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THE CANADIAN ASSOCIATION FOR YOUNG CHILDREN

WHAT IS THE CAYC

The Canadian Association for Young Children (CAYC) grew out of

Council for Childhood Education and was officially recognized in 1974
by the granting of a Federal Charter. It is the only national association
specifically concerned with the well-being of children, birth through
age nine at home, in preschool settings and at school. Members of the
multidisciplinary association include parents, teachers, caregivers
students and all those wishing to share ideas and par-
ticipate in activities related to the education and welfare of young chil-
dren.

Jadministrator:

MISSION STATEMENT

CAYC exists to provide a Canadian voice on critical issues related to
the quality of life of all young children and their families.

THE AIMS OF THE CAYC

1. To influence the direction and quality of policies and programs
that affect the development and well-being of young children in
Canada.

[55]

To provide a forum for the members of Canada’s early childhood
community to support one another in providing developmentally
appropriate programs for young children.

3. To promote and provide opportunities for professional develop-
ment for those charged with the care and education of young chil-
dren.

4. To promote opportunities for effective liaison and collaboration
with all those responsible for young children.

5. To recognize outstanding contributions to the well-being of young
children.

IMPLEMENTING THE AIMS OF THE CAYC

1. The National Conference:
The National Conference is a highlight of the CAYC. The program
includes lectures by internationally renowned authorities on chil-
dren, workshops, discussion groups, displays, demonstrations,
school visits and tours.

2. Provincial and Regional Events:
The organization of members at the local and provincial level is
encouraged to plan events to deal with the issues and concerns per-
taining to young children. These events may take the form of lec-
tures, seminars or a local conference.

3. The Journal:
An outstanding multidisciplinary journal is published twice year-
ly. Articles by nationally and internationally known experts in
early childhood education and child rearing are presented in the
Journal of the CAYC. Inside CAYC provides information on
Association activities.

SUBSCRIPTIONS AND MEMBERSHIP

Membership fees are payable on application and renewable annually on
an evergreen basis. To be considered a voting member, fees must be
paid no later than 60 days prior to the Annual General Meeting.
Members of the CAYC receive newsletters and special rates for national
and regional conferences:

Regular $40.00, 2 year regular $75.00, assoc/institution $85.00,
student/senior $25.00, international $80.00

Please direct all subscription and membership correspondance to:

CAYC

302-1775 West 11th Avenue
Vancouver, BC, V6] 2C1 CANADA
membership@cayc.ca

ASSOCIATION CANADIENNE POUR LES JEUNES ENFANTS

QU'EST CE QUE L’ACJE

L' Association Canadienne pour les Jeunes Enfants, issue du Council for
Childhood Education, a regu sa charte fedérale en 1974, Elle demeure
la seule association nationale vouée exclusivement au bien-étre des
enfants, de la naissance jusqu’a I"age de neuf ans, dans leur foyer, a la
garderie et a 'école primaire. L’ACIE est composée de parents,
d’enseignants, de professionnels de la petite enfance, d’administrateurs
et d"étudiants, ainsi que de tous ceux et celles qui sont intéressés a
partager leurs idées en participant a des activités lices au bien-étre et
a I'éducation des jeunes enfants.

SA MISSION

L’ACJE s’est donné comme mandat de faire entendre une voix
canadienne sur les questions essentielles ayant trait a la qualite
de vie de tous les jeunes enfants et de leur famille

SES OBJECTIFS

1. Jouer un réle sur le plan des orientations et sur la qualité des poli-
tiques et des programmes touchant au développement et au bien-
étre des jeunes enfants canadiens.

2. Créer un forum pour les membres de la communauté canadienne
oeuvrant dans le domaine de la petite enfance afin de susciter une
collaboration active dans |"¢laboration de programmes appropriés
au développement des jeunes enfants.

3. Encourager et offrir des possibilités de perfectionnement profes-
sionnel au personnel responsable du bien-étre et de I’éducation des
jeunes enfants.

4. Promouvoir des occasions pour une meilleure coordination et
collaboration entre tous les responsables des jeunes enfants.

5. Récompenser et souligner les contributions exceptionnelles faites

en faveur des jeunes enfants.

EXECUTION DES OBJECTIFS DE L'ACJE

1. Le congrés national:
Il constitue le grand événement de I'’ACJE. Des sommités de
renommeée internationale en matiére de petite enfance y prononcent
des conférences et on y participe a des ateliers, des débats, des
expositions, des démonstrations, et a des visites guidées d’écoles.

2. Les événements provinciaux et locaux:
L'ACIJE encourage ses membres 4 organiser des conférences.
des séminaires ou des congrés au niveau local et régional afin
de débattre des problémes relatifs aux jeunes enfants.

3. Larevue:
Publication bisannuelle et multidisciplinaire de premier ordre, la
revue regroupe des articles traitant de questions d’éducation et de
formation des jeunes enfants. On y retrouve également des articles
écrits par des experts de renommée nationale et internationale.
La rubrique /nside CAYC renseigne les lecteurs sur les activités
de I"Association.

ABONNEMENT ET COTISATION DES MEMBRES

Les cotisations doivent étre réglées au moment de I’adhésion et celle-ci
doit étre renouvelée chaque année. Pour se prévaloir de son droit de
vote, tout membre doit acquitter sa cotisation au moins 60 jours avant
I'Assemblée Générale annuelle.

Les membres de I'ACJE regoivent le bulletin périodique et bénéficient
de tarifs spéciaux pour participer au congrés national et aux é¢vénements
régionaux.;

Tarif des cotisations annuelles : général : 40 $, général 2 anne¢ 75 S,
étudiants/ainé : 25 §, international : 80 S, associations : 85 §

Veuillez faire parvenir toute demande de souscription ou d’adhésion a
I’ACIJE a I’adresse suivante :

ACIJE

302-1775 West 11th Avenue
Vancouver, BC, V6] 2C1 CANADA
membership@cayc.ca
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GUIDELINES FOR AUTHORS

GUIDE A L’INTENTIION DES AUTEURS

Canadian Children is the journal of the Canadian Association for
Young Children (CAYC), the only national association specifically
concerned with the well-being of children of preschool and ele-
mentary age in Canada. The journal is published twice yearly and
contains articles, book reviews and announcements of professional
conferences.

Canadian Children is a multidisciplinary journal concerned with
child development and early childhood education. Authors from
across Canada, and elsewhere, are invited to submit articles and
book reviews which reflect the variety and extent of both research
and practice in early childhood education and child rearing.

CONTENT:

Submissions should appeal to an audience that includes parents, pro-
fessionals in the field of childhood education and child services, as
well as teachers and researchers. Most issues are multi-theme in
nature and the editor will attempt to balance articles that are research-
related with articles of a practical nature relating to programming,
curriculum, classroom practice or child rearing.

FORM, LENGTH AND STYLE:

ARTICLES may be of varying length, written in a readable style.
Style should be consistent with an acceptable professional manual
such as the Publication Manual (5th Edition) of the American
Psychological Association. Articles should be sent as an email
attachment to the email address below or sent to the postal address,
on a 3.5” IBM or IBM compatible diskette or a CD in Microsoft
Word with three (3) printed copies on 21.5 x 28 cm. (standard 8 1/2
x 11") paper directly to the editor at the address listed below. Type
should be double spaced. If appropriate, authors should send
accompanying black and white glossy print photographs, tables,
figures or illustrations with complete captions, each on separate
pages. Authors are to obtain releases for use of photographs prior
to mailing. Please include a brief biographical sketch including the
author(s) full name, title, professional affiliation, and other relevant
information, such as acknowledgements, grant support or funding
agency . It is expected that authors will not submit articles to more
than one publisher at a time.

ACCEPTANCE AND PUBLICATION:

The editor will acknowledge receipt of, and review all solicited and
unsolicited manuscripts received. The final publication decision
rests with the editor, and will be communicated within three months.
Manuscripts not accepted for publication will be returned only if a
stamped self-addressed envelope is included.

DEADLINES:

Submission Deadlines are as follows:

FALL Issue: August 1
SPRING Issue: February 1

Canadian Children est la revue de 1'Association pour les Jeunes
Enfants (ACJE). Elle demeure la seule association vouée
exclusivement au bien-étre des enfants de niveau préscolaire et
primaire au Canada. Cette revue bisannuelle regroupe des
articles, des comptes rendus de livres et des avis de conférences
professionnelles.

Canadian Children est une publication multidisciplinaire qui traite
du développement de I'enfant et de son éducation durant la petite
enfance. Les auteurs du Canada et d’ailleurs sont invités a soumettre
des articles et des comptes rendus de livres qui mettent en évidence
la variété et I'étendue de la recherche et de la pratique dans le
domaine de I'éducation au cours de la petite enfance.

CONTENU:

Les articles doivent s adresser a un public composé de parents, de
professionnels de 1'éducation et de services a I'enfance, ainsi que
d’enseignants et de chercheurs. Chaque numéro traite de divers
thémes et le rédacteur en chef tentera d’y inclure tant des articles
portant sur la recherche que des articles portant sur des aspects
pratiques de I'éducation comme la gestion et la mise ceuvre de
programmes d’études, les méthodes d’enseignement en salle de
classe et les techniques utilisées pour élever les enfants.

FORME, LONGUEUR ET STYLE :

LES ARTICLES peuvent étre de longueur vari¢e et doivent étre
rédigés dans un style accessible a tous les lecteurs. La présentation
doit étre conforme aux normes du Publication Manual (5° édition)
de I'American Psychological Association. Les articles devront étre
en Microsoft Word ou Word Perfect (format IBEM PC), attachés a
un courrier électronique ou enregistrés sur une disquette 3.5™ ou sur
un CD et envoyés au rédacteur en chef a 1’adresse indiquée ci-
dessous. Les trois (3) copies doivent étre dactylographiées en dou-
ble interligne. Les auteurs devront fournir, s'il y a lieu, les pho-
tographies accompagnant les articles, tirées en noir et blanc sur papi-
er glacé, ainsi que les tableaux, figures ou illustrations avec leurs légen-
des, imprimés chacun sur une feuille. [1s devront obtenir le permis de
reproduction des photographies avant de les faire parvenir au
rédacteur. Il est recommandé d’inclure une bréve notice biographique
contenant le nom complet de I'auteur, ses titres, affiliations profes-
sionnelles et autres informations pertinentes telles que remer-
ciements, supports financiers ou organismes de subvention. Il est
entendu que les auteurs ne soumettront leurs articles qu’a une seule
revue a la fois.

REVISION, ACCEPTATION, ET PUBLICATION :

Le rédacteur en chef accusera réception et tiendra compte de tous
les manuscrits regus, qu'ils aient été sollicités ou non, et soumettra
les textes qu'il aura retenus & au moins trois lecteurs externes au
comité de rédaction. La décision de publier est sous la responsabil-
ité du rédacteur en chef et sera communiquée a I'auteur dans un
délai de trois mois. Les manuscrits non retenus pour publication
seront retournés a leurs auteurs seulement 5’ils sont accompagnés
d’une enveloppe pré-adressée et affranchie.

ECHEANCIER :

Publication d’automne : 1¢7 aofit

Publication du printemps : 16T février

Please send all publication correspondence for consideration to:
Mabel F. Higgins, Editor
CANADIAN CHILDREN JOURNAL
ECE Lambton College,
1457 London Road, Sarnia, Ontario N7S 6K4
Preferably email as an attachment to: editor @cayc.ca
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MABEL. F. HIGGINS
EDITOR

“... Evidence now
available permits us to
move beyond the
debate about whether
physical punishment is
harmful to children ...
or even effective as
discipline.”

See page 52

SPRING / PRINTEMPS 2007

Five year old, Isobel, visiting from Dublin,
Ireland, was playing with 18 month old,
Stuart. She asked, “May I draw you a pic-
ture? What do you like, Stuart?” He did not
respond but looked at her quizzically as
she panned the room for objects of interest.
Elephants, a hippo, a monkey in a tree -
reflections from his father’s visit to
Africa, grace the space where Stuart
spends his days. Her thinking settles on a
giraffe - this image though, was in her
mind’s eye...and probably there by associ-
ation. She selected from the many colours
that were offered and the result has found
its way from a Canadian family room to
our cover.

The journal now falls under the wing of
our new Publications Chair, Deirdre
Leighton, who has enthusiastically worn
many CAYC hats over the years. A warm
welcome! To Wayne Eastman whose dili-
gence and always readiness to stop what he
was doing for the journal, a big thank-you
as you leave this role. The sometimes quiet
workings of an individual or group of pro-
fessionals/authors in our field are ‘seeds
for the picking’. Conversations with
Canadian Children’s authors revealed a
passionate desire to bring their investiga-
tions to others. With the help of eur dedi-
cated editorial team, we bring you these
seeds - readings that we think you will find
informative, provocative and inspiring in
your work with young children and their
families.

The Invitational article features a British
Columbia collaborative of authors
acquainting us with their project of ‘think-
ing differently about quality’ in their work
with children. The “quality” descriptor
sometimes seems nothing more than the
buzz word of our profession — in this inves-
tigation it takes on an elevated meaning.
The authors present this as a thoughtful
contribution to their Canadian colleagues
who may be working on education policy.

Reaching Children of Prisoners was an eye
opener for me - these ‘hidden’ children

FROM THE EDITOR

have their story told in this article and
teachers are provided with possible strate-
gies. The words of one nine year old boy,
“I wonder what my life would have been if
I had normal parents”, reveal the need for
our attention. Another author tells us of the
worthiness of the Kind Intentions
Program... About this article, one reviewer
said: “Children are bombarded with
aggressive and often violent acts as ways
to solve social problems. Schools mirror
what society is doing. This program and
the teachers are suggesting “Enough is
enough”. . let’s see if we can make a dif-
ference! Bravo!”

The Grade One project with Shadows doc-
uments this teacher’s active research in
both word and children’s detailed sketches.
As a participant in this research, she pro-
vokes children to come to new discoveries
and then as a guide she offers materials,
space and resources to follow their intense
interest in everyday occurrences. In Magic
Can Happen, the authors tell the story of
the ‘flow’ between adults in the classroom
and how it can lead to an enthusiastic
learning community. Those involved in
teacher education will relate to this work.

As we learn about ongoing research for
Canada’s children, our federal government
seems to struggle with how best to support
children in their early years. Investigating
a recent bi-lateral agreement with
provinces and territories across Canada,
this author wonders why the federal politi-
cians have lost their way.

As we cap off this issue, I want to point out
the two reviews in our professional
resources section. Both authors take inspi-
ration from their findings... one a Cree
Story for Children... and the other, an
environment-inspired CD and book, col-
laboration of Canada’s well-known, Raffi.
These works reveal that many people are
joining forces with our profession in mak-
ing this a better world for our children.

Vol. 32 No. 1




INVITATIONAL ARTICLE

CANADIAN CHILDREN

Thinking Differently about ‘Quality’ in British Columbia:
Dialogue with the Reggio Emilia Early Childhood Project

Veronica Pacini-Ketchabaw, Laurie Kocher, Iris Berger, Karen [saac & Janet Mort

Dr. Veronica Pacini-Ketchabaw is a faculty member at the School of Child and Youth Care at the University of Victoria. Her research interests,
writing and activities converge on issues of social justice and child care. Currently she co-directs the Investigating Quality Project and coordi-
nates the Early Years Specialization at the University of Victoria.

Laurie Kocher is a frequent contributor to Canadian Children. She is a former coordinator of the Institute for Early Childhood Education and
Research at the University of British Columbia and is currently a kindergarten teacher in an International Baccalaureate public school where she
hopes to marry the 1B ideas with the philosophy of the Reggio Emilia approach. A doctoral candidate at the University of Southern Queensland
in Australia, Laurie is exploring pedagogical documentation as a catalyst for teacher change.

Iris Berger has been an early childhood educator for the past 12 years. Currently, she is the coordinator of the Institute for Early Childhood
Education and Research at the University of British Columbia.

Karen Isaac is the Executive Director of the British Columbia Aboriginal Child Care Society.

Janet Mort is a former Superintendent of Schools. She is a SSHRC (Social Sciences and Humanities Research Council) award winner and doc-
toral candidate at the University of Victoria, where she is studying how integrated services in communities can better support young children’s
developmental needs.

This article is a shortened and revised version of a report written for the UBC School Leadership Centre. The original full report may be
found at slc.edu.ubc.ca/ReggioEmilia.htm

Abstract

This article reports how a group of
educators, researchers and Aboriginal
leaders view the educational project
of the internationally renowned
municipal early childhood programs
of Reggio Emilia in Italy as a source
of inspiration for rethinking British
Columbia’s early education policies.
The authors argue that in order to
work towards ‘quality’ early educa-
tion, understandings and discussions
within the province need to embrace
critical dialogues concerning lan-
guage, the image of the child, the
image of the teacher, the relationship
between learning and assessment, and
community participation.

Introduction

During the last decade, early education’
gained prominence as an important pub-
lic policy agenda item in federal, provin-
cial, regional and local discussions.
More recently, various reports have been
published that address early education
policy in British Columbia (e.g.,
Kershaw, Irwin, Trafford & Hertzman,
2005; Elliot, 2006; Ministry of Children
and Family Development & Ministry of
Education [MCFD & ME], 2005). This
article contributes an alternative analysis
of early education policies and provides
suggestions for the direction of policies
in British Columbia. In particular, it
explores the conditions that have made
possible the success of the Reggio
Emilia programs and outlines perspec-
tives and practices from these programs
that could be considered as sources of

inspiration to enhance early education in
British Columbia. Although the focus of
this article is British Columbia, those
working in the area of early education
policies within the context of other
provinces in Canada might find the
issues identified here of value.

This article emerged from discussions by
the authors following a visit to the
Reggio Emilia early childhood programs
as part of a leadership study group orga-
nized by Reggio Children.” This was the
first Canadian group that participated in
the leadership study tour.” Previous
Canadian study groups have been pri-
marily focused on the innovative peda-
gogical approaches of Reggio Emilia’s
programs and geared toward educators,
trainers, and researchers. The leadership
study group came about in response to
requests from educators, trainers, and

Other valid terms include: Early Childhood Education/ECE, Early Childhood Education and Care/ECCE (OECD), Early Childhood Care for DevelopmentECCD (Consultative Group), and Early Childhood
Development/ECD (UNESCO, World Bank, ADEA). Recent British Columbia government publications use the term early learning and child care

Reggio Children 1s “a mixed public-private company that the Municipality of Reggio Emilia, along with other interested subjects, decided to establish in 1994 to manage the pedagogical and cultural exchange inita-

Idren.him

' The |

s that had already been taking place for many years between the municipal early childhood services and a large number of teachers and researchers from all over the world.” See hitp:/fzerosel.comune re.it/inter/reg-

articipating working group was made up of representatives from the BC Ministry of Education, the Ministry of Children and Families, the University of British Columbia, the Human Early Learning Project

(HELP), the University of Victoria, and the British Columbia Aboriginal Child Care Society. The group was chaired by Dr. Veronica Pacini-Ketchabaw, Members of the group included Ins Berger, Lynne Holt, Karen

Isaa

and in particular the support and leadership provided by Mark Edwards.
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Susan Kennedy, Laurie Kocher, and Janet Mort. The visit and background work preparation of this article was made possible by the support of the School Leadership Centre at the University of British Columbia,
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researchers from around the world want-
ing to know what supportive policy foun-
dations exist behind Reggio Emilia’s suc-
cessful pedagogical approaches.

Before proceeding, we wish to acknowl-
edge the challenges associated with
drawing lessons from other contexts. We
feel excited to be able to explore the
Reggio Emilia programs and consider
them in relation to British Columbia’s
early education policies. However, we
are aware of the challenges of ‘transfer-
ability” of programs and policies
(Grieshaber & Hatch, 2003: Johnson,
1999). Our intention is to make the con-
textual structures visible. and come to an
informed understanding of how British
Columbians might choose to look at our
own early education system. Our
emphasis is on the conditions that make
Reggio Emilia early childhood programs
successful, and consequently on the pol-
icy conditions that we need in British
Columbia in order to create ‘quality™
early education spaces.

British Columbia’s Early Education:
The ‘Quality’ Dilemma

British Columbia recognizes the need for
*quality” early education as one of the pri-
mary issues within its policies. The pri-
mary strategy for assuring *quality’ early
education in the province has been
through regulations that set minimum
standards for improving structural factors
such as group size. adult-child ratios, and
training levels of caregivers, as well as
levels of literacy, numeracy, and school
preparedness in young children.

*Quality” improvement approaches have
focused on the development and use of
measurements and instruments to assess
‘quality’. This understanding of ‘quali-
ty’ is underlined in the use of the well-
known instruments developed by Harms.
Clifford and Cryer, the ECERS (Early
Childhood Environment Rating Scale)
and ITERS (Infant/Toddler Environment
Rating Scale). The Canadian child care
research literature includes many exam-
ples of studies that have defined *quality’
using these instruments and others like
them (i.e., see Goelman, Forer, Kershaw,

Doherty, Lero, & LaGrange, 2006;
Sylva,  Siraj-Blatchford,  Taggart,
Sammons, Melhuish, Elliot, & Totsika,
2006; Doherty, Forer, Lero, Goelman, &
LaGrande, 2006).

Another initiative to improve quality has
focused on the improvement of chil-
dren’s developmental outcomes, usually
expressed in terms of school readiness.
The identification of ‘risks’ and ‘vulner-
abilities’, for the improvement of out-
comes has been emphasized throughout
the province (Kershaw, Irwin, Trafford
& Hertzman, 2005). Within these discus-
sions, there is an emphasis on standards
and good practice guidelines, such as the
NAEYC’s Developmentally Appropriate
Practice in Early Childhood Programs
(Bredekamp & Copple. 1997), which
specifies practices believed to produce
‘positive’ developmental outcomes:

Those working in the area of
early education policies within
the context of other provinces

in Canada might find the

issues identified here of value.

The effect of child care on children’s
social, emotional, linguistic and cog-
nitive development depends in part
on children’s daily experiences in
their child care program. This expe-
rience is often referred to as process
quality with high-quality defined as a
combination of nurturing relation-
ships, protection of children’s health
and safety, and the availability of
developmentally-appropriate, stimu-
lating activities and experiences
(Doherty et al., 2006, p. 297).

The primary concern is “that greater
understanding of the contributors to
quality will enable a more strategic
approach to addressing the current con-
cerns about the extent to which [child
care programs| support and enhance
children’s development™ (Doherty et al.,
2006, p.297, p.300).

INVITATIONAL ARTICLE

This article proposes that we might do
well by broadening and deepening the
province’s understandings and discus-
sions of quality, particularly the aspects
that British Columbia (and North
America in general) value when dis-
cussing quality. Universalist approaches
might not necessarily create innovative
and dynamic early education programs
for British Columbia’s young children.
Dahlberg, Moss and Pence (1999)
remind us that, “the concept of quality is
about a search for definitive and univer-
sal criteria that will offer certainty and
order, and a belief that such transcenden-
tal criteria can be found. It asks the
question - how far does this product, this
service or this activity conform to a uni-
versal. objective and predetermined stan-
dard? It has no place for complexity, val-
ues, diversity, subjectivity, indetermina-
cy and multiple perspectives™ (p.108).

The next section outlines perspectives
from the Reggio Emilia early childhood
programs that we consider to have the
potential to help us ‘enhance’ early edu-
cation here in British Columbia. We
believe that the following highlighted
aspects of the Reggio Emilia project
could enrich discussions within British
Columbia as the province plans ways of
attending to the rights of young children
and their families and communities. In
addition to our own impressions of and
experiences with the Reggio Emilia
early childhood programs, we draw on
the interpretations of Reggio by scholars
such as Gunilla Dahlberg, Carlina
Rinaldi and Peter Moss.

A Vision for British Columbia: An
Inspiration from Reggio Emilia’s
Early Childhood Programs

Local early childhood educators and the-
orists struggle to interpret and re-think
the ‘Reggio Emilia Approach’ in the
North American context. Some of the
challenges stem from the fact that early
childhood education, schooling and
childhood are perceived differently in
North America (Dahlberg, Moss &
Pence, 1999). For example, in North
America, early childhood programs are

We use “gquality” in quotation marks as we acknowledge the complexities and nuances embedded in discussions of "quality” carly learning and child care. For a full discussion of these complexities and nuances, refer 1o

Muoss und Pence (1994); and Dahlberg, Moss and Pence (1999)
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often viewed as preparation for school,
while from a Reggio Emilia perspective
children’s educational experiences are
valued in the here and now. In North
America, language and literacy focus on
children’s writing and reading skills, but
the programs in Reggio Emilia see chil-
dren as having a ‘hundred languages’ of
expression. The local language that is
used to describe goals for programs for
young children often uses the term chil-
dren’s needs. Reggio Emilia educators
discuss the protection of children’s
rights. as opposed to needs, as the foun-

dation of their approach. In North
America, testing and standardized

assessments are widely used and highly
valued for improving children’s out-
comes, while in Reggio Emilia authentic
assessment in the form of pedagogical
documentation is used to open up new
possibilities for learning (Fu. Stremmel,
& Hill, 2001 Hendrick, 1997).

Why this difference? What are the val-
ues and beliefs that underpin ‘quality’
early childhood education in Reggio
Emilia? What can British Columbia
learn about priorities for early educa-
tion? We explore these questions by out-
lining some of the aspects that we
believe create a “different’ kind of educa-
tion for young children, an education
that is internationally recognized for its
respect to children.

Language De-Construction and
Re-Construction

What has captured our attention and
interest is the coherence and clarity of
language and thought that the different
stakeholders in Reggio Emilia use when
discussing their programs for the young
children. A lot of thought is given to the
articulation of ideas and concepts related
to children, families, and education.
Words are always linked to action and
change. Reggio Emilia’s citizens have
created a new vocabulary within which
children, childhood, learning, educating,
and managing are
described, discussed, and reflected upon.
This language is neither a scientific lan-

communicating,

guage, nor a developmental language.

Reggio Emilia’s early childhood programs onginated right after WWIT with a desire 1o reconstruct the community. See historical background.
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Rather, it is a language that reflects what
children, educators, parents, and the
community collectively value for chil-
dren in their town. We saw in Reggio
Emilia a commitment on the part of the
community to engage in dialogue, to dis-
cuss in depth and to debate the education
of the community’s children.

in North America, early
childhood programs are often
viewed as preparation for
school, while from a Reggio
Emilia perspective children’s
educational experiences are

valued in the here and now.

Topics of discussion include questions
such as: Who is the child? What image
of childhood do we want to promote?
What is education? What constitutes an
educational experience? How does edu-
cation relate to the past, present and
future? Who is responsible for the edu-
cation of young children? How can we
collaborate to maintain a high quality
educational system that embraces differ-
ences and diversity? What is family par-
ticipation? How do we welcome fami-
lies into the educational system? Who
will support and guide the teachers?
How do young children learn? What
evidence do we see that children do learn
in our programs? In Reggio Emilia,
these questions are reflected upon by all
stakeholders, including children and par-
ents, in a meaningful and inspiring way.

it is a language that reflects
what children, educators,
parents, and the community
collectively value for children

in their town.
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An example of the importance placed on
language can be found in Rinaldi’s
(2006a) book, In Dialogue with Reggio
Emilia. She describes how, at the begin-
ning of the early childhood educational
project, a discussion started with regard
to what term should be attached to the
preschools of Reggio Emilia: Should
they be called *municipal schools of early
childhood,’ or ‘schools for early child-
hood’? A decision was made to say each
school is of (belonging to) children, and
therefore the schools are called ‘Scuole
communali dell’infanzia’. Again, the
question is not simply one of language -
in the Reggio Emilia context language
leads to and informs action. Another
example of the importance of language
lies in the terminology that has been cho-
sen to refer to those who work with chil-
dren. ‘Practitioner’ is a word that is not
favored by educators in Reggio Emilia,
because it implies that teachers (educa-
tors) assume responsibility only for the
classroom practice without consideration
of an underlying theory of education.

In British Columbia, we need to begin to
pay attention to the language we use and
consequently its implications that often
times might be disrespectful to the chil-
dren we are trying to embrace. We rarely
specify the meanings of terms that we use
in early childhood education - terms such
as ‘quality,” “standards,” “outcomes,’ ‘at
risk,” *school readiness,” ‘vulnerability,’
‘early literacy,” and many others. Who
defines these terms? What is assumed by
these terms? How are children contribut-
ing to these definitions? How are parents
contributing to the construction of lan-
guage? What image of childhood are we
constructing through these terms?
Reggio Emilia starts from a very different
place than mainstream North American
approaches: rather than believing that
knowledge originates from the answers,
the people of Reggio Emilia believe that
knowledge comes from the questions
asked, questions that are essential to
ensuring that programs have ‘authentic
roots’ and reflect the values and realities
of the people.
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Dahlberg. Moss and Pence (1999)
remind us that, “the creation of a crisis in
thinking and a struggle over meaning can
produce opportunities, opening up the
possibility of viewing children, early
childhood institutions and early child-
hood pedagogy in new ways™ (p. 122).
We need this “crisis in thinking” in
British Columbia to open up discussions
of policy, training, practice, and research
in relation to ‘quality .

Critical Dialogue Concerning the
Image of the Child

In Reggio Emilia, citizens speak of the
centrality of childhood (to the Italian cul-
ture) and the rights of children. A 1999
OECD report about [talian early child-
hood education and care policy states,
“What seems to have remained constant
amidst the newly negotiated roles of
adults is the intrinsic value of children in
twentieth century Italy”(OECD, 2001, p.
2). In 1968, the Italian government
passed Law 444 providing national
funds for early childhood programs and
proclaiming the right of Italian children
to early childhood education. “The 1968
Law marked Italy’s changing cultural
interpretation of ECEC as a response to
children’s needs and rights rather than
solely as a form of assistance for work-
ing mothers” (OECD. 2001, p.15).
Children are viewed as citizens with
rights from the moment that they are
born. not merely as citizens of the future
(Rinaldi. 2006b, February).

In Reggio Emilia, educators, parents,
city officials, commissioners of educa-
tion, and members of the community all
discuss children as possessors of rights,
respected and valued for their unique
identities. They talk about children as
interpreters of reality, children who are
competent at formulating hypotheses,
building  theories, and imagining
metaphors as possibilities for under-
standing reality.

The language used by the Italian govern-
ment describes early childhood pro-
grams as an educational right of young
children and their families. This stands

in stark contrast with our use of language
in British Columbia — language that
attempts to separate ‘early learning” and
‘child care,” implying that the first is an
educational opportunity while the latter
is a service for working parents. We
would be well advised to embrace a
broader notion of education, to include
aspects of learning and care for young
children. based on children’s rights and
the rights of families. This will, of
course, involve us in discussions to spec-
ify those rights in our own contexts.

Children are viewed as citizens
with rights from the moment
that they are born, not merely

as citizens of the future

In British Columbia, we tend to see chil-
dren as having ‘needs’ and ‘vulnerabili-
ties,” mostly defined through develop-
mental lenses. Children are seen as hav-
ing emotional needs, social needs, lan-
guage needs, cognitive needs, and phys-
ical needs.” However, from the Italian
perspective, the child is full of rights,
capabilities, potential, and possibilities.
These two contrasting views have pro-
duced very different educational pro-
grams. The programs rest on different
values. The Reggio Emilia programs
have many of the features that are part of
North American definitions of “quality.’
In British Columbia, we continue to
struggle with the question of how to
‘reach” or ‘accomplish® ‘quality” early
education.

Among the many lessons we can learn
from Reggio Emilia is the need to recon-
sider our assumptions about children and
childhood, and the purposes and goals of
early education. Once we have consid-
ered those issues, we will be in a better
position to understand how to design our
early education approaches and systems
to ensure that they reflect our values and
visions.

See Dahlberg and Moss (20051 Mass and Petrie (2002); Rinaldi (2005) for an analysis of the image of the child
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Critical Dialogue Concerning the
Image of the Early Childhood
Educator

In Reggio Emilia, educators are recog-
nized as researchers, not only knowl-
edgeable about pedagogical theories but
also, and more importantly, as builders,
or constructors of educational theory.
Teachers are empowered to act as
researchers.

There is perhaps no better reason to
continue our examination of the
Reggio Emilia approach than the fact
that it presents an image of the
teacher as one who enjoys learning as
much as teaching, who appreciates
questions as well as answers, and
who views alternative points of view
as opportunities for discussion and
observation. The Reggio Emilia
approach to professional develop-
ment provides dramatic illustration
of the benefits of enlarging the focus
from what works best for children to
consider what it is that teachers need
to inform, improve, and inspire their
practice. (New, 1994, p. 35)

Any serious initiative to improve early
education in British Columbia must
include recognition of the need for more
and better education and professional
development opportunities for our early
childhood education workforce, accom-
panied by significant improvements in
wages and working conditions. The con-
tent and philosophical approach underly-
ing the education of our early childhood
educators needs thoughtful analysis and
reconsideration. In their pre-service
education and in-service professional
development early childhood educators
should be encouraged to reflect on lan-
guage, on assumptions about children
and childhood, and to gain the skills
needed to establish productive, respect-
ful collaborative relationships with all
stakeholders. A minimum of 3 years of
post-secondary education is required if
these issues are to be introduced to pre-
service educators. Additional education
is essential if the goal is to provide can-
didates with the knowledge and skills
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required to begin working as reflective
researchers. work in partnership with
parents, and work with diverse children
and families. In the Reggio Emilia pro-
grams, some of the most important com-
petencies of the teachers include:

s their perceptive understanding and
awareness of the implications of what
they are observing;

* their ability to hypothesize regarding
what is appropriate and helpful to each
child’s learning:

» their ability and inclination to constant-
ly examine and reexamine their assump-
tions, understandings, and knowledge:

* their ability to recognize when and how
to improvise, to propose, o0 encourage
and to engage in the experience of the
child’s search for meaning.

From Assessment and Evaluation to
Meaning Making

Reggio Emilia has chosen to create
‘quality’ programs by focusing on its
pedagogical project. To focus merely on
the creation of regulations and standards
of quality for evaluating early education
programs would be too narrow a strategy
in the pursuit of quality (Dahlberg,
Moss, & Pence. 1999). Quality systems
require more than the application of stan-
dards. The citizens of Reggio Emilia
have devoted thought and time to the
creation of vibrant, and
dynamic programs with a global reputa-
tion for excellence. Pedagogical docu-
mentation has been key in achieving this
excellence.

successful,

In addition, pedagogical documentation,
as opposed to developmental assess-
ments, provides new ways of supporting
children’s learning. It offers a flexible
approach in which teachers make initial
hypotheses about classroom activities
but these are subject to modifications
and changes of direction as the activities
unfold. This approach to teaching and
learning with young children offers an
alternative to models with predetermined
outcomes and standardized assessments.
Dahlberg and Moss (2005) explain that
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through documentation “the child is no
longer understood as lacking or incom-
plete but, as they say in Reggio Emilia,
intelligent: intelligent, that is, as a person
capable of making meaning of the world
from his or her own experiences, not as a
person who scores more than so many
points on an 1Q test” (p. 102).

Meaning making also offers alternative
ways of responding to and celebrating
the diversity that characterizes British
Columbia’s children and families.
“Meaning making requires very precise,
demanding and public conditions that
create an interactive and dialogic process
in which prejudices, self-interest and
unacknowledged assumptions, with the
distortions and limited vision that they
produce, will be confronted and chal-
lenged” (Dahlberg, Moss, & Pence,
1999, p. 108).

Meaningful Community Participation
The capacity within the Reggio Emilia
educational culture to recognize and
respond, not only to teachers. but to all
stakeholders as valuable contributors to
the project is an essential and distin-
guishing characteristic of Reggio Emilia.
Viewing these contributors as ‘bringers
of knowledge’ is one of the foundational
elements that holds together the various
sectors of the system.

We should reconsider the tendency
among North American educators to
view parents from a deficit perspective,
as receivers of our ‘expert’ ideas and
knowledge about what their children
need, as interfering with or counteracting
our own work with their children.
Reform of the British Columbia
approach to early education should
involve parents and communities as val-
ued co-participants. British Columbia
has yet to create formal structures to
negotiate these possibilities. When these
structures are put in place, they should
be designed with the assumption that
parents are competent individuals, able
to participate meaningfully in all aspects
from governance to delivery of services
for children and families. We need to
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work on the concept of ‘listening,’ which
Reggio Emilia has embraced as a criti-
cally important element of their project
(Dahlberg & Moss, 2005; Rinaldi,
20064a).

We cannot assume that this will be an
easy task. As Carlina Rinaldi (2006a)
explains, in Reggio Emilia “it has not
been easy, there have been extremely
difficult moments, but it has been a mar-
velous training ground for democracy.
Learning the value of divergence (differ-
ing opinions), of the construction of con-
sent (agreement), of negotiation was a
long, complex exercise which is not fin-
ished™ (p.155). In our opinion, early
childhood educators in British Columbia
are ready for this challenge.

Structures that Embrace Stability and
Multiple Perspectives

The Reggio Emilia schools are support-
ed by a range of strong structures that are
critical to their longevity and success.
These structures have acquired a signifi-
cant role in the life of the community
and, most importantly, reflect the most
important values and beliefs of the com-
munity. The structures that have been
created around Reggio Emilia programs
highly support the values and beliefs
about children and the pedagogical pro-
ject that Reggio has chosen to embrace.
Those structures clearly provide the con-
ditions of possibility for successful, high
‘quality’ programs.

Related to the notion of participation and
the commonality of language underlying
the Reggio Emilia system is a deep
respect for a plurality of ideas and view-
points along with willingness to discuss
opposing points of view. New perspec-
tives are valued as new knowledge.
“Schools see themselves as a plurality of
individuals, adults and children, all of
whom are recognized as bringers of
knowledge, all involved in one public
space for growth and learning and the
construction of a new culture linking
generations, people, and linking groups
of different origin” (The Charter of the
City and Childhood Councils, 2002, p.
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29). It is acknowledged that the kind of
participation and collaboration with the
best results are those that accommodate
and welcome many different personal
contributions. Yet, cooperation does not
mean sacrificing one’s individuality;
rather the goal is to seek solutions col-
lectively. The respect shown to differ-
ences is reflected in the organization,
professional development, and commu-
nication patterns among stakeholders.
Systems are created to allow many
opportunities for exchange of ideas, con-
cerns, and reflection.

British Columbia could begin to reflect on
the development of structures that would
support an educational system for young
children and families. These structures
should not be imposed by governments,
but rather shared by communities” stake-
holders. Early education could be created
as a project that each community owns as
their own, in which a multitude of per-
spectives are heard and valued.

Valuing Communities’ Ways of
Knowing - The First Nations /
Aboriginal Community

The Reggio Emilia Approach fits well
with how First Nations/Aboriginal com-
munities want to develop systems of
education and supports for young chil-
dren. The Reggio Emilia experience con-
firms First Nations/Aboriginal under-
standings of the importance of looking
within our families, communities and
cultures to find our own visions for
young children (BC Aboriginal Child
Care Society, 2002).The long-term suc-
cess of this way of educating young chil-
dren shows Canadian policy/decision-
makers its validity.

While some degree of consensus is slow-
ly emerging among policymakers and
those who provide services to young
children and their families, there is still
considerable debate about the role of
government in early education. This
means that there are still opportunities
for Aboriginal communities to inform
and influence the discussion, drawing
upon the strength of their traditional and
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holistic understanding of child-rearing as
a shared family and communal responsi-
bility. It is also very timely for
Aboriginal leadership, communities and
families to come together to define their
own visions for children, develop their
own community early childhood plans
and design their own services (BC
Aboriginal Child Care Society, 2002).

The Reggio Emilia experience
confirms First Nations /
Aboriginal understandings of
the importance of looking
within our families,
communities and cultures to
find our own visions for

young children

Today First Nations/Aboriginal commu-
nities want to return to the traditional
concept that caring for young children is
a sacred communal responsibility (BC
Aboriginal Child Care Society, 2002).
All First Nations/Aboriginal children
have a right to nurturing care, support
and learning opportunities that meet
their needs, develop their gifts and help
them to reach their full potential, within
the context of First Nations/Aboriginal
extended family systems and cultural tra-
ditions (BC Aboriginal Child Care
Society, 2002). Much can be learned
from the example of the citizens of
Reggio Emilia who built a system that is
focused on improving the quality of
young children’s lives, rather than sim-
ply promoting school readiness and
preparation for the labour market.

First Nations/Aboriginal families, com-
munities and leaders consistently identi-
fy cultural and linguistic continuity as
the primary goal of early education (BC
Aboriginal Child Care Society, 2002).
This is defined as the most important
goal because the history of relations with
non-Aboriginal society has been defined
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by oppression, deception and the theft of
lands and resources, the dismantling of
political, economic and family systems,
the imposition of foreign structures and
systems, the introduction of alcohol and
the resulting alcohol abuse, and public
policies that caused the loss of cultural
traditions and languages (Blackstock,
Clarke, Cullen, D'Hondt, & Formsma,
2004).

An effective early education approach
for First Nations and other Aboriginal
Peoples must necessarily address these
realities. Although early education pro-
grams are limited in their ability to elim-
inate child poverty, programs have to be
responsive to the realities and impacts of
poverty and they must ensure the contin-
uation and revival of Aboriginal lan-
guages and identity as urgent priorities.
There must also be parallel strategies
focused on the elimination of child
poverty through a combination of social
and economic policies and initiatives.
Successful First Nations/Aboriginal
early education approaches will draw
upon the enduring strengths of cultural
traditions and family systems in design-
ing programs that are appropriately
responsive to their particular realities
(Aboriginal ECD Roundtable, 2004).

Strong support for, and investment in,
community-based ECD research con-
trolled by First Nations/Aboriginal com-
munities is an essential element of an
improved system of early education.
Currently, there are limited research
resources and the research that is being
done is undertaken by outside
researchers, on research agendas deter-
mined outside the First Nations/
Aboriginal communities.

The possibilities for change illustrated
by the success of the Reggio Emilia
approach to early education are intrigu-
ing, encouraging, and exciting. First
Nations/Aboriginal communities hope to
find innovative collaborators within the
existing early childhood and child care
system to support this vision for change.
Considering the vision will require a
financial commitment from all levels of
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government as well as support from the
private business sector and the non-prof-
it organizations of civil society. It will
be expensive to work with First
Nations/Aboriginal families and com-
munities to plan and deliver high quality
locally developed early education. The
investment required to support young
children and their families must be a pri-
ority. Financial support is needed to
enable the application of the lessons
learned from Reggio Emilia and thereby
enrich and strengthen the research and
service-development processes that are
currently underway in First Nations/
Aboriginal communities.

The concept of the pedagogista is partic-
ularly exciting for First Nations/
Aboriginal communities. First Nations/
Aboriginal communities propose collab-
oration with a British Columbia univer-
sity or college to create a post-secondary
education program for First Nations/
Aboriginal pedagogical consultants
(Aboriginal ECD Roundtable, 2004).
This training could serve as the catalyst
for the development of new early educa-
tion programming approaches incorpo-
rating lessons learned from Reggio
Emilia.

Respect for First Nations/Aboriginal
world views, values, authority and juris-
diction, and collaboration among the
elected and service-delivery leadership
within British Columbia’s political, eco-
nomic, health, education, social service
and early childhood sectors are essential
to the development and creation of a
comprehensive, holistic, and equitable
system (Blackstock et al., 2004). A
strong commitment to, and investment
in, research, education, training and pro-
fessional development will ensure that
programs for First Nations/Aboriginal
children can be informed by the lessons
that the people of Reggio Emilia have
learned over more than 50 years of
reflection and innovation.

Moving Through Multiple Paths

This article outlined how the Reggio
Emilia experience might provide lessons

SPRING / PRINTEMPS 2007

for the creation of an early education
system in British Columbia that is solid-
ly grounded in the values and realities of
communities and is respectful of and
meaningful for young children. Reggio
Emilia’s successes at articulating and
delivering an alternative approach to
early education gives British Columbia
policy makers confidence that a new
early education project, inspired by
Reggio Emilia, might succeed in the
province.

...we propose that British
Columbia’s journey toward
quality be a continuous
process of ethical negotiation
among all participants, from

children to politicians.

Early education in British Columbia can
change from being a site of social and
cultural reproduction to become a site of
social and cultural transformation. Our
own conversations with children, parents,
and early childhood educators suggest
that all groups are open to exploring new
approaches. There are many impressive
initiatives that can be used as starting
points, both in Canada (e.g., Ball, 2004a,
2004b; Ball, Definney & Pence, 1999;
Ball, J. & Pence, A.R. (2006). Supporting
Indigenous Children's Development:
Community-University  Partnerships.
Vancouver;: UBC Press; Pence, A., &
Pacini-Ketchabaw, V. (2006). The
Investigating Quality Project: Challenges
and possibilities for Canada. Interaction,
20(3),11-13; Pacini-Ketchabaw, Elliot, &
Berikoff, in press) and internationally
(MacNaughton, 2005; Dahlberg, Moss,
& Pence, 1999; Dahlberg & Moss, 2005;
Swadener, 2000; Swadener & Wachira,
2003). While these initiatives have not
had wide visibility in British Columbia
and Canada, they serve as starting points
for a new and exciting journey.

10
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The change that is required in British
Columbia’s early education field will be
a complex task that will involve time and
careful consideration. Who will be
involved in the change? How will
change be created? Many educational
researchers are turning their attention to
the growing prominence of the view that
communities need to be active partners
in a change process. Hargreaves and
Fullan (1998) state unequivocally and
elaborate on the position that “the full
solution lies outside the schools as well
as within” (p.13) and that “school reform
should not be separated from wider
urban reform™ (p.12). Change cannot be
mandated from above because the people
involved in the change must be motivat-
ed and committed, skilled, and have the
capacity to make discretionary judg-
ments about local issues based on imme-
diate priorities (Fullan & Miles, 1992).
Lasting macro-change, involving major
policy and funding issues, involves stag-
gering complexities. It is essential that
we not confuse changes in symbols with
changes in substance.

Many of the political and policy-making
bodies are concerned with symbols: they
want to appear to be doing something
bold and new. Political time lines are
often at variance with timelines for edu-
cational reform. This difference often
results in vague goals, unrealistic sched-
ules [and] a preoccupation with symbols
of reform (new legislation, task forces,
commissions, and the like). (Fullan &
Miles, 1992 p. 746)

We also wish to note that the trans-
formation suggested in this article
requires, in the words of Moss and
Petrie (2002), “rethinking - think-
ing differently - about policy, pro-
vision and practice for children™.

This construction foregrounds: a child
who is competent and rich, a co-construc-
tor of knowledge, identity and culture, a
social agent and a citizen with rights, and
a member of a social group; the childhood
that children are living now: a holistic
rather than an atomized, approach
towards the child and the provisions made

Vol. 32 No. 1



CANADIAN CHILDREN

for children: the importance of a rich net-
work of relationships (with other children
and adults) and of an ethical concept of
relationships which respects the alterity of
the Other; and public provision for chil-
dren being sites for ethical and democrat-
ic practice (p. 165).

This rethinking of policies and practices
can never be final and fixed. Rather, it
needs to include a “continuous rethink-
ing and provisionality, as new under-
standings arise in new social circum-
stances” (Moss & Petrie, 2002, p. 166).
And it is this constant rethinking in
response to local circumstances that situ-
ates Reggio Emilia programs outside of
the mainstream. So, we cannot ‘do’
Reggio, but we can begin to “think dif-
ferently’ about our own ways of doing
and thinking about early education.

To end, people in Reggio Emilia have
understood ‘quality” early childhood
education within a framework of ethics,
as opposed to a framework of technical-
ity. ‘Quality’ for Reggio Emilia has not
been about “establishing conformity to
predetermined standards™ [or] providing
“an objective statement of fact based on
a technology of measurement”
(Dahlberg & Moss, 2005, p.88). Rather
than being understood as techniques or
strategies for implementing standards,
we propose that British Columbia’s jour-
ney toward quality be a continuous
process of ethical negotiation among all
participants, from children to politicians.
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Abstract

Referencing the current literature, this
article explores the difficulties and
life prospects of the children of pris-
oners and contrasts their futures with
those of other “high risk™ children.
The children of prisoners have largely
been ignored in the child welfare and
education systems. As a result their
normal social function is gravely
diminished and the likelihood of their
later involvement in the criminal jus-
tice system is extraordinarily high.
Some helpful strategies to recognize
and engage with them are provided by
the author to ameliorate their futures.

Introduction

Those who work with children know that
early life experiences can have a pro-
found effect on their future. Teachers are
well aware of the broad issues: poverty,
addiction, family
neighborhoods of lower socio-economic
indicators. The role of a teacher or other
professionals working with children in
their early years is therefore particularly
important. It is important for a teacher
not only to identify children who may
struggle with the transition to formal
schooling, but also to address their par-
ticular problems in order to avert or min-
imize a child’s difficulties.

dysfunction, and

Within Canada, a particular group of
children. the children of prisoners, have
epidemic poor life outcomes. and these
children — unlike their counterparts in
the United States, the United Kingdom,
India. Australia and a host of other coun-
tries — have not been recognized as a dis-
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In failing to recognize these
children we condemn them to

increased risk.

tinct group. Researchers have identified
these children as having much higher than
normal incidences of lower academic
achievement, truancy, gang involvement,
substance addiction, mental
crime, and incarceration (Stanton 1980;
Baunach 1985; Gabel, S. 1992; Dressel
and Barnhill 1994; Gabel and Johnston
1995; Seymour 1998:; Ascione and
Dixson 2002; Murray and Farrington
2005). The primary source of their risk is
hidden through labels which place them
within broader social pathologies. In fail-
ing to recognize these children we con-
demn them to increased risk.

illness,

In order to more effectively assist the chil-
dren of prisoners it is necessary to consid-
er that children of prisoners are affected
by their parent’s imprisonment and that
within this group of children those whose
mother is imprisoned are at event greater
risk. Moreover, while there is limited
research on the subject, existing studies

Note: All article quotations in text
boxes are from confidential sources.

\
“T tell *em to make sure Grampa

keeps his pecker in his pocket. He’s
old now. He won’t ... I don’t ... I
don’t suppose I have to worry.”

Mother, serving three years, with
two children, ages 5 and 7, who live
with her parents.

| J
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S N .
Contributed by Tom Bottolene,
CircleVision.org

suggest that the children of imprisoned
mothers tend to be placed in informal care
agreements with family and friends
(Gabel and Johnston 1995, 106-107). As a
consequence, these children do not come
to the attention of government services.
Instead, the problems and needs of the
children of prisoners are most likely to be
recognized by their teachers, rather than
other professionals in the child welfare or
medical systems. It is important therefore
that teachers understand the unique prob-
lems of these children, and understand
what they can do.

The Big Questions

Anyone working with children of high
risk is always concerned that their actions
do not in any way diminish a child’s
potential. There are three key questions to
keep in mind when considering the chil-
dren of prisoners.

Are the children of prisoners at any
greater risk than children without a
parent in prison who face similar risk
factors?

Does acknowledging and identifying
the children of prisoners increase their
risk factors?

What is it about the lived experience
of the child of a prisoner and a parent
in prison that is important for those
working with these children to know?

Keeping these questions in mind, it is pos-
sible to reach out effectively and reduce
the risk that children of prisoners face.
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Inside Prisons

Typically people in our prisons are poor
and struggle with related issues such as
addiction. There is another characteris-
tic, however, that has not been well rec-
ognized. A disproportionate number of
prisoners come from families where at
least one other family member was
incarcerated. In the US, the Center for
Children of Incarcerated Parents con-
ducted a study of incarcerated women
and found that 33% of the women had a
parent who had been incarcerated,
approximately 80% had a member in
their immediate family who had been
incarcerated, and 59% had multiple fam-
ily members who had been incarcerated
(Gabel and Johnston 1995, 47). The
Center also reported that over one third
of incarcerated men also had an immedi-
ate family member who had been incar-
cerated (Gabel and Johnston 1995, 4).

For over fifty years studies have looked
at the effect on the family of a parent
going to prison; other studies have
looked at how children from dysfunc-
tional and separated families are at risk
of antisocial and delinquent behaviours
when compared with children from
intact homes. However, only a limited
number of studies have considered the
effect of incarceration on the children of
prisoners. Most studies are small, and are
of male prisoners and their children. Of
the studies that do exist, few are longitu-
dinal. Further, the children of prisoners
face multilayered problems, and it can be
difficult to isolate the impact of incarcer-
ation from other factors such as abuse,
poverty, limited education, and addic-
tion, to name a few. Thus, as Kazdin has
noted, “[O]ver time several risk factors
become interrelated because the pres-
ence of one factor can augment the accu-
mulation of other risk factors™ (Kazdin
1998, 68). There is a need, therefore, for
further research. Yet, the existing
research literature demonstrates
unequivocally that the risk factors men-
tioned above significantly predispose a
child to criminal behaviours, and that the
accumulation of risk factors only exacer-
bates the likelihood of criminal justice
involvement.
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Separation from Parents: Differing
Outcomes Identified

One recently published longitudinal
study, the first of its kind, does provide
significant information regarding the
effects on children of having a parent
incarcerated (as opposed to the child
being separated from their parent for
other reasons). Murray and Farrington
(2005), using longitudinal data from the
Cambridge Study in  Delinquent
Development, examined socioeconomic
conditions, schooling, friendship, parent-
child relationships, extracurricular activ-
ities, school records, and criminal
records. They controlled for individual,
parenting, and family risk factors that
previously had been shown to predict
boys™ antisocial behaviour and delin-
quency. They found that boys who expe-
rienced separation due to parental incar-
ceration have poorer life outcomes. The
boys demonstrated greater antisocial and

when men are incarcerated,
their children’s lives are
disrupted far less than the

children of women prisoners.

delinquent behaviour than their peers
who had either not experienced parental
separation, or had, due to hospitalization,
death or other reasons (such as divorce).
Further, these boys had poorer life out-
comes up to the age of 32, when the
study followed up with them.

2%
“I don’t talk about it. What
would you say? My mother

killed my dad? I tell them

my aunt is my foster mom.”

Boy, age 13.

13
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Thus, Murray and Farrington were able
to answer the question whether the chil-
dren of prisoners were affected different-
ly from their peers who were separated
from a parent for other reasons (2003,
1273). In addition, they found that the
effects of parental incarceration were not
accounted for by official labeling of pris-
oners’ families. Thus, it is clear:
acknowledging children of prisoners is
not the risk mechanism that leads to their
antisocial behaviours and poor life out-
comes — an important consideration for
professionals working with these chil-
dren.

Gender Differences

Women charged with offences differ sig-
nificantly from their male counterparts.
Women commit fewer crimes than men,
have a significantly lower rate of incar-
ceration and their collective profile dif-
fers significantly from that of men.

Typically, in 2004, of all offences com-
mitted, only 18% were committed by
women. In addition, women are consis-
tently more likely to be charged with
property offences rather than violent
offences (such as homicide, assault or
robbery). The large majority of property
crimes women are charged with involve
either theft under $5,000 or fraud. In
2004, 31% of all criminal code charges
against women were for these offences,
compared to only 17% of charges against
men. Men were more likely than women
to be charged with break and enter or
other types of personal theft (Statistics
Canada, March 2006, 169).

Overall, for both the provincial and fed-
eral offences for which women are
charged, only 17% are for violent
crimes. The majority of these are charges
related to simple or common assault, the
least serious form of assault. Examples
include slapping, pushing, or threatening
to harm someone. By contrast, a full
81% of all male offenders have commit-
ted a violent offence. One in three is
serving a sentence of more than 10 years
(CSC 2005,2). So it is fair to say that
female prisoners commit fewer serious
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crimes than men, for which they are
incarcerated for short periods of time.

The average male offender has a higher
level of education, a better standard of
living, and a lower incidence of mental
illness, addiction, and historical abuse
than his female counterpart. In contrast,
a special Human Rights Commission
report  (Canadian Human  Rights
Commission 2003) documented that the
average female offender is between the
ages of 20 and 34 with an education of
less than Grade 9. Two-thirds of these
women are mothers and two-thirds of
them are the sole caregivers of their chil-
dren. Similar percentages of women
have unaddressed physical or mental
health problems. A full 80% of women
prisoners have suffered physical and/or
sexual abuse, and the same percentage
reported being unemployed at the time of
their incarceration.

Gender differences are even more disturb-
ing for Aboriginal women. Only 3% of
the female population in Canada in 2003,
Aboriginal women represented 29% of
the women held in federal prisons. In con-
trast, Aboriginal men represented 18% of
males in federal correctional facilities.
According to a 2006 report from the
Office of the Correctional Investigator;
“between 1996 and 2004 the number of
First Nations people in federal institutions
increased by 21.7%. This is a 34% differ-
ence between Aboriginal and non-
Aboriginal inmates. Moreover, the num-
ber of federally incarcerated First Nations
women increased a staggering 74.2%
over this period” (Sapers 2006, 1-2).

With all of the problems these women
have, most will be released from prison
in less than five years and become a part
of our communities and the lives of their
children.

There is one other overwhelming differ-
ence between male and female prisoners
and that relates to their children and the
implications of parenthood. Studies in the
US. Canada. and the UK all report that a
significant proportion of prisoners have
children. Female prisoners have more chil-
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dren than other women, and their incarcer-
ation has huge implications for them. In
contrast to male prisoners, these mothers
tend to be the sole caregivers for their chil-
dren. Thus, as Gabel (1992) reports, when
men are incarcerated, their children’s lives
are disrupted far less than the children of
women prisoners. This is largely because,
unlike the children of incarcerated women,
the children of male prisoners almost
always have caregiver continuity.

An American survey reports that 90% of
the children with incarcerated fathers live
with their mothers. In contrast, approxi-
mately one-quarter of the children of
incarcerated women live with their
fathers, half live with their grandparents,
and the remainder live either in foster
care or familial (or otherwise arranged)
housing. Thus, children of female prison-
ers in the US live in circumstances pre-
dominantly unrecognized by social agen-
cies (US Department of Justice 1992,
10). Families providing kinship care for
children are not usually eligible for addi-
tional funding, such as that provided for
children in foster care. Thus the families
taking these children, and often the chil-
dren themselves, feel the impact of a drop
in family income. These children often
come from living in poverty into situa-
tions with further pressures. For example,
retired grandparents, or those nearing the
end of their working lives, are faced with
increased financial burdens and the
responsibility for raising children.
Unsurprisingly, studies since the late
1920s have documented the financial
impact of parent incarceration, and have
found severe problems and adjustment in
the face of reduced family income.

- ~
“I know I could be some-

body. I want to go to school...

It’s my sixth one.

Girl, age 10.

14
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Due to the limited number of female
prisoners, there are few prisons for
women in Canada. There are five prisons
for women serving sentences over two
years. Incarcerated women are often
transported away from their home and
children. For example, in Correction
Service Canada’s Prairie Region (con-
sisting of Manitoba, Saskatchewan,
Alberta, Northwestern Ontario, and the
Northwest Territories), there are 11 male
institutions and two institutions for
women. In that vast geographic region,
most women serving more than two-year
sentences are sent to Edmonton (CSC
Correctional Profiles 2006). Thus, in
addition to the disruption of caregiver
continuity initiated by a parental prison
sentence, the children of incarcerated
women often face increased traveling
distances and a reduced ability to visit.

Disruption of the attachment
bond between mother and
child is particularly
detrimental for children
between the ages of

six months and four years

Children of prisoners suffer from separa-
tion anxiety, expressed through isolating
behaviours and sleep disorders, as well as
displays of aggression and excessive
anger. They experience other emotional
problems, including feelings of fear,
abandonment, shame and guilt, and have
an increased risk of lower academic per-
formance, truancy, gang participation,
and substance abuse (Stanton 1980;
Baunach 1985; Gabel, S. 1992; Dressel
and Barnhill 1994; Seymour 1998;
Ascione and Dixson 2002).
Unsurprisingly perhaps, given the data,
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children of incarcerated parents have
substantially higher levels of delinquency
compared with other children (West and
Farrington 1977; Gabel, S. 1992; Moses
1995; Rowe and Farrington 1997).

Most alarming, the number of children
affected by incarceration is increasing in
Canada, particularly for those of incarcer-
ated mothers. The population of female
prisoners is growing disproportionately
when compared with males. Corrections
Services Canada research on the number
of women incarcerated between 1981 and
1998 (serving sentences over two years)
indicates that there are approximately one
and a half times as many women incar-
cerated now as then. By 2009, CSC antic-
ipates that the population of incarcerated
women will have increased by 31% (CSC
2001, 6).

Female prisoners and their children
The significance of the profile of a
female offender and the reasons for
which she is incarcerated are important
factors in the composite of circum-
stances that affect her children. More
women than men have incomes below
the poverty line. Indeed. the rate of
poverty for single-female-headed fami-
lies is higher today (56%) than 30 years
ago, when the Royal Commission on the
Status of Women issued its ground
breaking report calling for change
(Townson 2000, 2).

For women who are the sole caregivers
for their children, it is virtually impossi-
ble to raise children on a low-paying job.
So they are often forced out of employ-
ment completely and onto social assis-
tance. Women consequently face cycling
through welfare, poverty, and the erosion
of employment skills as they are forced
out of the labour market for a period of
time. They are then further impoverished
by the denial of job opportunities. For
example, in British Columbia, where the
minimum wage on June 1, 2006 was $8
an hour, amongst the highest in Canada
(Government of Manitoba 2006), a sin-
gle parent with two children living in
Kamloops or Victoria would have to
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work over 65 hours per week, every
week of the year at minimum wage in
order to reach the poverty line of
$27.386 (Canadian Council on Social
Development, 2006). Women on welfare
in British Columbia are even more dis-
advantaged and live well below the sub-
sistence level. As of January 2005, a
woman in Kamloops or Victoria with
two children would receive $10,566.96
per annum — a full $16.819 below the
poverty line (Government of British
Columbia 2005). Single-parent families
live in the midst of numerous stressful
and disruptive circumstances. Children
who live in a household with one parent
are considerably more likely to live
below the poverty line than are children
who live in a household with two parents
(Moore & Halle 2000). In addition, sin-
gle parents move more often than intact
families (Caldwell 1998, 7-17), and
studies show that children who move fre-
quently are more likely to have problems
at school. Moves are even more difficult
if accompanied by other significant
changes in the children’s life. such as
death, divorce, loss of family income, or
the need to change schools (American
Academy of Child and Family
Adolescent Psychiatry 1999). Moreover,
children of single mothers suffer eco-
nomic disadvantages because women in
Canada still earn less than men
(Statistics Canada March 2006, 135).
Weak social supports and programs fur-
ther erode a parent’s ability to cope with
stress, while highly stressed parents tend
to be psychologically unavailable to
their children. According to the
American Psychological Association
(2004), single-parent families deal with
many more pressures and potential prob-
lems than the nuclear family does.

s N
“I wonder what my life would have

been if I had normal parents.”

Boy, age 9,

both parents imprisoned.

15
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In short, the environment of children in
single-parent households often correlates
strongly with a life of poverty and
crowded dwellings, conditions that have
been demonstrated to be significant pre-
dictors of juvenile criminal involvement
(Weatherburn  and  Lind  1997).
Moreover, these same factors frequently
correlate with parental substance misuse.

The incidence of prenatal exposure to
drugs or alcohol among children of pris-
oners appears high. In her 1992 Children
of Offenders study. Denise Johnston
found that “over half of the children of
women who had been arrested, and 77%
of the children of currently or previously
incarcerated women, had been prenatally
exposed to drugs or alcohol™ (Gabel and
Johnston 1995, 68-69). Parental sub-
stance abuse therefore multiplies the dan-
gerous factors already affecting a child.

When mothers go to prison. the effects
on their children can be profound, and
the consequences more severe than for
the children of male prisoners (Richards
et al. 1996; Caddle and Crisp 1997). A
number of studies have examined the
effects of maternal incarceration.
Specifically, the abrupt and prolonged
separation of a mother from her children
has been found to be detrimental to both
mother and children (McGowan and
Blumenthal 1978:; Henriquez 1982;
Fessler 1991, Fletcher et al. 1992).
Disruption of the attachment bond
between mother and child is particularly
detrimental for children between the
ages of six months and four years (Fuller
1993, 41-47). As well, it is recognized
that the impact of the separation of moth-
er and child is particularly profound for
older children (Johnston 1995, 59-82).

The experience of parental detachment
brings about several significant life
changes that occur within discreet peri-
ods of time. During parental incarcera-
tion, the children generally change
homes more than once, change schools
and caretakers, and are separated from
siblings. These changes. combined with
the separation from their primary parent,
contribute to nightmares, aggressive
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behavior in school, and feelings of rejec-
tion, anxiety, anger, and confusion
(Hunter, 1985). Additionally, children
whose mothers have been incarcerated
are subject to peer ridicule and mockery,
which exacerbates their feelings of lone-
liness and alienation (McGowan and
Blumenthal 1978). These effects can be
long-lasting or temporary depending on
the child’s age, the relationship of the
mother and the child, the caretaker’s
relationship with the child, and the way
in which the mother’s incarceration has
or has not been explained to the child.

Parental incarceration is only one of
many factors that may influence children
of prisoners. The literature suggests that
the children of incarcerated parents may
have been exposed to other risks such as
poverty or parental substance abuse or
mental health problems prior to their par-
ent’s How children
respond to those circumstances is also
affected by their personal resilience,
where they are placed when their parent
is incarcerated, the nature of their rela-
tionship with the substitute caregiver,
and the multiplicity of traumas they have
experienced.

incarceration.

The crucial point is that parental incar-
ceration serves to flag the risks and accu-
mulation of factors most likely to plague
children of prisoners in the future.

People who go to prison, particularly
women, are predominantly poor and
consequently face the myriad of prob-
lems associated with poverty. A strong
social bias against prisoners presumes
that they cannot be good parents. Raising
these issues is not to advance the argu-
ment that prisoners are unable to be good
parents, but rather to acknowledge both
the challenges they face as parents and
the needs of their children. Nor does
identifying children of incarcerated par-
ents assist in identifying all the children
who will be affected. As Loeber and
Dishion argue, “the very fact that a father
possesses a criminal record, one estab-
lished before the birth of a child, will
enhance the child’s prospect of develop-
ing his or her own antisocial career”
(Loeber and Dishion 1983, 94).
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It is also worth noting that studies on chil-
dren who were provided help or interven-
tion all reported better outcomes for the
children who remained in the family
home — even where there was substances
abuse, neglect or physical abuse present
— than for those children who were
removed from their home (National
Center on Addiction and Substance Abuse
1999: US Department of Health 1999).

Building Prison Populations

No one knows for certain how many
children have incarcerated parents or
how many children have been affected
by incarceration. The question has only
been considered within the last decade in
other countries and more recently and
only partially in Canada. It is, however,
an important question, and one that is
possible to closely approximate.

The number of incarcerated parents with
children, and the number of children
they have, is strikingly similar in the US,
the UK, and Canada (Foran 1995). It is
possible, therefore, to use, with a degree
of confidence, the formula postulated by
Denise Johnston in 1995 to estimate the
number of children with incarcerated
parents in the US (Seymour 1998, 469-
494). The formula has been corrected to
provide for the gender differential
(93.2% men versus 6.8% women) for
those incarcerated in Canada.

In 2004-2005, 150,024 people were
imprisoned in Canada. Based on the for-
mula, given their incidence of having chil-
dren (56% of men and 67% of women)
and their birth rates (2 children for men
and 2.4 for women), it is possible to do a
rough calculation predicting the number of
children they have: 173,605 children.

Canadians have more than a one-in-ten
likelihood of having a criminal record
(10.93%). In reality, however, certain
groups are significantly overrepresented.
Aboriginal people are 3% of the popula-
tion but 20% of incarcerated males and
31% of incarcerated females within
provincial and territorial  prisons
(Statistics Canada March 2006, 171).
Aboriginal people are almost 18.5% of
the total federal prison population;
Aboriginal women represent 32% of
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women in federal prisons (Sapers,
Howard 2006, 1). Blacks are 2% of the
population and 6% of federally incarcer-
ated inmates (CSC June 2004, 29).

Add the additional factor of a parent
incarcerated and, unless changes are
made, it is possible to see the number of
inmates as second-generation prisoners
continuing to grow, For women, the small
variable increase in the number who are
parents, coupled with their higher birth
rate, makes a huge difference. Crime
replicates itself through the children of
male prisoners at the rate of 72 % of the
population base. while women replicate
their number at the rate of 86.4 % of the
population base — without even consid-
ering prisoners coming from the remain-
der of the population. So it is easy to see
why Corrections Services Canada pre-
dicts a 31% increase in the number of
female prisoners by 2009 (CSC 2001, 6).

Recognizing Children of Prisoners:
Strategies to Support them

Countries such as Australia, India, the
UK, and the US formally recognize the
children of offenders and provide funded
programs and systemic supports, includ-
ing educational strategies and manuals
for teachers, and courses on the subject
in university curricula for teachers and
social workers. Within Canada, however,
there is virtually nothing for teachers,
either directly for the children of prison-
ers, or information for professionals who
will come in contact with these children.
Nevertheless, teachers may become
aware of the incarceration of a child’s
parent through the child, through class-
room “gossip” from other children or
parent-teacher conferences. They have
the opportunity to offer assistance to
these children who suffer from anxiety
and depression at alarming rates. The
shame and fear (wanting to protect their
parent from the judgment of others; not
knowing what is happening to their par-
ent; feeling “Am I bad, too?”) condemn
these children to isolation and silence.
The awareness and strategies that teach-
ers often have for sole-caregiver families
are often transferable to the children of
prisoners. Additional strategies include:
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* not asking about the parent’s crime,

* being non-judgmental toward the child
(they have done nothing wrong),

e avoid treating the child as a victim,
and avoid being over-protective.

At a minimum, teachers have the

opportunity to:

* promote social acceptance and inclusion
through modeling and challenging any
prejudicial comments or behaviours by
other students, just as they would
address bullying in their classroom,

* encourage a child’s confidence simply
by saying. "It must be hard to have
your (mommy/daddy) in jail,” and
continue the conversation if the child
pursues the verbal cue.

* restate the comment (if the child does-
n’t pursue the conversation) a number
of weeks later to let the child know
that he or she isn’t being judged and
that the adult is open to talking with
the child if desired.

¢ draw upon examples of adults who, as
children, had parents imprisoned.
History is full of examples from
Charles Dickens forward. Current
examples include actors Charlize
Theron, Woody Harrelson, Keanu
Reeves, Milla Jovovich, and social
activist Heather Mills McCartney, all
of whom had a parent in prison and
have spoken publicly of the effect it
had on their lives.

* provide storybooks written about chil-
dren with a parent in prison such as
Visiting Day (Scholastic Press, New
York 2002) and Moma Loves Me from
Away (Boyds Mills Press, Honesdale,
Pennsylvania 2004). Such examples

can provide powerful role models for
children of their own potential to
achieve and thrive.

Teachers will also need to:

e understand that prisons often allow
visits only on weekdays and thus chil-
dren may miss school. Providing chil-
dren with school work they can share
with their parent is normalizing and
fosters the parent-child bond, in addi-
tion to providing an opportunity for
teachers to remediate the effects of
children missing school.

* provide activities that include an under-
standing that certain items are not
allowed into prison visiting areas. A
teacher may need to have a discussion
with the child’s caregiver to understand
the limitations on items that can enter the
prison. Activities during a visit could
include the child reading aloud to the
parent from a school book: reviewing his
school notebook, and completing correc-
tions or activities with paper and pencil
(pens are almost always restricted).
Further, teachers who take the time to
prepare this work for a child demonstrate
their openness and support of the child.

One minimum security visiting area is
devoid of opportunities for parents and
children to interact in a normative way
or to play. Prison procedure limits food
and other items that may be brought into
the prison (other than that purchased
[from a vending machine, most of which
is poor nutritional quality). Closed visit-
ing areas in medium or maximum-secu-
rity prisons require families to visit sep-
arated by glass. See http://www.csc-
scc.ge.ca/text/photofile/index_e.shtml
Credit: Correctional Service Canada
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The sensitivity that teachers display
regarding Mother’s or Father’s Day
school activities for children who don’t
live with or have a parent, (for example,
children apprehended or surviving a par-
ent’s death), can also be extended to the
children of prisoners. For those activi-
ties, teachers can say, “Mother’s Day is
coming and we are going to make cards
for mothers. grandmothers, foster moth-
ers, or any other woman who'’s important
in your life.” Teachers might also pursue
discussions or drawing and painting
activities about “people we miss.”
Children of prisoners will be interested
to hear that others also miss people in
their lives, such as those who have died
or moved away, to hear similar feelings.
and share the solidarity of missing peo-
ple with other children in the class.
Similarly, activities of writing or draw-
ing that allow the child to express her
feelings and experiences are helpful, for
example, asking children to “tell a story
(through a picture or words) about what
has happened to you in your life.”

The challenge for a teacher is to recognize
the totality of a child’s life and to pull out
the threads that reveal their feelings as
normal — that others have similar feel-
ings, and that feelings they have about
their parent’s incarceration like shame or
grief aren’t reflective of the child’s worth
or abilities. In this way teachers may pro-
vide the means through which the isola-
tion and silence that children of prisoners
experience can be broken. And. if we are
to assist these children to have the bright
futures they deserve, this is the first step
toward breaking the generational bonds
which entrap them.
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Abstract

Changes in Childcare policy at the
federal level have implications for
children, families and the economy. In
2005, Canada'’s federal party negotiat-
ed bi-lateral agreements on early
learning and childcare with its
provinces and territories, pledging $5
billion over five years to begin build-
ing their own childcare systems.
These systems were to be based on a
shared vision, adhere to specific prin-
ciples and objectives and be account-
able to a national quality framework.

This article argues that by terminating
these commitments, the current gov-
ernment will drive more families into
unregulated childcare arrangements of
questionable quality. Although income
support, in the form of a $100 per
month/child under six, benefit, may be
welcome, it should not be considered
social policy and it doesn’t provide the
institutional framework that this
author argues is crucial. Canada’s
spending on early learning and care
lags well behind most countries in the
Organization for Economic Cooperation
and Development (OECD). Canada
spends more than $6,000/child, per
year, on K-12 education, but spends
less than one-sixth of this amount for
0-5 year olds. Public spending on
early learning and care should be con-
sidered an investment, not a consump-
tion expense. It is unfortunate that a
change in philosophy at the federal
level puts the foundation for a nation-
al system of early learning and child-
care at risk.
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Introduction

The role of government, as it relates to
child care, has implications for children,
families and the economy. The previous
government was committed to establish-
ing a national system of early learning
and care. Their vision regarded afford-
able, accessible, developmentally
focused, and regulated early learning and
child care services as integral to the
health and well-being of Canadian fami-
lies and a strong and productive econo-
my. To make this vision a reality, they
believed that, like health and education,
early learning and care is a public service
that deserves broad taxpayer support. In
2005, they negotiated bilateral agree-
ments on early learning and care with the
provinces and territories. They commit-
ted to transferring $5 billion over five
years to the provinces and territories to
begin building their own child care sys-
tems. These systems were to be based on
a shared vision, adhere to specific princi-
ples and objectives and be accountable to
a national quality framework.

As part of the collaborative
process, including input and
advice from the child care
community across Canada, the
provincial and territorial
partners developed a guiding
set of principles known as
QUADI.

19

Despite criticism from the childcare
community, the new government of the
day, has put these agreements on hold
and introduced what they call their
“Choice in Child Care Benefit”. This
benefit is a new form of direct financial
assistance to be paid to parents in month-
ly installments of $100 per month per
child under the age of six. Recently
announced in the 2007 budget is a new
$2.000 tax credit that will provide up to
$310 of tax relief for each child under 18
years of age. According to the govern-
ment, more than three million Canadian
families are eligible for this credit. The
government is also offering Canadian
employers a non-refundable investment
tax credit equal to 25% of eligible expen-
ditures on child care infrastructure to a
maximum credit of $10.000 per child
care space created. You can read further
about this at, http://www.canada.ge.ca -
the government’s website.

This article will highlight the implica-
tions of abandoning the former govern-
ment’s early learning and child care
agenda and provide support for the
recognition of publicly funded child care
as a cornerstone of early childhood
development. Further, the article aims to
draw attention to the limitations of the
current 2007 child care plan and illus-
trates how this alternate plan will. in all
likelihood, drive more Canadian children
into unregulated care arrangements.
Unregulated child care is fraught with
quality issues and provides no guarantee
of developmentally appropriate experi-
ences for young children (Gillman,
2001; Zinssar, 2001; Lowe, 2003).
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Bi-Lateral Agreements: A Framework
for a National System

This plan set in motion a framework for
a national system of early learning and
care. By entering into the bi-lateral
agreements, the provinces and territories
committed to participate with their feder-
al, provincial and territorial partners in a
multilateral process to create an over-
arching early learning and child care
framework for all Canadians, which
would meet the unique circumstances
and priorities of each jurisdiction. It
encapsulated the notion that children can
be cared for and educated at the same
time, establishing the foundation skills
for a lifetime of learning. A key recom-
mendation coming out of the Early Years
Study, was to bridge the barriers between
the early years and the public school sys-
tem, encouraging a blending of the two
streams of child care and education
(McCain & Mustard, 1999 p.176). As
part of the collaborative process, includ-
ing input and advice from the child care
community across Canada, the provin-
cial and territorial partners developed a
guiding set of principles known as
QUADI. These are principles of Quality,
Universality, Accessibility, Developmentally
Appropriate Programming and Inclusion.

Cancelling the Agreements:
Implications for Children and
Families

Quality control is a serious issue in
unregulated child care settings:

A large, and growing body of evidence
suggests that the early years, from con-
ception to age six, have the most impor-
tant influence of any time in the life
cycle of brain development and subse-
quent learning, behavior and health
(McCain & Mustard, 1999:; Shonkoff &
Phillips, 2000). Given its importance,
society should give at least the same
amount of attention to this period of
development as it does to the school and
post-secondary education periods of
human development. The message is out
there that the early years are crucial to
the healthy development of children, yet
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the resources and supports to help par-
ents along the way are either unavail-
able, or an impossible maze of services
to navigate. Every parent wants what is
best for their child, however, without
access to high-quality regulated care,
many parents find themselves in com-
promised care situations for reasons of
economics or convenience. With only
one in five children in regulated care, too
many children are in unregulated care.
This figure implies an enormous degree
of variation in terms of quality and pro-
gramming within the child care system.
Some families decide to hire a nanny,
either live-in or live-out, to care for their
young children. A committed and nurtur-
ing nanny can be a great asset for a
young family. Nannies may be the
answer for some families, but they may
be an expensive option and the quality of
the care arrangement is purely “hit or
miss”. Too often nannies are recent
immigrants who may not be able to pro-
vide essential communication skills in
the child’s language at a critical stage of
children’s language and literacy devel-
opment (Rick & Franklin, 2002).

...without access to high-
quality regulated care, many
parents find themselves in
compromised care situations
Jor reasons of economics or

convenience.

Economic factors play a major role in the
use of relative care (i.e. grandparents,
aunts etc.) (Scarr,1998). Having a rela-
tive care for a child is generally less cost-
ly than other types of care. The higher
the family income, the less likely parents
are to choose relative care (Blau &
Robbins, 1990). While these arrange-
ments can provide care in a loving and
nurturing environment, they can raise

20
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questions with respect to the develop-
mental needs of young children, particu-
larly if they do not participate in early
childhood programs such as nursery
schools or drop-in centers (NLSCY,
1996; Shonkoff & Phillips, 2000). If a
relative has been pressured into the
arrangement because of the financial
needs of the parent, resentment may
affect the quality of the care given. Also,
advancing age may limit a relative’s abil-
ity and/or energy to engage in appropri-
ate outdoor play activities with their
charges or provide stimulating indoor
activities. Regardless, many do not have
ready access to family. Even children in
regulated family (private home) child-
care arrangements cannot be guaranteed
good quality care, There are virtually no
training requirements for caregivers and
while they are theoretically “regulated”,
supports are limited and monitoring is
sporadic  (http://childcareadvoacy.ca).
Unregulated family care poses enormous
quality issues (Gillman, 2001; Zinsser,
2001: Lowe, 2003). Often adult-child
ratios exceed the levels set by such stan-
dards as the day nurseries act. “Drop-
ins” can increase those ratios even fur-
ther, often without the parent’s knowl-
edge. Very often, caregivers in these sit-
uations are untrained and lacking in
resources or supports (Gillman, 2001).
This can result in less than optimal care
and inadequate or inappropriate develop-
mental experiences for young children.
Of course, not all unregulated care
arrangements are of substandard quality.
Having a child in a family-like setting
has considerable advantages. However,
unless parents are well-informed and
have appropriate choices, care arrange-
ments can become compromised out of
real or perceived lack of alternatives.
Shift-workers and lower-income families
who do not qualify for subsidized day
care are particularly vulnerable (Scarr,
1998). While the child care allowance
will ease the burden financially for some
of these choices, it does nothing to alle-
viate some of the quality issues inherent
in unregulated care. In fact, without
funding for more regulated child care
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spaces, the number of children in unreg-
ulated child care settings will likely con-
tinue to increase.

Children from all socioeconomic
backgrounds benefit from quality early
childhood development programs:

In the past, the patchwork of services
available to young children has been
mostly targeted towards “at risk™ chil-
dren or communities, or have a treatment
-focus when difficulties already exist
(Doherty, 2001; Shonkoff & Phillips,
2001). One of the pivotal findings in the
Ontario Early Years study, (McCain &
Mustard, 1999) is that in terms of
absolute numbers, children from middle-
class families represent the largest group
of children experiencing at least one seri-
ous learning or behavioral difficulty.
This is simply a function of the size of
the middle class. Although proportional-
ly, children in the lowest socioeconomic
group experience more learning and
behavioral difficulties, there are still a
significant number of children having
difficulties at each step of the socioeco-
nomic ladder, including the top one.
There is no socioeconomic threshold
above which all children do well; ie.,
socio-economic factors, alone, do not
guarantee the best possible environment
for young children (Macintyre 2004;
Keating & Hertzman,1999). This finding
highlights the need to provide quality
early childhood experiences for all chil-
dren, and not just those in communities
or families deemed at risk. Children
from all socioeconomic backgrounds can
benefit from quality early childhood
development  programs  (Offord,
Kraemer, Kazdin, Jensen & Harrington,
1998; Lipman, Offord & Boyle, 1995).

Barriers to access: Navigating early

childhood programs can be challenging:
Affordability and concerns about quality
are not the only barriers to access when
it comes to early development programs.
In Ontario, all four and five year olds
have access to junior and senior kinder-
garten within the public school system.
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However, apart from the Francophone
board, kindergarten only operates for 2.5
hours per day, leaving parents to make
alternative care arrangements. Less than
10% of this age group is enrolled in
childcare programs that coordinate in
some way with their kindergarten pro-
grams. i.e. sharing facilities, information
or complementary curriculums. This
means that many children in this age
group experience several out-of-home
environments at different times of the
day (McCain & Mustard, 1999). These
environments can vary in terms of quali-
ty, culture and expectations, which may
place undue stress on children (Coffey &
McCain, 2002). For parents, navigating
their options can be an enormous burden.

During these years, children
acquire the essential skills to
form relationships, handle
stress, interact socially, and

regulate their emotions...

Living in a rural community can also
pose problems for parents regardless of
whether they are in the paid work force
or not. Long commutes to schools can
pose unique challenges. Many Ontario
boards have tried to accommodate par-
ents by offering full-day kindergarten on
alternate days rather than five half-days.
However, parents must still organize
childcare arrangements on alternate days
with limited services and often at great
distances (Coffey & McCain, 2002).
Regardless of their degree of participa-
tion in the workforce, all parents need
help in caring for their children. Stay at
home parents need, and should be enti-
tled to, respite or relief care within a
flexible, affordable and regulated envi-
ronment. Shift workers also have unique
needs and require more flexibility and
extended hours to accommodate their
working schedules (Scarr, 1998). Too
often families are divided with husbands

21

CHILD STUDY

and wives seeing very little of each other
as they juggle childcare arrangements
between them (Forbes, 1997; Clark,
2001). Once again, income support may
ease the financial burden of child care to
a limited degree. but it does nothing to
ease the burden of arranging child care
when the barriers to access are real and
hard to navigate.

Quality is highly variable in many
early childhood settings:

A substantial body of evidence confirms
that a child’s experiences with caregivers
during the first six years of life, creates
the foundation for subsequent learning,
emotional health and behavior (McCain
& Mustard, 1999; Shonkoff & Phillips,
2000). During these years, children
acquire the essential skills to form rela-
tionships. handle stress, interact socially,
and regulate their emotions (McCain &
Mustard, 1999; Shore, 1997: Cyander &
Frost, 1999; Perry, 1996, Tremblay.
1994). Language and cognitive skills
needed for a lifetime of learning are also
being developed (Doherty, 1997). At pre-
sent, quality is highly variable in both
child care and education settings
(Goelman, Doherty. Lero. LaGrange &
Tougas. 2000). In terms of childcare,
quality is often viewed from a structural,
rather than a service, perspective. In
other words, elements such as staff-child
ratios, group size, quality of physical
space. facility conditions etc. are given
more emphasis than program delivery in
terms of curriculum or developmental
experiences (Goelman et al, 2000). In
purely structural terms, provincial regula-
tions mandate an adequate level of quali-
ty, however, in service oriented terms,
childcare quality varies widely, is often
sub-standard, or mediocre at best. A
national study. You Bet I Care!, conduct-
ed by a team of Canadian researchers
studied staffing and quality in childcare
centres and regulated family childcare
(Doherty, Lero, Goelman, Grange &
Tougas, 2000). To measure quality, the
researchers used standardized observa-
tion scales and child assessment mea-
sures, such as the Early Childhood
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Environments Rating Scale (ECERS).
The findings were not encouraging. On a
seven-point rating scale where 1 = inade-
quate and 7 = excellent, mean quality rat-
ings did not approach excellent in any
province or territory (Doherty et al,
2000). While high quality child care has
been shown to produce positive results,
poor quality child care has been reported
to put children’s development at risk for
poorer language and cognitive scores and
lower ratings of social and emotional
adjustment (Scarr, 1998).

Developmentally appropriate
programming: foundation skills for a
lifetime of learning:

With the explosion of research in the
area of early brain development, the
child care community has begun to shift
their philosophy from custodial care to
developmentally focused programming,
incorporating learning goals (Doherty et
al, 2000; Goelman et al, 2000). It is not
just the child care community who has
shifted their thinking on the early experi-
ences of young children. There is now
greater awareness among parents, and
society in general, that learning begins
well before entry into the formal school
system (McCain & Mustard, 1999). In
the recent past, it was felt that children
from “good homes™ acquired the founda-
tion skills for learning through the course
of being raised. It was children from dis-
advantaged backgrounds who needed
intervention programs or “early enrich-
ment”. This deficit model speaks to the
popularity of “Head Start™ type pro-
grams in many communities. However,
the research tells us that all children,
regardless of background, can benefit
from developmentally appropriate and
enriching experiences in the early years
(McCain & Mustard, 1999; NLSCY,
1996). Children can be cared for and
educated at the same time. The previous
government’s vision of a national early
learning and child care system reflects an
understanding of this simple concept. In
Ontario, the Best Start plan aimed to
direct new federal funding towards inte-
grating child care and early learning,
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addressing quality issues such as appro-
priate developmental experiences, wages
and working conditions and professional
standards for early childhood educators
(http://www _children.gov.on.ca). The
Toronto First Duty Pilot project, which
had been receiving public funding, com-
bines the three early years streams of
kindergarten, child care, and parenting
supports, into a single program for four
and five year old children and their fam-
ilies (http://www.toronto.ca/firstduty). A
coalition of early learning and care
experts including members from the
Centre for Early Childhood Development
at George Brown College, and the
Atkinson Centre for Society and Child
Development at the Ontario Institute for
Studies in Education (OISE) at the
University of Toronto applauded the new
directions outlined in the previous agree-
ments and commended their provincial
counterparts in Ontario for their commit-
ment to allocate all of the federal funding
to early learning and care programs . You
may read further at, http://www.acscd ca,
the Atkinson Centre for Society and
Child Development.

Children can be cared for and
educated at the same time.
The previous government’s

vision of a national early
learning and child care system
reflects an understanding of
this simple concept.

Presence of trained staff: one of the
key predictors of quality:

A key quality issue identified under the
QUADI principles was the need to
develop training, education and supports
for early childhood educators and child
care providers, as well as recruitment
and retention strategies for a qualified
workforce (http://www.socialunion.ca).
Research has indicated that the presence
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of trained staff is one of the most impor-
tant predictors of quality in both child-
care and kindergarten settings (Goelman
et al, 2000; Beach, Bertrand., &
Cleveland, 1998). Since child care and
kindergarten fall under two separate
provincial jurisdictions, qualification
requirements and remuneration vary
widely between the two (Goelman et al,
2000). Kindergarten teachers are
required to have university degrees and
teacher education credentials and certifi-
cation from provincial teacher’s col-
leges. Many complete courses on early
child development during their under-
graduate studies or have acquired ECE
qualifications prior to pursuing teacher
education. The education requirements
for staff in licensed childcare centres are
much less rigorous. Only one third of
the mandated staff in these centres is
required to have a college level ECE
Diploma or equivalent and certification
is voluntary (Doherty et al, 2000). There
are no additional training requirements
for supervisors with the licensed care
system, despite their ever increasing
responsibilities, nor is there any require-
ment for on-going professional develop-
ment in Ontario (Doherty et al, 2000).
The average annual salary for a full-time
ECE working in a community, not-for-
profit childcare centre in Toronto was
approximately $29,000 in 2003 (Cooke,
Keating & McColm, 2004). In compari-
son, the salary for a kindergarten teacher
in Toronto in 2003 was over $50.,000
(http://www fairfunding.ca). Given the
difference in educational requirements
and wages between kindergarten teach-
ers and childcare workers, it is little
wonder that childcare workers are not
valued in our society. Too long viewed as
“babysitters” rather than “developmental
experts”, child care has been stigmatized
by society as “low paying women’s
work™. As a result, chronically under-
paid and under motivated childcare
workers have left the field in droves to
seek other employment opportunities
(Beach et al, 1998). Many childcare cen-
tres have difficulty just maintaining min-
imum numbers of qualified staff and the
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“revolving door” scenario is the norm
rather than the exception. Staff turnover
is one of the most critical issues in early
childhood care and education (Beach et
al, 1998: Doherty et al, 2000). Given the
importance of stable, nurturing adult fig-
ures in the early years, this trend is
alarming (Bowlby, 1969: Ainsworth,
Bell & Stayton, 1974; Brazelton &
Greenspan, 2000). With the cancellation
of the agreements, initiatives to address
the inequities in qualifications and
salaries among early childhood workers
and raise the profile of early childhood
development as a legitimate, valued and
professionally rewarding career path
have been sacrificed.

Canada has a severe shortage of
regulated child care spaces:

In many European countries universal
child care is considered a “right”, not a
privilege. Access to full-day care with a
developmental purpose is practically the
norm for children of three and over. The
OECD reports child care participation rates
of over 80% in the majority of European
OECD countries (http://www.childcar
canada.org). In contrast, Canada has a
severe shortage of regulated child care
spaces. For every 100 Canadian chil-
dren, only 12 licensed child care spaces
are available for their care. In many
communities, waiting lists range from a
low of 50 in rural areas to over 5000 in
the largest urban centres (Coffey, 2004).
The OECD referred to Canada’s child
care system as a “fragmented, money-
wasting patchwork of programs that pro-
vides babysitting for working parents”
(http://www.childcarecanada.org). A
publicly funded system of child care that
entitles access to all children, including
services for special needs and Aboriginal
children was a key recommendation in
their 2004 report.

As discussed earlier, Canadian families
face numerous barriers in their search for
quality child care. Kindergarten pro-
grams tend to run for only two and one-
half hours per day. Families in rural com-
munities often need to commute long
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distances to access child care services.
Shift workers are understandably chal-
lenged with respect to their child care
options. Without access to good quality,
affordable, regulated care options, many
families resort to less than optimal care
arrangements because they may be flex-
ible, convenient or relatively inexpen-
sive. It is estimated that over 2.2 million
children are placed in unregulated care
each day (http://www.cccf-fesge.ca).
There is no governing legislation with
respect to unregulated child care
providers. There are no requirements for
professional qualifications and the mon-
itoring of care is the responsibility of the
parent.

Child care is an essential
service in a robust and
progressive economy and
should not be regarded simply
as a business expense for

working families.

The cost of child care poses a significant
financial burden on many families. At
$40 per day in many areas of Ontario,
licensed centre-based child care for a
two year old could cost some families
upwards  of  $10,000  annually
(http://www.cccf-fesge.ca).  Child care
costs can push some families below the
poverty line. The financial squeeze is
particularly painful for a growing num-
ber of single-parent families. Although
fee subsidies are available for low
income families, eligibility requirements
are strict and waiting lists are long.

Cancelling the Child Care
Agreements: Implications for
Women and Families

Child care and issues of gender
equality:

Gender equality is problematic without
access to good quality. affordable child
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care (Scarr, 1998). And. without a strong
female workforce. this country cannot
reach its economic and political objec-
tives. Prior to WWII, female participa-
tion in the workforce was predominantly
for the working poor. Societal pressures
kept the vast majority of women at home
(Scarr, 1998). The need for working
women during the war sparked a social
and economic trend that has grown ever
since. Today in Canada, approximately
71% of women with children under six
years are working outside the home.
(http://www.fls-ntf.gc.ca). It is clear that
women are in the workforce to stay.
There was little question or debate in
1943 when emergency legislation was
passed to establish child care for women
working in war related industries. It is
ironic that with so many more mothers in
the workforce today, the current govern-
ment does not see the need for addition-
al child care spaces. One cannot under-
estimate the implications that child care
has on a woman’s career decisions.
Clearly, a mother’s decision to work is
based on vast individual differences in
priorities, family circumstances and
financial obligations. However, most
women find it difficult to embrace their
careers without the assurance that their
children are left in caring and quality
learning environments. More and more,
women with financial means are making
the decision to stay at home while their
children are young. This, unfortunately,
is a luxury not available to low income
families or single mothers and giving
mothers more money for child care that
does not exist seems rather pointless.

Workforce participation is influenced
by available child care:

To illustrate just how influential afford-
able child care can be on workforce par-
ticipation, consider the examples of
Quebec and Alberta. Today. Alberta is
facing a severe labor shortage. It is over-
heated economy has prompted employ-
ers to scour the country for workers,
even recruiting at local prisons (Globe &
Mail, June 16, 2006). It is surprising,
therefore, that during the last ten years,
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Alberta has gone from having the highest
proportion of working mothers in the
workforce Prince
Edward Island) to one of the lowest.
Alberta has the smallest share of children
in regulated daycare in the country at
43%. The province has fewer than
48.000 daycare spaces for 163,400
mothers of preschoolers (Globe & Mail,
June 16, 2006). Alberta also has the low-
est public funding of early care and edu-
cation in Canada. Quebec, on the other
hand, has seen the largest increase in

(second only to

working mothers of any other province
in the country. Within the last ten years,
Quebec’s participation rate for working
mothers has increased by 21%. and is
now well above the national average
(Baker, Gruber & Milligan, 2006). In
just ten years, Quebec and Alberta have
traded places, with Quebec having the
highest proportion of working mothers
and Alberta having one of the lowest.
Quebec introduced a near universal, pub-
licly funded system of child care in
1997. With regulated child care avail-
able for just $7 per day. Quebec mothers
are able to work if they wish to without
child care being an often insurmountable
Stable, reliable child care of
acceptable quality is related to mothers

barrier.

returning to work and staying in the
labour force. This is especially true of
middle and high-income mothers
(Collins & Hofferth, 1996; Phillips,
1992). Economists predict that Canada
will be facing a shrinking labour force as
babyboomers retire and the population
ages (Dodge, 2003).
decades, a strong female workforce will

In the coming

become an even greater necessity just to
keep the economy growing. Governments
would be wise to consider the learning
from Alberta and Quebec. Affordable
child care is not just another costly social
program. Child care is an essential ser-
vice in a robust and progressive econo-
my and should not be regarded simply as
a business expense for working families.
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Ironically, those who need
financial assistance the most
are the ones who will benefit
the least from the child care

allowance.

Child care allowance favours affluent,
single-earner families with one parent
at home:

The importance of women in the work-
force notwithstanding, it is critical not to
undermine the role of stay-at-home
mothers in our society. While the deci-
sion to stay at home is an intensely per-
sonal one and the degree of sacrifice to
do so is as varied as the women them-
selves, most would argue that investment
in their children’s lives should be valued
and respected. Meeting the constant
demands of young children is not an easy
role and these women should be entitled
to societal and governmental supports as
are their working counterparts. Stay-at-
home moms need access to respite care
as well as programs that offer develop-
mentally appropriate experiences for
their children (McCain & Mustard,
1999). Under the current government’s
plan, all parents, regardless of their
employment status, are entitled to the
child care allowance. In fact, it is stay-
at-home mothers who will benefit most
from the plan. In theory, every family
receives $100 per month for every child
under six years of age. However, the
allowance is counted as taxable income
in the hands of the lower income parent.
This means that most single-earner fam-
ilies, with one parent at home realize
more of their allowance than do two-
earner parents and single parent earners.
Ironically, those who need financial
assistance the most are the ones who will
benefit the least from the child care
allowance. Modest income two-earner
families and single parent families will
be left with the least amount of money
after tax (Zuker, 2006). The Caledon
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Institute estimates that a two-earner fam-
ily with a combined income of $30,000
will be left with an annual allowance of
a mere $199, a combined income of
$100,000 will realize $778, whereas a
single-earner with an income of over
$200,000 will keep $1,076. Most fami-
lies receiving social assistance payments
such as those in Ontario, will not benefit
from the child care allowance, as those
cheques are currently reduced by the
amount of any federal benefits a person
or household receives. Once again, the
needy are penalized. Financial indepen-
dence is so important to the health and
well-being of the working poor. Poverty
is one of the biggest risk factors for a
host of social, academic and emotional
challenges (Brooks-Gunn & Duncan,
1997: Henricson, 2006; Blanden &
McNally, 2006: Bodenhorn, 2006).
Single parents are particularly suscepti-
ble (Brooks-Gunn & Duncan, 1997;
Bauman, Silver, Ellen & Stein, 2006).
These are the families who so desperately
need subsidized regulated child care
spaces. Not only is the creation of these
spaces now at risk, but the income sup-
port promised in its place benefits
wealthy single-earner families with a
parent at home, far more than the mod-
est income working parents who need
the help. Without access to subsidized,
regulated child care spaces. modest and
lower income families will be more like-
ly to turn to unregulated care options for
economic reasons. The potential exists
for the creation of a two-tier system of
child care in this country. Quality, regu-
lated care costs money, and without the
proposed government funding and more
subsidized spaces promised under the
federal-provincial agreements, regulated
care will become available to more afflu-
ent families who can afford the fees, or
to those families below the poverty line
who will qualify for government subsi-
dies. Low and middle class earners, who
comprise the majority of families, may
be financially pressured into finding
arrangements other than regulated, qual-
ity, centre-based care.
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Cancelling the Child Care
Agreements: Implications for the
Economy

Canada’s spending on early learning
and care lags well behind most OECD
countries:

Child care is an economic issue.
Economists estimate a $2 return on every
$1 invested in quality early childhood
services. The return is substantially
higher  for  vulnerable children
(Cleveland & Krashinsky, 1998). A
growing body of global research indi-
cates that educating preschool minds
provides lifelong dividends (McCain &
Mustard, 1999; Meisels. 1999, 2000;
Willms, 2002; Shonkoff & Phillips,
2000).  Developmentally healthy and
well-adjusted children place fewer
demands on the health, education. social
welfare and criminal justice system
(Health Canada, Early Childhood
Development Strategy Paper, 2000).
The OECD has been critical of the
investment Canada makes in its
youngest citizens. The OECD calculates
that Canada spends roughly 0.2% of its
annual GDP on pre-primary education.
This percentage lags well behind most
industrialized nations (http://www child-
carecanada.org). The OECD recom-
mends that Canada boost its spending
levels to 0.4% of GDP. This would rep-
resent approximately $4 billion per year.
The previous government’s plan
promised a total federal spending com-
mitment of $5 billion over five years.
This number should put into perspective
Just how under-funded the early learning
and care sector is in this country. In com-
parison, several European Union nations,
particularly the Nordic countries, spend
roughly 2% of GDP on early childhood
services (http://www.hrsde.gc.ca). To put
that number in perspective, public
spending on education for Canadian
children over six years represents about
6% of GDP. It is reasonable to assess the
costs of the period 0-5 of a child’s life as
a proportion of this budget. so that at a
minimum. 1% of GDP could be spent
directly on early childhood services.
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Publicly, Canada spends more than
$6.000 per child, per year on K-12 edu-

cation, but spends less than one-sixth of

this amount between 0-5 vyears
(http://www.hrsdc.gc.ca). Code Blue, a
campaign funded by the Child Care
Advocacy Association of Canada, and
initiated to protect the agreements, col-
lected 50,0000 signatures in an open let-
ter to the Prime Minister asking him to
honour the federal-provincial agree-
ments on child care.

Developmentally healthy and
well-adjusted children place
fewer demands on the health,
education, social welfare and
criminal justice system
(Health Canada, Early
Childhood Development
Strategy Paper, 2000).

Investing in young children promotes
economic productivity and global
compelitiveness.

The economy functions as a result of
human capital. A country’s human capi-
tal depends largely upon the education
and well-being of its citizens (Heckman,
2000; Keating & Hertzman, 1999).
Economic productivity and competitive-
ness requires an investment in people.
Education and skill level determine earn-
ing potential (Becker, 1964; Heckman,
2000). Investing in young people boosts
productivity in two ways:

e labour participation and retention of
the current workforce, consisting of
parents

* developing future productivity by
improving positive outcomes for chil-
dren (Dodge, 2003).
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In the first scenario, if parents are confi-
dent that their children are well cared for.
they are able to focus on their job and
career commitments. As mentioned ear-
lier, female participation in the work-
force is clearly influenced by the avail-
ability of good quality child care
(Scarr,1998). Companies interested in
attracting, cultivating and retaining tal-
ented employees would be well advised
to make child care a strategic priority.
Workplaces that offer child care centres
on or near-site, after-school programs
and services to support parents such as
flex-time or extended parental leave
show higher worker retention rates and
employee satisfaction (Galinsky &
Johnson, 1998). It is estimated that
work-life conflicts cost Canadian organi-
zations roughly $2.7 billion in lost time
due to work absences (Galinsky & Bond,
1998). A recent survey conducted by the
Gandalf Group, coined the C-Suite
Survey, (http://www.gandalfgroup.ca)
reports that almost two-thirds of
Canadian executives believe that child
care policy is linked to productivity.
Those who support this view see connec-
tions between child care and more labour
participation, and fewer distracted par-
ents. However, the majority of those sur-
veyed were skeptical of the current 2007
plan to use employer tax credits to create
daycare spaces, even though they felt
that access to good quality daycare is
important to hiring and keeping people.
It seems that relying on corporations to
fund childcare through tax credits may
not work. However, childcare policy
matters to corporations. Perhaps it’s
time to communicate this message a lit-
tle more forcefully to the business com-
munity.

...several European Union
nations, particularly the
Nordic countries, spend

roughly 2% of GDP on early

childhood services.
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Returning to the second case for invest-
ing in young children - they are the
workforce of the future. Public spend-
ing on early learning and care should be
considered an investment, not a con-
sumption expense. How well children
will function in society as adults has
much to do with the quality of their
early childhood experiences (Shonkoff
& Phillips, 2000; Doherty, 2001;
Erikson & Kurz-Reimer, 1999). If the
first few years of life include support for
growth in cognition, language, motor
skills, adaptive skills and social-emo-
tional functioning, the child is more
likely to succeed in school and later con-
tribute to society (NAEYC, 1986; NRC,
2001; Bennett, 2004). If developmental
challenges are identified early, interven-
tions are far more effective, and cost
efficient, at a young age, than remedia-
tion at a later stage of development.
Early enrichment programs such as
Head  Start, Righr Start and
HighscopelPerry Preschool have con-
sistently shown improved outcomes for
“at risk children” (Coffey, 2003).
However, as the Early Years Study
(McCain & Mustard. 1999) pointed out,
targeting only “at risk” children
deprives too many others of the oppor-
tunity to reach their full potential too.
Recall that this study showed that in
terms of absolute numbers, children
from middle-class families represent the
largest group of children experiencing at
least one serious learning or behavioral
difficulty. High quality early childhood
education produces better outcomes for
all children, regardless of socio-eco-
nomic status (Doherty, 1997; Health
Canada, 2000)...

Better outcomes mean improved school
performance, reduced special education
placements, lower school dropout rates,
and increased life-long learning poten-
tial (Heckman, 2000).

Better outcomes mean less demand on
social programs, the courts and the
health care system (Health Canada,
2000).
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Better outcomes mean more community
engagement and healthier neighborhood
environments.

Children learn from birth, and the every-
day aspects of their life are their class-
rooms. Therefore, good, stimulating
environments that support their develop-
ment should not wait until they enter the
formal education system at six years old.

After decades of demanding a
better system, the foundation
for a national early learning
and care system had finally
been laid.

Learning is a life-long process
beginning at birth:

David Dodge, Governor of the Bank of
Canada, has emphasized repeatedly that,
from an economist’s perspective, the
returns to investment in human capital
appear to be highest for the very young
(Dodge, 2003). He argues that the
returns to investment in young children
of relatively lower cognitive ability are
about the same as those for children of
higher cognitive ability. This is not the
case for post secondary education, where
the returns are clearly higher for those of
higher cognitive ability. He believes that
governments should be shifting their
focus from post secondary education for
some to preschool education for all. This
requires a philosophical shift recogniz-
ing learning as a life-long process begin-
ning at birth and a blurring of the bound-
aries between the preschool period and
the primary period of schooling. Given
its relative importance, David Dodge
questions why an institutional frame-
work for the delivery of early childhood
services has been plagued by broken
promises and under-funding. At the pri-
mary and secondary level of education,
ministries of education, local school
boards and schools themselves provide
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frameworks that are well established and
robust. At the post secondary level, min-
istries of higher education. research
councils, ministries of finance, the pri-
vate sector and post secondary institu-
tions all interact in a well-organized way
to provide support for post secondary
education and research (Dodge, 2003).

As mentioned earlier, Canada is faced
with a shrinking labour market. The
cohort of 65 years and older will grow
rapidly after 2011, while the population
of labour force age will decline as a
share of the total population. Moreover,
during the current decade, the growth
rate in the 0-12 age group will be nega-
tive (Dodge, 2003). This means that
there will be a small cohort of children to
replace those retiring over the next two
decades. It is more important than ever
that these children be developed as fully
as possible to bolster the productivity of
a future smaller labour force.

Conclusion

Families and particularly, young chil-
dren, deserve a better system of early
learning and care than is currently avail-
able to them in this country. Income sup-
port may be welcomed, but it is not a
social policy and does not provide the
institutional framework, or the infra-
structure, to allow children and families
access to the quality early learning and
care services they so desperately need.
Without access to affordable, develop-
mentally focused, regulated care, too
many Canadian families are turning to
unregulated care arrangements that may
or may not meet the developmental
needs of their children. From a societal
perspective, it is counterproductive to
separate the requirements of the child
from those of the parents. Families
require access to services that meet the
developmental needs of children, while
simultaneously allowing parents to
work, study and engage in their commu-
nity. They need the resources to fully
participate in their children’s early learn-
ing and development. After decades of
demanding a better system, the founda-
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tion for a national early learning and care
system had finally been laid. There was
reason to celebrate. It is regrettable that
a change in philosophy at the federal
level puts that foundation at risk. Now,
more than ever, Canadians should be
informed of the consequences of deny-
ing young children adequate investment
in their care. It is time for the Canadian
public to understand the implications of
chronically under-funding this vital stage
of human development and demand that
we turn this thing around!
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Abstract

A new program element, the Kind
Intentions Program (KIP) was devel-
oped by, and incorporated into, an
Early Childhood setting. This article
will address the impetus for the pro-
gram and describe the program itself.
The author describes the guiding prin-
ciples, goals, and methodology devel-
oped to foster the inclusion of this
new facet of the program. Issues dis-
cussed include the child’s developing
skills in observing the behaviours of
others and the emerging capacity to
take another person’s perspective.
Developing morals are considered
along with the importance of includ-
ing each child in the program. The
reactions of the children, parents, and
staff to the program are expressed,
along with a report on the current sta-
tus of the program.

Introduction

In an Early Childhood program for 48
children, aged three to six years, in a
mixed aged group, Peter is moving
through the classroom watching the
other children at play. He notes that the
large waffle blocks are scattered about
the floor, left there by others who forgot
to clean up at the end of their play. Peter
begins to pick up the blocks, of which
there are many - 62 all together. He picks
them all up and moves on to work with a
puzzle.
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A few moments later, Kischa notes that
the shoelace of one of the staff members
is untied. “I"ll tie your shoe for you.” she
states, and proceeds to tie the shoelace.
The staff member gives Kischa a hug
and a “Thank-you™ to which Kischa
replies with, “You're welcome!”

Still later, Sylvia is having difficulty get-
ting her coat on for outside play. One of
the children goes to her, sits her down,
and helps to get the coat on. All the
while, Sylvia hears comforting words of
encouragement such as, “I'll help you.
Coats are hard. There you go.”

These behaviours demonstrated by the
children were not prompted by one of the
Early Childhood Educators. They were
acts taken upon independently by each of
the children involved. The children were
demonstrating their participation in new
curriculum  content called “Kind
[ntentions™ (KIP).

The focus on internalized
rewards for the children
was highly valued by

the staff members.

29

The Genesis of KIP

The genesis of the program lies in a
much different aspect of programming ~
“Show and Tell”. After several months of
“Show and Tell” the staff noted that the
negative aspects of the event were far
outweighing the positive. Children were
routinely fighting over, losing, and
breaking the special something they had
brought to show their friends. Indeed,
even with the best efforts of the staff to
maintain the peace. the number of tears
over the event was increasing. The staff
noted and recorded several negative inci-
dents amongst the children (pushes,
yelling, and taking another child’s toy)
that were directly related to “Show and
Tell.” There was a definite need for
change.

During a staff meeting, the concerns sur-
rounding “Show and Tell” were brought
up for discussion. The overwhelming
opinion of the staff members was that
“Show and Tell” needed to be replaced.
In the dismantling process it was recog-
nized that there was a need to place
emphasis on kindness to combat against
the contentiousness which had arisen.
The result was the staff determined that a
new program element, which would be
called the Kind Intentions Program
(KIP), be introduced. The staff was
excited about the new idea and was soon
forwarding ideas for inclusion of the pro-
gram.

A discussion followed, during which the
staff voiced their perceptions of the daily
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interactions amongst the children and the
responses of the staff to the behaviour of
the children in our program. It was rec-
ognized that in our program value was
being placed upon kind behaviours dis-
played by the children. However, the
reinforcement of the display of kindness
was informal and individual. The chil-
dren were being recognized throughout
the day for displaying kind behaviours,
but the group as a whole was not active-
ly recognizing the performance of kind
acts.

The staff determined that the children
would be acknowledged for their acts of
kindness during circle in the space of
time vacated through the elimination of
“Show and Tell”. The children and staff
would be invited to report acts of kind-
ness that they had observed. The kind act
of the child would be acknowledged by
the whole group. At the end of the day,
staff members would congratulate the
parents on the kindness of their children.
KIP was to serve in our efforts to provide
an opening for the children to display
and recognize kindness. As Paley (1999)
states, “They are not always kind, as we
know. They are, however, on the edge of
kindness, ready and waiting for an open-

ing” (p. 89). However, as with Roots of

Empathy, it “does not target difficult
children or aggressive children. It raises
the floor of . . . kindness for all of the
children™ (Gordon, 2002, p. 243).

One of the significant aspects of the pro-
gram is the method for reporting kind
acts. Since the children are invited to
report an observed act of kindness, they
are required to become active observers
of their own behaviours, and the behav-
iours of others. According to Selman
(1976), moral development may be
dependent upon the ability to take a dif-
ferentiated view of the interactions
between oneself and others, of being
able to take another person’s perspective.
The reporting process of the Kind
Intentions program (KIP) meets this
need through the encouragement of chil-
dren to recognize the actions, and situa-
tions, of others.
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Young Children’s Development and
KIP

The recognition of positive actions by
the children was important for the devel-
opment of an ability to appreciate the
actions of others. This is certainly not a
novel idea in early childhood education.
Indeed, the recent development of Roots
of Empathy by Mary Gordon (2001)
highlights the continued support for
young children’s growing sense of moral
understanding.  Similar to Roots of
Empathy, the children participating in
the Kind Intentions Program would need
to consider the actions of others and
begin to assess the value of behaviour.
This ability to make accurate judgments
of others is essential for children who
are, and will continue to be, strongly
influenced by their peer group. In
Santrock’s (1992) discussion of Piaget, it
was detailed that:

Jean Piaget argued that as children
develop, they become more sophisti-
cated in thinking about social mat-
ters, especially about the possibilities
and conditions of cooperation.
Piaget believed that this social
understanding comes about through
the mutual give-and-take of peer
relations. In the peer group, where
others have power and status similar
to the individual, plans are negotiat-
ed and coordinated, and disagree-
ments are reasoned about and even-
tually settled. Parent-child relations,
in which parents have the power and
the child does not, are less likely to
advance moral reasoning because
rules are often handed down in an
authoritarian way. (p. 290)

While the acknowledgement of kind acts
would take on a new dimension, the pos-
itive response accorded to children as a
part of the daily interactions between
children and staff continued. The recog-
nition and verbal reinforcement for dis-
plays of kindness by the children was
maintained as a part of the daily interac-
tion between the staff and children. The
staff was clear that these informal
moments of encouragement for the chil-
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dren needed to continue since the
acknowledgement for positive behav-
iours is foundational in the development
of a sense of moral responsibility to oth-
ers and their environment. KIP would be
presented as an extension of the current
support offered by the staff for the dis-
play of kind acts by the children.

The program was addressing the chil-
dren’s developing moral values.
Developmentally, Gilligan and Wiggins
(1987) identified two separate aspects of
the moral evolution of a child:

Thus, we locate the origins of moral-
ity in the young child’s awareness of
self in relation to others and identify
two dimensions of early childhood
relationships that shape that aware-
ness in different ways. One is the
dimension of inequality, reflected in
the child’s awareness of being small-
er and less capable than adults and
older children, of being a baby in
relation to a standard of human...
Focusing on the constraint of the
voung child’s situation, psychologists
have defined morality as justice and
aligned development with the child’s
progress toward a position of equali-
ty and independence. But the young
child also experiences attachment,
and the dynamics of attachment rela-
tionships create a very different
awareness of self ~ as capable of
having an effect on others, as able to
move others and to be moved by
them. (p.280)

As the children interact with their envi-
ronment, they will seek not only to
achieve power in the development of
new skills and the accumulation of
knowledge, but also strive to please
those with whom they hold attachments
~ their caregivers, parents, and peers.

Since kindness can be expressed in var-
ied ways, the recognized acts of kindness
would be independent endeavors of the
children, not suggestions or requests of
staff. It was felt that this would provide
occasions to act kindly in their own way,
not just in ways that they had been
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directed to be kind. The children would
have the opportunity to explore as many
different possibilities for kindness as
they were capable of contextualizing.

Given that children in the program are
unique in their abilities with an indepen-
dent history and understanding of kind-
ness. the program promoted was to be
inclusive. There was a recognized con-
cern that those children identified as shy
or quiet may not be routinely recognized.
The staff would keep track of those chil-
dren in their primary care groups to
ensure that each of the children was
included and acknowledged routinely. In
our program, each staff member made
notes that recorded the participation of
each child in their primary care group.

For the young child, recognition for kind
acts is a vital reinforcer of kindness. As
detailed by Shore and Shore (1995),
“Kindergarten children considered inten-
tional helping as kinder than accidental
helping . . . The view that anonymous
helping is kinder than non-anonymous
helping appears to be acquired quite late
by most children” (p.10). Categorically,
the young children of preschool age are
in need of the recognition as a reinforcer
of kind behaviours. They have yet to
develop the capacity to achieve satisfac-
tion through anonymous acts of kind-
ness. Equally, the acts of each child are
unique in their materialization.

The staff recognized that the acts of
kindness would vary from day to day and
between each child. As Lamborn,
Fischer, and Pipp (1994) detail, “During
early childhood, children’s definitions of
honesty of kindness are situation-specif-
ic, focus on concrete qualities or overt
actions, tend to be egocentric, and pro-
vide only preliminary elaboration of the
context surrounding the action.” (p. 495
- 496). Certainly, the component of the
kindness to be recognized in the program
would be directly observable behaviour.
The acts to be recognized would not be
the internal, or covert, thought processes.

However, the staff felt that the recogni-
tion of the acts of the children should be
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on a personal, internal, level. Stickers or
other concrete rewards would not be
introduced in an effort to assist the chil-
dren in the development of an internal
capability to achieve satisfaction through
their actions. It was determined that ver-
bal recognition from the staff, children,
and parents would serve as the rein-
forcers. The focus on internalized
rewards for the children was highly val-
ued by the staff members. As Vivian
Paley (1999), stated in an interview with
Pat Wingert, “Acting out kindness makes
us realize what we're capable of. It feels
good to be in power, but it feels terrific
to see yourself as the giver of kindness.”
(p.1). The act of acknowledging the
behaviour of the children serves as an
internalized reward and an opportunity
for the child to feel good about their
actions.

..."‘Acting out kindness makes
us realize what we’re capable
of. It feels good to be in power,
but it feels terrific to see
yourself as the giver of

kindness.”

While the staff would be encouraging
self-satisfaction through kind acts, they
would not be making interpretations of
altruism. According to Damon and Hart
(1988), the development of altruism fol-
lows a sequence not unlike the develop-
mental stages of physical growth or the
accumulation of language skills. For the
preschool aged child, moral behaviour
such as sharing is not altruistic in origin,
but rather a practical or obligatory means
for getting what they want (i.e., praise
from adults or a turn with a special toy).
While this may make the acts of kind-
ness program seem reward orientated
from the position of the child, according
to Damon and Hart, this is precisely
what the child should be encouraged to
do. The child, who is able to display kind
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behavioural traits, is formulating a foun-
dation for the internalizing of genuinely
altruistic characteristics that will materi-
alize during their adolescence and early
adulthood.

Families and KIP

In our program. families are informed of
any changes to curriculum content. The
program was outlined in the monthly
newsletter and the staff promoted the
program by reporting the kind happen-
ings to the families each day. The com-
munication of the program continued on
a daily basis as the staff shared the kind
happenings. It was felt that the encour-
agement of positive acts by the children
would be furthered by the participation
of the families. As Leeper, Witherspoon
and Day (1984) detail, “The involvement
of parents in early childhood education
attempts to provide opportunities for
parents to have a more significant role in
the development and education of their
children and themselves™ (p. 421).

With each of the guiding principles in
place and a method developed for the
inclusion of KIP, the staff presented the
program to the children. The only mis-
calculation of the staff in their planning
was in underestimating the spectacular
response. The children grasped the idea
and incorporated kind acts the very first
day. If a child fell, six children would
dash to their aid shouting to the staff to
bring ice and bandages. Should a child’s
bike wheel become caught in the wood
chips, a strong young child was quick to
lend a helping hand.

Perhaps most importantly, the children
were talking with each other about kind-
ness; they were praising each other for
being kind. However, children have been
learning kindness down through the ages
without this program. Certainly, the
inherent growth and development of the
children within our program may have
resulted in an increased occurrence of
kindness without the inclusion of the
program. Further research, such as intro-
ducing the program to a group of chil-
dren to compare with a matching control
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group, would aid in determining how
influential KIP is in the development of
an understanding of kindness for the
young child.

Initial Results

KIP has been in operation in our pro-
gram for six months. While the initial
enthusiasm has leveled, the kindness of
the children is still a dynamic part of the
program. The children continue to dis-
play the kind acts that were recognized
just three days after the start of the pro-
gram. It is still far too early to determine
if KIP will result in significant long-term
changes in the behaviours of the chil-
dren. Nevertheless, the inclusion of the
program has resulted in a positive begin-
ning and has produced some encourag-
ing results.

Since the introduction of the program, the
staff noted a marked difference in the cli-
mate and atmosphere; the program is a
more kind-hearted place to be. It is not
clear whether the changes were due to the
inclusion of the program or perhaps sim-
ply from the elimination of “Show and
Tell”. We named our new program “Kind
Intentions” and were pleased to see that
the intentions did indeed materialize.

Of the 48 children, aged three to six
years, who are enrolled in our program,
we noted diversity in their ability to
grasp the concept of “kindness’. The five
and six year olds proved to be the van-
guards of the program for the group.
They regularly recognized and reported
kind acts and promoted the program
amongst each other through their interac-
tions as they encouraged each other to
perform kind acts. The four-year-old
children participated to a lesser degree as
demonstrated when, at times, they would
report an act that they had performed.
The three-year-old children often report-
ed the same act several times or made up
an act to report. With these resulting
variations in the ability to grasp the con-
cept of reporting an act of kindness, it
would appear, for the children enrolled
in our program, the most appropriate age
range is four to six years.
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The staff in our program recognized that
the program might not necessarily con-
tinue indefinitely. Should the enrollment
of the children change in such a way as
to become predominately three-year-
olds, we may choose to adapt the pro-
gram. Alternately, should the children
become disinterested, we may choose to
close the program. Clearly, there is a
need to continuously evaluate and
evolve the program through regular
observations of the behaviour of the chil-
dren and assessments of the abilities of
the children to participate in KIP.

...the inclusion of the program
has resulted in a positive
beginning and has produced

some encouraging resulfs.

Conclusion

The Kind Intentions Program was
designed by us to meet the needs of our
program. While the program staff is
excited and encouraged by the program,
it is not known how transferable the pro-
gram would be. Facilities in different
geographical areas may experience dif-
ferent results. The size of the program
and variance in enrollment may influ-
ence the success of the program. For
example, a program with an enrollment
of predominantly three-year-olds would
likely experience far different results.
Additionally, larger or smaller programs
may experience differing conclusions as
to the effectiveness of the program due
to changes in the numbers of children
participating. There are many variables
that need to be explored before this pro-
gram can be considered to be of univer-
sal value.
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ing on her MRP from the Inspired Reggio Emilia Approach on "projects". She hopes her work will communicate a view of children's rights,
potentials and resourcefulness, promote the complexity of children's thinking and strengthen relationships and teacher research in the classroom.
Her latest writing has appeared in Innovations in early education: the international Reggio Exchange.

Abstract

This article documents an emergent
curriculum on “shadow play” with
grade one students and their teacher
inspired by the Reggio Emilia
Approach. Substantive focus is placed
on key moments of the approach’s
principles: purposeful play, symbolic
representation in communicative lan-
guages, and the inquiry orientation to
“shadows”. Insisting on the integrity
of children as persons with rights
transforms the roles of children and
teachers in the learning process. What
is found is that we must rethink chil-
dren’s learning to highlight their intel-
lectual potential, ongoing reciprocal
relationships and interactions and the
pedagogic context in which this might
be accomplished.
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When the sun shines on you, you have a shadow.
But, if you go to a shadow vou don't see yours because
vour shadow is black. When it’s morning the sun is on

the side of my body. When it is afternoon, the sun moves
so your shadow is on another side.

Vali, age 6

Introduction

Vali talks to Malandi, Vladamir, Alexander, Armin and Kim Sung, during a
project about shadows. My story describes the 3-month project, working
with a diverse and multicultural group of six-year olds in a Canadian subur-
ban elementary public school, guided by a teacher and a professional artist.
My role as educator is to gain knowledge about how children learn. offer a
forum for interactions and multiple points of view within an inclusive com-
munity of learners and document children’s conversations and findings on
panels and through technological media (Gallas, 1995). The authentic con-
versations, drawings and actions of students use pseudonyms throughout the
project experience for the purpose of this article.

Inspired by educators in Reggio Emilia, Italy, I use the work of the children
to share my interpretation of the teaching practice, with students, parents,
colleagues and the public. I also use documentation, guided by the principles
of the Reggio Emilia Approach, to “make visible the learning process”
(Project Zero, 2001) of children. This will provide information for presenta-
tions and workshops for educators and college students.

The shadow project. a learning experience responding to the grade one chil-
dren’s interests and inquiries, is an example of “emergent curriculum”
(Rinaldi, 1993, p.1). My intention is not to view the shadow project as a
“model™ (Rankin, 1998, p.217) for teaching children but as a guide to facil-
itate their learning. My purpose is to reveal the complexity of children’s
thinking, the power of conversation, the sharing of knowledge, the under-
standing of a topic in depth and the collaboration between these children as
they “co-construct knowledge™ (Bredekamp & Copple, 1997, pp.13-14).
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An Interest Unfolding

On a clear morning in the last week of September, the children
and I go outdoors. A six-year-old boy, Robert, runs into the
sparse playground and sits hunched over a patch of green grass.
He picks the grass while children around him engage in chatter.
The boy moves his head and notices a darkened area. His gaze
shifts to the sky. Alexander and Muhammad approach and with
outstretched arms, point at a soaring seagull. The bird lands
close to the boy's feet. “Look! Look! Robert shouts, jumping up
and down. His loud shout draws the attention of the other chil-
dren in the playground. They run to see. Eleven small bodies
move towards the bird and they scream.

Robert: A seagull... The seagull, the seagull!
Alexander: Oh ... There's the bird’s shadow!

The bird’s shadow intrigues all the children in the class. They
wonder how seagulls land so quietly. Can they touch the bird’s
shadow? Will the shadow disappear from the bird?

Standing a few feet away, | observe children’s interest in the
bird’s shadow and take photographs. To my surprise, the chil-
dren do not notice my camera or pay attention to the clicking of
the lens. I wait to see what they will do next.

Playing Games

A few minutes later, the bird flies away. Alexander and Robert
run fast down the field chasing the bird soaring high above
them. Armin, M.J. and Vladamir, giggling, follow the boys and
all stop at the playground adjacent to the side of the school.
Pieces of long wooden boards outline the playground and dry
sand covers the ground inside the area.

Last to arrive, I join the children walking around the playground
apparatus. Kim Sung and Sang-Su point a finger at the slide.
From under the slide, a long. dark shape appears on the ground
across from where Armin, M.J. and Vladamir stand — a shadow.
The boys notice short shadows, hugging play equipment - four
circular scruffy tires, a bright rounded tunnel and a rectangular
bridge about four inches off the ground. Children move towards
the equipment. Vali and Muhammad push sand with their shoes
and large mounds of sand move across the playground. Kim
Sung, Sang-Su, Federico, Nicky and Rizetta laugh and join the
fun, shoving sand on top of the shadows.

Beside a heap of sand, Sang-Su, Jungsook, Sun Jin and Akasma
notice another shadow. It is different from the shape of the play-
ground objects — wide, long and curvy. The shapes puzzle the
girls. “What is this?” says Akasma. All the children hear
Akasma’s question and move towards the girls. Sang-Su,
Jungsook, Sun Jin lock hands and step towards the field. The
girls watch as their shadows merge. In front, is one gigantic
dark figure. Akasma runs behind the girls. She begins to stretch
her arms, flapping like a seagull. The girls imitate the seagull by
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spreading their arms and a bird-like shadow forms on the
ground. The other girls join in with her. It looks like a bird is
passing over the field as their shadows pass over the grass.
“Look at us, we're flying!” shouts Akasma.

The children in the class follow the girl’s lead as they step out
of the playground and onto the field, forming small groups.
Throughout recess and into the late morning children together
find more ways that shadows disappear.

As I walk in close proximity to other groups, children describe
their shadow games to me.

Muhammad: Try this! Muhammad crosses his right leg
behind to show his shadow.

Vali: Our shadows are still with us. We can’t get rid of them.
Vali, Alexander, Robert run past Muhammad down the field
laughing.

Sang-Su: mm...Sitting next to Vladamir, Sang-Su lifts the
garment and exposes her shadow.

M.J.: Look, we’re together. Sun Jin stands on top of M.J.’s
shadow.

Children taught me how their shadows disappear. Vladamir sits on
a cotton sweater, and Armin lies down on the grass next to
Federico and says, “I made my shadow disappear.” Akasma wants
her silhouette to disappear and picks stones from the ground to
cover her shadow: Muhammad attempts to make his shadow van-
ish by performing cartwheels, legs wavering in the air.

I thought the children would look for the bird in the playground
as they ran toward the slide but instead they play hide and seck
with their shadows. I am fascinated to see how easily children’s
interests shift from searching for the seagull, looking at shadows
in the playground, to discovering their own shadows. During the
morning activity children are “building from one idea to anoth-
er” (Duckworth, 1996, pp.6-7) as they co-construct ways that
shadows disappear during the morning activity. Their interest is
sustained for two hours! Smiling faces and boisterous laughter
indicate children’s thorough enjoyment with the experience as
they keep playing games and “mastering” (Bredekamp &
Copple, 1997, p.14) ways to trick shadows into disappearing.

Building Curriculum - Drawings

In early October, what began as an outside experience continues
inside the classroom. Sitting around a large table with a group of
students, I ask, “Where do shadows come from?” Silence...but
after a few minutes Akasma offers an idea and says,

“From our hands, head, arms, legs.” Jungsook replies, “Outside

- grass, slides and tires.” “Don’t forget the trees and leaves”,
says Vali.
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The children’s immediate responses to my question are offered
with a confidence not demonstrated during class work. The
morning recess bell rings, but we do not stop. Throughout recess
the children and I continue with our discussion on shadows.
Sang-Su: When it is night you can’t see the shadow. When
it is light you can.

Kim Sung:  If you want to see shadows you can see them at

home.
Vali: With light.
Teacher: What kind of light?
Akasma: Sunlight!

Kim Sung:  Shadows from class, from the projector on to

the screen.

Armin: From light bulbs. That is electricity. The bulb is

light and is shining behind you.

Kim Sung:  Sometimes you don’t have shadows, because of

the clouds or moon.
Armin: You can’t walk away from the sun.

Kim Sung:  No, it can go away from the sun.

Jungsook:  The moon even follows you where you go.

Armin: You always have a shadow.

Alexander:  Shadows are in my mind....I don’t want to for-
get it.

Teacher: What can you do so you will not forget your

shadow?

Kim Sung:  Draw a picture!

Alexander: Let’s draw our shadows!

I'am caught off guard by Alexander’s comment. We are talking
about how shadows project, but Alexander wants to draw. I
infer that he wants a reference point, and possibly a “plan for
future investigation” (Forman & Fyfe, 1998, p. 241) or a
reminder of knowledge attained on the shadow topic.
Alexander’s classmates are fascinated by his intention to draw
shadows. Most students in the grade one class can hardly read
or write in October, but by using symbolic representations, to
explain their thoughts, it keeps the learning experience alive.
The students draw shadows on paper using plain lead pencils
for thirty minutes.

Over the course of a week, every morning students take out
sketch books and eagerly draw while talking to a partner. They
erase parts of a drawing and sketch it again.
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Children use their classmates’ opinions and reflections, but in
the end rely on their own images and understandings. [ notice
changes in their drawings and attitudes towards art. I observe
their appreciation for sketching as I find their sketches have
increasingly more recognizable objects and softer more delicate
lines in them. The children’s ideas are organized and mapped
onto paper. One child draws a bird soaring through the air, beak
down, layers of wings outstretched:; others sketch shadows of a
classmate, pencil, house, tree or bush (Figure 1).

Figure 1:
Students draw shadows and
sketch objects discovered in the playground.

Shadow Theories

The following Monday morning, children look at drawings and
books on shadows in the sparse class library. Nicky asks, *Why
are there shadows?” Muhammad, shrugging his shoulders,
walks away. Nicky sighs, closing the book. I pose her question
to the rest of the class. Students gather around Nicky. I “wait for
an answer” (Vecchi, 1998, p.189).

Vladamir: The sun moves. In the morning the sun is in the left
but in the afternoon the sun is on the right. The spring has
longer days and the shadow is longer.

Alexander: Sometimes the sun is following you. Your shadow
is on the right side of your body. Sometimes the sun is back of
you. If the sun is not there with you. you do not have a shadow.

Armin: Shadows can be seen in the light. A shadow is some-
thing, like a dark spot. Shadow moves when the sun moves. In
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the morning, your shadow is wide. If there were no sun, we
would not have a shadow. You cannot see your shadow in the
dark. (Figure 2)

Figure 2:
Armin explores the connections
between the sun, body and shadow

Waiting for a few moments allowed the children to think about
Nicky's question. Rizzetta, a quiet child reluctant to speak in
small groups, shouts out in a convincing voice,

In the morning there is sun and shadow but afternoon there’s
moon and shadow. If you put light on our hand you can see
your shadow everyday at night. The day has the sun for light.

I am relieved other students “catch™ (Filipini, 1998, p.181) the
question. Together, the group searches for possible solutions.
Vladmir concludes that the sun’s movement changes his shad-
ow in the morning and in the afternoon as Alexander adds,
“shadows are in back of you.”

Vladmir uses measurement terminology, “long™ and Armin fol-
lows with the term “wide”.

Vladmir proposes a comparison between an image and colour,

offering a metaphor, “A shadow is like a dark spot.”
Other questions emerge:

How do shadows stay in one place?

Why do shadows change?

What is the location of a shadow in the morning, afternoon
and evening?

After a lengthy discussion, children write extensive theories

about shadows.

Preceding the written task, noisy voices are heard from individ-
ual children voicing possible theories.

Projections

The second week in October, Muhammad, Vali, Alexander and
M.J. enter the classroom. Looking around the room, heads turn
towards an overhead projector sitting on a rectangular table.
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Walking briskly towards the table, these boys who had never
used the equipment before placed their hands on top of the pro-
jector’s glass face. They change their hand positions to look like
animals. Muhammad bends two fingers and on the projection
screen appears two monkey ears. An outstretched finger
becomes a spider; two smaller fingers are top teeth and two
larger fingers are fangs of a Pterodactyl Dinosaur. In the midst
of the transformation of the human body to animal shapes, a
story develops.

“Shadows are Not Only Black but Coloured Too.”

That same October morning, ten children in the class take chairs
from round tables and comfortably surround the boys watching
their performance. Noticing the play is over, Rizetta pushes her-
self through an opening of children towards the projector plac-
ing a short, pink, coloured ruler on the surface of the overhead.
Sang-Su puts a blue piece of coloured paper onto the screen.
Vladamir hurries to the back of the room to get scissors from a
glass container. He cuts an array of distinct shapes in various
parts from the paper, tossing them, on top of the overhead pro-
jector. A striking design of colour appears on the screen. The
children gasp! Children stand attentively around the table with-
out touching the equipment. Jungsook appears in front of the
screen and announces, “The holes are blue. There is no shadow,
the paper has a colour.” For the first time, children realize a link
between light and colour. All the children move closer to the
screen and multiple hands appear touching the holes on the
paper. Light from the screen disappears and appears. Children
are enthusiastic with these new discoveries and distinguish
between objects that have a shadow and objects that do not.

Valil: Plastic ruler didn’t have a shadow because there

was a blue colour.

Akasma: The small ruler is light because the colour is light
and the big ruler is dark. The light goes through the
ruler but when your hand is on the light it’s dark

because your hand is not see through.

The plastic ruler didn’t have a shadow because it is
transparent when you put coloured paper close to it.

Sang-Su:

Rizetta:  When something is transparent or translucent the
light from the overhead projector goes through the
object that was transparent or translucent and

that’s how colour shows on the screen.

Sang-Su: Transparent means you can see through very good

and translucent means you could see through a bit.

Akasma observes that the lighter the object, the easier you can
see through the item. However, the darker the object the more
difficult it is to see through. In comparison Gina clarifies that
the dark object does not have a shadow on the screen but looks
dark.
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Books we had read earlier provide the language the children use
to explain that objects are transparent and not resonant on the
screen. As children’s curiosities about the light from the projec-
tor continue throughout the day, they explore theories about
shadows. I propose a “question to further guide the children’s
thinking and gain knowledge™ (New, 1998, pp.270-275), “What
are other sources of light?” One hypothesis stands out more
than the other, “The sun shines on people. If there were mirrors
everywhere, everything should have shadows.” The children
connect shadows and reflections from the sun and mirrors. This
idea initiates another possibility where their inquiry might go.

Portraits

At the end of October, an artist joins the classroom to further
facilitate these inquiries. Children intently watch Mrs. Rotstein
place a wooden mannequin on the table.

She switches on a hand lamp and the light bulb reflects a dark
figure onto the projection screen. “Ooooh™ murmurs Vladamir
sitting next to her. “Hey, the light shows the shadow on the
screen.”

The artist moves the light to different positions around the stat-
ue; some body parts are not seen while others are. The artist
then asks for a volunteer and flashes light on the side of Sang-
Su’s face so a shadow appears on the screen. Each child is smil-
ing as if they are watching a magic trick. “I want to do that too”,
says Vladamir beginning to get up from the floor. Children take
a turn standing next to the screen to see their reflection from the
hand-held lamp.

The artist challenges children to sketch their face on manilla
paper using charcoal.

She provides them with a small piece of charcoal and a few
pieces of tissue. Two hours later children wipe their stained
hands. Mrs. Rotstein and I observe black blotches on paper and
cartoon-like drawings. During the weekend children use mirrors
at home to study facial features suggested by the artist - length
of face, type of hair and thickness of the mouth.

The next day of school, Mrs. Rotstein presents small hand mir-
rors to each child to keep for two more weeks. I notice chil-
dren’s sketches look different by the end of the week. Cartoon
like drawings with large noses and ears are more refined and
details of well-formed outlines of faces are visible, thicker
uneven eyebrows, smaller shapely mouths and layered hair now
grace the paper. Throughout the week, the artist and the children
reflect on their sketches. She says, “Keep looking in the mirror.
When you look in the mirror, is your mouth the same as what
you've drawn?”

Sometimes smiles come across children’s faces. Several times
during the week, children rub out their sketches leaving torn
paper. Children’s frustration is enormous!
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Sang-Su slams her hand down on the table, I can’t do this,” she
says. Vali rips his paper into tiny pieces and leaves his seat.

[ feel terrible about how disappointed the children are feeling,
but notice a “renewed interest” (Strozzi, 1998, p. 58) in face
drawing as the artist provides a lesson on charcoal techniques.
The outlined facial shapes on the portraits become better
defined — a variety of rough, smooth, light or dark lines are
deliberate and light and dark tones are softly blended and shad-
ed by smudging or blending the charcoal with a finger.

By the end of three weeks there is a high level of satisfaction
from the children on completing their sketches. Robert, smiles
holding his portrait in his hand, turns to Alexander and says,
“Look at me!” Sang-Su, Kim Sung and Vali want to display
their pictures on the wall outside the class for all the students in
the school. It is not surprising Vali and Sang-Su are the first stu-
dents to hang their pictures on the wall outside the classroom
door. Other children follow. For the next fifteen minutes chil-
dren explain to other students and teachers how their picture
became “real”.

What I was not prepared for was the hours children spent on
revisiting, reflecting and revising (Moran, 1998, pp.409-410) a
piece of work and the quality and details of the children’s draw-
ings (Figure 3). Any problems children encountered during the
project were untangled and they also discovered another way to
communicate information about shadows and light.

Figure 3:
Process of sketching children’s faces
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Morning Shadows Are Wide

In November Armin and Alexander hand me a piece of paper.
“This is for you. I went to Armin’s and we wrote a poem.”

Vol. 32 No. 1




CANADIAN CHILDREN

On the rocky ground. my shadow stood straight, black and
short. The morning shadow was wide next to my side.

I read the poem and an uncontrollable tear runs down my face.
[ am moved by the beauty of the descriptive words and the
boys™ desire to work on shadows outside the school environ-
ment. The poem illustrates another communicative language
used by the children to express their understanding of shadows
and their grasp of poetic language.

Listening to children’s words ultimately reveals ideas for poten-
tial learning and shadow work takes us outside the classroom.
By the middle of November, grey and white clouds threaten the
sky. Leaves blown along the ground snuggle around the objects
in the playground, and along the wire fence between the school
yard and a row of houses. It is an unusually warm November
and the sun is beating down on our clothes. Smoke coming from
a backyard and burning leaves, fills the air. Standing next to the
fence children look at the shadow of the canister filled with
burning leaves. “Something has changed out there”, mentions
Akasma, nodding her head.

Looking down at the children’s shadows we notice they are
longer and thinner. Vali kneels down to pick up three rocks and
another smaller pebble, placing them on his shadow, Armin and
Vladamir come closer to him, choose rocks, and throw them on
Vali’s shadow. After counting the number of rocks, I suggest
that groups of children look for other materials on the ground.
A long piece of string found by M.J. is placed carefully around
Vali’s shadow. He continues to stand in the same spot for a few
minutes gazing at the sky and then at his classmates. He steps
out of the spot, swiftly turning, runs toward the back door of the
school and disappears. Rizetta and Jungsook follow him and
minutes later return with rulers and markers. Groups of children
choose a ruler or a few oversized markers and take a spot on the
massive field. Partners measure the distorted shadows. How
extraordinary! Children use tools to measure in non-standard
and standard units and compare shadows. A tough wind thrusts
children forward and papers begin to blow. “We can finish mea-
suring tomorrow™, I say. Each group starts walking towards the
school.

The following day. Alexander and Min Jae want to continue
shadow measurement and groups of two and three children pick
up small wicker baskets left on tables inside the classroom. The
clear plastic bins filled with one hundred popsicle sticks and
another fifty empty crayon containers are preferred objects. A
few pieces of recycled paper, pencils and boards are retrieved
from open shelves. Over the next few days, children use objects
to measure shadows. They draw pictures and scribble numbers
for length and width of body parts (Figure 4). I am amazed by
the children’s initiative, persistence and eagerness continuing
activities from the day before.
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Figure 4: Measurements of Gina’s shadow
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Artifacts

By the end of November, reminiscences of the shadow project
are in full view inside the classroom. Six “panels” (Wien, 1997,
pp. 33-35) line the walls, one on beginning-shadow games, one
on portraits, another on the dinosaur story, shadow theories,
paper patterns and shadow measurements. Children’s photos.
drawings, conversations, teacher reflections and words illumi-
nate the panels plastered across empty brick walls. The photos
are a memory of the children and adult’s world in a grade 1
classroom. I remember the overtures of the children and the
seagull, the smells of fall leaves burning, small coarse pebbles
stacked and opaque mirrored images and darkened areas from
children’s shadows.

Looking at the documentation [ see an emerging project develop
into an integrated science study on shadows that incorporate
movement, language-oral, writing and reading, mathematics and
visual arts. At the beginning, I am concerned where the project
would go after the bird flies away in the playground. However,
the children’s fascination with shadows keeps the project going.
For children it is a [desire to search for answers to their questions
and for teachers it is a reflective journey following the students’
curiosities, investigations and discoveries as together they
explore answers] (Rinaldi, 1997, p.86) .

Each time I take part in a project, I am surprised at what children
are interested in and their immense prior knowledge on the topic.
Sometimes, it is their intelligent conversations, willingness to
share ideas, listening to different opinions or the resourcefulness
of children that surprises me.

Yet, I am always “uncertain before a project begins” (Malaguzzi,
1997, p.73). There is no definite lesson plan. There are discus-
sions with colleagues, parents and the artist on possible direc-
tions for the project. During teacher planned lessons, I give con-
trol to the children who become active participants in their own
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learning. When more control lies with the
children, they have increased enthusiasm
to learn, a greater respect for objects,
materials, and classmates and an ability
to stay on task for longer periods of time.
[ was happy to give control of teaching to
the children and play a different role as
observer, participant and guide (Gallas,
1995). I find as an observer, that children
teach me about a childhood culture that I
am not familiar with as an adult. As a par-
ticipant [ provoke children to come to
new discoveries and as a guide I offer
materials, space and resources so the
children’s interests and curiosities are
followed. Teachers inspired by this
approach, believe that each child has the
capacity to inquire, problem solve. and
create their own learning.

Epilogue

The wind is getting stronger, light
snowflakes scatter on the playground and
field where children compared their
shadows. It is late November and like the
changing of the sun’s position, sunny
days are fewer and bitter winds intensify.
The light sweaters children wear are
replaced with a layer of heavier wool
clothing. By morning recess, children
carry measuring tools inside the school
and gradually move towards the class-
room. | notice Muhammed placing his
arm around M.J.’s shoulder. Vali, Sang-
Su next to the boys are laughing and
smiling and Robert and Alexander are
hopping down the halwayl. I hear voices
muttering next to me. Akasma, Armin
and Jungsook speak with a “voice of
authority”™ (Forman & Fyfe, 1998, p.248)
as they discuss the cold weather, and the
diminishing sunlight during the day. I
“catch the ball the children throw™ me
(Filipini, 1998, p. 181) and reaching into
my jacket pocket write the children’s
conversation on a torn piece of paper. |
am uncertain where the conversation will
go. But together the children and I will
develop, “perhaps other games as we go
along™ (Filipini, 1998) “to invent, to dis-
cover and dream”(Malaguzzi, 1998).

There are many possibilities when we lis-
ten to the children’s invitation.

SPRING / PRINTEMPS 2007

References

Bredekamp, S., Copple, C., & National
Association for the Education of Young
Children. (1997). Developmentally appro-
priate practice in early childhood pro-
grams (Rev. ed.). Washington, D.C.:
National Association for the Education of
Young Children.

Cadwell. L. B. (1997). Bringing reggio emil-
ia home : An innovative approach to early
childhood education. New York: Teachers
College Press.

Duckworth, E. R. (1996). "The having of
wonderful ideas" & other essays on teach-
ing & learning (2nd ed.). New York:
Teachers College Press. Teachers College,
Columbia University.

Edwards, C. P.. Gandini. L., & Forman,
G.E.(1998). The hundred languages of
children: The reggio emilia approach-
advanced reflections (2nd ed.).Greenwich,
Conn: Ablex Pub. Corp.

Edwards, C.P.GandiniL..& Forman, G.E.
(1993). The hundred languages of chil-
dren: The reggio emilia approach to early
childhood education. Norwood, NJ: Ablex
Pub.Corp.

Gallas, K. (1995). Talking their way into sci-
ence. New York: Teachers College Press.

Hendrick, J. (1997). First steps toward teach-
ing the reggio way. Upper Saddle River,
N.J.: Merrill.

Project Zero/Reggio Children. (2001).
Making learning visible: Children as indi-
vidual and group learners. Project zero
and reggio children.

Wien, C.A. (2000). A Canadian in reggio
emilia: Fraser’s Provocation. Canadian
Children. V25, n1, 20-27.

39

CHILD STUDY

YOUR AD
COULD GO

‘H'r é —,‘jr .
l_-l__k;\ ‘|Ee

CANADIAN CHILDREN is a journal

distributed to over 700 members of
the national Canadian Association for
Young Children (CAYC). The journal is
concerned with child development,
early childhood and primary educa-
tion. It is a professional journal pub-
lished twice a year. The profile of mem-
bers of the association and recipients of
the journal includes teachers, daycares,
primary schools, school boards, col-
leges, universities and libraries located
throughout Canada. The journal pro-
vides an opportunity to target deci-
sion makers in the field of early child-
hood education, primary education

and child development.

ADVERTISING RATES:
Ad space is available in the
journal at the following rates:
All prices in Canadian funds.

Members:

Full page (7 1/4" x 9 1/2")  $347.00
1/2 page (7 1/4" x 4 3/4")  $173.00
1/4 page (3-5/8" x 4-3/4")  $86.00
Non Members:

Full page (7 1/4" x 91/2")  $422.00
1/2 page (7 1/4" x 4 3/4")  $211.00
1/4 page (3-5/8" x 4-3/4")  $105.00

Prices are for advertising space only. The
publication is black and white. Artwork,
typesetting, photography, colour, cover
stock and layout are extra. CAYC reserves
the right to control editorial and advertis-
ing content. For further information, or to
reserve advertising space, please contact
the Editor at: editor@cayc.ca




CANADIAN CHILDREN

DIRECTIONS AND CONNECTIONS

Magic Can Happen...

Enid Elliot, Sukhvir Sidhu, Toni Tata

Childhood Education certificate.

Enid Elliot, PhD, has been an instructor of Early Childhood Education for many years. Finding theory in our practice and practicing our theo-
ries is a current interest of hers. At present, she is a post-doctoral fellow with University of Victoria’s School of Child and Youth Care and recent-
ly her book. We're not robots: The voices of daycare providers was published by SUNY Press.

Sukhvir Sidhu has been the Supervisor of a child care program in downtown Victoria for a number of years. Su was awarded Canada’s Prime
Minister Award of Excellence in Early Childhood Education. She was a 2003 recipient of a Certificate of Achievement. Recently she retired.

Toni Tata is an Early Childhood Educator working in a preschool in Sooke, BC. She collaborated on this piece while completing her Early

Abstract

Practicum provides learning opportu-
nities for students, supervisors, and
instructors as theory and practice
come together. In this case study, we
share the experience of one student
and one supervisor. Working together
and with the children, they supported
and inspired each other. A memorable
practicum for the three of us occurred
and the children had an unforgettable
summer learning experience.

Introduction

Working with students over the years, |
have accumulated a fund of stories - tales
of success and failure, humorous stories
and sad stories. Sometimes, they are
inspiring and illuminating, even magical,
such as the following one. A year ago |
worked with a student and practicum
supervisor who supported and inspired
each other; their synergy becoming more
than the wusual student-supervisor
dynamic. Watching their story unfold
inspired me to write this article with the
student. Toni, and her on-site supervisor,
Sukhvir,

Practicum is at the heart of early child-
hood education programs. Students put
into practice the theories they have read
about and discussed; real children and
situations challenge those theories. At
the same time, students challenge them-
selves and the on-site supervisors. Betty
Jones says, “Learning is in large part a
function of relationships. This includes
relationship with the subject matter”
(Jones, 1986, p.37). Students create rela-
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tionships with children, connect with
staff, and the supervisor; as an instructor,
I connect with the student, the supervisor
and often other staff. We bring ideas into
discussion and into our relationships.

Sometimes government
policies aimed at creating
different programs or saving
money create work
environments that undermine
and discourage early

childhood educators.

When learning is shared among all these
people, everyone is affected and trans-
formation is possible (Gonzalez-Mena,
2007). As Hooks (1994) reminds us,
when we “open our minds and hearts so
that we can know beyond the boundaries
of what is acceptable, so that we can
think and rethink, so that we can create
new visions” (hooks, 1994, p.12). When
we think together and plan together, we
can indeed transform ourselves and cre-
ate new visions for our programs. As
Ada and Campoy (2004) explain,
“Transformation can be a mere physical
change brought about by age, but it can
also be a profound change born out of
learning and experience” (p. 138).

Toni was an experienced preschool
teacher who had not completed the
requirements for licensing in British
Columbia; she was working with Pacific
Rim Early Childhood Institute to com-
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plete her basic level ECE certificate.
Challenging her final practicum last
summer, she was doing the final six-
week course in only three weeks. Living
outside of town she traveled in from
Sooke, a bus ride of an hour, to work in
a childcare program in Victoria.

Sukhvir, the director of Centennial
Daycare Centre, and other staff mem-
bers, welcomed Toni for her three-week
practicum. As Toni said, “Sukhvir was
welcoming, generous, and supportive.”
Indeed Sukhvir was encouraging, recog-
nizing an energy and creativity in Toni
that inspired her own; together, they cre-
ated a magical time for the children.

“Pots and pans started it.” By the end
of the first week, through observation
and interaction, Toni was aware of how
much the children were enjoying their
time outdoors. Inside, the centre was
divided into small rooms that were cozy
and created intimacy on a rainy after-
noon, but on warm summer days, the
inside seemed to constrict a free flow of
open-ended play. In summer, the out-
doors offered more space. more light,
and more possibilities. Toni decided to
enrich the sand box. By watching the
children, she had found her cue.

On the Monday of the second week, the
children painted three large cardboard
boxes outdoors, as part of an art project,
and began using them there as stoves,
microwaves, ovens, and refrigerators.
Toni decided to add utensils and dishes
to extend the play.

Tuesday - Even though she traveled on
the bus, she managed to bring with her
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two teakettles, eight plates, eight cups.
eight bowls, some loaf pans, a cake tin, a
stewing kettle, trays, muffin tins, and
ladles. She wanted plenty of utensils to
allow for all the children to participate.
Planning for tactile diversity, and aware
that the centre served a variety of fami-
lies, she also introduced wooden rice
paddles. steel woks, silver soup spoons,
spatulas with plastic handles, serving
spoons, big steel and aluminum pots and
a few frying pans. All of this she trans-
ported on the bus.

As Toni tells it, she put the kitchenware
in the sandbox “with the help of a young
lad who lined up all the utensils, pots,
pans, dishware, etc, end to end on the lip
of the sandbox to practically surround
the entire sand area. He stood back with
seeming pride and with a sweeping ges-
ture announced there were 36 items.
Keeping him from diving in until his
classmates came out to join him and see
what a great job he had done was an
effort. Luckily, it was only a minute or
two.” The children were thrilled.

As sometimes happens, energy and
enthusiasm at this time was at low ebb in
the centre. Staff felt discouraged by the
recent program cuts, reflective of what
was happening provincially. Sometimes
government policies aimed at creating
different programs or saving money cre-
ate work environments that undermine
and discourage early childhood educa-
tors. Child care staff can be valiant in the
face of low wages, few resources, and
little societal recognition, but govern-
ments at all levels need to consider what
impacts their new policies have in light
of the effects at the human level.

Toni was a fresh influence in the centre,

focused on her practicum and full of

ideas. Paying particular attention to the
children, she had detected their need for
some new materials and approaches,
thus she had decided that a large supply
of kitchenware in the sandbox might
encourage play and co-operation.

At first, co-operation among the children
was difficult because everyone wanted to
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play with everything. One little fellow,
seeing all the fabulous “new stuff™, lined
up eighteen utensils on the sandbox seats
and considered them “mine!”. Toni spent
time the first day explaining that the
kitchenware would be there for many
days and that there would be lots of time
to play with it. She suggested children
select the items they needed at the
moment, and reminded them that every-
one could get a turn. This was indeed a
provocation for them. The children’s
skills in the art of negotiation, talking,
and listening took a huge jump as they
arrived at a number of interesting deals
and schemes.

Wednesday - Sukhvir began to expand
on Toni’s ideas the next day. Under a big
tree, she brought out the pots and pans
and the idea of a restaurant began to
grow. It became a beehive of activity as
the children began to co-operate with
each other. A table was placed under-
neath the tree to create the restaurant,
now called The Tree house Restaurant,
complete with a sign placed on the tree,
the children began to plan and write
menus. . .

The children’s skills in the art
of negotiation, talking, and
listening took a huge jump as
they arrived at a number of

interesting deals and schemes.

Sukhvir stated that the children began to
classify the jobs that were needed at the
restaurant. One child said, “I'll be the
cook.” Soon there were waiters and wait-
resses. One girl said, “I'll be the manag-
er.” Another child announced that he was
not working; “It’s my day off.” There
was lots of discussion about food and
favorite recipes. Menus were written and
used in the restaurant. The children
began to describe recipes to Sukhvir,
who ran inside to get paper so that she or
the children could write the recipes
down. There was a great deal of fun,

a1

laughter and learning. Sukhvir said the
energy and intensity with which the chil-
dren undertook this play was difficult to
describe, but that she could not have
generated it; the impetus came from the
children and the energy grew and
expanded as did the ideas.

Thursday afternoon was hot. Sukhvir
wrote:

Staff placed the wading pool outside for
the children to splash and cool off in.
Some children asked me if they could
bring the cooking dishes to the pool area
as they had so much fun with them in the
morning. We brought the dishes and a
small picnic bench to the pool area. In
one small pool some children were play-
ing with plastic fish and crabs. One girl
was busy playing with the dishes - she
then spotted the fish and crabs. She said
excitedly, “We have to have a barbecue.
We are going to cook fish and crabs.”

A couple of the other children joined her.
They started picking out fish and crabs
and putting them into the cooking uten-
sils. One girl said, “We need some sauce
for the fish.” She started picking grass.
leaves, and dirt and put them in a con-
tainer and then shook it. Another child
said, “You need mint in the sauce.”
Nearby a boy was mixing dirt and water
in a bucket. I asked him what he was
making. “Chocolate sauce!” was his
answer.

There was a lot of enthusiasm and ener-
gy as food was being prepared. Suddenly
one girl said, “We need a pool party.” A
couple of other children said, *Yes, we
need a pool party.”

They asked me if they could decorate the
place. So I provided them with streamers
and dry hydrangeas from my garden.
Soon they were decorating the tree
branches with streamers and flowers.
One girl said, “We need music.” So we
brought music outside. One child said,
“We need to make a sign for the pool
party.” I asked them what they wanted to
write on the sign.

Vol. 32 No. 1




CANADIAN CHILDREN

Pool party

Bring yvour swim suit
and sunscreen and a hat.

Also bring your own towel.
Maybe bring some extra clothes.

You will get fish, crabs,
and chocolate sauce.

They invited the children from the pool
to join them. We had a wonderful pool
party with decorations, music and great
food!

Toni and Sukhvir had discussed the pos-
sibility of including the morning snack in
a “‘restaurant”.

On the Monday of the third week the
theme moved indoors where a room was
set up as a restaurant. The Tree house
Restaurant sign was taped on the door of
the room with the addition of a sign
which read “roday’s special — rotis”.
Sukhvir came with dough prepared and
showed the children how to make rotis.
The children chose toppings of cream
cheese, jam, peanut butter or fresh fruit
for their rotis, and then became the wait-
ers, waitresses and the maitre d” who
seated folks.

There was an energy and excitement in
the air that the children and teachers
could feel. Toni and Sukhvir were pick-
ing up on the children’s ideas and
expanding on them. The two were spark-
ing each other and enjoying the synergy.
Everyone was enjoying this, which then
sparked more ideas.

Today’s Special - starfish cookies was the
sign for Tuesday. During the previous
week there had been discussions of the
beach and beach life, and Toni, in addi-
tion to the kitchen utensils, had brought
in beach material, shells, rocks and
starfish to share with the children. She
used these beach materials to create a
display on the science table and Sukhvir
followed this interest when she added the
toy fish and crabs in the wading pools
that led to the “barbeque™ of that week.
Staying with the beach interest Toni
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chose to make starfish shortbread with
the children from scratch. Wanting all
the children to have an opportunity to
make the cookies, she did it five times
with five children each time. While the
children started with a starfish shape for
the cookies they went on to create
whales and other shapes that fit the
beach/sea investigation along with some
shapes of their own creation.

With incredible delicacy he
tentatively touched the
blossoms with fingertips and
exhaled the words, “these are
beautiful”.

Meanwhile, Sukhvir and Toni had the
idea of turning the block room, where
the science table was set up, into an
undersea garden. Sukhvir began to plan a
mural. One five year old girl in their pro-
gram particularly loved the wide expanse
of paper on which to paint, and this
brought a passion to her painting.
Children helped her with creating the
ocean mural inspired by the book
Swimmy, one of the children’s favorites.
The mural hung on the wall and other
staff members helped the children hang
sea creatures that they had made, includ-
ing jellyfish, sharks, seaweed, and other
marvels. Two children wanted the recipe
for the cookies to take home. One of
these children was new to the centre and
with the recipe this boy was able to share
his day and his centre with his family.

Jones and Nimmo (1998)
remind us, “there is no magic
except the magic we create

for ourselves”

Today's Special - Pancakes! On
Wednesday, pancakes were on the
menu. Sukhvir and one of the children
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(the girl who had been instrumental in
the mural painting) made the room look
beautiful by covering the tables with
easel paper for tablecloths, putting out
place settings of plates and forks and a
vase of flowers in the middle.

As Toni describes this scene, “There was
one young boy in particular, large in
stature for his age, who loved to wrestle,
run and “play large’.” He rolled into the
room, grabbed a chair and stopped,
seemingly in awe of those flowers with
their lovely fragrance. With incredible
delicacy he tentatively touched the blos-
soms with fingertips and exhaled the
words, “these are beautiful”. I am con-
stantly reminded by small episodes like
these not to pre-judge and slot... chil-
dren surprise you every time!

Today’s Special - Pizza. Friday was the
last day of Toni's practicum. Having
pizza in their classroom restaurant,
Sukhvir decided a follow-up visit to a
pizza restaurant was a possibility for the
following week. Toni was sad to be leav-
ing, as so much had happened in three
weeks. Besides a field trip, there were
now plans for a recipe book of the mar-
velous meals concocted by the children.
Sukhvir said, “We made a recipe book
with the children’s recipes. The recipes
were exotic but very unhealthy, with lots
of sugar. butter, and chocolate. We can’t
publish them as they might harm your
health.” Toni remembered an example of
a recipe, “One bowl of candy. add
ketchup, put them in the microwave for
two minutes, and then eat them up.”

The interaction between Toni and
Sukhvir as they inspired and informed
each other created a wonderful experi-
ence for the children. These two teachers
were at “play” in their collaboration and
planning (Jones & Nimmo, 1998).
Sukhvir felt that she and Toni were
“doing a dance with the children.” Both
agreed that the ideas and process had a
flow. Csikszentmihalyi speaks of “flow”
in a way that explains the creative
process of this practicum. Both Toni and
Su were able to challenge each otherto a
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level where their skills were fully uti-
lized. When challenge is too high and
skills are not adequate to the task, people
experience anxiety, while not enough
challenge for the skill level creates bore-
dom (Csikszentmihalyi, 1990). The chil-
dren and the relationship between Toni
and Su helped to create a situation where
each educator used her skills to encour-
age the skills of the other.

The ideas came from the children, but
she and Toni acted on the ideas and
expanded on them. During the three
weeks | looked forward to my weekly
visit to get caught up in the excitement
and creativity which was being generat-
ed. As Toni acknowledges, “had they
[the children] not embraced and been
open to the ideas placed before them, we
could not write this article.”
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It is a gift for all when sparks of creativi-
ty and excitement elevate a practicum to
the level of dance or “flow”. Jones and
Nimmo (1998) remind us, “there is no
magic except the magic we create for
ourselves™ (p.3). Because of careful
observation of the children, responsive-
ness to the children’s interests. and being
present to the emergence of the children’s
excitement, magic happened. But there
was an added element in the way that
Sukhvir welcomed Toni’s participation
and ideas; the conversations between
supervisor and student showed an enjoy-
ment and celebration of the children. This
shared joy in the children and their capa-
bilities created an excitement that was
magical. Toni wanted the children includ-
ed as co-authors on this article and indeed
the magic resides in the children.

This SPRING & SUMMER

through the ONLINE
Post-Diploma Course,

Exploring the REGGIO EMILIA
Approach to €arly Education

Designed as support for
Innovative teachers of young children.

Offered Online May 11 - August 17

LANIBTON
college

The bridge to your future

For additional course details
and information contact

519-542-775I ext. 3558

www.lambton.on.ca/online
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Do it for the Children... and the Belugas
Raffi Brings Child Honouring to the Forefront in Two New Works:

Child Honouring: Turn this World Around, Raffi & Sharna Olfman, Editors
Resisto Dancing: Songs of Compassionate Revolution, by Raffi with Guest Voices

Reviewed by Darcy Higgins

Darcy Higgins is an Environment & Resource Studies graduate of the University of Waterloo,
where he was recently elected, Federation of Students - Vice President Internal. His latest research
explores effective change in campus and institutional sustainability. He is a founder of the Young
Greens of Canada and is Submissions Editor of The Understory, an online Green youth magazine.

Raffi Cavoukian, Sharna Olfman
Editors

Songs of Compassionate
Revelution

“If we don’t use the child
honouring lens we won’t go
Jfar enough, bold enough.
The present moment is a
defining moment in
the future of the species.”
Raffi Cavoukian

SPRING / PRINTEMPS 2007

Raffi’s earlier songs made an impact on
many of us. You may have given them to
your children, and you may still pass
them on to your grandkids. Adults in my
age group had the books and sang along
with his tapes in childhood. But after
some time, we had to move on from
singing about Mr. Sun and brushing our
teeth at odd hours of the day. As our
generation moved onto adult issues,
Raffi has come along with us.

Raffi sees children as the missing link to
sustainability. ~ Sustainability —  best
described as... moving towards a state in
which, “Demands placed upon the environ-
ment by people and commerce can be met
without reducing the capacity of the envi-
ronment to provide for future generations.
Leave the world better than you found it,
take no more than you need, try not to harm
life or the environment, make amends if
you do” (Hawken, 1993).

But oftentimes environmentalists and
politicians overlook child development
and the early years when thinking about
the sustainability equation. And, accord-
ing to Raffi, early childhood educators
too, can forget within the importance of
the natural environment. “We estimate
there are between three and ten million
beluga grads in Canada and the U.S.”,
said Raffi, referring to his term for
today’s young adults who were active
participants in his songs, such as Baby
Beluga. “Reading Our Stolen Future in
1997 may have brought about the vision
[ woke up with one day at 6am, when the
term ‘child honouring’ came into my
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head...after years of deep reflection on
ecology and children...child honouring
connects the two”, Raffi explained.

Raffi Cavoukian now resides on Mayne
Island - a place that was inhabited by
First Nations people 5,000 years ago -
now just a one hour ferry ride from
Victoria, B.C. Child Honouring is the
name of a new book he edited with psy-
chologist Sharna Olfman. It includes
chapters from experts in fields of child
development, economics, business, ecol-
ogy and the social sciences. “It’s an
interesting but simple idea isn’t it”, 1
asked Raffi, “If we put children first,
then all our policies and laws will be
good for people?” I really like how
you’'ve explained that,” he said, “You
know, we, being developmental crea-
tures more than any other animals - our
early experience after birth gives us the
choices we have.”

Raffi believes that it only makes sense to
allow the early years to guide society,
which will “develop the intelligence of
the species”. “When you tend to the
infant ecology — set out to detox the
infant ecology, renewal of society and
restoration of ecosystems will happen at
the same time,” Raffi explained. “You
can’t have a sustainable society that is
not a humane society. The children
become the missing link.”

What does he mean by this? There are
few references to “infant ecology” in aca-
demic literature. But it becomes clear that
Raffi’s main thesis, through the melding
of concepts and his sort of cross-literation
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is really trying to convey a holistic
approach in the way we act and teach.
Take as example the period before human
birth. The child in the womb soaks up the
conditions of that environment. [f that
environment contains the financial anxi-
eties of parents or the chemical pesticides
from their neighbourhood lawn, the child
soaks that up too. He uses the term ‘sus-
tainability” because it encompasses the
broad work we each need to do to reach a
more durable future, recognizing the
interconnections between society. ecolo-
gy and economy.

It seems that some politicians may be
hearing the message. As | write this, the
premier of Ontario is announcing his pri-
orities of tackling child poverty and cli-
mate change, as well as increasing envi-
ronmental education in elementary cur-
riculum. “We’re focusing next on our two
most precious resources. The children we
raise and the environment we share™, pre-
mier Dalton McGuinty said in remarks
about the upcoming Ontario budget.

Asked if it was important to have
Olfman edit the book to bring the psy-
chological integrity, he responded, “It
was important - our sense of self comes
from our early experience because it
impacts our whole lives...it's very hard
work to change your sense of self, very
demanding, very preferable to start out
with a positive self-image. Shana is a
brilliant scholar who has done a couple
of anthologies and was a wonderful part-
ner to work with; she has a connect-the-
dots view of children.”

Raffi’'s CD Resisto Dancing contains 13
songs of “hip hope™ all related to a hope-
filled future for children. And his latest
song, “Cool it”, can be found on
Youtube.com, a piece written for David
Suzuki’s recent cross-country “vote for
the environment” tour. “Resistance is
fun, that's what Resisto Dancing is all
about. What we're resisting is the pop
culture that just counts the money”, he
said. When we do this, we honour our
core self and our reasons for living. If
one lives without compassion and com-
munity, Raffi believes we miss out on
why we’re here.
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“Child honouring is a new lens through
which we see the world...the priority
must be the needs of the very young.
The most valuable players are also the
most vulnerable — the most impression-
able to family dynamics, susceptible to
cultural values, and planetary issues.
When we consider that every child born
today is born with a load of toxic chem-
icals... it opens your eyes,” Raffi said.
“[The plight of] children will have more

of an impact than animals, although if
people knew that washed up bodies of

belugas in the St. Lawrence are treated
as toxic waste, that would likely have an
emotional impact on people who have
heard the song Baby Beluga.”

Raffi has had many notable leaders col-
laborate in his work...when asked about
his meetings with various individuals, he
sounded humbled and inspired by the
work of many. “Nelson Mandela is one
of the world leaders who gets it for chil-
dren. In 2000 at a Say Yes for Children
campaign, he and his wife Graca Machel
said that it is not enough to have empty
rhetoric, but we need to turn this world
around for the children.” Graca has a
chapter in his book entitled From
Rhetoric to Action. Mandela’s statement
inspired his song, “Turn This World
Around.” Raffi was chosen as the top
children’s entertainer of political leaders
Stephen Harper, Paul Martin, Jack
Layton; and Elizabeth May recently used
this song in her leadership campaign.
His message to policy makers is to put
children at the centre. “It behooves every
party to look at these ideas for the very
young...l take my hat off to any politi-
cian who thinks long-term.”

Raffi was also influenced by Dr. Fraser
Mustard, an advocate of child honouring
who he views as a foremost expert in
child development. He particularly appre-
ciates the recommendations from “The
Early Years Study”, a report co-written by
Mustard and the Honourable Margaret

McCain in 1999. “Can you imagine if

new parents didn’t feel alone or if every
neighbourhood had a centre for parents to
come to and for infants to hang out in
quality care? It would be such a support.
“He [Mustard] inspired one of the songs
in the CD, It Takes a Village, so he’s had
quite an impact on me.”
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He continues - other prominent contribu-
tors who provide spoken vocals on one
of his tracks include Jane Goodall and
the Dalai Llama. “The Dalai Llama and |
met first in 1999 in Dharamsala,” Raffi
said. “So I had two conversations with
him on child honouring and the second
conversation was allowed to be filmed,
which is when the audio was recorded
for the Covenant.” The second track on
Resisto Dancing is Raffi’s Covenant for
children, read by a number of influential
individuals. Raffi hopes that others like
Bill Gates, Oprah Winfrey, and J. K.
Rowling will take up his call.

Until then, Raffi will continue to be an
inspiration for all of us to build better
community and a brighter future. “The
present moment is a defining moment in
the future of the species,” he said with
confidence. “We need a compassionate
revolution. The principle of *first do no
harm’, can be the nonviolent mantra of
our time. It doesn’t have to be just for
physicians.” ... “Every beluga grad is
needed. and let’s make some noise.”

You will want to share these new works
with the children and your colleagues as
Canada embarks on this environmental
turnaround. As well you may want to
consider these links:

View “Cool it”, and get more informa-
tion about Child Honoring and Resisto
Dancing at: www.raffinews.com

GPI Atlantic, an organization dedicated
to the Genuine Progress Indicator (GPI),
in consonant with Child Honouring at:
www.gpiatlantic.org

David Suzuki Foundation
www.davidsuzuki.org
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A Cres Story for Children

WA anl isErasea by Dite Ruges

Mwikwa Talks to the Loon is an oppor-
tunity for children to learn some of the
basics in the daily routine in a Cree vil-
lage. At the same time, Auger, a Sakaw
Cree from the Bigstone Cree Nation in
northern Alberta, promotes the Cree lan-
guage throughout the story and provides
an opportunity of phrases and pronunci-
ations, through a glossary at the end of
this fine book. Auger’s promise to his
culture, the Cree, is that the voice of the
Cree language “be heard over the land,
powerful and strong once again™, This
visual artist uses own illustrations to
enhance his telling of this story.

The story is a lesson of boasting and how
one can lose their way very quickly. Tt
promotes a lesson in humility. recogniz-
ing the errors of our ways and how one
can find support to get through difficult
times. Drawing on the wisdom of Elders
issue

and tradition. the is quickly

resolved. through the power of indebted-
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Mwakwa Talks to the Loon:
A Cree Story for Children

By Dale Auger

Reviewed by Larry Railton

internationally.

Larry Railton, MA, is a faculty member in Aboriginal Studies at Langara College in
Vancouver. He is a Métis citizen of Cree heritage and has just completed a term as Director of
Education for the Métis Nation British Columbia. A consummate advocate in Early Care and
Education, Larry has a regarded perspective on Early Education in his home community and

ness. negotiating, and honour. Auger’s
illustrations are compelling, focusing on
the richness of culture and tradition,
including the power of a sweet grass
smudging ceremony.

Kayis the young hunter, whose name
means “Long Time Ago.” was given the
gift of hunting by the creator. Kayas used
this gift to provide the village with food
from the land. Kayas was able to talk to
the four legged, the winged ones and
those that swim below the water until
one day when he lost his gift of talking to
the animals.

Kayas, listening to the village communi-
ty who constantly spoke well of him
“loved the attention more than he loved
hunting”. Kayas stopped hunting and lis-
tened to the people in the village speak
well of him until they all went hungry.
The people stopped praising him and
wondered why Kayis stopped hunting.
Kayds returned to the hunting grounds
but did not do well, and the villagers
continued with their hunger. Kayés sat
quietly with the Elders; they did not
greet him when he came. as they knew
he had lost his way.

After some time an Elder said, *Ndsisim.
Tan’si. Grandson, hello.” The Elders
invited him to sit with them: they prayed,
offering the power of the Loon. Kayiés
followed the instructions of the Elders
and went to the lake to talk to Mwikwa,
the loon. Mwiakwa dove down to talk to
the fish, the fish soon agreed to help
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Kayis but he needed to promise two
things. One was to hold a big feast in
honour of onipiwacihowak, the water
beings and that the people of the village
will continue the harvest celebration
every year from this time on. The second
promise was to sing a song that would
honour the spirits of kinosiwak, the fish.

Mwikwa disappeared, Kayas returned to
the village to tell the Elders what he had
promised and that the fish would be
plentiful. That night a great feast and cel-
ebration took place in honour of the
onipiwicihowak. From then on, the peo-
ple of the village kept the promise of
Kayis, and year after year they continue
to honour the spirits of the kinosiwak.
those that swim below the water, oné-
wokitiwak. the four legged and the péy-
isésak. the winged ones.

A brilliant book. an easy read for young
learners, it provides a challenge with
Cree words woven throughout the story,
providing the reader an opportunity to
get a better understanding of pronuncia-
tions in the Cree language. I would rec-
ommend Mwikwa Talks to the Loon for
school libraries, early care and education
programs and programs that promote
Aboriginal studies. This book is also a
great introduction for adults who are
eager to learn some words and short
phrases of the Cree language.

Heritage House Canada, 2006
ISBN: 1894974042
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Deirdre Leighton

PUBLICATIONS
CHAIRPERSON

I wish to take this
moment to thank
Dr. Wayne Eastman
Jor his many years
of diligent work with

our Journal

FROM THE PUBLICATIONS CHAIR

As the new publications chair I wish to
take this moment to thank Dr. Wayne
Eastman for his many years of diligent
work with our Journal — he will be
missed as he moves on to something new
(CAYC Board of Director’s President).
And so as we say farewell to Dr. Eastman
in this role, a quote from Henry
Wadsworth Longfellow (1807 -1882)
comes to mind. “All things must change
to something new, to something strange.”
Dr. Eastman, we wish you the best of
luck in your something new and some-
thing strange.

My name is Deirdre Leighton and | come
to the National Board as the new
Publications Chair with over 30 years
experience in the Early Childhood Care
and Education field. My experience
includes years with young families and
educational programs while operating a
Day-home in the City of Calgary, by rais-
ing two wonderful (now grown) daugh-
ters and working as a Nanny. It is
because of my strong beliefs in promot-
ing ‘equality for all young children and
families” and being part of a team with ‘a
voice regarding critical issues of all
young children and their families” that I
became involved with CAYC. and most
recently the CAYC
Alberta/North West Territories Director.

served as

This past fall CAYC Labrador and
Newfoundland hosted our Annual
General Meetings in St. John’s. It was an
inspiring few days and I was elected by
assume Dr. Eastman’s
responsibilities as Publications Chair. As

the board to

the new chair I am excited with my new
role and look forward to assisting our edi-
tor of Canadian Children, Mabel Higgins
with her work. I look forward to my new
position and ask you -

Are children not wonderful? They enrich
us, they enlighten us, they make us laugh
and at times they bring us to tears. They
can turn themselves on and off in an
instant, often leaving our heads spinning
as we try to understand what just hap-
pened. I believe children are profession-
als — professionals of their domain, their
world. And their work is to diligently
explore, master — no; conquer it! Our
role as early learning professionals is to
do our very best to provide children with
a variety of safe learning opportunities to
encourage and engage their minds. bod-
ies and souls and to promote develop-
ment through positive guidance tech-
niques and
Through my professional readings, I have

learning environments,
discovered what | believe to be a com-
mon thread of interest — how can we as
professionals promote positive guidance
within our organizations, professional
institutions, schools and care settings?

We invite our readers to submit original
research outlining their inquires and
experiences with guidance and behav-
iour. Through this dialogue with others,
we too change ‘to something new and
something strange’. Please forward your
original research to Mabel Higgins,
Editor of Canadian Children. We look
forward to hearing from you.

Please welcome Dr. Harriet Petrakos to our Editorial Review Team. She is a school
psychologist and an assistant professor in the Department of Education at Concordia
University in Montreal. Among her research interests are the reciprocal influences of
home and school on children’s development, where she examines parent-teacher
interactions, teacher-child relationships and peer socialization experiences as promot-
ing resiliency or risk for children and their families.
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Patricia Breen earned her Bachelor of
Education degree from the University
of Calgary and began her teaching
career in Alberta.
she was involved in the early childhood
field both as a classroom teacher and a
college instructor in Vancouver. When
she returned to university to pursue a
master’s degree in Early Childhood
education she became involved in the
UBC Child Study Centre, first as a
graduate student and later as a teacher.
With the closure of the UBC Child
Study in 1996 she was a founding mem-
ber of the Vancouver Child Study
Centre where she is presently
employed. Pat first became acquainted
with the Reggio Emilia approach to
early childhood education through the
visit of the Hundred Languages Exhibit
to Vancouver in 1994 and since that
time she has been actively engaged in
understanding and implementing this
approach to early childhood education.
To gain further insights to guide their
incorporation of Reggio principles, Pat
and her colleagues at the VCSC joined
the Canadian delegation study tour to
Reggio Emilia in 2002. Over the years
the teachers of the VCSC have men-
tored many practicum students and have
presented numerous workshops at con-
ferences in addition to hosting research
projects and visiting delegations.

For the many years

SPRING / PRINTEMPS 2007

Pat is a long time member of the
Canadian Association for Young
Children. During the years from 2002-
2006 she was the BC and Yukon
Provincial Director of CAYC. During
her tenure as provincial director Pat
played a key role in organizing the 2003
CAYC National Conference in
Vancouver. As well, she organized vari-
ous CAYC events throughout the Lower
Mainland and Vancouver Island. To
keep in touch with members scattered
across BC and the Yukon Pat began a
regular CAYCBC Newsletter to inform
members of CAYC events and early
childhood happenings in the larger
community.

In 2005 as a delegate to The World
Forum on Early Care and Education in
Montreal Pat had the opportunity to

reflect on the care and education of

young children from a global perspec-
tive. A further bonus was the privi-
lege of hosting World forum delegates
in Vancouver before the Montreal
conference.
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During the past year, Pat and her teach-
ing colleagues have spent countless
hours devoted to finding a suitable new
home for the Vancouver Child Study
Centre. In true collaborative spirit and
relentless effort they were able to suc-
cessfully save and relocate the school
and were poised and ready for a
September opening. With its long his-
tory in the community, the Vancouver
Child Study Centre will be able to con-
tinue to provide the preschool programs
for which it is well known. This reloca-
tion effort on the part of the VCSC
impressed upon Pat the vulnerability of
preschool education when few dedicat-
ed and permanent facilities exist for
preschool children. This situation has
reinforced her belief in the importance
of CAYC as a national voice for young
children and in particular, the need to
actively lobby federal and provincial
governments for more and improved
facilities for the care and education of
young children.

Pat was presented the Friends of
Children award when her peers gath-
ered to honour her advocacy and dedi-
cation to children over her long career
in early childhood education. The
evening included entertainment by sto-
ryteller, Pauline Wenn.

Vol. 32 No. 1
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THE FRIENDS OF CHILDREN AWARDS

Recipients to date include:

1995 1998 2003
David Booth (ON) Elnor Thompson (NS) Kathryn McNaughton (SK)
Brenda Clark (ON) Wally Weng-Gerrity (QC)
2004
1999 Dr. Wayne Eastman (NL)
Judy Steiner (QC)
1% Elsie Perkins (SK), 2005
Anne Luke (SK) Susan Fraser (BC) Judy Wainwright (AB)
Jenny Chapman (BC) Mary Cronin (SK)
| Barbara Coloroso (QC) Darlene Dixon (SK)
1997 Robert Munsch (ON)
Barbara Stange (SK) _ 2006‘
Dr. Caroline Krentz (SK) 2000 Lorraine Maskiw (MB)
Gayle Robertson (MB) Dr. Jack Newman (ON)

Imogene Mclntyre (MB)

Hollie Andrew (MB), Vicki Warner (AB) Sylvia Taylor (MB)

Dr. Wayne Serebrin (MB)

Dr. Jennifer Hardacre (ON) 2002
Dr. Frances l-Iaqg (SK) June Meyer (BC) 2007
Dr. Leora Cordis (SK) Lynda Philips (BC) Patricia Breen (BC)
Dorothy Sharp (NL) Larry Railton (BC)
Dr. Mona Farrell (QC) Cathleen Smith (BC)

Friends of Children Award Guidelines

The CAYC “Friends of Children Award” was established to give CAYC a way of recognizing outstanding contributions,
by individuals or groups, to the well-being of young children. If you know someone you would like to nominate for this
award, please use the procedure and criteria below:

PROCEDURE

- The submission for nomination(s) must come through a member of the board and be seconded by a member of the board.
Board members can receive recommendations for nominations from other persons or groups.

- The nominator will be responsible to obtain approval from the nominee before submitting the name of the nominee with rel-
ative background or biographical information.

- The nomination(s) will come forward at a board or executive meeting from the board member assigned responsibility for the
award.

- This board member or an executive member will present the nomination and speak to it.

- The nomination will be passed by the board and/or executive with a consensus decision.

- The award will be presented promptly and in person when possible.

- Publicity of the award and the recipient(s) will appear in the journal, Canadian Children, and other publications where
possible.

- Number of awards per year will vary.

CRITERIA

This may be:

- An individual or group, regardless of age.

- Has a history of commitment to the CAYC mission statement and/or aims.

- Has shown an outstanding scholarly. advocate innovative and/or practical contribution to the well-being of young children.
- CAYC membership not mandatory but encouraged.

- Canadian citizenship not mandatory.
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Dorothy Sharp

Remembering a Pioneer of Early Childhood Education

In Newfoundland and Labrador

We are all saddened by the recent
passing of Dorothy Sharp in
Scotland. She was passionate about
providing young children and their
families with quality care and educa-
tion. Dorothy began her career in
education as a preschool teacher in
Britain and Malawi. Shortly after
her arrival in St. John’s in the early
1970’s, she established Teach-a-Tot
Day Care Centre, which provided the
roots of the present Daybreak Parent
and Child Centre, an agency that
continues to so positively affect the
lives of many families in St. John’'s.

This determination to create quality
care for young children was evident
in her involvement with many com-
munity and provincial committees
whose focus was the well being of
preschool children. One of these was
the YMCA-YWCA where serving as
the Chair of the Y Early Childhood
Advisory Committee, Dorothy
brought fresh ideas that enhanced
their programs for young children.
She further helped to strengthen the
Y by bringing her beliefs to the dis-
cussion table as a member of the Y
Board of Directors.

Dorothy considered the training of
educators to be the key to quality
child care. Much of her career was
dedicated to lobbying for and orga-
nizing training opportunities across
this province and at the national
level. In the early 1980’s, she estab-
lished the first full-time training pro-
gram for educators of young children
at the Early Childhood Training
Centre under the auspice of
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Community Services Council in St.
John’s. This course offered a one-
year certificate in Early Childhood
Education (ECE) until the late
1990’s. In 1985, Dorothy coordinat-
ed development of the diploma pro-
gram in Early Childhood Education
along with the establishment of a
demonstration child care centre at the
College of Trades and Technology,
now called the College of the North
Atlantic. This became the basis for
the current Early Childhood Education
training programs that are offered
across the province. Dorothy taught
principles of quality ECE practice at
the college until her retirement in
1998. Students and colleagues alike
were enriched by tales of her travels.
Her wit and sense of fun were leg-
endary.

During the 1980s, Dorothy had a
national impact as well. She repre-
sented Newfoundland on the Board
of Directors of the Canadian
Association for Young Children
(CAYC) for six years. It was
because of this significant contribu-
tion to the children of Canada along
with her continued support and
encouragement to local early child-
hood educators that her colleagues
recognized her as the first
Newfoundland recipient of the pres-
tigious CAYC Friends of Children
Award in 1998.

As a woman of tremendous energy,
dedication and fortitude, Dorothy
always spoke up for what she
believed was right. Dorothy Sharp
truly made a difference.
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Board o{ Directors

| Check Our Website www.cayc.ca Regularly for Updates to This Page ]

National Directors

Vice President / Publications Chair
Deirdre Leighton

4019 16th Street SW

Calgary, AB, T2T 4H5
publications.cayc@shaw.ca

President

Dr. Wayne Eastman
College of the N. Atlantic
P.O. Box 822

Cornerbrook, NF, A2H 6H6
wayne.eastman@cna.nl.ca

Past President

Larry Railton

1009 London Street

New Westminster, BC, V3M 3B7
wrailton@telus.net

Secretary

Margaret Smith

1051 Procher Road

St Andrews, MB, R1A 3N4
rmsmith2@mts.net

Contact Person for Financial Matters, Larry Railton

Provincial Directons

British Columbia / Yukon
Jackie Boatman

3042 McBride Avenue
Surrey, BC, V4A 3G8
jpoatman@shaw.ca

Manitoba / Nunuvat

Gerrie Prymak

3388 Raleigh Street,

East St. Paul, MB, R2E 1B9
gprymak @mts.net

Alberta / North West Territories
(Interim)

Deirdre Leighton

4019 16th Street SW

Calgary, AB, T2T 4H5
dleighton@shaw.ca

Ontario

Karyn Callaghan

80 South Oval

Hamilton, ON, L8S 1R1
karyn.callaghan@mohawkcollege.ca

Kathy Graham

539 Clearview Rd.

RR#4 Stirling, ON, KOK 3E0
kdaycare @kos.net

New Brunswick/Prince Edward Island/Nova Scotia

Shelley Thompson
3 Rose Street
Dartmouth, NS, B3A 2T4

sthompson@ns.sympatico.ca

MEMBERSHIP SERVICES

Angie Bothe

302-1775 West 11th Avenue
Vancouver, BC, V6J 2C1
membership@cayc.ca

Saskatchewan

Marjorie Gilroy

246 Michener Drive
Regina, SK, S4V 0J2
marjoriegilroy @hotmail.com

Quebec

Annie Potter

916 rue Agnes

Montreal, QC, H4C 2R1
annie@education.concordia.ca

Newfoundland/Labrador
Shirley Miller

P.O. Box 13078, Stn. Topsail
C.B.S. NF, A1W 2K1
sfmiller@nl.rogers.com

EDITOR'S DESK

Mabel F. Higgins
editor@cayc.ca
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