a whole. However, little-c

creativity is often more relevant and important for educators to understand as it refers to the

everyday forms of creative expression thought to be accessible to almost anyone (e.g.,

students designing a unique and accurate solution to an everyday science problem; students

expressing their frustration about some life situation in poetry; students representing their

understanding of some event of cultural significance in a unique and historically accurate
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narrative account, and so on). Indeed, nearly all students have a shot at producing what their

teachers, peers, parents, and they themselves would consider to be novel and adaptive ideas,

solutions, behaviors, and products. Research on this more everyday form of creativity has

identified important cognitive strategies (e.g., divergent and evaluative thinking techniques)

and environmental supports (e.g., creating engaging, intrinsically motivating environments)

necessary for supporting students' creative potential.

The developmental perspective of creativity (which includes the various levels of creative

magnitude) helps to dispel the myth that only certain people can be creative. At the same

time, the developmental perspective acknowledges that although there will always be a few

rare individuals (or groups) who have the capacity, environmental supports, and luck to attain

creative eminence, the more everyday forms of creative expression are still important and

attainable by almost anyone. For teachers, then, the goal becomes helping students to

recognize and realize their creative potential within the various academic domains.

8. Theories of Creativity

Space limitations prevent a comprehensive review of creativity theories, but the trajectory of

theoretical development can be characterized as moving from relatively focused,

psychometric theories to multifaceted, relatively complex systems theories.

9. Psychometric Conceptions

The growth of creativity research in the second half of the 20th century was initiated by

researchers studying creativity from a psychometric perspective.f The work of J. P. Guilford

and Paul Torrance was seminal in this regard. Guilfordconceptualized creativity as a facet of

his Structure of the Intellect model of human intelligence and developed a range of cognitive

measures of creativity. Torrance, focusing more tightly on divergent thinking, developed the

Torrance Tests of Creative Thinking, which remains one of the most popular creativity

assessments and is used in several countries. Torrance's work popularized the

conceptualization of divergent thinking in terms of fluency (total number of responses),

flexibility (number of different kinds of responses), originality (the uniqueness and rarity of

responses), and elaboration (the detail of responses).
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10. Systems Theories

Starting in the 1980sand mirroring theoretical developments in other fieldscreativity

researchers began to question the utility of psychometric conceptions of creativity. These

scholars noted that creativity was a broad construct with multiple, diverse influences and

outcomes (as opposed to the more narrow cognitive conceptions of the traditional

psychometric approach). This changing attitude resulted in part from the broadening of the

field to include researchers with wide-ranging interests and backgrounds. The result was a

flurry of systems theories of creativity from the late 1980s to the mid-1990s. Mihaly

Csikszentmihalyi's systems theory, for example, emphasizes the interaction between an

individual, the domain, and the field in which creativity occurs. The systems perspective,

common in most systems theories, focuses on the confluence of events that occurs when

creativity happens rather than considering creativity to be a trait of an individual. For

example, most people do not understand Einstein's Theory of Relativity, but accept it as true

because the gatekeepers in the field accept it. A domain is the cultural or symbolic portion

relevant to creativity. Creativity happens when an individual changes a domain. Other

popular and influential systems theories include Teresa Amabile's Social Psychology of

Creativity, Robert Sternberg and Todd Lubart's Investment Theory of Creativity, and Mark

Runco's Psychoeconomic Theory of Creativity, among others.

11. Types of Creativity Research

Scholars representing multiple disciplines (e.g., psychology, education, history, the arts,

sociology, anthropology, and business) have contributed to the development of creativity

theory, research, and practice. The upshot of this multidisciplinary effort has resulted in the

broadening of the field and the emergence of multiple avenues and venues for creativity

research. For instance, the broadening of the field is evinced in a steady stream of new

creativity handbooks and edited volumes, the sustainability of multidisciplinary creativity

research journals (e.g., Creativity Research Journal, Journal of Creative Behavior), and the

emergence of new scholarly journals (e.g., Journal of Thinking Skills and Creativity;

Psychology of Aesthetics, Creativity, and the Arts).

Several distinct approaches are used to examine creative phenomena, with a majority of

research historically relying on psychometric methods the direct measurement of creativity

and its perceived correlates in individuals. Practically all current work on creativity is based
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upon methodologies that are psychometric or were developed in response to perceived

weaknesses of creativity measurement. Work by Guilford and Torrance, which, as mentioned

earlier, focused on cognitive assessment, formed the foundation for psychometric approaches,

and much of their work remains in wide use among creativity researchers. But psychometric

methods have been extended to the study of attitudes, personality, motivation, and other

noncognitive aspects of creativity. The advantages of psycho-metric approaches include the

existence of a number of refined instruments, which promotes comparison of results across

studies; disadvantages include the often narrow lens through which creativity is viewed and

the lack of psychometric advances to match the considerable theoretical advances in recent

decades.

The experimental approach is quite similar to the psychometric approach in that experimental

researchers use many of the same instruments used by psycho-metricians to measure

creativity. Perhaps the best known line of research in this area involves Amabile's studies of

the impact of reward and evaluation conditions on creative production. Although

experimental designs include added logistical and financial costs (as compared to

nonexperimental designs), the advantages of the experimental approach include the

confidence with which conclusions can be made about intervention effectiveness. Still, as

some scholars have noted, because experimental designs require direct intervention and

manipulation (as opposed to naturalistic observations and case studies), they may preclude

the ability for documenting how creativity develops (more naturally) in a given sociocultural

context.

The historiometric approach involves the analysis of quantitative data drawn almost

exclusively from historical documentation. Although studies of eminence have relied on

historiometric techniques at least as early as the 1950s, this empirical approach is best

exemplified by the prolific works of Dean Keith Simonton, who has both created and refined

the methodologies and used these techniques to study creativity exhaustively. Historiometric

methods have been used to study the relationships between creativity and leadership, age,

productivity, invention, and eminence, among many other areas. An advantage of this

approach is the ability to consider creativity within its proper historical context, which proves

to be difficult using other empirical approaches. On the downside, this approach relies almost

exclusively on the study of Big-C Creativity, potentially limiting its application to everyday

creativity.
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The biographical or case study approach is similar to the historiometric approach in its focus

on eminent creators and their work. However, the case study approach strongly favors

qualitative research methodologies, with the attendant advantages regarding depth of analysis

and limitations regarding generalizability. For both historiometricians and biographers, their

focus on Big-C Creativity (i.e., indisputable instances of creativity) helps researchers avoid

the problems and issues surrounding the definition of creativity faced by investigators

adhering to most other methodological approaches. But again, applicability of results to

everyday creativity may be an issue.

Although the use of biometric methods to study creativity, such as functional magnetic

resonance imaging (fMRI), has significant potential, their application to the study of

creativity has been highly limited. The ability to study brain function during creativity

problem solving has clear advantages, but the use of fMRI in this context has been limited

because of the high cost of such research, the infancy of the technology, and a lack of interest

among neuropsychologists. As these issues changeand evidence suggests that this is

happeningbiometric approaches should become more common.

Although the various approaches to the study of creativity share many features, fundamental

differences distinguish them from one another. The most significant differences involve the

research designs commonly used, specific areas focused upon by researchers, and the time

frame in which data are collected.

12. Major Empirical Themes

Two lines of inquiry are important for educators and educational psychologists to understand:

the issue of domain specificity versus domain generality, and issues surrounding the

enhancement of creativity.

13. Generality Versus Specificity

Whether creativity is domain general or domain specific is one of the hottestyet most

enduring debates among creativity researchers. In essence, the debate boils down to whether

people who are creatively productive in one domain are likely to be similarly productive in a

different domain (or domains). Such distinctions are important because the generality

position implies that general skills can be used to enhance creativity. But if creativity is
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domain specific, general creativity training would be highly unlikely to promote transfer

across domains and would, in effect, be pointless.

The specificity position, which is currently the dominant perspective, is supported by recent

research on situated cognition and other areas within cognitive science. For instance, domain-

specific creative tasks tend to have low correlations with each other, and task-specific

training typically yields task-specific creative performance. However, other researchers argue

that a domain-specific conception fails to account for theoretical and methodological issues.

For example, a systems approach to creativity takes the view that creativity cannot be

determined entirely within a domain. Implicit theories of creativity (i.e., layperson or folk

definitions) also support a domain-general perspective.

A more fruitful question focuses on which aspects of creativity are domain or content general

and which are domain or content specific, with the answer changing as a person develops and

matures. As people age, they are forced to make choices, related to both their careers and

their personal lives, that necessarily limit their ability to work productively in multiple,

distinct domains. Some creative individuals do work in multiple domains, but they tend to be

the rare exceptions that prove the rule. The implications of this perspective for practice are

that some aspects are domain general, some are domain specific, and enhancement efforts

should focus on helping individuals develop their creative abilities in whichever areas they

choosekeeping in mind that some of the skills and attitudes will transfer to other domains and

tasks.

14. Enhancement

Research on the effectiveness of efforts to enhance creativity is controversial, conflicting, and

often disappointing. For example, many studies provide evidence of the ability of divergent

thinking techniques to increase divergent thinking test scores, but these gains are often short-

lived, and the skills prove difficult to apply to other contexts. Another example involves

group problem solving. The work of Alex Osborn, Torrance, and many others suggests that

groups generate more ideas than individuals working under otherwise similar conditions, and

that group participants rate the creative performance more favorably than individuals working

on similar problems. At the same time, many researchers have found that group problem-

solving strategies, such as brainstorming, produce fewer and less original ideas than do

individuals. The creativity enhancement literature is rife with such contradictions.
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Several researchers have suggested possible reasons for the lack of clear effectiveness

information regarding creativity enhancement: the lack of appreciably new enhancement

strategies at the same time that our theoretical understanding of creativity has advanced

exponentially; widely held misconceptions and myths about creativity (often created by an

over-reliance on Big-C Creativity), which most classic enhancement efforts fail to address;

negative effects of the numerous pop psychology and commercialized approaches (many of

which are merely repackaged versions of early divergent thinking strategies); early work

conducted in relative isolation from mainstream psychology; reliance on strategies and

programs that assume a strong domain-general position; and conflicting or vaguely implied

definitions of creativity. This last point is very importantif researchers studying creativity

enhancement fail to define creativity or define it imprecisely, conflicting results should be

expected.

Looking at creativity enhancement through the lens of the definition of creativity described

earlier, a promising avenue for enhancing creativity is to optimize the time an individual

spends in ideal aptitude-process-environment contexts. This may be similar to

Csikszentmihalyi's concept of flow and Sternberg's emphasis on contextual awareness in his

theories of intelligence. However, the ideal creative context needs to be identified for each

individual. Not only will this vary across individuals, but across time, process, and

environment as well. Many approaches to problem-based learning promote these principles,

suggesting that related activities may be a fruitful avenue for future enhancement efforts.

Joseph Renzulli's Schoolwide Enrichment Model emphasizes many of these approaches and

may be the most appropriate program for the enhancement of creativity. Initially designed as

an education system for gifted students, Renzulli's approach has been described by some

observers as a creativity enhancement model, and viewed from this perspective, it is

considered to be quite successful. Renzulli has recently adapted the model to fit a variety of

instructional contexts, and his work should be consulted by anyone considering large-scale

enhancement efforts.

In the end, it is reasonable to conclude that a growing number of educational psychologists

value creativity, would like to enhance it, and are confused about how to proceed. Addressing

complex phenomena such as creativity is never easy, and recent conceptual and empirical

advances should illuminate the issues surrounding enhancement of creativity.
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15. Creativity and Educational Psychology

Given that all students have creative potential and that creativity can help complement and

extend learning within the various academic domains, there should be little doubt that

creativity represents an important construct for educational psychologists. Although creativity

has dwelled somewhat on the margins of educational psychology (particularly during the era

in which behaviorism held sway over the field), the rise in constructivist views of learning

has established a growing recognition that creativity and knowledge construction are

complementary processes. This recognition is not entirely new, as many early progenitors of

modern constructivist views of learning (including John Dewey, Jean Piaget, and Lev

Vygotsky) made explicit references to the relationship between learning, creativity,

imagination, and the development of robust understanding. What is new, however, is the

wealth of knowledge both in the domain of educational psychology and in the

interdisciplinary field of creativity studies.

For instance, educational psychologists have established important theories and empirically

tested insights pertaining to student motivation, learning and development, assessment, the

psychology of teaching, and contextual factors that mediate effective teaching and learning.

Moreover, advances in research methods (both qualitative and quantitative) and advances in

analytic techniques (e.g., everything from hierarchical linear modeling to more situated,

interpretive analyses) position educational psychologists to make significant contributions to

the study of creativity and its relationship to teaching and learning. Similarly, creativity

researchers have engaged in parallel efforts in which they have examined the development

and expression of creativity in educational contexts. For instance, creativity researchers have

developed full programs of research (including the development of theoretical models and

innovative analytic and assessment techniques) aimed at examining the motivational,

cognitive, affective, and socio-environmental factors that mediate the fulfillment of students'

creative potential. What is now needed is a well-articulated bridge between these parallel

efforts, both to reduce unnecessary redundancies and to maximize the synergies between

these related knowledge bases and lines of inquiry. Educational psychologists have a unique

opportunity to bridge these complementary programs of research such that existing

knowledge can be brought to bear on the advancement of what is known regarding the

relationship between human learning and creative expression.

In Section 2 of this course you will cover these topics:
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Exploring Feelings And Images

Introducing Music And Movement

Topic Objective:

At the end of this topic students will be able to:

 Understand Hidden curriculum

 Understand Educational History

 Understand Sources

 Understand Function

 Understand Higher Education and Tracking

 Understand Schemas

Definition/Overview:

This Topic explores the essential personal qualities teachers possess, such as feelings,

concerns, interests, desires, values, and attitudes. It presents ways through which teachers can

find a balance between cognition and affect. The affective domain is discussed from a

research point of view, and then a more personal view with guided imagery. This topic also

compares the right and left hemispheres of the brain. Guided imagery scripts for children are

included, as well as developmentally appropriate ways to use the scripts with children.

Key Points:

1. Hidden curriculum

Hidden curriculum, in the most general terms, can be defined as some of the outcomes or by-

products of schools or of non-school settings, particularly those states which are learned but

not openly intended. However, a variety of definitions have been developed based on the

broad range of perspectives of those who study this phenomenon. Any setting, including

traditionally recreational and social activities, may teach unintended lessons since it is tied

not necessarily to schools but rather to learning experiences. But most often, hidden

curriculum refers to various types of knowledge gained in primary and secondary school

settings, usually with a negative connotation referring to inequalities suffered as a result of its

presence. This attitude stems from the commitment of the school system of the United
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Statesto promote democracy and ensure equal intellectual development, goals that are

hindered by these intangible lessons . In this context,hidden curriculum is said to reinforce

existing social inequalities by educating students in various matters and behaviors according

to their class and social status. In the same way that there is an unequal distribution of

cultural capital in this society, there is a corresponding distribution of knowledge amongst its

students. The hidden curriculum can also refer to the transmission of norms, values, and

beliefs conveyed in both the formal educational content and the social interactions within

these schools. Hidden curriculum is difficult to explicitly define because it varies among its

students and their experiences and because is it constantly changing as the knowledge and

beliefs of a society evolve.

The concept that the hidden curriculum expresses is the idea that schools do more than

simply transmit knowledge, as laid down in the official curricula. Behind it lies criticism of

the social implications, political underpinnings, and cultural outcomes of modern educative

activities. While early examinations were concerned with identifying the anti-democratic

nature of schooling, later studies have taken various tones, including those concerned with

socialism, capitalism, and anarchism in education.

2. Educational History

When considering the social implications of the hidden curriculum, it is useful to remember

that the social control was a fundamental concern for the founders of educational curriculum.

Early workers in this field were influenced by the notion that the preservation of the social

privileges, interests, and knowledge of one group within the population was worth the

exploitation of less powerful groups. Over time this theory has become less blatant, yet its

underlying tones remain a contributing factor to the issue of the hidden curriculum.

Several educational theories have been developed to help give meaning and structure to the

hidden curriculum and to illustrate the role that schools play in socialization. Three of these

theories, as cited by Henry Giroux and Anthony Penna, are a structural-functional view of

schooling, a phenomenological view related to the new sociology of education, and a radical

critical view corresponding to the neo-Marxist analysis of the theory and practice of

education. The structural-functional view focuses on how norms and values are conveyed

within schools and how their necessities for the functioning of society become indisputably

accepted. The phenomenological view suggests that meaning is created through situational
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encounters and interactions, and it implies that knowledge is somewhat objective. The radical

critical view recognizes the relationship between economic and cultural reproduction and

stresses the relationships among the theory, ideology, and social practice of learning.

Although the first two theories have contributed to the analysis of the hidden curriculum, the

radical critical view of schooling provides the most insight. Most importantly it

acknowledges the perpetuated economic and social aspects of education that are clearly

illustrated by the hidden curriculum. It also illustrates the significance of abstract

characteristics like theory and ideology that help define this phenomenon.

3. Sources

Various aspects of learning contribute to the success of the hidden curriculum, including

practices, procedures, rules, relationships, and structures. Many school-specific sources, some

of which may be included in these aspects of learning, give rise to important elements of the

hidden curriculum. These sources may include, but are not limited to, the social structures of

the classroom, the teachers exercise of authority, rules governing the relationship between

teachers and students, standard learning activities, the teachers use of language, textbooks,

audio-visual aids, furnishings, architecture, disciplinary measures, timetables, tracking

systems, and curricular priorities. Variations among these sources promote the disparities

found when comparing the hidden curricula corresponding to various class and social

statuses.

While the actual material that students absorb through the hidden curriculum is of utmost

importance, the personnel who convey it elicit special investigation. This particularly applies

to the social and moral lessons conveyed by the hidden curriculum, for the moral

characteristics and ideologies of teachers and other authority figures are translated into their

lessons, albeit not necessarily with intention. Yet these unintended learning experiences can

result from interactions with not only instructors, but also with peers. Like interactions with

authority figures, interactions amongst peers can promote moral and social ideals. But they

can also foster the exchange of information and are thus important sources of knowledge that

contribute to the success of the hidden curriculum.
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4. Function

Although the hidden curriculum conveys a great deal of knowledge to its students, the

inequality promoted through its disparities among classes and social statuses often invokes a

negative connotation. For example, Pierre Bourdieu asserts that education-related capital

must be accessible to promote academic achievement. The effectiveness of schools becomes

limited when these forms of capital are unequally distributed. Since the hidden curriculum is

considered to be a form of education-related capital, it promotes this ineffectiveness of

schools as a result of its unequal distribution. As a means of social control, the hidden

curriculum promotes the acceptance of a social destiny without promoting rational and

reflective consideration. According to Elizabeth Vallance, the functions of hidden curriculum

include the inculcation of values, political socialization, training in obedience and docility,

the perpetuation of traditional class structure-functions that may be characterized generally as

social control. Hidden curriculum can also be associated with the reinforcement of social

inequality, as evidenced by the development of different relationships to capital based on the

types of work and work-related activities assigned to students varying by social class.

5. Higher Education and Tracking

While studies on the hidden curriculum mostly focus on fundamental primary and secondary

education, higher education also feels the effects of this latent knowledge. For example,

gender biases become present in specific fields of study; the quality of and experiences

associated with prior education become more significant; and class, gender, and race become

more evident at higher levels of education. One additional aspect of hidden curriculum that

plays a major part in the development of students and their fates is tracking. This method of

imposing educational and career paths upon students at young ages relies on various factors

such as class and status to reinforce socioeconomic differences. Children tend to placed on

tracks guiding them towards socioeconomic occupations similar to that of their parents,

without real considerations for their strengths and weaknesses. As students advance through

the educational system, they follow along their tracks by completing the predetermined

courses. This is one of the main factors limiting social mobility in America today.
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6. Schemas

Although no universally agreed-upon definition of schemas exists, schemas are generally

considered to be well-learned cognitive patterns of domain-specific information that are used

as templates by individuals to help them explain, interpret, perceive, encode, and respond to

complex tasks and experiences. Schemas also allow for predictions about what to expect in

future situations relevant to the particular schema. They create meaning from situations, data,

and events by organizing and determining the patterns in complex sets of information.

Schemas actually have a reciprocal relationship with data in that schemas may modify the

meaning of information, but information or data may also lead to modifications in schemas.

Both educators and counselors have interest in schemas because schemas help them

understand how both informational and emotional learning occur.

Various types of schemas have been postulated, such as schemas about other people

(including role and person schemas ), one's self (self-schemas ), the sequence of various

events (script schemas ), context (place or location schemas ), and the meaning of data

(information schemas ). All of the various types of schemas facilitate the efficient

understanding and interpretation of information by organizing and assigning meaning to that

information. As a concrete example, suppose you heard someone talking about seemingly

highly disparate pieces of information, such as arranging things into groupings; making

decisions about color; dealing with tedium; deciding about capacity and facilities to employ;

avoiding mistakes; timing of mechanisms; sorting types; determining what could not be dealt

with by one's current equipment, which necessitates outsourcing; setting temperatures in such

a way as to avoid catastrophe; dealing with voluminous output; enlisting aid from others; and

making measurements of necessary additives. This list might sound rather convoluted,

meaningless, and difficult to remember unless you were first told that the pieces of

information all concerned doing laundry.

During the initial learning process, deliberate construction of schemas requires the use of

significant amounts of working memory (WM) resources. Working memory represents the

brain's capacity to temporarily hold limited amounts of information while manipulating that

information. However, with practice and repetition, the use of schemas constructed during the

learning process becomes virtually automatic. Thus, the development of schemas allows for a

substantial reduction in required WM resources as the schemas direct and guide individuals'

www.bsscommunitycollege.in   www.bssnewgeneration.in  www.bsslifeskillscollege.in

43
www.onlineeducation.bharatsevaksamaj.net        www.bssskillmission.in

WWW.BSSVE.IN



attention and focus. The result is often an increase in expertise or skill level within a

particular knowledge domain.

Schemas also provide an overall executive guidance system during high-level cognitive

processing. Without this guidance (or without external instruction), individuals often default

to weak problem-solving strategies, such as trial and error and means-ends analysis.

Strategies such as these can be both time consuming and inefficient, and thus interfere with

the construction of new schemas because of the workload imposed on WM resources.

Schemas are stored in long-term memory (LTM), which is virtually unlimited in both its

capacity and duration and allows individuals to process, organize, and retrieve vast reservoirs

of knowledge. Once schemas are formed and stored in LTM, working memory is freed up to

process, interpret, and ultimately store new schemas into LTM. By and large, when schemas

are needed in WM, they are dealt with as a single piece of information, although they contain

a rich array of data. Therefore, many educators consider schema formation to be an important

focus for instructional design.

The concept of schema acquisition has significant applicability to instructional design. Often,

it is recommended that one assess students' current knowledge and activate relevant schemas

prior to teaching new information. Analogies, metaphors, and comparisons can be useful in

this regard. Schema acquisition is also facilitated by providing already completed, worked-

out examples prior to asking students to work out entirely new problems all on their own.

Consideration should also be given to the cultures from which students have come, in that

culture provides a backdrop and context for their existing schemas. Thus, asking a student to

learn new material in a highly individualized, competitive atmosphere might impede schema

development for a student who comes from a culture that emphasizes cooperation, mutuality,

and group membership.

Optimally, one wishes to develop schemas that have maximal flexibility and applicability to a

wide range of situations and contexts. Therefore, it is often recommended that one attempt to

facilitate the development of schemas that are not overly constricted to specific situations.

Such flexible schemas may be acquired through exposure to similar knowledge that is applied

to a range of contexts other than the one in which learning originally occurred.
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The development of more flexible schemas also has relevance to the emotional responses of

students. Thus, students' inflexible self-schemas (which have also been referred to as early

maladaptive schemas ) tend to be associated with stronger negative affect, which can readily

interfere with learning. By using a schema-based approach to students' dysfunctional schemas

and subsequent behaviors, the school counselor can create an atmosphere based on a

nonpathological model and focus on the ways in which a student has learned inflexible,

intensely emotional responses to certain types of situations. Inflexible schemas can be

examined and moderate, flexible schemas developed to take their place. Such moderate,

flexible schemas are likely to be associated with less intense emotions and improved learning.

Topic Objective:

At the end of this topic students will be able to:

 Understand Musical Intelligence

 Understand Bodily/Kinesthetic Intelligence

 Understand Mathematical/Logical Intelligence

 Understand Using Music In The Classroom

 Understand Bringing Education To Life With Music

 Understand Specific Ways Music Can Be Used In The Classroom

 Understand Learning Theory And Music

Definition/Overview:

This topic covers the general categories of music, movement and dance within the classroom.

This topic presents guidelines for the best ways to incorporate these ideas with children of all

ages and abilities. The value and enjoyment of learning about music and movement is

highlighted in this topic. Specific songs, instruments, fingerplays, props, movements, and

dances are listed in this topic. Also, the National Standards for Music and Dance Education

are listed and explained.
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Key Points:

1. Musical Intelligence

Musical intelligence is characterized by auditory imagery (the ability to mentally hear

musical tones), and the ability to hear, recognize, and manipulate music. From an

evolutionary perspective, the use of music to unify people can be traced to Stone Age

societies. The right hemisphere of the brain seems to be associated with musical perceptions

and production. However, musical abilities are not clearly localized to a specific region of the

brain. The presence of savants suggests that there is a biological predisposition for extreme

musical abilities. Musical notation gives evidence that music is subject to an encoding

system. From a developmental perspective, evidence suggests that infants can demonstrate

computational abilities. Even before they are able to play musical instruments, some young

children are adept with rhythm and sound, an occurrence that provides developmental

evidence for musical intelligence. Later, children with musical abilities quickly master

musical instruments and can demonstrate perfect pitch.

End-state expertise in musical intelligence is evidenced in child prodigies who move quickly

to an advanced level of performance. For example, Mozart's musical abilities became

apparent around the age of 3. By age 4, he had mastered several pieces for the piano and

composed his first pieces at age 5. Midori is a contemporary example of extreme musical

ability. Attracted to violin music at age 3, she was given her first violin 1 year later. Midori's

first public performance as a violinist took place when she was 7 years old. Professionally,

people with musical abilities may choose careers as performers, instrument tuners and

instrument builders, and music educators. Musical intelligence can be developed by attending

concerts and musical performances, taking music lessons, participating in a choir or band,

and listening to unfamiliar genres of music.

2. Bodily/Kinesthetic Intelligence

Bodily/kinesthetic intelligence is distinguished by the ability to expertly control one's body

movements and the ability to skillfully handle objects. People who have excellent

bodily/kinesthetic intelligence are able to use their hands or their bodies to create items and to

solve problems. From an evolutionary perspective, the specialization of body movements has

allowed humans to adapt; the development and use of tools further advances the evolution of
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the human species. In the brain, the motor cortex is responsible for the control of bodily

movement. In right-handed people, motor control is located in the left hemisphere; in left-

handed people, motor control is located in the right hemisphere. Brain damage, such as

apraxia (loss of the ability to carry out movements despite having the willingness and the

ability to perform the movements), provides evidence for the existence of bodily/ kinesthetic

intelligence. Piaget characterized the qualities associated with this intelligence as the

sensorimotor stage of cognitive development. In fact, children's body movements, such as

balance, coordination, dexterity, flexibility, reflexes, strength, and expressiveness, develop

according to a well-characterized schedule. Those with exceptional bodily-kinesthetic

intelligence possess the ability to imagine the movement of their bodies in space and to carry

out the actions in physical form.

End-state expertise of bodily-kinesthetic intelligence is illustrated by dancer and

choreographer Martha Graham, a pioneer of modern dance, and by Brian Boitano, American

figure skating champion. Careers suited for those with bodily-kinesthetic intelligence include

actors, stunt people, comedians, dancers, horse trainers, athletes, coaches, figure skaters, and

artisans. The following activities can be performed to train bodily-kinesthetic intelligence:

taking lessons in a sport such as golf, swimming, gymnastics, or dance; playing charades;

taking acting classes; practicing yoga; playing video games that require quick reflexes; and

engaging in imagery and visualization experiences that emphasize bodily movements.

3. Mathematical/Logical Intelligence

Mathematical/logical intelligence is distinguished by the ability to solve problems logically,

complete mathematical problems quickly, differentiate logical or numerical patterns, and

conduct scientific inquiry. To those gifted in mathematical/logical intelligence, the problem-

solving process is typically rapid and nonverbal. Solutions often present themselves out of the

blue and may seem to be invisible to the problem solver. Along with linguistic intelligence,

mathematical/logical abilities are at the core of intelligence testing. Areas of the brain

involved with mathematical/logical intelligence include the frontotemporal lobes (logic) and

the parietofrontal lobes (numerical calculation). From a developmental perspective, child

prodigies and savants exist, providing additional support for the inclusion of mathematical/

logical intelligence in MI theory. Furthermore, Jean Piaget's work documented the

developmental path of mathematical/logical abilities. Mathematical operations provide a key

example of an intelligence that is subject to an encoding system.
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Mathematician John Nash, who was awarded the Nobel Prize in Economics for his analysis

of game theory, and astronaut Katherine Sullivan, the first woman to walk in space, are

examples of people who are extraordinarily gifted in mathematical/logical intelligence.

Career paths for individuals gifted in mathematical/logical intelligence include mathematics

and statistics, philosophy, physics, chemistry, biochemistry, engineering, and computer

programming. For those strong in mathematical/logical intelligence and linguistic

intelligence, careers in scientific communications, research and teaching at the university

level, and pharmaceutical drug development may be appropriate. Activities that can be used

to train mathematical/logical intelligence include playing math and logic games and brain

teasers, learning a computer language, and teaching math and science concepts.

4. Using Music In The Classroom

We all know how greatly music affects our feelings and energy levels! Without even thinking

about it, we use music to create desired moods-- to make us happy, to enjoy movement and

dance, to energize, to bring back powerful memories, to help us relax and focus. Music is a

powerful tool for our personal expression within our daily lives-- it helps "set the scene" for

many important experiences.

Throughout time, people have recognized and intentionally used the powerful effects of

sound. In the 20th century the western scientific community has conducted research to

validate and expand our analytical knowledge of music. This research supports what we

know from personal experience: Music greatly affects and enhances our learning and living!

Research continues to be conducted to provide helpful guidelines for our intentional use of

music, especially in the classroom. This article, based on extensive research and experiences,

will provide you with successful and valuable guidelines for incorporating music into the

teaching and learning environment-- applicable to all ages and educational settings.

5. Bringing Education To Life With Music

How is it that for most people music is a powerful part of their personal life and yet when we

go to work or school we turn it off? The intentional use of music in the classroom will set the

scene and learning atmosphere to enhance our teaching and learning activities. Plus, using

music for learning makes the process much more fun and interesting! Music, one of the joys
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of life, can be one of the joys of learning as well. The following pages give you suggestions

for when and how to use music during your teaching or training. With these techniques, you,

the teacher, can orchestrate a classroom environment that is rich and resonant-- and provide

learners with a symphony of learning opportunities and a sound education!

Music helps us learn because it will--

 establish a positive learning state

 create a desired atmosphere

 build a sense of anticipation

 energize learning activities

 change brain wave states

 focus concentration

 increase attention

 improve memory

 facilitate a multisensory learning experience

 release tension

 enhance imagination

 align groups

 develop rapport

 provide inspiration and motivation

 add an element of fun

 accentuate theme-oriented units

6. What Are Specific Ways Music Can Be Used In The Classroom?

Here are three areas of teaching where integrating music can be highly effective. For each

intent, there is a rich repertoire of classroom techniques that can be used simply and easily by

anyone-a brief example is given in each. These techniques work for people of all ages and

from many societies. The very young, teens and adults will experience an increase in their

effectiveness and joy of learning from these uses of music.

6.1 Learning Information

Music can be used to help us remember learning experiences and information. In

Active Learning Experiences music creates a soundtrack for a learning activity. The
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soundtrack increases interest and activates the information mentally, physically, or

emotionally. Music can also create a highly focused learning state in which

vocabulary and reading material is absorbed at a great rate. When information is put

to rhythm and rhyme these musical elements will provide a hook for recall. Here are

three ways we can use music to help us learn information:

6.2 Active Learning Experiences

Music will activate students mentally, physically, and emotionally and create learning

states which enhance understanding of learning material. For example, play music

with an association for your topic in the background while reading a concise summary

of the important information. The more interesting and dramatic, the more easily the

information is remembered. In a social studies class, I have read Chief Joseph quotes

and a brief synopsis of his tribes' famous journey toward Canadawhile playing native

music in the background. This introduction to the "Last Free Days of the Nez Perce"

is powerful and memorable because the music helps students to appreciate the

experience and set the mood. To activate information physically, play upbeat music

during a related movement activity or role-play. For example, while learning about

the flow of electrons in electricity, I play Ray Lynch's Celestial Soda Pop while we

create a classroom flow of electricity. Some students are stationary neutrons and

protons while others are moving electrons. When we add "free electrons" like a

battery would, the electrons begin flowing and voila! we have an electrical current!

Ray Lynchs' upbeat music keeps us moving and makes the role play more fun.

6.3 Focus and Alpha StateLearning

Music stabilizes mental, physical and emotional rhythms to attain a state of deep

concentration and focus in which large amounts of content information can be

processed and learned. Baroque music, such as that composed by Bach, Handel or

Telemann, that is 50 to 80 beats per minute creates an atmosphere of focus that leads

students into deep concentration in the alpha brain wave state. Learning vocabulary,

memorizing facts or reading to this music is highly effective. On the other hand,

energizing Mozart music assists in holding attention during sleepy times of day and

helps students stay alert while reading or working on projects.
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6.4 Memorization

Songs, chants, poems, and raps will improve memory of content facts and details

through rhyme, rhythm, and melody. Teaching these to students or having them write

their own is a terrific memory tool!

6.5 Attention, Attitude And Atmosphere

(The Three A's) Preparing for a learning experience can make the difference between

lessons well-learned and just passing time. Certain music will create a positive

learning atmosphere and help students to feel welcome to participate in the learning

experience. In this way it also has great affect upon students' attitudes and motivation

to learn. The rhythms and tempo of musical sound can assist us in setting and

maintaining our attention and focus by perking us up when we are weary and helping

us find peace and calm when we are over-energized in some way. Here are two ways

to use music for attitude, attention and atmosphere:

6.6 Welcoming and Attention

Background music is used to provide a welcoming atmosphere and help prepare and

motivate students for learning tasks. Music can energize lagging attention levels or

soothe and calm when necessary. Simply playing music as students enter the

classroom or as they leave for recess or lunch totally changes the atmosphere.

Depending on the music, you can enliven, calm, establish a theme or even give

students content information with content-songs!

6.7 Community Builders

Music provides a positive environment that enhances student interaction and helps

develop a sense of community and cooperation. Music is a powerful tool for

understanding other cultures and bonding with one another. Selecting and playing a

classroom theme song, developing a classroom "ritual"---such as a good-bye or hello

time that uses music, or other group activities with music are ways to build lasting

community experiences.

6.8 Personal Expression

Music is the doorway to the inner realms and the use of music during creative and

reflective times facilitates personal expression in writing, art, movement, and a

multitude of projects. Creation of musical compositions offers a pathway to
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expressing personal feelings and beliefs in the language of musical sound. Here are

two ways music can help us express ourselves:

6.9 Creativity and Reflection

Background music is used to stimulate internal processing, to facilitate creativity, and

encourage personal reflection. Playing reflective music, such as solo piano in either

classical or contemporary styles, as students are writing or journalling holds attention

for longer periods of time than without the music. In one study, students wrote twice

as much with music than without!

6.10 Personal Expression through the Musical Intelligence

The creation of music expresses inner thoughts and feelings and develops the musical

intelligence through understanding of rhythm, pitch, and form. Writing songs related

to content allows students to express how they feel about issues brought up in historic

incidents, social studies topics or literature. Students can also create an instrumental

"soundtrack" with simple rhythm instruments that auditorily portrays a particularly

important scientific discovery, a poignant historical event, or the action within a

novel.

6.11 The Musical Echo

As you begin to resonate with your new musical classroom experiences, you may find

transformations occurring in other aspects of your life. Your students may share with

you wonderful experiences occurring in their lives because of doorways which were

opened through the inclusion of music in the learning process. When this happens,

celebrate and bless the connections to life meaning that has occurred. Everything that

we do as teachers has echoes and reverberations that contribute to the whole of life. If

there are no echoes it may mean that what we are teaching has less meaning than we

thought. Expect and enjoy the miracles that occur!

7. Learning Theory And Music

Educational theorists have long sought answers to the question of how we can best teach

students to learn well. Models for teaching have evolved and will no doubt continue to be

developed. Some of today's' leading learning technologies embrace the use of music to assist
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in learning. Nearly all methods can be enhanced through the use of music. The guidelines

provided in this book can help teachers and trainers learn how to use music no matter what

learning methods are being used. Special note is given here to three successful learning

models in which the use of music is particularly relevant.

8. Accelerated Learning

In the 1960's, Dr. Georgi Lozanov and Evelyna Gateva researched ways to increase memory

abilities including the use of music in the classroom. Their successes caught the attention of

the world. Teaching techniques developed from their creative experiments and today we have

a solid format for effective multisensory and whole brain learning called Accelerated

Learning. This book does not describe the full philosophy or method designed by Lozanov. It

will, however, draw upon the knowledge of music in Lozanov's method to share successful

ways of using music for learning.

The use of background music during lectures, vocabulary decoding, or group readings is a

cornerstone of Accelerated Learning techniques. Two methods for using music, designed to

create very different but equally effective learning environments, were developed through

Lozanov's methods. They are called concerts. The Active Concert activates the learning

process mentally, physically and/or emotionally while the Passive Concert is geared to place

the student in a relaxed alpha brain wave state and stabilize the student's mental, physical and

emotional rhythms to increase information absorption. Both teaching methods result in high

memory retention. Used together the two concerts provide a powerful learning experience.

Another component of Accelerated Learning techniques is the recognition that the learning

setting and student comfort level with learning is of great importance to student success.

Lozanov's methods included using music as students enter the classroom, leave the classroom

and during break times to help establish a positive learning atmosphere.

In Section 3 of this course you will cover these topics:
Celebrating The Visual Arts

Encouraging Play And Creative Drama In The Classroom
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Topic Objective:

At the end of this topic students will be able to:

 Understand Child art

 Understand Stages of child art

 Understand Scribbling

 Understand Spatial Intelligence

Definition/Overview:

This topic lists and describes many of the mediums used in the visual arts, such as paints,

clay, crayons, and printing, with the continued focus that process is more important than

product. This topic connects drawing and the visual arts to the cognitive learning process

through research and real-world examples.

Key Points:

1. Child art

There is a third use of the phrase "child art" in the literature; art intended for viewing by

children, say illustrations in a book for juvenile readers, has been referred to as child art; such

art could be done by a child or a professional adult illustrator.

2. Stages of child art

As the child develops, their art passes through a number of stages. It is thought that all

children pass through these stages.

2.1 Scribbling

From about their first birthday children achieve the fine motor control to handle a

crayon. At first they scribble. The youngest child scribbles with a series of left and

right motions, later up down and then circular motions are added. The child appears to

get considerable pleasure from watching the line or the colours appear. Children are

often also interested in body painting and, given the opportunity, will draw on their

hands or smear paint on their faces.
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Later, from about their second birthday, controlled scribbling starts. Children produce

patterns of simple shapes: circles, crosses and star-bursts. They also become

interested in arrangement and can produce simple collages of coloured paper, or place

stones in patterns.

In a child's life, the first three years are perhaps the most important. During this time a

child develops traits in learning, attitude, and self esteem. Art can significantly

contribute to a child's development. Art encourages a child to interact with his

environment. It is through this interaction that learning takes place.

Somewhere between the ages of 18 months and 2 1/2 years, the average child will

make his first mark on a piece of paper. Although it will look like "just a scribble", it

is a milestone in his development. It is the first form of expression, his first permanent

record, which will develop into drawing, painting, and eventually writing. It is very

important that we as parents encourage scribbling. Our attitudes toward these early

stages of expression can set the tone, encouraging avenues of communication later on.

The scribbling stage lasts until a child is four. At first, a child's marks are made at

random. This phase is known as "disordered scribbling". These marks are about a

child's sense of motion. That is why a toddler can look away while making his marks.

After about 6 months of disordered scribbling, a child will find that there is a

connection between his motions and the marks that he makes. This leads to the

discovery that he has visual control over these marks. The marks become repeated in

size and direction. This phase is known as "controlled scribbling". Around the age of

3 1/2, a child discovers a connection between the marks he has made and his

environment. As a child begins to put a name to his marks, he has moved onto the

next level, which is known as the "naming stage". Even though the scribbles may not

have changed much, a child's way of thinking has. A child has moved from thinking

in physical terms to thinking in imaginative terms. A child now views these scribbles

as a method of communication.

2.2 Pre-symbolism

From about age three, the child begins to combine circles and lines to make simple

figures. At first, people are drawn without a body and with arms emerging directly
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from the head. The eyes are often drawn large, filling up most of the face, and hands

and feet are omitted. At this stage it may be impossible to identify the subject of the

art without the child's help.

Later drawings from this stage show figures drawn floating in space and sized to

reflect the child's view of their importance. Most children at this age are not

concerned with producing a realistic picture.

2.3 Symbolism

In this stage of a child's development, they create a vocabulary of images. Thus when

a child draws a picture of a cat, they will always draw the same basic image, perhaps

modified (this cat has stripes that one has dots, for example). This stage of drawing

begins at around age five. The basic shapes are called symbols or schema.

Each child develops his/her own set of symbols, which are based on their

understanding of what is being drawn rather than on observation. Each child's

symbols are therefore unique to the child. By this age, most children develop a

"person" symbol which has a properly defined head, trunk and limbs which are in

some sort of rough proportion.

Before this stage the objects that child would draw would appear to float in space, but

at about five to six years old the child introduces a baseline with which to organize

their space. This baseline is often a green line (representing grass) at the bottom of the

paper. The figures stand on this line. Slightly older children may also add secondary

baselines for background objects and a skyline to hold the sun and clouds.

It is at this stage that cultural influences become more important. Children not only

draw from life, but also copy images in their surroundings. They may draw copies of

cartoons. Children also become more aware of the story-telling possibilities in a

picture. The earliest understanding of a more realistic representation of space, such as

using perspective, usually come from copying.
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2.4 Realism

As children mature they begin to find their symbols limiting. They realize that their

schema for a person is not flexible enough, and just doesn't look like the real thing. At

this stage, which begins at nine or ten years old, the child will lend greater importance

to whether the drawing looks like the object being drawn.

This can be a frustrating time for some children, as their aspirations outstrip their

abilities and knowledge. Some children give up on drawing almost entirely. However

others become skilled, and it is at this stage that formal artistic training can benefit the

child most. The baseline is dropped and the child can learn to use rules such as

perspective to organize space better. Story-telling also becomes more refined and

children will start to use formal devices such as the comic strip.

2.5 Private drawing

Some children will largely give up on 'adult supervised' drawing and draw only

privately, as part of a largely un-noticed children's street culture (e.g.: chalk drawings,

rude and caricature drawings on pavements and walls), and private doodlings in

diaries. Some of these may later gravitate towards making informal graffiti and

skateboard art. Private drawings are for children to do without the influence of others

on their self-expression. This can also include other friends and siblings along with

other technologies.

3. Spatial Intelligence

Spatial intelligence is characterized by the ability to recognize and manipulate areas of space.

Specifically, people who possess spatial intelligence have the capacity to perceive the world

accurately and are able to transform their initial perceptions through mental rotation. They

often see things that other people miss and apply their spatial abilities to arts such as

sculpture, invention, painting, photography, interior design, and architecture. Other

applications of spatial intelligence include navigation, reconnaissance, and piloting aircraft.

The posterior region of the right cerebral cortex is the location in the brain where spatial

processing occurs. People who sustain brain damage in this region have difficulty finding

their way around a location, recognizing faces, and noticing details. Spatial intelligence
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contributes to the evolution of a variety of domains, from navigation to sculpture and other

visual arts.

Examples of people who possess an end-state expertise in spatial intelligence include Frank

Lloyd Wright, whose organic style of architecture emphasized balance between the natural

world and the needs of human inhabitants, and Frieda Kahlo, noted Mexican painter, whose

artistic style combines surrealism, realism, and symbolism. Careers for those with spatial

intelligence include pilot, navigator, sculptor, mechanical engineer, architect, photographer,

computer graphics designer, interior designer, and other careers in the visual arts. Spatial

intelligence can be developed by studying geometry, learning photography, studying optical

illusions, and learning navigation skills.

Topic Objective:

At the end of this topic students will be able to:

 Understand Play and Creative Drama in the Classroom

 Understand that what does drama offer?

 Understand Intrapersonal Intelligence

 Understand The Prop Box

Definition/Overview:

This topic introduces several types of creative drama including pantomime, story enactment,

sociodramatic play and improvisation. This topic also introduces intrapersonal and

interpersonal intelligences and how teachers can support childrens growth in these areas. On

the continuum of development in the affective domain, organization is defined and explained.

This topic also introduces the National Standards for Theatre Education and how to view

drama through a multicultural context.
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Key Points:

1. Play and Creative Drama in the Classroom

Theatre artists have long dealt with asking themselves what the value is in defending and

keeping theatre programs alive in the face of rising costs - and in many cases a seeming loss

of interest from the general public. Don't believe me? Which would you rather do tonight, go

see that new action movie, or go out to a play? Most people have no problem dropping $10 in

cash on an evening movie, but mention $5 theatre tickets and they're immediately turned off.

But live theatre in any sense of the word costs money, and play productions are expensive.

Most community theatre survives on private donations and money from establishments like

the National Endowment for the Arts. Ticket sales do virtually nothing to cover the expense

of a production.

So why drama in the classroom? Mention theatre, music, or dance to a school official and

likely the first thought across their mind is somehow related to budget cuts. Drama is, bottom

line, seen as a fluff subject by many people. What on earth could students possibly learn from

drama that is more beneficial than traditional mainstream course work?

The use of theatre in the classroom both to teach subjects and to develop personal skills in

students is well documented, but seldom observed. The broad term 'drama' covers a wide area

of techniques incorporating physical movement, vocal action, and mental concentration

which traditional classrooms have lacked in quantity and combination in the past. Many

teachers are already familiar with the uses of skits - basically improvisations by students - to

teach and reinforce material. Many teachers also find that students have a high interest in

performing those skits in the classroom. While students will often show interest in these types

of activities, teachers without a background in drama will often have a difficult time knowing

how to approach the idea of teaching them more in the classroom. In the same manner, a

student who needs extra help or a new angle at learning a subject is often self-motivated to

find a way to learn the material; however teachers lack the resources to offer the student.

In the book Drama of Color Saldaa discusses a study done by researchers Gourgey, Bosseau,

and Delgado (1985) with lower socioeconomic Black and Hispanic students in elementary

school. After a six month improvisational drama project, gains were observed in vocabulary

and reading comprehension. Survey results also suggested that students also showed
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improvement in attitude areas including trust, self-accpetance, acceptance of others, and

empowerment Another project discussed in Saldaa's book was conducted by researchers

Shacker, Juliebo, and Parker (1993) in which third graders were immersed in a French

language acquisition program with social studies through drama. The use of memorized

playscripts assisted with recall of French language months later.

Interestingly, many of the theories presented by child researchers have supported child

development through drama without ascribing that specific title to it. For example, at the

most basic level interventionists and counselors have used role-playing and role-reversal for

years as a means of mediation for children trying to understand aspects of a conflict, yet this

has never been applied on a larger scale in the mainstream classroom. This simple solution is

left as a last resort because teachers are unaware of its value in solving educational problems.

This website is more than a resource for teachers looking for methods of including drama in

their classroom. It is an attempt to bridge the gap between traditional teaching and a sincere

need within the classroom for students to be able to develop and learn to their greatest

potential, with respect to theories and examples set forth by experts in child development.

For more information, jump ahead to Development

"Through the dramatic roles and worlds that are available vicariously in theatre and directly

in process drama, we can learn both who we are and what we may be. It is this that makes

the essential nature of both theatre and process drama profoundly educational" - Cecily

O'Neill

2. What does drama offer?

What can drama offer to a student that no other discipline can? That's not an easy question to

address. The larger educational community is only now beginning to come to understand

what arts teachers have been claiming for some time, and that is that art education is of an

immeasurable value to students. Unfortunately the burden of proof still lies on the art

community.

Beyond the curriculum of your classroom, teachers should make a careful examination of the

growth and development of their students. Gavin Bolton points out that at the base of drama

education is an extension of what we term 'play'. Ever notice the enjoyment a child gets from
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playing with a parent or friend? Boltonwrites that these periods of heightened excitement

provide the perfect opportunity for the astute parent to drop in extra information. Formalized

classroom drama - that is to say drama which focuses on a specific objective - is directed by

the teacher in role. This adopted roll within the fiction of the drama allows the teacher to ask

questions, shape the lesson, and check and model student understanding. This adds an extra

dimension to the teaching -not an alternative dimension. Classroom drama strives to build

upon teaching methodologies that already exist, weaving them together in new ways that

inspire and hold the interest of students at any grade level. And all while keeping the focus on

the curriculum.

Among childhood educators there is a growing consensus that young children learn best

through two experiences: dramatic play and interaction with their environment. As educator

Johnny Saldaa put it the educational community is acting like they have invented sliced

bread, while the arts community has been trying to convince them of these facts for some

time now. Brown and Pleydell go on to write that children's imaginations are unlimited -

engaging this imagination allows the educator to turn the entire classroom into another place

and time. Observe any group of children playing in a day care center. To those children, they

really are doctors, or firemen, or train engineers, or cowboys and Indians.

So what, you ask, is the application of what we just covered? The astute teacher who wishes

to educate, for example, an elementary class on parts of the body walks into class one day

dressed as a nurse and informs their students that they must quickly come into the operating

room to save the life of the patient. The class, already experienced in drama from previous

lessons, is quick to play along. The entire environment changes, and at once with their toys

they are medical professionals performing life - saving surgery. And while they perform their

'play' routines that they know so well, the teacher - still in role - drops in information. She

names the bones in the body, describes what a muscle is and how they should operate. Now

instead of a lecture or handout, the students have actually seen the parts of the body and

learned their uses.

3. Intrapersonal Intelligence

Intrapersonal intelligence is characterized by the ability to access and understand one's own

internal experiences, including a range of emotions, and to draw on internal experiences as a

means of making decisions about, and guiding, one's behavior. People with strong
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intrapersonal intelligence also have an accurate understanding of how they fit in relation to

other people and have a strong sense of self. They have the ability to be both creative and

intimate, and they possess the capacity to be alone. Because this particular intelligence is

psychically manifested, language, music, or other creative expression is often used to

describe the experiences of an intrapersonally intelligent person.

As is the case with interpersonal intelligence, the frontal lobe is involved with personality.

Damage to the frontal lobe can alter personality but leave other cognitive functions intact. An

individual may be irritable or euphoric in the case of damage to the lower areas of the frontal

lobe; or listless, slow, and apathetic if damage occurs in the higher regions. The development

of intrapersonal intelligence seems to start in early childhood, as children learn to understand

their identities in the context of the world around them. A positive self-concept tends to

develop when children are nurtured and loved. Autistic individuals provide an example of

those in whom intrapersonal intelligence is impaired. Although an autistic individual may not

be able to refer to him- or herself, he or she typically demonstrates extraordinary abilities in

mathematical/logical intelligence or in musical intelligence. Gardneracknowledges that

evolutionary evidence of intrapersonal intelligence is difficult to identify. However,

intrapersonal intelligence is thought to serve the purpose of assisting people to overcome or

manage their basic human instincts after the need for survival has been met. As the symbol

system that most closely maps to intrapersonal intelligence, dreams offer symbols that relate

to aspects of the self. Finally, intra-personal intelligence seems to play a role in the

advancement of culture, as this particular ability helps people better understand themselves

and perhaps proceed to make choices that benefit society.

The fourteenth Dalai Lama, Tenzin Gyatso, is the spiritual and political leader of the Tibetan

people and an example of an individual with exceptional intrapersonal intelligence. Through

his speeches, writings, and actions, he demonstrates an attitude of peace, harmony, and

nonviolence for which he was awarded the Nobel Prize for Peace in 1989. Similarly, Mother

Teresa, leader of the Missionaries of Charity Calcutta, felt she was called by God to become a

missionary and eventually started an open-air school for the poorest of the poor in the slums

of Calcutta. Her self-awareness and devotion to her calling provide another example of an

individual with excellent intrapersonal intelligence. Because intrapersonal intelligence is

expressed through other intelligences, the career paths for people with well-developed

intrapersonal intelligence are varied and include spiritual and political leadership,
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psychology, psychotherapy, and teaching. To train intrapersonal intelligence, people can

engage in counseling or psychotherapy, learn and practice meditation, keep a dream journal,

and read self-help books and other inspirational books.

4. The Prop Box

The "Prop Box" is a container of materials that the teacher may use for infusing role playing

into the lessons. The teacher may decide to have different Prop Boxes for different classes, so

that the contents are appropriate for the maturity levels and role playing skills of specific

groups of students. Forethought should be given to the characters available to the students,

once again considering the skills of the students. In some classes, for example, you may

decide just to use a photograph of a person as a prop and have students remain at their desks.

For others you may want to simple accessories such as glasses and wigs.

A highly engaging element to the role plays is the use of contemporary electronics, such as

pagers, cell phones, walkie-talkies and cordless phones. Students get a great sense of

empowerment while pretending to use these devices.

The concept of the "Theater of the Mind" should be established in each student so that

physical props are kept to a minimum. A lesson may be introduced, "Students, in our 'theater'

today we are going to imagine the principal's office. We'll pretend that this is her desk and

here is her chair for the student. Picture in your mind that ...."

Over time students should begin to feel comfortable in performing roles in the front of the

class, which is a way of making them feel less anxiety in public speaking, classroom

presentations and participation in school plays

In Section 4 of this course you will cover these topics:
Experimenting With Three-Dimensional Art

Planning For Literature
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Topic Objective:

At the end of this topic students will be able to:

 Understand Naturalistic Intelligence

 Understand Working With Clay

 Understand A Japanese Rock Garden

Definition/Overview:

This topic explores many three-dimensional art forms and gives step-by-step directions on

how to properly use these materials. This topic explains the different developmental

techniques related to the three-dimensional art supplies, and the book presents different

objectives for different ages. Boxes, wood, sand, clay, fabrics, and sand are all materials that

allow children to discover their own creative.

Key Points:

1. Naturalistic Intelligence

Naturalistic intelligence is characterized by the ability to recognize and classify different

species of flora and fauna in the environment. From an evolutionary perspective, naturalistic

intelligence ensured the survival of the human species. Hunters and gatherers necessarily had

to distinguish sustainable nutrients from poisonous varieties, and differentiate predators from

prey. Naturalistic intelligence has been subject to encoding and language throughout history:

taxonomic and linguistic systems exist for encoding varieties of species. It is unclear which

neural centers are involved in naturalistic intelligence. However, in brain-damaged patients,

the ability to recognize and classify living organisms is absent, whereas the ability to name

and recognize inanimate objects remains intact. The opposite case has been found as well.

Some brain-damaged patients retain the ability to name and recognize living objects, whereas

they cannot do the same with inanimate objects. This phenomenon provides initial support for

the likelihood that abilities associated with naturalistic intelligence may be localized in the

brain. Developmental evidence for naturalistic intelligence consists of the observation that

children are frequently interested and involved with the identification and naming of objects

in the natural world. For example, children may display an enthusiasm for dinosaurs or

insects; they may be found digging in the dirt, collecting rocks, and playing in the trees. Later
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on, naturalistic intelligence may manifest as specific abilities in gardening, hunting and

fishing, and hiking and camping, as well as involvement in environmental organizations.

Regarding end-state expertise, naturalist Charles Darwin is an example of an individual who

is gifted in naturalistic intelligence. His work to identify and classify species of fossils,

plants, and animals became the basis of his theory of natural selection and culminated in his

seminal work On the Origin of Species. Primatologist Jane Goodall is another example of

naturalistic intelligence in action. Goodall's research illustrates her efforts to protect and

understand the complex relationships of chimpanzees. Professionally, people with naturalistic

intelligence may pursue careers in gardening, environmental science, botany, entomology,

veterinary medicine, viticulture (wine making), and wildlife management and preservation.

Activities that can be employed to train naturalistic intelligence include spending time in the

natural world, studying species of birds and other wildlife, reading magazines that focus on

nature, and keeping a nature journal that details observations and questions about the natural

world.

2. Working With Clay

Working with clay is a fun, affordable, and versatile way to create art. It is perfect for

children, teens and adults. Many people find working with clay relaxing as well as a great

stress reliever after a long day. This introduction to working with clay should help you

understand some techniques for creating almost anything. It is also an introduction into a

variety of clay products on the market today. So, whether you have access to a kiln or not you

can work with great clay products that will create long lasting works of art.

3. Clay Working Terminology

3.1 Slip

Slip is another name for clay glue. Potters create their own slip by adding water to

clay. Simply painting on some water with a brush or their finger helps glue pieces of

clay together. You do not want to make a watery product, simply add a thin small

amount of water to the surface of the clay. Repeat on the second piece of clay and

work them together.
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3.2 Score

Scoring clay is also a method potters use to adhere two pieces of clay together.

Simply use any pointed utensils, like a pen, pencil, toothpick, or clay tools to make X

shaped marks into the clay where you will be adhering another piece. This helps hold

the two pieces of clay together while you work. It breaks up the surface area of the

clay, which is needed for a good adhesion between the two pieces.

3.3 Slab

Slab is exactly what you think it is. You use a wire cutting tool to cut a slab of clay

off of the block; sort of like cutting a very large piece of cheese.

3.4 Coil Method

Coil method also is very much what it says it is. Potters break off a piece of clay and

work it in between their hands or on the work surface to create coil of clay. This

malleable clay can be shaped in to pottery, plates, baskets and more. The coil is

usually worked together with fingers or clay working tools to make a smooth a

finished product. The coil method is one of the oldest forms of making pottery on

Earth.

3.5 Kiln

The brick lined oven that pottery is fired in. This strengthens the clay and sets it. A

kiln is very insulated and provides a high and controlled heat that is necessary to fire

pottery. Heating or cooling pottery too quickly can result in cracks and breakage.

4. Clay Products

4.1 Traditional Clay

Clay can be bought in many forms. Generally artist clay comes in a large 25 or 50

pound block. While it is sold at many art supply stores you can often buy it locally at

pottery stores that sell only clay and clay supplies.

Traditionally clay goes through a process where it is shaped and allowed to dry. The

shaped clay piece may be bisque or biscuit fired in a kiln to induce permanent

changes that result in increased structural strength. Clay can then fired a second time
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after adding a glaze.

Many local stores that sell pottery have their own kilns. So, if you want to work with

traditional clay that needs to be fired you can make your art at home, let it dry

completely, and then take it to the clay store to be fired for a fee.

4.2 Air Drying Clay

Air-drying clay is a fabulous product that has seen many changes over the years. This

clay product looks and works just like real clay. The only difference is it does not

have to be fired to strengthen it in a kiln. This makes it perfect for art projects at

home. While most artists will stick to traditional clay that needs ot be fired, you really

can make some great art out of air drying clay. It dries as durable as traditional clay

and can be easily painted. You cannot glaze air-drying clay because it cannot go into

the kiln.

5. A Japanese Rock Garden

A Japanese rock garden, sometimes called a Zen garden, is an enclosed shallow sandpit

containing sand, gravel, rocks, and occasionally grass and/or other natural elements. The

main elements of karesansui are rocks and sand, with the sea symbolized not by water but by

sand raked in patterns that suggest rippling water. Plants are much less important (and

sometimes nonexistent) in many karesansui gardens. To maintain such gardens means that

the plants, rocks, or other focal points are on occasion moved, turned or removed altogether.

The gravel is occasionally raked smooth and re-raked to create new lines if weather or human

elements disturb the lines. Rock garden creation and maintenance is considered to be an art

form. Karesansui gardens are often, but not always, meant to be viewed from a single, seated

position.

In the western world, table top rock gardens are becoming popular for those who can not

have a full rock garden outside. They are also popular for work places as it is thought that

they can relieve stress.
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5.1 Layout

There have been many attempts to explain the karesansui garden's layout. Some of these

are:

 The gravel represents ocean and the rocks represent the islands of Japan

 The rocks represent a mother tiger with her cubs, swimming to a dragon

 The rocks form part of the kanji for heart or mind

A recent suggestion by Gert van Tonder of Kyoto University and Michael Lyons, of

Ritsumeikan University, is that the rocks form the subliminal image of a tree. This image

cannot be consciously perceived when looking at them; the researchers claim the

subconscious mind is able to see a subtle association between the rocks. They believe this

is responsible for the calming effect of the garden and is also made to have a quiet place

for meditation, however their comments are speculation and not supported by Japanese

traditions

Topic Objective:

At the end of this topic students will be able to:

 Understand Linguistic Intelligence

 Understand Brainstorming

 Understand Egyptian hieroglyphs

 Understand Webbing

Definition/Overview:

The topic highlights the many forms of literature to explore with your children. Specific

books, poems, and songs are all listed, as well as how to arrange your room with an active

literature section. Language, literacy and developmentally appropriate practice in literature
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are all explained in this topic Also in this topic, the process of creating an interdisciplinary

unit is presented and explored

Key Points:

1. Linguistic Intelligence

Linguistic intelligence is characterized by a sensitivity to languages, including the ability to

learn languages and to use languages to achieve goals. It is one of the later-developing

intelligences, because to be linguistically adept requires life experience. Early talkers and

readers may not become linguistically gifted if their life experiences are limited. Four

components comprise linguistic intelligence: phonology, syntax, semantics, and pragmatics.

Linguistically intelligent people are aware of the phonetics, or sounds, of language. As a

result, they usually possess an advanced verbal sense of humorthey often use language to

make puns, analogies, tongue twisters, and jokes. Those with strong linguistic abilities are

able to manipulate the syntax, or structure, of language. They are able to compose

exceptionally structured paragraphs and may be particularly sensitive to the composition and

grammar in their own and others' oral and written language. Foreign languages come easily,

as do reading and memorization. The linguistically gifted tend to be sensitive to semantics,

paying close attention to the subtleties of words and their meaning. They are pragmatic in

their use of language; they entertain, persuade, teach, and lead through the written and spoken

word. Broca's area is the region of the brain that is associated with linguistic intelligence.

When Broca's area is damaged, patients are able to comprehend language but are typically

unable to generate even simple sentences. In most cultures, language is subject to symbolic

encoding (i.e., the alphabet and the written word), thus meeting one of MI's criteria for

inclusion.

Examples of linguistically gifted people include Virginia Woolf, whose literary work A Room

of One's Ownspoke to her concerns for women's rights to financial freedom and privacy; and

Mark Twain, whose humor and satire have come to characterize American literature. The

career paths for linguistically gifted people include creative and scientific writing,

performance in the media and onstage, politics and law, teaching at any educational level,

and language translation. Activities that can be used to train linguistic intelligence include

listening to recordings of famous speakers, reading one book per week, subscribing to a

literary magazine, and memorizing poetry and prose.
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2. Brainstorming

Brainstorming is a group creativity technique designed to generate a large number of ideas

for the solution to a problem. The method was first popularized in the late 1930s by Alex

Faickney Osborn, an advertising executive and one of the founders of BBDO, in a book

called Applied Imagination. Osborn proposed that groups could double their creative output

by using the method of brainstorming.

2.1 Basic Rules In Brainstorming

There are four basic rules in brainstorming. These are intended to reduce the social

inhibitions that occur in groups and therefore stimulate the generation of new ideas.

The expected result is a dynamic synergy that will dramatically increase the creativity

of the group.

 Focus on quantity: This rule is a means of enhancing divergent production, aiming to

facilitate problem solving through the maxim, quantity breeds quality. The assumption is that

the greater the number of ideas generated, the greater the chance of producing a radical and

effective solution.

 No criticism: It is often emphasized that in group brainstorming, criticism should be put 'on

hold'. Instead of immediately stating what might be wrong with an idea, the participants focus

on extending or adding to it, reserving criticism for a later 'critical stage' of the process. By

suspending judgment, one creates a supportive atmosphere where participants feel free to

generate unusual ideas.

 Unusual ideas are welcome: To get a good and long list of ideas, unusual ideas are welcomed.

They may open new ways of thinking and provide better solutions than regular ideas. They

can be generated by looking from another perspective or setting aside assumptions.

 Combine and improve ideas: Good ideas can be combined to form a single very good idea, as

suggested by the slogan "1+1=3". This approach is assumed to lead to better and more

complete ideas than merely generating new ideas alone. It is believed to stimulate the

building of ideas by a process of association.
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3. Egyptian hieroglyphs

Egyptian hieroglyphs was a formal writing system used by the ancient Egyptians that

contained a combination of logographic and alphabetic elements. Egyptians used cursive

hieroglyphs for religious literature on papyrus and wood. Less formal variations of the script,

called hieratic and demotic, are technically not hieroglyphs.

Hieroglyphs emerged from the preliterate artistic traditions of Egypt. For example, symbols

on Gerzean pottery from circa 4000 BC resemble hieroglyphic writing. For many years the

earliest known hieroglyphic inscription was the Narmer Palette, found during excavations at

Hierakonpolis (modern Kawm al-Ahmar) in the 1890s, which has been dated to circa 3200

BC. However, in 1998 a German archaeological team under Gnter Dreyer excavating at

Abydos (modern Umm el-Qa'ab) uncovered tomb U-j of a Predynastic ruler, and recovered

three hundred clay labels inscribed with proto-hieroglyphs, dating to the Naqada IIIA period

of the 33rd century BC. The first full sentence written in hieroglyphs so far discovered was

found on a seal impression found in the tomb of Seth-Peribsen at Umm el-Qa'ab, which dates

from the Second Dynasty. In the era of the Old Kingdom, the Middle Kingdom and the New

Kingdom, about 800 hieroglyphs existed. By the Greco-Roman period, they numbered more

than 5,000.

Hieroglyphs consist of three kinds of glyphs: phonetic glyphs, including single-consonant

characters that functioned like an alphabet; logographs, representing morphemes; and

determinatives, which narrowed down the meaning of a logographic or phonetic words.

As writing developed and became more widespread among the Egyptian people, simplified

glyph forms developed, resulting in the hieratic (priestly) and demotic (popular) scripts.

These variants were also more suited than hieroglyphs for use on papyrus. Hieroglyphic

writing was not, however, eclipsed, but existed alongside the other forms, especially in

monumental and other formal writing. The Rosetta Stone contains parallel texts in

hieroglyphic and demotic writing.

Hieroglyphs continued to be used under Persian rule (intermittent in the 6th and 5th centuries

BC), and after Alexander's conquest of Egypt, during the ensuing Macedonian and Roman

periods. It appears that the misleading quality of comments from Greek and Roman writers

about hieroglyphs came about, at least in part, as a response to the changed political situation.

www.bsscommunitycollege.in   www.bssnewgeneration.in  www.bsslifeskillscollege.in

71
www.onlineeducation.bharatsevaksamaj.net        www.bssskillmission.in

WWW.BSSVE.IN



Some believe that hieroglyphs may have functioned as a way to distinguish 'true Egyptians'

from the foreign conquerors. Another reason may be the refusal to tackle a foreign culture on

its own terms which characterized Greco-Roman approaches to Egyptian culture generally.

Having learned that hieroglyphs were sacred writing, Greco-Roman authors imagined the

complex but rational system as an allegorical, even magical, system transmitting secret,

mystical knowledge.

By the 4th century, few Egyptians were capable of reading hieroglyphs, and the myth of

allegorical hieroglyphs was ascendant. Monumental use of hieroglyphs ceased after the

closing of all non-Christian temples in AD 391 by the Roman Emperor Theodosius I; the last

known inscription is from Philae, known as the The Graffito of Esmet-Akhom, from AD 396.

4. Webbing

Webbing is a strong fabric woven as a flat strip or tube of varying width and fibers often used

in place of rope. The name webbing comes from the meshed material frequently used in its

construction, which resembles a web. It is a versatile component used in climbing,

slacklining, furniture manufacturing, automobile safety, auto racing, towing, parachuting,

military apparel, and many other fields. Modern webbing is often made from exceptionally

high-strength material, such as Dyneema, Nylon, Polyester, and Kevlar. For less

performance-oriented applications, cotton, Polypropylene, and flax can be used. Webbing is

both light and strong, with breaking strengths readily available in excess of 10,000 lb (44.4

kN)

In Section 5 of this course you will cover these topics:
Beginning A New Adventure

Topic Objective:

At the end of this topic, students will be able to conclude:

 Understand Creative Classrooms

 Understand Education as Aesthetic Experience
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Definition/Overview:

This topic concludes The Creative Arts: A Process Approach for Teacher and Children. This

topic focuses on you, your self-actualization, imagination, and your creative potential in the

teaching profession.

Key Points:

1. Creative Classrooms

Human knowledge is continually expanding and improving. Despite its growth and

refinement, knowledge continues to be fragmentary and imperfect; areas of ambiguity and

knowledge unattained remain. These are areas for which current scientific methods have not

yielded satisfactory answers. The humanities have been a source for exploring such realms of

knowing, with their continual reinterpretation and investigation of the self and its lived

experiences. Some aspects of human experience are not universal; they are particular and

situational. These are the realms of the arts and imagination, and what has been termed

aesthetics in education. Teachers must take everything you have learned from this book and

use it in life, as well as in the classroom. Attend art events. Do not be afraid to be artistic and

explore the many art forms about what you have just. Learn from other arts professionals and

use what you learn from them in developmentally appropriate ways with your students.

Challenge your friends and colleagues to get more involved in the arts. Keep your focus on

the process, or steps, which will lead to the end. For it is in the process that you will make all

of your discoveries.

2. Education as Aesthetic Experience

Education that is aesthetic utilizes multiple interpretations, unexpectedness, spontaneity, and

ambiguity. Such education embraces students' and teachers' own interactions with the object

of study as students and teachers move beyond assumptions that the body must be separate

from the mind's engagement in learning. This approach makes use of Maurice Merleau-

Ponty's exploration of subjective and bodily experience as establishing one's knowledge of

the world. Merleau-Ponty's articulation of the phenomenological harkens to Alexander

Gottlieb Baumgarten's project of the cultivation of the body with its ability to perceive the

world through its senses, which is discussed below.
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John Dewey explicitly addressed aesthetics in his persistent concern for experiences within

education. Much of his work explored experiences, mapping their terrain and describing what

makes them complete. For Dewey, an experience is a complete, bounded, unified event that is

achieved through the aesthetic. It is not a repeatable event, as each experience depends upon

its context, history, composite factors, and a particular satisfaction (which is by definition

aesthetic) that must exist for an experience to be complete.

This conception of the aesthetics of experiences explains Dewey's concern that all

educational experiences be aesthetic, that is, consciously constructed and perceived by the

intellectual, emotional, and physical self. Educational experiences are aesthetic when students

engage directly in the making, whether it is the production of an artwork, a historical

investigation, or scientific exploration, rather then merely learning about what others have

done. While students are involved in their learning, they are also actively aware of what they

are doing, and reflect upon it.

An aesthetic experience occurs when the doing of something, and the perception of what is

being created, are wholly in harmony. Students' engagement in real literature, active learning

about the environment through a school garden, and solving real community problems

exemplify potential aesthetic learning experiences. In contrast, the nonaesthetic experience is

routine, mechanized, and conventional. Worksheets, standardized exams, and basal readers

exemplify such routinization. According to Dewey, an aesthetic experience is intellectual,

emotional, and physical; it connects to students' past and future activities in meaningful ways.

These connections occur when the learner is aware of the real context of the experience.

Aesthetic experiences occur in artistic creation, but can also exist in daily life when events

are undertaken with consciousness and perception. Such everyday aesthetic experiences

characterize a fulfilling life and should be the hallmark of educational practice.

Maxine Greene has expanded on Dewey's writings about aesthetic transactions with ordinary

events in her repeated calls for wide-awakeness and attention to the darknesses and lights of

our social lives. Like Dewey, Greene has argued for education and living that counteract

tendencies toward the routine and unconscious. There is much in people's daily lives to which

they pay little attention; schoolrooms are filled with actions taken without thoughtful

intention or deliberateness. Schoolrooms instead could be locations of immediacy in which

students and teachers engage in rich, meaningful activities and pay attention to their own

unique responses to those activities. In so doing, the teaching and learning would be
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aesthetic, as aesthetic education embraces the particular meaning making those students and

teachers create, meaning making which does not reflect an authoritarian assumption of

knowledge. Aesthetic education, therefore, leads to the development of human freedom in

democratic ideas and practice.

Aesthetic experiences often result from careful consideration of a work of art. Engaging with

a work of art in the presence of others enables the viewer to be aware of how different people

interact with an artwork. There is a strong correlation here between noticing how different

learners make sense of an educational problem or topic and recognizing there are multiple

paths to solving educational problems. Furthermore, because the arts are expressions of the

range of human imagination, engagement with the arts enables a person to explore

dimensions of human experience that may otherwise be inaccessible. The arts are expressions

of the imagination and identify possibilities that may not exist in reality. What a person

cannot directly experience may be explored through literature, music, dance, drama, and the

visual arts.

Including aesthetics in education enables teaching and learning to be the development of

active, independent thinking and questioning. Instead of taking another's statement as fixed

fact, students of aesthetic education attend to their own experiences in addition to the diverse

experiences of others. Hearing such diversity of opinion becomes part of the individual

experience. Students' experiences may be informed by what others say, but the students

remain free to challenge others' assumptions and stereotypes because their own unique

experience remains valid. When expanded to society, these practices have profound

implicationssociety's members freely think for themselves, rather than blindly follow

authority.

It has been observed that much of education is notable for its lack of aesthetics when it

involves a technocratic approach to teaching that does not accommodate the idiosyncrasies

and individualities of teachers and students. Much of current society dulls the everyday

aesthetic, and students and teachers must engage in aesthetic education to relearn how to fully

engage in lived experience. Aesthetic education is about teaching and learning a way of

living, of approaching the world. It is about fostering the imagination to the construction of

all the possibilities therein. It involves teaching about how to experience art, and how to

engage in any experience. The engagement with a work of art does not evolve naturally from
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the artwork itself, but from the ongoing interrelationship (what Dewey termed a transaction)

between the observer and the work of art.

Aesthetic education develops the ability to engage in aesthetic experiences. In contrast to the

expansive stance described above, some art educators consider aesthetic education to involve

learning a correct and agreed upon interpretation of a given work of art. This stance presumes

that the uneducated eye will be unable to fully engage in a work of art because of its distance

from common experience.
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