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TERMS USED IN EDUCATIONAL PSYCHOLOGY

The following terms are used in educational psyetppland they do not
always have the same meaning as that given initterhry. In order to
prevent misunderstanding, these terms have betsd Ilzelow with brief
explanation of meaning as used in educational mdggl. The page
numbers given after some of the terms are refesetweahe pages in An
Introduction psychology|” by E stones where thamtés explained by the
author also. The abbreviation “q.v.” after ay wordicates a cross-reference
to another term in the list, which should also dxekkd at.

ABSTRACTION : the taking away from an idea those attributes.)dhat
refer to a concrete (g.v.) example; the abstraea itthree” refers to any
three objects, it is the abstraction from the ceterexamples of three
elephants, three chairs, etc. (144, 161, 225).

ACCOMODATION : Piagetian concept of adjustment to new infornmatio
It is one of the ways a learner shows adaptation.)(qo let a new and
unfamiliar situation. A small child who can usuatlgen a door if the handle
Is low enough meets a door with higher handles. ckhle accommodates to
the new situation by learning a new behavior patfgr.g. standing on a
chair). (134, 145).

ADAPTATION : the way a learner changes his behavior patternope
with a new situation it has two aspects: accommodafg.v.) and
assimilation (g.v.) (134).

AFFECT: feelings; emotions, desires, hopes, wants, eegakive affect
that which the individual tries to avoid. Positieffect that which the
individual seeks to obtain. (17-19, 35-36).

AFFECTIVE : the adjective formed from “affect” above concefneith
feelings, emaotions etc.

AIM : See OBJECTIVE
ANXIETY : an emotional state brought about by the indiiiduaeeting

with a situation with which he cannot cope (such asproblem in
mathematics). The anxiety may be caused by extpneskures (the fear of



punishment) or by internal forces (the pupils aquiim (g.v.) is disturbed,
he is upset by inner feelings of not being compet@&82, 383).

ASSESSMENT: testing to see what standard has been reachadgbgup
or individual.

ASSIMILATION : Piagetian concept of the incorporation of new
information into the existing knowledge. It is ooé the ways a learner
shows adaptation (g.v.) to a new and unfamiliauvasion. The learner
recognizes that a new situation is a special case general rule he has
already learned (134, 145).

ASSOCIATION : when two or more ideas have attributed (g.vQammon.

ATTRIBUTE : a specific property possessed by an object (egljr,
shape, etc.) (Vygotsky attribute blocks p. 153).

AUTHORITARIAN : where the individual pupil is controlled by an
external authority such a text-book or a teachem@posed to self-control.
(345, 352, 353).

BEHAVIOR : those actions of an individual that can be diyeobserved
by another person. This excludes inner feelingsff@ction (g.v.). (51, 52).

CHANGING : Where the response (g.v.) to one stimulus (dp&cgomes the
stimulus for the next response, as when a chile@esling himself and the
removal of the food from the spoon in the stimufas him to refill the
spoon or as a person learning the alphabet, wheymgs becomes the
stimulus for the next letter to be recalled (101).

CLASSIFICATION : the putting into different groups or classes iffedent
objects. (115, 116).

COGNITION : Mental activity in skills.

COGNITIVE : the adjective formed from cognition above, rafegrto
mental activity thinking recalling, etc.

COGNITIVE STRUCTURE : (also called SCHEMA) the whole
interlocking mental picture that an individual haf his environment. It



includes all concepts (g.v.) that he has formedttained so far, (146, 148,
199). The schema can be defined as the inform#ét@nalready exists in an
individual’'s mind (Santrock, 1994). It is a cogwmdistructure or network of
associations that organizes and guides an indivgdparceptions.

CONCEPT: the abstraction (g.v.) from a class of objectsséhthings that
they have in common. The class of three booksethlephants, three chairs
etc. has the concept of “threeness” in common. €gtscmay be assimilated
into the cognitive structure (g.v.) this is concafainment. Concepts may
alternatively have to be created afresh by theviddal as he accommodates
(g.v.) to a new situation: this is called concepinfation. (152). A term
concept is also a category used to group objeees)te, and characteristics
on the basis of common properties (Santrock, 1994)

CONCRETE: real, actually in distance: as opposed to imagina existing
as a mental pinturaror idea only.

CONDITIONING : training an organism (g.v.) to respond to a palér
way to a stimulus as M. Pavlov’s experiments (%), 5

CONSERVATION: a particular attribute (g.v.) of an object thaied not
change where the object is in other ways e.g. tlentity of pressure in a
ball is conserved if the ball is rolled out intonfp sausage shape.
Conservation in other words is the idea that an uamhetays the same
regardless of how its container changes.

Diagnostic similar to the mental term, meaning to find oltatvis causing a
pupil’s failure to learn something.

DISCRIMINATION : Recognizing the difference between two objectd th
may only differ in one attribute (g.v.) e.g. totthguish between a red circle
and a yellow circle.

ENACTIVE : the first Brunerian stage representation, thegir stage.

EQUILIBRIUM or EQUALIBRATION : the state of wellbeing of an
individual who feels the environment makes senseietv situation that
cannot be immediately explained in terms of theividdal's previous
experience causes anxiety and upsets the equitibofithe individual.



EVALUATION : testing to see if a system of instruction is aelmg its
stated objectives.

FORMATIVE : as in a test during the course of instructiors¢ée if the
pupils’ progress so far is satisfactory. It does$ count towards the final
assessment.

GENERALIZATION : a response to one stimulus may transfer to a
different stimulus, as when a child, conditionedetar a spider also becomes
afraid of flies and bees. A child who learns tolgdpe concept of “dog” to

a dog may generalize the concept to cats as well.

HABITUATION : when equilibrium is restored after being distuatrbe

HOMEOSTASIS: the well being of an organism in its environméoth
emotional and intellectual.

ICONIC : the second Brunerian stage of representationfdheation of
mental pictures.

INBITION : suppressing of certain behaviors internally.
INSIGHT : sudden realization or understanding.

INTERNALIZATION : an operation performed by the individual entirely
within his mind and not externally, as when a chéddrns to read without
mouthing the words. It is the developmental chafigen behavior that is
externally controlled to behavior that is contrdlley internal, self-generated
standards and principles.

INTUITION : feeling that a certain fact or idea must be, etreugh it
cannot be proved logically.

MATURATION : growing up. The child walks when his limbs are
physically capable of walking hence training in kiad) is not very helpful.
Maturation is also defined as the orderly sequeofcehanges dictated
genetic blueprint.

MEDIATOR : an intermediate idea or symbol that is to leanmething but
which can be forgotten once that thing has beaméea



MOTIVATION : internal “drive” which causes an individual tadtor to
continue doing something.

MOTOR : concerned with physical activity, holding, seeijugmping.
OBJECTIVE : goal or aim which the teacher is trying to reatthing a
course of instruction. Usually an ‘aim’ is geneed in the ‘pupil will
appreciate good music’. An objective is usually enepecific and definite,
the pupil will choose to listen Bee thriven rath@n Blue mink.

ORIENTING : the need of the organism to explore its own @mrrent to
search for a pattern and to establish equilibrium.

PERCEPTION: awareness of the environment through the fivsagnt is
the interpretation of what is sensed (Santrock4).99

PROGRAMMING : arranging instructional material in such a waatttne
pupil works by himself without classroom teaching.

RECALL : remembering.

RELIABILITY : (Usually of a test) how accurately the test measuhe
attainment of pupils taking it.

REINFORCEMENT : strengthening a response by rewarding the indalid
whenever that response appears.

RESPONSE how the organism behaves when a stimulus is ptedeFor a
word printed on paper (stimulus), the pupil resobg reading the word.

REPRESENTATION: how the individual imagines a situation: his waty
thinking about something.

ROTE: learning something by heart, even without underding.
SCHEMA: see cognitive structure.

SCHEME: the basic unit of an organized pattern of sensmtor
functioning.



SHAPING: building up a complex behavior pattern by cormadithng each
part of the pattern in a sequence.

SYMBOLIC : third Brunerian stage of representation, the aegient of
something by a symbol in the mind which is then ipalated independently
of the “thing”

STANDARDIZATION : usually of a test rearranging the marks to give a
predetermined average and spread of marks.

STIMULUS : a perceived event in the environment to whichaorgm
responds or might respond.

SUBJECTIVE: dependent upon the feelings and attitudes ofotiserver
or, in the case of a test of the marker.

SUMMATIVE : a test given at the end of a course of instractio
determine the overall mastery of the course ohjesti

TRANSFER: the generalization of learned behavior to a ngauagson or
problem, which has not been presented before.

UNDERSTANDING: to recognize that a new situation is just a sglerase
of general rule or principle or concept that hasady been learned.

VALIDITY : (of a test), the ability of the test to measure guantity that
the examiner wants to measure.

VERBALIZATION : stating in words, (usually as an aid to undeditay).
‘Mere’ verbalization is rote recall of standard aées with no understanding
of what these phrases mean.



INTRODUCTION TO EDUCATIONAL PSYCHOLOGY
PSYCHOLOGY

It is that science that studies behavior and memtadesses.

-Touches almost every aspect of our lives. As $pcieecomes more
complex, psychology has assumed an increasinglpitapt role in solving
human problems.

-Psychology also affects our lives through theuafice on laws and public
policy. Because psychology affects so many aspettsur lives, it is
important even for those who do not intend to sdeza in the field to know
something about its facts ad research methods.

-Any action a person takes can be explained frorersé different points of
view. Suppose for example: you walk across theestr€he act can be
described in terms of:

1. The firing of the nerves that activate the mustheg move the legs
that transport you across the street.

2. It can also be described without reference to angttvithin the body:
the green light is a stimulus to which you respdaydcrossing the
street.

3. Or your action might be explained in terms of ilsmate purpose or
goal: you plan to visit a friend, and crossing tbhad is one of the
many acts involved in carrying out the plan.

There are different approaches to psychology tomwéver these are not
mutually exclusive. There is no right or wrong aggwh to the study of
human behavior. Most psychologists take an eleapproach-using a
combination or synthesis of several view pointsekplaining different

psychological phenomena. There are different aghes

1. Neurological Approach- this approach to the stutiyiaman beings
attempts to relate their actions to events takiageginside the body,
particularly with the brain and nervous system.

2. Behavioral Approach- a psychologist studies indrgild by looking at
their internal workings.

3. Cognitive Approach- cognitive psychologists argueatt we not
merely passive receptors of stimuli. The mind atyiyprocesses the



information it receives and transforms it into ndarms and
categories. Cognition refers to those mental pseEs®shat transform
the sensory input in various ways, code it, storm imemory and
retrieve it for later use.

4. Psychoanalytic Approach- was developed by Sigmuredidc whose
basic assumption is that much of our behavior stieom processes
that are unconscious. By unconscious processesd Fraaant
thoughts, fears, wishes a person is unaware of, whith still
influence behavior. Impulses which are forbidden panished by
parents/society are innate. Forbidding them mettalyes them out of
awareness into the unconscious where they remaaffdot behavior.
These find the expression in dreams, slip of spe@eamnerisms, and
symptoms or neurotic illness as well as throughr@amd behavior as
artistic, literary of scientific activity.

5. Phenomenological or Humanist approach- is conceméd the
individual's own perception and interpretation oteets (the
individual’'s phenomenology). This approach seeksutwlerstand
events or phenomena, as they are experienced apdivedual. We
can learn more about human nature by studying p&opkrceptions
of themselves and their world than we ca by obsgrtneir actions.
People behave differently in response to the satuation.

FIELDS OF PSYCHOLOGY
There are several fields of psychology:

- Experimental psychology

- Physiological psychology

- Developmental psychology

- Social psychology

- Child psychology

- Personality psychology

- Clinical psychology

- Industrial or Engineering psychology

- Comparative psychology and etc.

- But our interest is in school or educational psyoty.



EDUCATIONAL PSYCHOLOGY

Definition: is that special branch of psychologyhcerned with the nature,
conditions, outcomes and evaluation of school iegrand retention.

The subject matter of educational psychology cassigrimarily of
meaningful learning, and the retention and theuerice of all significant
variables such as cognitive, developmental, affecti motivational,
personality and social on school learning outcomparticularly the
influence of these variables that are manipulatethb teacher.

The classroom learning is the special province dafcational psychology.
The subject matter of educational psychology camfeered directly from
the problems facing the classroom teacher. Thénézanust:

- generate interest in subject matter

- inspire commitment to learning

- motivate pupils

- must decide what is important for pupils to learn

- Must ascertain what learning pupils are ready page instruction
properly and decide on the appropriate size anficudlif level of
learning tasks.

- Is expected to organize subject matter expedityoyskesent materials
clearly, simplify learning tasks at initial stage$é masterly and
integrate current and past learning.

THEORIES OF CHILD DEVELOPMENT

Developmentis an ongoing process, continuous from conceptodeath,
with dramatic changes visible in childhood.

Heredity and environment both influence development. Heredity

establishes the potential, environment determiogsdiose to the individual
comes.
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LECTURE ONE
HUMAN DEVELOPMENT

The human organism is always in the process ofldpvey. Physical and
psychological changes occur continuously throughloaitlife span. The life
of any human being is being shaped and reshapemharform or another,
everyday.

Since we all have similar beginnings, it is intéresto ask what makes us
all so different as we grow older. One answer &,tbxcept in the case of
identical twins, we have different heredity. Anatlamswer is that we have
different environments. There is, furthermore, astant interplay between
hereditary and environmental influences, and ouyspal and mental

characteristics are complex results of both factors

PRINCIPLES OF HEREDITY

-A fertilized egg celtl the fertilized ovum includes the nucleus and
surrounding membrane. Cells shown on the outsittngeo mother, not to
the fertilized ovum.

-Each of us begins life as a simple cell smallantthe head of a pin, which
later multiplies and becomes many cells. The cebults from the

fertilization of a female’s ovum by the male’s apeHeredity is determined
by complex organizations of chemical materials witthe nucleus of the
fertilized cell. These chemical materials are cm@a in nuclear structures
which, because they were first seen as coloreaiddran stained cells, are
known as chromosomes, or colored bodies.

-Microscopic studies have shown that there arey{feit chromosomes in
every body cell. In all individuals, forty-four ¢iiese can be arranged on the
basis of size and form into twenty-two pairs. Tamaining are two the sex
chromosomes, which result in development as a oralemale. The female
has a pair of x chromosomes; the male has a cotidmnef x and y. The x
and y chromosomes are called sex chromosomes leetheissex of an
individual depends upon whether he receives thamdkxy combination.

Genes all of our innumerable inherited characterisaes represented in the
forty-six chromosomes. Thus, early scientists agsuthat different regions
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of a chromosome determined different charactesiststich as eye color,
skin and so forth, and that each chromosome camady determiners.
Some of these regions were located and representetiromosome maps,
but these designations were largely speculation.

Human Chromosomes- the forty-six chromosomes of a human male cell
are shown. X and y chromosomes are indicated.

The heredity factors or “determiners” assumed tastexvithin the
chromosomes were called genes. They were thougtietopackets of
chemicals’ strung along the chromosomes like beadse thread or peas in
a pod, although no one had seen anything that rbigidentified as a gene.

Early in the 1940’s bacteriogists discovered that genes of bacteria were
deoxyribonucleic acid (DNA), but it was several geed®efore geneticists
realized that DNA was the basic genetic substaricallkinds of living
organisms including human beings. The latter figdicaused them to
abandon the earlier idea that genes were prot&ii§.later, in the early
1950’s, the structure of the DNA molecules as abtmu helix was
established, and this advancement meant that gengd be studied at the
molecular level, as well as through inference basgun breeding
experiments (Watson, 1965). The work of geneticistsecent years has
been greatly aided by the electron microscope, hwipmvides a highly
maghnified view of chromosomes and genes.

Multiplication of Cells: When a cell is about to divide, its chromosomes
and genes are duplicated. A complete set is passeéal each resulting cell.
Through this process of replication, all cells gtceeproductive cells
receive identical inheritance.

Sometimes, instead of remaining together as pérmssingle organism, the
fertilized ovum separates and forms two or moratidal organisms, which

is the way identical twins originate. Fraternalriw/idevelop from separate
fertilized ova, rather than from the division of eorovum. Thus, their

heredity is no more alike than that of childrenrbat different times from

the same parents. Siamese twins come from an idetemghivision of cells.

Reproductive Cells Beginning at puberty, the reproductive cells m a

individual undergo a kind of division different frothat first described.
Instead of the chromosomes being split and duplecatist prior to cell
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division, one member of the pair goes to each nel. dhus, each
reproductive cells, male or female, has only hdlftlee chromosomes,
twenty-three instead of forty-six. Ova receive ohalf of the chromosomes
which are thoroughly shuffled so that the prob&pilif any two ova or any
two sperms having exactly the set is externallylsma

Fertilization re-establishes the full complementcbfomosomes, but when
the new individual is produced, it is again unpceable as to which sperm
containing twenty-three chromosomes from the maik,unite with which
ovum, containing twenty three from the female. THasvs of inheritance
include two unpredictable or “chance” factors:
1. the independent assortment of chromosomes withyn casum and
sperm, and
2. The union of a particular sperm with a particulaum at fertilization.
The term “chance” appears in quotes because gsgnaed that there
are reasons why chromosomes are sorted with acpartiovum, but
these reasons are not known at the present time.

Fertilization ----- Nuclei combine ----- chromososmeare formed----
chromosomes are duplicated ----- two-celled stagecell divides.

Cell Division in a fertilized ovum: after the two-celled stage is reached, a
similar process of division produces four cellss #ight, and so on, until
billions have been produced. Even after full grovetlattained, the process
continues in many tissues, so that sloughed-of$ eeé replaced.

WHY TEACHERS SHOULD UNDERSTAND DEVELOPMENT

Of all mammals, human beings are the most immadtit@rth and require
the longest period of development before they aapable of all the
activities and skills characteristic of their s@=ciln general, the higher on
the phylogenetic scale the organism is, the monepbex its nervous system
and the longer the time required to reach matuFby. example, the lumur,
primitive primate, can move about on its own slyoatfter birth and is soon
able to eat adult food and fend for itself. The hem monkey is dependent
for several months. The infant baboon remains w&hmother for several
years. The human offspring is dependent for mamysyand requires a long
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period of learning and interaction with others befdoecoming self-
sufficient.

Adult behavior and personality characteristicsiafieienced by events that
occur during the early years of life. The sayindlects the continuity

between childhood and adulthood. Thus to understhedpsychological

processes of human adults- their perceptions, rpati& thinking, motives,

emotions, conflicts, and ways of coping with cartiwe need to know how
these processes originate and change over time.

On the first day of school year, a teacher (yooklover a sea of faces. That
well-scrubbed youngster in the neat clothes loakthaugh she might be a
good student. The tall handsome boy, a head thlder his friends should be
mature and capable. The quiet girl in the cornqaradably a day dreamer;
you may have to work hard to capture her attentiors. possible that these
are all 7-years? 17-year-olds?

You know that children come in different sizes ahapes, that two 7-year-
olds or two 17-year-olds, can be very differenha@ight, weight, maturity,

ability. How did they get that way? And what coatien, if any, is there

among these characteristics? Is the tall child seardy academically able?
The able always socially mature? What, if anythirdpes outward

appearance tell you about ability to learn? Aboatumty? About the kid of

behavior you can reasonably expect? Once you uaaershe principles of
development, you will be less likely to confuse newquaintances, with old
friends, less likely to leap to conclusions abautirystudents. You will have
a better idea of which clauses are valid and wilobuld be ignored. You
will understand some of the real differences amamigliren, and you will be

able, therefore, to evaluate your students in texins

1. the general developmental level of children ofrtlagie and
2. the ability and readiness to learn of the individtrald.

Centuries ago, children were looked at simply aallsatale adults. Today
we know that childhood is a distinct stage of thiat children become adults
through a gradual process of physical, social, Emat, moral and mental
growth. As they grow they have ways of understagdof reacting, and of
perceiving that are appropriate to their yearsyhat psychologists call their
stage of development. To teach children succegstiiérefore, you should
understand children-how they develop, how theykhimow they respond.
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Child development, stage a child has reached wieearlshe faces you in
your classroom, plays a significant role in thel®bi readiness to learn. If
the child has not developed to point where what soel teaching can be
learned, your effort is wasted.

(a). SIGNIFICANCE OF MATURATION

Maturation means, simply, the changes which taleeepas a result of
physical growth, of biological change, rather tlianse which take place
through experience. In early childhood much of dgweent results from
maturation: learning to walk, to talk, to controllét functions. These are
phylogenetic behaviors- behaviors common to hunpatiss. Later, more
of development results from experience: learninglaoarithmetic, to play
baseball, to hold down a job. These are ontogeritaviors-behaviors
which are individually learned, on an individuah#&-table. A child who is
not taught to walk will nevertheless begin to dond@n strength and ability
permit: it is a natural consequence of human matmraBut a child who is
capable of the physical skill necessary to swibgteor write a word will not
be able to do so unless show how.

It will do little good to demonstrate batting oritirg to a child who has
matured to the point of being able to coordinate mhuscles to perform
actions. Physical skills can be taught much moriektyu and easily to a
child who is at the appropriate developmental lewela classic study,
Gessell (1929) trained a 46-week-old girl in theefiart of climbing stairs
with daily instruction over six-week period. At a§® weeks, after only two
weeks of instruction, her identical twin performedt as well. Three times
as much training was obviated by the advantage@é¢@ age.

Human learning- both physical skills like climbistairs and mental skills
like abstract reasoning- depend on a combinationmatturation and
experience. This combination produces readineksata.

B. READINESS
A teacher is constantly faced with questions abeaidiness. Are these
children ready to learn to read? Can 10-year oldh wuestions about

readiness. Are these children ready to learn tal?e@an 10-year old
understand abstract concepts like justice and derape Why do some of
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my physics students have difficulty learning thestedict thinking behind
physical principles?

The whole question of readiness sparks hatred aguuntome feel that
child must reach an appropriate developmental |deel a particular
learning. The Swiss psychologist jean Piaget, @ngple, whose carefully
formulated theory of cognitive development we veilamine more closely
in chapter 2, holds that children progress thranghriable stages of mental
development. They cannot skip stages, Piaget ledjexr be pushed through
them at an accelerated pace. You cannot, in tlaw,vteach abstract
concepts to young children.

Other psychologists, however, believe that you samulate children’s
interest, make them ready. They believe, Harvargchpsogists Jerome
Bruner (1990, p.33) put it, that any subject carndoght effectively in some
intellectually honest form to any child at any stad development”.

We will discuss both theories in greater detaithapter 2. Meanwhile, what
do you think? Can you teach calculus, in some foona, 7year old? Can you
teach fractions to a 5-year old? Can a 13 yealealth the logic of scientific
inquiry? Can a preteen understand the passagaefini human history?

Whatever you decide, an understanding of child lbgveent will help you
to face the question of readiness. It will alsgphgu to understand student
behavior, to understand why children are sometiroesoperative and
sometimes aggressive, sometimes pleasant and swesainbearable.

C. PRINCIPLES OF DEVELOPMENT
(). Development is a Never-Ending Process

Human beings continue to develop, to change, taffeeted by experience
throughout life. Yet the most dramatic growth, mesticeable change, takes
place in childhood. After all, the energetic enthesc boy that you see
before you in a first-grade classroom startedjlist about 6 years earlier as
an infant perhaps 71/2 pounds in weight and 19asdbng, an infant unable
to communicate except through cries, unable taagetit on his own. Look
at him 6 years later: a noisy package of energyhnhappier racing about
the play ground than contained in a classroom sal&tng a mile a minute,
full of eager curiosity, soaking up knowledge. Aokoat this first-grader
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makes it easy to see why some observers believe thiea rate of
development is higher in these first few years thmany other period of
life. Adolescence is another period of intense thiaeh in other period of life.
Adolescence is another period of intense and rattieechange. Yet humans
of all ages continue to grow, to learn, to change.

(if). Each child is an individual, Developing at Hs or Her Own Rate.

While we can say all this about the typical 6 yelal, we must also say that
not all 6 year old, at the same stage of developneahibit the same traits,
or are equally ready to learn. One may be readgdd, another may not.
Both are normal. The range of statistically norine@havior and ability, in
every area, is a very wide rage indeed. Teachest onderstand averages
and norms, therefore, but see children as indilgdsee each child as
unique package of emotional, mental and physie#btr

A child may show spurts of growth in one area befamother; the timetable
of development does not always evenly spaced siadsstops. The clumsy
and not very well coordinated toddler may beconeefifth-grader showing

off batting skill, but that same fifth-grader mag bocially immature, ill at

ease with his or her classmates off the basebathaind. The young child
who comprehends only visible objects may becomeemager arguing
abstract philosophical concepts, the meaningsf@faind love, all-night rap
sessions-but the same teenager may not demortsisatonceptual grasp in
the classroom.

(iii). All growth is Related

Yet, overall, despite occasional time lags, physiemotional and mental

growths are related. The belief that bright chifdeze physically weak is a
myth. In fact, children who are ahead of their shaates in mental

development are also likely to be taller than ageratronger than average,
and more mature than average (Terman and Oden,).19bé&se children

often prove to be natural leaders. Those who aysiphlly advanced are
also consistently mentally advanced (Tanner, 1974).

Every aspect of human growth influences every othgwect. There is

positive correlation, a direct relationship, amgoiysical, social, emotional
and mental development.

17



If children are under par physically, if they d@ter fatigued , they may not
be able to concentrate on their studies. Improvénerphysical status
improves self concept (McGowan et al, 1974), ansitpe self-concept is
related to academic achievement (Rychlak, 19703 sacial development
influences behavior as well: a youngster who is @fustep, who has few
friends, may withdraw from contact, refuse to madptte in class, and may
even deliberately attract attention by aggressefeahior.

Teenagers are especially aware of physical devetopmespecially
concerned with social relationships. The adolesgerdrs are of great
physical change. But the change takes place ovext@mded period of time,
with girls, on the average, completing physical elegment two years
before boys (Tanner, 1974). Thus you may well imé single classroom,
among students very close in age, a range of daewvelot from
preadolescence to virtual maturity (Tanner, 1974 range has marked
effect on social relationships, with the early bters tending to dominate
the classroom scene. The youngsters who develop showly, on the other
hand, may worry about the likelihood of catchingami, absorbed in this
problem, fall behind academically. An alert teachenderstanding the
principles of development, can try to help suchuaent realize that normal
growth is uneven, that he or she will probably batp. Meanwhile, an
extra dose of understanding may be in order.

(iv) Development has direction.

While each human being develops at an individua, there are predictable
sequences: each does go through the same stadmes Bsually, crawl,
then stand, then walk. Most children can draw esdbefore they can copy
squares. Each stage, each task successfully nhsteakes the next stage,
the more complex task, possible.

Some of the major directions of development atedi®elow:

1. Cephalocaudal and Proximal-distal— Humans develop from the
head of the feet and from the center of the bodsatd the extremities
in other words, the head develops first (look atirgfant child and
notice how large the head is in comparison to ¢s¢ of the body), the
trunk, then the arms and legs, the hands and Eeegje muscles
develop before small ones (Gesell, 1952), Thuscauexpect a first
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grader to be far more skillful with large muscleart with small, to be
more adept at running than at holding a pencil

. Structure Precedes Functions— children cannot use their bodies
until the body is capable of being used; musclestrha ready before
they can be taught to perform specific functionsethier eye muscles
for reading or the fine finger control necessanydenmanship.

. Differentiation — development proceeds from the general to the
specific. It moves in the direction of reduced amdn, increased
precision of responses, and fine discrimination.e Tdistinctive
features of objects are generally differentiatetb$Gn, 1969). Young
children see only the whole until they mature erotmy be able to
focus on parts of the whole, a skill essentialréading.

. Concrete to abstract Mental growth proceeds from an ability to
think only about things that are physically presemtan ability to
visualize things that are not there, to concepteadind to understand
cause and effect. The small child may be entrabgdalowing leaves
but does not know why they blow. The older chila ¢ell that gusts
of wind are propelling the leaves across the laWme young child
solves a mathematics problem by counting beadmgers; the older
child no longer needs such concrete aids. In thg geades historical
time sequences are more easily understood withlgisievices, such
as a poster board time line around the room. Okledents can
understand the idea of time in an abstract senggessed in words
alone. We will discuss this mental developmentearfafly in chapter
2.

. Egocentrism to Perspectvisma very young child sees himself or
herself as the center of the universe, sees ewsnslated only to his
or her needs. The young child cannot sympathizk ity one else,
even to the extent of keeping the noise level datien someone has
a headache; because the child does not have acheadlae headache
is not real. As the child grows and interacts vpigople, he or she can
begin to see things from another’s point of vievd,atmhen, from the
perspective of abstract principle. Young childreae something as
wrong when they are punished for doing it- if theg not punished
(because, perhaps, they are were not caught) thlegrdid no wrong.
Somewhat older children feel remorse only if songemas hurt as a
result of the misbehavior. And still older childreaabsorbed the
principles of right and wrong which they have b&might, and should
no longer need external punishment or the knowlexfgen injury to
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know when they have misbehaved. Moral developn®ediscussed in
greater detail in chapter 3.

6. Outer control to Inner control: Young children are dependent on
others not only for physical care but for values @minciples. They
feel guilty “on command” as toddler, when an adalts them they
did wrong, and they grow to develop their own vatystem, their
own conscience, their own set of inner controlsesEhinner controls
develop in a parallel course with growth towardsperctivism, toward
the ability to see things from others points ofwie

7. Absolutism to Relativismt the young child sees everything as
absolute, rules as unchangeable. The older chibav&rithat there can
be exceptions to rules, that rules can in factchanged to meet
specific situations.

8. Spiraling — the same task is mastered, at varying degrees of
complexity, at different stages of development.ejpehdence, for
example, is asserted differently at different stsaged alternates with
dependence. The young child will try to eat with@gdsistance-
whether or not the spoon can be managed-and thgnimsest on
being cuddled. A 12-year-old may pull away from qras by
demanding independent choice of clothes, but relparental advice
in other areas. An adolescent’s drive for indepandeshows up in
arguments over curfews and choice of friends, bdblescents,
although reluctant to admit it, also rely on adulpport. “The course
of development is uneven (in some children more tinaothers). It
zigzags, and sometimes it spirals backwards inyawach suggests
retreat and regression. But if the child is norriag, ultimate and all-
over trend is toward a higher level of maturity.vBl®pment is like a
stream; it carve, the best possible channel; wslonward; it reaches
a goal”

(V). Development proceeds in stages

While psychologists differ in describing the numbkeerd kind of life’s

stages, they will agree that there are stagesitilea¢ is a range of normal
development associated with a given period of kfe.we learn more about
development, in fact, we able to see additionartyedistinct stages. Rather
than talk only about infancy and childhood and edoénce, for example,
we might speak of prenatal stage of conceptionirth,lanfancy (birth to 2

years), early childhood (2 to 6 years), middlediindlod (6 to 10 years), late
childhood or preadolescence (10 to 12 years), adefee (13 to 18 years),
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and so on. Some psychologists are extending stageshrough adult life,
speaking of the “thirties” the way others peakhsf ttwos”.

However, choose to break life into distinct stagesne is precisely and
absolutely associated with age. There are no “a@fpichildren at any age —
we cannot say that every 3 — year old will do tlansl so or that every
teenager possesses certain characteristics. Howevein developmental
traits are generally found at particular stagegs¢hare called age-level
characteristics. Age-level characteristics reflect range of normally
acceptable development within a time span. Sonaniafwalk at 9 months,
others at 18 months; both are normal.

Furthermore, the stages overlap one another, andaatinuous. A person
does not stop being a child one day and becoméarsxent the next; there
is no one single day on which we can say we aré.ddfe is a continuous
process. We may turn one day and realize thatreydraleed, adult, but the
moment of transition (because there is no singlmerd) passes unnoticed.

DEVELOPMENT IS INFLUENCED BY BOTH HERADITY AND
ENVIRONMENT

In the 1920s there was heated arguments betweechglegists who
believed that heredity alone determined what agmeisould and would
become, and those who believed that a child was bera blank slate, a
tabula rasa, on whom environment would write ak tihere was to say. It is
an important argument. If a human being is indeefindd by heredity,
schools would have little reason to exist, andehgould be little cause to
believe that education could be a positive infleerl§ on the other hand, a
child is blank slate, to be defined only by his ex@nce, the responsibility
on the shoulders of educators is overwhelming.

Anold Gesell was psychologist who believed thaed#y is paramount. He
believed that maturation is a primary factor inted&ining the process of
learning, that the child learns what it is ready learn when it is
physiologically and psychologically ready. The eomment provides
setting for development, Gesell wrote in 1929, Iphtysiology and

maturation alone provide framework. Growth is d@ieed only from

within, with maturation controlling the pattern @évelopment. “the heredity
endowment of the individual plays a primary rolesiaping his overall
pattern and style of growth.
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John Watson, one of the first psychologists, ondtiner side of this early
debate, believed that the environment is the pgnfiactor in learning. He
believed that virtually and desired goal could behi@ved through a
controlled environment. Watson was a firmly conedcof the relative
unimportance of heredity and the importance of mmwnent that he could
produce any kind of person-scientist, athlete, poldician- if he could just
control their surroundings from birth. He did ndtpwever, have the
opportunity to prove his theory. (see Watson, 1924)

The arguments were intense while they lasted. Todwmst psychologists
agree that it is not all a question of either oewlit comes to heredity and
environment. Rather both elements play an impontalet in development,
interacting in complex ways. An intensive study @acted by Nany Bayley
for National Institute of Mental Health (1965) fauthat mental and motor
development proceeds in 1 to 15 month old infanteout regard to sex,
race, birth order, geographical location, or pakability. Scores on mental
tests after age 3 or 4, however, are correlatech wiich variables.
“Evidently, the period between one and four yedrage is an important one
in the development of mental and motor functionkisTage should be
studied closely” (Bayley, 1965, p. 409).

Research on Heredity and Environment

Selective Breeding: when dog breeders deliberamaie animals to exhibit
the characteristics desired by dog show judgesnveceentists deliberately
breed rats to perform well in laboratory mazes,ytlaee because it is
ethically permissible (or very practical, despitextéy’s Brave New world)
to selectively breed human populations, much oftmeknow comes from
studies of laboratory animals. In a classic stugyRlC. Tryon (1940), rats
who were dull at running mazes were interbred aodd¢ who were bright in
the maze game were interbred. By the ninth rat igé¢ioa the least bright
rats was performing better in mazes than the lkegihof the dull rats.
Genetic factors were clearly at work.

But it is difficult to generalize these results taman beings; choice of a
marriage partner is seldom determined by genetalyais. Furthermore,
when it comes to human beings, people who diffaregeally, who are
perhaps, noticeably more or less intelligent, agated differently, so that
environmental forces reinforce and exaggerate thgginal genetic
distinctions.
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TWIN STUDIES

Twin studies have been relied on foe comparablermmdtion on humans.
Since identical twins share the same genetic btun, glifferences between
them can be assumed to be environmental. Studgegtical twins that
have been separated and raised in different homesdvantageous to
researchers; the relative impact of heredity andrenment is then clearly
evident. In one such study, where identical twiad been separated before
they were 2 weeks old, Barbara S. Burks (1942) dalmat the similarities
between the separated twins, in personality arefasts, grew and grew as
they became older. The environmental influence fmecdess and less
important as the girls outgrew parental dominarmed their common
heredity became more and more obvious. More regemding range
Louisville Twin study has confirmed the importance heredity,
demonstrating that it requires markedly unusualrenmental conditions-
such as severe illness- to interfere with geneligegrint for mental
development.

Identical twins, regardless of the environment imcl they are reared, are
far more alike in 1Q scores than fraternal twinsowim turn, are more alike
than non-twin brothers and sisters. Of course,ww ¢hildren, even twins,
are reared in exact same environment. Parents dééatently to different
children, thereby creating a unique environmenetxh.

Combined effect of Heredity and Environment

The environment modifies the basic genetic endowm&ocial class,
educational level of the parents, quality of cpaaental love and acceptance
all influence the course of development,. In faetarded infants in homes of
low socio-economic status are likely to appear metarded in later years
than equally retarded children brought up in middéss homes (Willerman
et al, 1970).

Despite what psychologists now see as a very compteraction between
heredity and environment, we do know certain faéfe. know that human
beings are less genetically programmed than ofhexriss, more susceptible
to the effects of the environment. Human behawdarat governed solely by
fixed unchangeable instinctual reactions. Althodmtus, for instance, fly
south for the winter out of instinct, human beingso head for Florida in
the cold months are acting out of experience, danled knowledge that
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they will be more comfortable in a warmer climat®iman ability to learn
from experience makes us able to adapt, to survive.

Humans mature more slowly than other species, p@mmimaximum time
for learning from the environment, learning langeiladgearning social
relationships, learning to survive.

The genetic blueprint drawn at the moment of conoepdetermines the
characteristics a child inherits from both pareritfie eyes, height, a
tendency toward diabetes, and so on. The genetephht sets outer limits
o the way in which the individual develops.

The environment in which the child grows- the pbgsi social and

emotional surroundings- determines how well theldchexpress the

genetically determined potential, whether the oliteits will be reached.

The child of tall parents, for example, will usyalbe tall; if, for some

reason, the environment has not permitted an ategliet, the child may
not reach the potential for height which the geweslld otherwise permit.

Expectations- the emotional environment- play a mloverall development
too. Unusually tall children may be emotionally dedent if, because they
were tall for their age, too much was expectedheht too soon and they
were not allowed to be children. On the other hashehending on the
particular environment, the attitudes of parentgytmay be unusually
mature.

On an intellectually level the same can be said:dhild with a reasonable
natural endowment of intelligence, capable of aastie grade-level
achievement, might never produce to capacity if peents do not
particularly value academic achievement.

Acquired characteristics cannot be passed on bgditgr If you had your
teeth straightened your children are not moreikelinherit than if parents
had left you alone. Similarly, you cannot on edigratBut the environment
you provide can make a difference to your childsgyur willingness to have
their teeth fixed, or to provide with books and eahion, can make a big
difference | their development.
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LECTURE TWO
THEORIES OF CHILD DEVELOPM ENT

Piaget, the Swiss psychologist has made the mdshdive study of

children’s cognitive development. After many yeafscareful observation,

piaget has developed a theory of how cognition lkbg@gethrough a series of
stages as children mature.

Piaget defines intelligence as the ability to ad&ptthe environment
adaptation takes place through accommodation, With two processes
interacting throughout life in different ways aodimg to the stage of mental
development.

In assimilation, the individual absorbs new infotioa, fitting features of
the environment internal cognitive structures.

In  accommodation, the individual modifies those einal cognitive
structures to conform to the new information ancetntbe demands of the
environment. A balance is maintained through elguiim, as the individual
organizes the demands of the environment in terh@raviously existing
cognitive structure. Equilibrium is an active prssdhat involves constant
interaction between the individual and the envirentmA child moves from
one stage of cognitive development to another timothe process of
equilibration, though understanding what has hapgen a given situation
and understanding can be applied to new situatbgsilibrium is a balance
between assimilation and accommodation.

Piaget describes mental development in terms afatipes, the ordering of
objects and events. Operations take place, firstomcrete terms, then by
symbolic representation, as individuals learn tassify and thereby
understand objects and events in the environmaageP divides mental
development into major periods, roughly relatedde:

1. the sensori-motor stage (birth to about 2 years)

2. the preoperational stage (2 to 7 years)

3. the concrete operations stage (7 to 11 years)

4. the formal operation stages (12 years and beyond).

The precise ages of each stage vary in differelitires and in different
circumstances, but the sequence of stages remaisarne everywhere for
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every child. The child, says piaget, moves from stage to the next through
the interaction of four factors; in addition to ddprium, the factors include:

* Maturation
» Experience with physical objects and
» Social interaction

Each stage is characterized by a particular stylehought. But piaget

emphasizes: “it is not the stages that are impgrtais rather what happens
in the transition. There is no static stage as skeleh is the fulfillment of

something begun in the preceding one and the begirof something that

will lead to the next”.

1. SENSORY-MOTOR STAGE (Birth to 2 years)

There are enormous differences between a newbdfantiand a two year
child. Totally dependent, preverbal newborns begobe the age of 2,
children who can communicate, although they undadstar more than they
can say, and who get on their own two feet. Butdifierence are masked
by the similarities.

During this entire two-year period, behavior istdied by the senses and by
motor-activity; the child’s impression of the world formed by the
perceptions of his or her senses and by his omleezasing manipulation of
the environment. The infant who knows nothing alédnis or her own self
becomes, through sensory-motor experiences, a B ogldaaware of the
larger external world, a 2 year old beginning terexsome control over that
world. This is the period, according to piaget, whehildren begin to
develop some notion obbject permanence Babies, knowing only
themselves, believe that objects exist only if thay actually see thenout

of sight: Out of mind” in the early months. For a tantalizing toy, once
hidden, is no longer tantalizing.

Try this experiment; show the baby a bright ratti@pture her/his attention,
then remove it from sight. The baby wont even lémkit. By the time the
child is a year old, however, she/he will not lasterest and will continue
trying to find the hidden object. At this point thame of peekaboo becomes
endlessly fascinating- at least to the baby- asnaliar face disappears and
reappears.
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Object permanence, once understood, means thahildeknows that things
exist independently of the child, that mother igartant when she is not in
the line of sight. It is the beginning of understeng the larger world.

Another milestone is the baby’s beginning comprsienof causality, of
the fact, unknown to the newborn, that the hand g@sp the rattle and
move it to the mouth. Understanding of this priteighat events can be
caused, sets the stage for later cognitive devedopmAt this point the
child’s mental development is equal to that of liigent animals: the dog
who bangs its empty water dish against the whens itthirsty, the

chimpanzee who will use a stick to reach food beyeach of its hand. But
the animals will develop no further; the humandlimés a long way to go.

2. PRE-OPERATIONAL STAGE

By about one and half to two years of age, childregin to use language.
Words, as symbols, can represent things or grotijsrmgs. And one object
can represent (symbolize) another. Thus, play eetlyear old may treat a
stick as if it were a horse ad ride it around them; a block of wood can
become a car; one doll can become a mother armtltee a baby.

Although three and four year old ca think in symbtérms, their words and
images are not yet organized in a very logical waigget calls the two to
seven years of cognitive development preoperatidremiause the child does
not yet comprehend certain rules or operations.ofaration is a metal
routine for transposing information, and it is nesiBle, every operation has
its logical opposite. Cutting a circle into fouruad) pie-shaped wedges is
part of an operation because we can reverse tloeguoe and put the pieces
back to form a whole. The rule that we share thaber 3 to get 9 is part of
an operation because we reverse the operationaiedtie square root of 9
to get 3. in the pre-operational stage of cognitieeelopment, the child’s
understanding of such rules is absent or weak.ePiflgstrates this deficit
by some experiments on the development of whaalg @nservation.

As adults we take conservation principles for ggdnthe amount (mass) of
a substance is not changed when its shape is athamgehen it is divided
into parts; total weight of a set of objects wiiillssemain no matter how
they are packaged together; and liquids do notgdamamount when they
are poured from a container of one shape to thanother. For children,
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however, attainment of these concepts is an aspaellectual growth that
requires several years.

In a study of the conservation of mass, a chilgiven some dough to make
into a ball equal to another ball of the same nmatethe child declares them
to be “the same”. Now, leaving one for referenbe, dther, is rolled out into
a long sausage shape while the child watchese Ithiid is about four years
old, he or she no longer considers the two objéztsontain the same
amount of clay: the longer one contains more. Nibil the age of seven do
the majority of children reach the stage wherectag in the longer object is
perceived to be equal in amount to that in theresfee ball.

The same kind of experiment can be used to studyctinversation of
weight. For example, children who know that egbhaids will balance on a
scale (they can test this with the two balls toibhegth) are asked whether
the sausage-shaped form will keep the scale arambadl as did the original
ball. Conservation of weight is more difficult capt to conceive than
conservation of mass, and it comes a year or &7 latdevelopment.

Children younger than seven have difficulties witbnservation concepts
because thinking is still dominated by visual ingsiens. A change in
perceptual quality of the clay mass means morkdamtthan subtle qualities,
such as the volume of clay occupies regardlesdsoshape. The young
child’s reliance on visual impressions is made rclasomewhat different
conservation experiment. If a row of black checkemnatched one for one
against a number of each. If the black checker®meght closer together to
form a cluster, the five-year-old says there arev moore red ones- even
though no checkers have been removed. The impres$ithe length of the
row of red checkers overrides the numerical equ#iat was obvious when
the objects were matched. In contrast, seven-yldar@ssume that if the
number of objects was equal before, it must rensjonal. At this age,
numerical equality is more significant than visumapression.

The conservation of quantity

If a child of about five or six is shown two iderdl glasses, A and B, which
are equally full of liquid, the child will acknowdge that the glasses have
the “same to drink”. If the liquid fro glass A iwred into the taller and

narrower glass C, the liquid reaches a higher IeMe¢ child is then asked

whether there is the same amount to drink in the diferently shaped
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glasses B and C. Most children younger than sipaied that C, the tall,
narrow glass, has more liquid. Since the preopmratichildren center on
height and ignore width, they cannot deal with tinemsformation. In the
next stage, that of concrete operations, the daides to recognize that the
amount of the liquid is the same, regardless dedghces in shapes of the
containers. Piaget referred to this ability asdbeservation of quantity, an
ability that is usually achieved between six argheyears of age.

STAGE OF CONCRETE OPERATIONS (7-11years)

Toward the end of the pre-operational period childbegan to hesitate, to
be less insistent that the sizes are differentheg become flexible enough |
their thinking to see that if they concentrate eryoone dimension, one
physical attribute, at a time.

Now they can conserve. They can resist controlhieyr tperception, by the
way things look, and understand that just becaaseething appears to be
bigger or longer it is necessarily so. They canapuly this understanding to
weight or to volume until they are older still (atb® to 10 for weight and 11
or 12 for volume).

But once they understand about the age of 6, thditen remains constant
and that sizes do not shift, they have entered dfage of concrete
operations. In the COS, which covers roughly thesaigom 7-11 years, the
child becomes capable of various logical operatitws only with concrete
things.

An operation: is a type of action- a manipulatidrobjects or their mental
representation.

It calls for transforming information so that itrche used more selectively.
Operations make trial and error unnecessary bectgsehild can think
through the possibilities of certain actions angliles of actions.

Operational thought replaces the impressionistiapde from data to
conclusions with a series of small-scale, reveesgteps, each of which ca
be judged as unreasonable.

If information is concrete, comparisons ca be mac®irately thus the child
is not taken in by changed beaker shapes as liggdured back and fourth.
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He can imagine operations and anticipate resultg. &ntil this stage is
reached, a child cannot tell you with any convictishat the other side of
the moon is like. But in the stage of concrete apens he can, in his mind
manipulate the moon by turning it around and veéll you that it probably
looks just like this side of the moon.

FORMAL OPERATIONAL STAGE (12 YEARS AND BEYOND)

Not until the final stage of cognitive developmetite operational stage,
which begins around age 11 or 12, are youngstdestalreason to purely
symbolic terms.

In one test for formal operational thinking, thédgact tries to discover what
determines the period of oscillation of simple pdoch. The subject is

presented with a length of string suspended frdraak and several weights
that can be attached to the lower end. He or shevagy the length of the
string. Change the attached weight, and alter ¢hghh from which bob is

released.

Children still in the concrete operational stagdl wkperiment changing
some of the variables, but not in a systematic wejolescents of even
average ability will set up a series of hypothesesl proceed to
systematically test each one. They reason that pgasdicular variable
(weight) affects the period of oscillation, ther thffect will appear only if
they change one variable and hold all other comhskiatie variable seems to
have no effect on the time of swing, they rule itt @and try another.
Considering all the possibilities, working out tkhensequences for each
hypothesis, and confirming or denying these conseces is the essence of
what piaget calls formal operational thought.

This ability to conceive of possibilities beyond aths present in reality-to
think of alternatives to the way things are-perrasatdolescent thinking and
Is tied in with adolescents’ tendency to be conedrwith metaphysical and
ideological problems and to question the way inaltadults run the world.

30



LECTURE THREE
ANOTHER VIEW OF COGNITIVE DEVELOPMENT
JEROME BRUNER'’S SYSTEMS OF REPRESENTATION

Jerome Bruner, a Harvard psychologist, defines itiwgrgrowth as:
- First, the development of internal systems of regnéation to deal
with information.
- Second, the application of those systems to thanmgtion of newly
acquired information.

As development and information is organized, ckitdbecome increasingly
capable of abstract thought, applying theories dives problems. Bruner
(1966) lists several bench marks of intellectuakgh:

1. the ability to act independently of the nature bk timmediate
situation, to maintain the same response in the faic changing
stimuli or to alter response when the environmentains the same.

2. the ability to build mental models of the world whienable the child
to go beyond the information given, to hypothesiaed to predict
events.

3. the ability to express oneself in language, to repan activities, and
bring order to the environment.

4. the ability to interact with other people, to lefmom others.

5. the ability to deal with several alternative simukously to meet the
complex demands of the realm world.

The abilities do not occur all at once, they areveltgped as children

progress through stages of intellectual growthh@ligh Bruner agrees with
piaget that there are distinct stages of cognigik@vth, he does not agree
that mental development proceeds in fixed and araite sequences.

“Three systems of processing information by whieiman beings pass in
the acquisition of cognitive ability until, in trend, they use all three.”
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THE STAGES OF REPRESENTATION

1. REPRESENTATION THROUGH ACTION OR INACTIVE
REPRESETATION

In this, children represent reality by doing, bytoraresponses, the stage is
comparable to Piaget's sensory-motor and pre-dpeeadtstages together.
Objects are defined in terms of actions taken td&zdhem: A rattle is to
shake and a ball is to roll. “ An object is whataioes to it” Bruner, (1966).
A teacher working with children on this level wowddhance their learning
by allowing them to handle physical objects, tadfsolutions to problems
through the manipulation of things.

2. REPRESENTATION THROUGH IMAGERY OR ICONIC
REPRESENTATION

Principles of perceptual organization are | foroeimg this stage as children
think pictorially, in images, in a stage comparale that of piaget’s
concrete operations. The child need no longer nudeit objects, but
learning is enhanced by seeing demonstrationsaburgs. Children on this
level are not yet ready to learn efficiently soletirough verbal
representation.

3. REPRESENTATION THROUGH LANGUAGE OR SYMBOLIC
REPRESENTATION.

Now the individual thinks in symbols, can think abdhings that are not
present, can use language to hypothesize and tmbelge information give.
This level, in language is used as “an instrumdnhimking compares to
Piaget's stage of formal operations. The teacher peesent material
verbally and expect students to reason abstractly.

At the highest level, all three systems are in uséhough Bruner’s stage
appear very similar to piaget’'s, there are two mdjtferences:

1. because people use all three systems of repatisen Bruner believes
that teachers, at any grade level, will get mucttebeesults by combining
concrete pictorial and verbal or symbolic represeom to get ideas across.
Young children need all three; so do some oldefesits.
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In one supporting study Austin (1972) found thetre college students do
not learn as well both the active and the pictostages are skipped-when
they are presented solely with verbal discussioth@fsubject and no chairs,
diagrams or graphs. (this was a lesson or prolbahihd statistics).

3. Brunner believes that intellectual skills are trarited by culture.
Because the outside environment including educat@s a major
influence, Bruner believes that cognitive developtean be
accelerated-if the proper materials are presetetiitdren especially
materials they can explore for themselves.

Bruner has said: “any subject can be taught effelgtiin some intellectual
honest form to any child at any stage of develogmen

Question: Discuss and contrast with Piaget’s views.

LECTURE FOUR
THEORIES OF CHILD DEVELOPMENT
(a). The Psychoanalytic Theory: Sigmund Freud
(b). The Psychosocial Theory: Erik Erikson.

*Both emphasize that development occurs by passingugh a series of
stages.
*In summary these are the stages:

FRUED
1. Oral stage 0 — 1 year

2. Anal stage 1 — 3 years
3. Phallic stage 3 — 5 years
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4. Latency stage 5 — 12 years
5. Genital stage 12 — 18 years

ERIKSON

Trust vs Mistrust 0-1 year

Autonomy vs. Shame/Doubt 2-3 years
Initiative vs. Guilt 4-5 years

Industry vs. Inferiority 6-12 years
Identity vs. Role confusion 13-18 years
Intimacy vs. Isolation 19-35 years
Generativity vs. Stagnation 36-40 years
Ego integrity vs. Despair 40+ years

N>R WNE

A. PSYCHOAALYTIC THEORY

Basically, Freud was a developmentalist; he betletreat psychological

change is governed by inner forces especially giold maturation. But

Freud thought that maturation brings with it unrglgxual and aggressive
energies, which societies must harness. Thus, Istmiees also play a
powerful role in Freud’s theory. But first thingsst, who is Freud?

Freud was born in Freiberg, Maravia (now part oé€@wslovakia). He was
the first child of a 20-year-old mother and 40-yehlt father, although his
father also had two grown sons from a precious ia@er The father was a
wool merchant who never became very successfullsmbss, and financial
troubles forced the family to move twice when Fremas young first to

Leipzig, and then, when Freud was four, to Vierwlagre Freud lived until

the last year of his life.

As a boy Freud was a brilliant student, and theilfamncouraged his
studies. His parents made sure that he had aarop to study by, while the
other family members had only candles. Freud’sllettial interests
covered a wide variety of topics; and when he wdseaough to enter the
University he had difficulty deciding on an area study. With some
reluctance, he chose medicine, primarily becaugavé him an opportunity
to do research. Between the ages 26 and 35, Festidssly searched for a
field in which he might make some important disagvéle continued to do
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research in established areas of neurology, butv&® excited by other
possibilities. For a while, he though he might firelolutionary uses of
cocaine, a drug to which temporarily he seemedcseldli Freud also visited
Charcot’s laboratory in Paris where Charcot wagstigating the mysteries
of hysteria. The study of this disorder becamedtiagting point of Freud’s
great contributions. As Freud built his theory, $geculated that only
hysterics and other neurotic patient’s suffer Kangl of internal conflict. We
all have thoughts and desires that cannot admdutselves. In neurosis,
repression and conflict became particularly inteasé unmanageable, and
symptoms. Freud continued to develop and revis¢hlesry until the end of
his life, the last 16 years of which he spent im@eom cancer of the jaw. In
1933 the Nazis banned his books in Berlin, and 1888ad to leave Vienna
for London, where he lived he lived his last yead aied at the age of 83.
Now let us turn to Freud’s theory explaining how menan beings achieve
our psycho-sexual development.

STAGES OF PSYCHOSEXUAL DEVELOPMENT

In Freud’s theory, the term for one’s sexual enasggiIBIDO, any part of

the body on which this energy becomes focused liedcan Erogenous
Zone. Almost any part of the body can become agesrtous zone, but in
childhood three most important zones are the mah#h,anus and genital
area. These zones become the center of the clsékaal interests in a
specific stage sequence:

1. THE ORAL STAGE

This is the child’s interest’s center on the moutiteud said that if the infant
could express itself, it would acknowledge undodlytethat the act of
sucking at its mother’'s breast is far and away rttwest important thing in
life. Sucking is vital, of course, because it pd®s nourishment; the baby
must suck to stay alive. But, as mentioned aboreyd~thought that sucking
also provides pleasure in its own right. This hisywbabies suck on their
thumbs, they do not direct their impulses towardbers but find
gratification through their own bodies.

Beginning about six months, babies begin to devedogonception of
another being, especially the mother, as a separatessary person. They
become anxious when she leaves or when they eresoardgtranger in her
place.
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At the same time another important developmerdksg place; the growth

of teeth and the urge to bite. At this point, K&braham (1924) pointed out,

the babies dimly form the idea that is they, witleit urge to bite and

devour, who can drive their mothers away. Lifehad stage, then, becomes
increasingly complex and troubling. It is little maer that we may often

unconsciously wish to return to the earlier oralgst when things seemed
much simpler and more gratifying.

According to Freud, we all go through the oral stag well as every other
stage of psychosexual development.

However, also can developFAXATION at any stage; which it means that
no matter how far we have advanced beyond it, wentaia a lasting
preoccupation with the pleasures of and issuelsenf stage. For example, if
we are fixated at the oral stage, we might findselwes continually
preoccupied with food; or we find that we work comébly when we are
sucking or biting on objects such pencils; or w glae most pleasure from
oral sexual activities; or we find ourselves adglicto smoking or drinking
partly because of oral pleasure involved.

2. ANAL STAGE

During the second and third years of the childis, lthe anal zone becomes
the focus of the child’s sexual interests. Childboe@eome increasingly aware
of the pleasurable sensations the bowel movemeaotkipe on the mucous
membranes of the anal region. As they gain matumalt control of their
sphincter muscles, they sometimes learn to holdk bdeir bowel
movements until the last moment, thereby increasieg pleasure of the
final release. Children also frequently take ingene the products of their
labors and enjoy handling and smearing their feces.

It is at this stage when children are first askedeinounce their instinctual
pleasures in a fairly dramatic way. Few parentsvaténg to permit their
children to smear and play with feces for very loNtpst parents, as well-
socialized individuals, feel certain repugnancercaeal matters and soon
get children to feel the same way. As soon get ttieidren ready, if not
sooner, parents train them. Some children initibgliat back by deliberately
soiling themselves. They also sometimes rebel bgofmég wasteful,
disorderly, and messy-traits which sometimes peirsis adulthood.
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3. THE PHALIC OR OEDIPAL STAGE

Between the ages of about three ad six years,hife enters the phallic or
oedipal stage. Freud understood this stage bettidrei case of the boy than
in the case of the girl, so we might begin with lhiogy.

THE BOY'’S OEDIPAL CRISIS: The crisis begins wherethoy starts to
take an interest in his penis. This organ, whiclsaseasily excitable and
changeable, and so rich in sensations fires hisosity. He wants to
compare his penis to those of other males andiofads, and he tries to see
sexual organs of girls and women. He may also eajdybiting his penis
and more generally, imagines the role he might @ayan adult, sexual
person. He initiates experiments and spins fargasiewhich he is an
aggressive heroic male, frequently directing hisentions toward his
primary love-object, his mother. He may begin kgsi mommy
aggressively, or want to sleep with her at nightp@agine marrying her.

The boy soon learns, however, that his most amlstiexperiments and
plans are considered excessive and improper. Hiesl¢hat he can not after
all, marry mommy or engage in any sex play with. hé¢ can not even
touch, hug or cuddle with mommy as much as he wikedsince he is now
a big boy. At the same time, he notices that Dagkms to kiss and hug
mommy at will, and he sleeps with her all nightdoithus father is the rival
for the affection of the mother. At 5 to 6 the dhikalizes that their same sex
parent might punish him for his incestuous wishiegs.reduce this conflict
the child identifies with the same sex parentystg to be like him or her. If
the conflict is not resolved, though, the individoay become fixated at the
phallic stage. The crisis for boys is also knowntlaes Oedipus complex
which in a nutshell is just the Freudian conceptimch the young child
develops an intense desire to replace the paretiteofame sex and enjoy
the affections of the opposite-sex parent.

THE GIRLS ECTRAL COMPLEX

Freud thought, there was an Oedipus complex folitie girl too, but he
admitted that here our material- for some reasondwenot understand-
becomes far more shadowy and incomplete. Freué\w wan this topic, in
broad outline, was as follows: He noted that thk Qy the age of five years
or so, becomes disappointed in her mother. She térived because her
no longer gives her constant love and care thatasha baby, and if new
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babies are born they get the attention she deseRwgthermore, she is
increasingly irritated by the mothers prohibitionsuch as that on
masturbation. Finally, and most upsetting, the disicovers that she does
not have a penis- a fact for which she blames tothen, who sent her into
the world so insufficiently equipped.

The little girl’s genital disappointment is illuated by a anecdote from Ruth
Munroe, a psychologist who said that she was sta&pdibout Freud'’s theory
until one day she observed her four year old darghta bathtub with her
brother. The daughter suddenly exclaimed, “my wee (penis) is all gone”
—apparently comparing herself with her brother tfog first time. Munroe
tried to reassure her, but nothing worked, andstone weeks she objected
violently even to being called a girl. Thus, thigldé girl felt what Freud
called Penis envy. The wish to have the penis ametlike a boy.

The little girl does however, recover her feminprae. This happens when
she begins to appreciate the attentions of heeffaifhe father may have not
paid any special attention to his daughter whenvex®in diapers, but now
he may begin to admire her cuteness and growingnigmecalling her his
little princess and flirting with her in other wayBhus inspired, she begins
to spin romantic fantasies involving herself and Fegher. At first her
thought involve the vague wish for his penis, thi$ soon changes into a
wish to have a baby and give it to him as a present

As with the little boy, the little girl discoverbdt she lacks sole rights to her
new love- object. She realizes that she cannadr aft, marry Daddy, nor
can she cuddle, hug or sleep with him as much agolkd like. Hover, the
mother seems to be able to do these things, sbestemes the rival for his
affections. Freud said that his oedipal situatiaghihbe called the Electra
complex.

What most puzzled Freud about the girls Oedipus ptexn was the
motivation for its resolution. In the case of th#ld boy, the primary
motivation seemed clear: the boy is frightened hiy threat of castration.
But the girl cannot fear castration, for she haspanis to lose. Why then
does she renounce her oedipal wishes at all? Iressey, Freud said that he
simply did not know the answer, but his best gwess that the girl resolves
the oedipal crisis because she fears the lossrehfz love. Thus she does
after all repress her incestuous desires, idewtiy her mother, and institute
a superego to check her against for bidded impuéseb wishes. Still,
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lacking castration anxiety, her motivation to erstbng defences against
oedipal feelings must be weaker, and as a reseltrslst develop a weaker
superego. Freud knew that this last conclusion ev@uger the feminists,

but this was where his reasoning led and he arghumdwomen in fact are

less rigid about moral issues. Like a boy, thdtlelgirl entertains and then
abandons rivalrous and incestuous fantasies. Ineswomys, the later

consequences of the oedipal experience would sewsiarsto those for the

boy. For example, the girl too may carry within tiee dim knowledge that
her first attempt at rivaling a woman for a marosd failed, and she may
therefore doubt her future prospects. At the same,tthough, the girl's

oedipal experiences differed from the boy’s sodfiects may differ as well.

She had less need to resolve the Oedipus crisiseisoedipal desires may
be more open and transparent later in life. Funtioee, just before she
entered into oedipal rivalry, she experienced gpd#isappointment over
being female. This feeling, Freud felt, may lea@ tmasculinity complex, in

which the woman may avoid intimate relationshipthwme, since these only
remind her of her inferior state, and insteadtorput do men by becoming
aggressive and assertive.

4. THE LATENCY STAGE

With the establishment of strong defences agaiedipal feelings, the child
enters the latency period, which lasts from abget six to seven years. As
the names suggests, sexual and aggressive fandasiasw latent; they are
kept firmly down, in the unconscious. Freud thoutt#t the repression of
sexuality at this time is quite sweeping; it inasdhot only oedipal feelings
and memories but oral and anal ones as well. Becdasgerous impulses
and fantasies are now kept underground, the clslchat excessively
bothered by them, and the latency period is orrelafive calm. The child is
now free to redirect his or her energies into cetersocially acceptable
pursuits, such as sports and games and intelleattiaities. In general, the
latency —age child possesses a new composure icorseol.

PUBERTY (GENITAL STAGE)

The stability of the latency period, however, doeslast. At puberty, which
begins at about age 11 for the girls and 13 yeardbys, sexual energy
wells up in full adult force and threatens to wréakoc with the established
defences. Once again, oedipal feelings threatémeak into consciousness,
and now the young person is big enough to carmntbiet in reality.
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Freud said that from puberty on ward the indivitkigreat task is freeing

himself from his parents. For the son, this meassasing his tie to the

mother and finding a woman of his own. The boy nalst have resolve his
rivalry with his father and free himself of hisats domination of him. For

the daughter, the tasks are the same; she toosepatate from the parents
and establish a life of her own. Freud noted, heawdhat independence
never comes easily. Over the years we have builsttgng dependencies
upon our parents, and it is painful to separatsalues from them. For most
of us, the goal of genuine independence is nevaptsiely attained.

ANGENCIES OF THE MIND

We have now reviewed the stages of developmenudaéheory contains
many other components, and we cannot review thémHawever, an
introduction to Freud does require a look at orfeetluster of concepts,
those pertaining to the agencies of the mind. Freasl continually revising
his ideas o this topic, but his best-known concapesthose of the id, ego
and superego.

A). THE ID

The id is the part of the personality that Freudtialy called the
UNCONSCIOUS. It is the most primitive part of the personalitpntaining
the basic biological reflexes and drives. Freuérd the id to a pit full of
seething excitations, all pressing for discharge.

In terms of motivation, the id is dominated by IEEASURE PRINCIPLE.
Its goal is to maximize pleasure and minimize phirgeneral, the id tries to
remove all excitation and to return to a quite estatamely, that of deep,
peaceful sleep.

At first the baby is almost all the id. Babies woabout little besides bodily
comfort, and they try to discharge all tensionsgasckly as possible.
However, even babies must experience frustration.example, they must
sometimes wait to be fed. What the id does theto Iwallucinate an image
of the desired object and in this way it tempoyasatisfies itself.

In the course of life, many impressions and impilgee repressed into the

id, where they exist side by side with basic drive®e id then contains basic
drives ad reflexes, along with images and sensatithat have been
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repressed. The also contains aggressive with paitension should be
instantly destroyed. It does not matter to thehat bne may be wishing for
the destruction of someone’s needs and loves. @hsimply wants a
reduction in disturbing tensions immediately.

B). THE EGO

If we were ruled by the id, we would not live faynlg. To survive, one
cannot act solely on the basis of hallucinationssionply follow one’s
impulses. We must learn to deal with reality. Franeple, a little boy soon
learns that he cannot just impulsively grab foahfrwherever he sees it. If
he takes it form a bigger boy, he is likely to dmtt He must learn to
consider reality before acting. The agency thaaytethe immediate impulse
and considers reality is call&O.

Freud said that whereas the id stands for the wedapassions, the ego
stands for reason and good sense. Because theregdars reality, it is said
to follow theREALITY PRINCIPLE . The ego tries to forestall action until
has had a chance to perceive reality accuratelcaisider what has
happened in similar situations in the past, to madaistic plans for the
future.

Freud emphasized that although the ego functionsesdat independently
from the id, it also borrows all its energy fronetid. He likened the ego’s
relation to the id to that of the rider on a hor$&e horse supplies the
locomotive energy, while the rider has the privdegf deciding on the goal
and guiding the powerful animals’ movement. Butydiolo often there arises
between the ego and the id the not precisely isiaztion of the rider being
obliged to guide the horse along the path by whissif wants to go.

c). THE SUPEREGO

The ego is sometimes called one of the controlesystof personality. The
ego controls the blind passions of the id to protiee organism from injury.
We mentioned how a little boy must learn inhibi¢ timpulse to grab food
until he can determine whether it is realisticalfe to do so. But we also
control our actions for other reasons. We migho aksfrain from taking
things from others because we believe such actomsnorally wrong. Our
standards of right and wrong constitute the secwmmarol system of the
personality, the superego.

41



We referred earlier to Freud’s view on the origintlee superego: it is a

product of the oedipal crisis. Children introjeetr@ntal standards to check
themselves against the dangerous impulses andsiastaf this period as

well. Children continue to identify with other pdepsuch as teachers and
religious leaders and adopt their moral standasdbeir own.

Freud wrote the superego as if it contained twasp&ne part is sometimes
called the CONSCIENCE. It is punitive, negative, critical part of the
superego that tells us what NOT to do and puniskesith feelings of guilt

when we violate its demands. The other part ieddiGO IDEAL,; this part

consists of positive aspirations. For example, wadittle boy wants to be
just like a famous football player, the athletdnis ego ideal. The ego ideal
may also be more abstract. It may include our pesiteals, such as the
wish to become generous, courageous, or dedicatedriciples of justice

and freedom.

LEVELS OF AWARENESS OF THREE ANGECIES

The id, ego, and superego function at differingels\of awareness as Freud
tried to show by means of a diagram reproducedmelo

The id at the bottom the drawing, is completely ogad from the region
labeled pepts, from consciousness and realitys ipart of the id that
develops in order to deal with external world. Bg®, you will note, largely
inhabits a region labeled preconscious. This tezfars to the functioning
that is below awareness but can be made conscitluselative little effort.
The ego is also partly unconscious; for examplerefresses forbidden
thoughts in a completely unconscious way.

The superego is drawn on top of the ego, illustgatis role of criticizing the
ego from above. The superego, too, is partly urgons although we are
sometimes aware of our moral standards; they aisguéntly affect us
unconsciously. For example, we might suddenly becdepressed without
any idea why, because our superego is punishifgriosiden thoughts.
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LECTURE FIVE
STAGES OF PSYCHOSOCIAL DEVELOPMENT: ERIKSON

We have noticed the psychoanalytic theory by Fisuzhsed on instinctive
biological drives; that personality develops thrlowtages governed by those
drives.

Erikson’s psychosocial is based on Freudian théaoyis concerned with
instinctual drives as they are modified by socidiyik Erikson identifies
eight (8) stages of personality development asri@zs®f crises, and has
focused o the adolescent crises. Erikson argudsatlaisis is a time of
increased vulnerability to a particular psychosigaiablem:
» Each crise is related to the others.
» Each exists | some form before the decisive morfants resolution
arrives.
» Each, as it is positively resolved contributes dlitenate strength of
the growing personality.

Through Erickson’s theory, you learn how youngstelsvelop trust,
autonomy, initiative and identity. Erickson alsgmres how in the wrong
circumstances miss trust, shame, guilt, inferio@ay a confused identity can
be outcome ad early years and of adolescence. dsteagolescence years
have also been added for examination for theirlprab and potential only.
Erickson based his description of personality dgwelent on the epigenetic
principle. In fatal development certain organshe&f body appear at specified
times and eventually combined to form a child. Tpersonality, says
Erickson develops | a similar way: “Anything thabgs has a ground plan,
ad out of the ground plan the arise, each partnigaitis times of special
ascendance until all parts are arisen to form atfoning whole.”

Erikson hypothesis that just as the parts of thaylaevelop in interrelated
way where in the human organism is in the utere, gilersonality of an
individual forms as the ego progresses throughriassef interrelated stages.
All these ego stages exist in the beginning in sdomm but each has a
critical period of development.

The following designation, age ranges and esseahatacteristics of the

stages of personality development are proposedrikgdn childhood and
society:
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1. TRUST Vs MISTRUST (BIRTH TO 1 YEAR)

The basic psychological attitude to be learnedrbgnits is that they
can trust their world. Trust is fostered by corensly, continuity, and
sameness of experience, in the satisfaction ointla@t’'s basic needs
by the parents. The quality of the maternal r@heship is more
important than absolute quantities of food or dest@tion of live. If
the needs of infants are met and if the parentsraamcative genuine
affection, children will think of their world as feaand dependable. If
care is inadequate, inconsistent or negative, hilidren will approach
their world with fear and suspicion.

2. AUTONOMY Vs SHAME & DOUBT (2- 3 YEARS)

Just when children have learned to trust (or mss}rineir parents, they must
exert a degree of independence. If children areed and encouraged to
do what they are capable of doing at their own atéheir own way.- but
with judicious supervision by the parents and teashthey will develop a
sense of autonomy. If parents and teachers aretisnpand do too many
things for the children, they will doubt their atyl to deal with the
environment. Furthermore, adults should avoid shgmchildren for
unacceptable behavior, since this is likely to dbaote to feelings of self-
doubt.

3.INITIAITIVE VERSUS GUILT (4- 5 YEARYS)

The ability to participate in may physical actiggiand to use language sets
the stage for initiative, which adds to autononmg ¢uality of understanding
planning and attacking a task for the sake of bartye and o the move. If
children are given freedom to explore ad experimamd if parents and
teachers take time to answer questions, tendetmiesd initiative will be
encouraged. If children are restricted ad madeew their activities and
guestions as pointless or a nuisance, they willgagty about doing things
on their own.

4. INDUSTRY Vs IFERIORITY (6- 11 YEARS)
A child entering school is at a point of developmerhen behavior is
dominated by intellectual curiosity and performande now learns to win

recognition by producing things-he develops a sehnsedustry. The child’s
danger at this stage lies in a sense of inadecaraadynferiority. If the child
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Is encouraged to make and do things, allowed tsHfitasks, and praised for
trying, industry results. If the child’s effortseaunsuccessful or if they are
derived or treated as bothersome, inferiority rssul

5. IDENTITY VS. ROLE CONFUSION (12 — 18 years)

As young adults approach independence from paesmdsachieve physical
maturity, they are concerned about what kid of gerthey are becoming.
The growing and developing youths, faced with (@&spological revolution
within them and with tangible adult tasks aheadheim are now primarily
concerned with what they feel they are. (in theiarsh for a new sense of
continuity and sameness, adolescents have refigheo
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