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Chapter 6: An overview of Montessori pedagogy
recontextualisingand decontextualising
educational knowledge

6.1 Introduction

The previous chapteproposed a metanalytic framework which resonates with the
theoretical tradition from which Montessori pedagegnerged. The framework is a

combination of three complementary theoretical approaches to the analysis of the

Montessori objects and the pedagogwi t hi n whi ch they are | oca
oftheevol uti on of a c¢hil dOoastiorrfusedsvithisignmusén ess f r o
internalised thoughHa | | i d a-gindessiomalisbctalisemiotiemdB er nst ei nd s

pedagogic device

Thethree approaches will be used in this chapter to explore Montessori pedagogy. First,
they will be used to reviewtleh r o n o | o0 g y devdlopraental stages chibuis
relationof this chronologyto pedagogic discours8econd, they will be used teviewa
selection oMontessori ensembles designed for different stages of development. This
review will consider how ediational knowledge is recontextualised in the instructional
discourse in which the Montessori objects are embedded, how social interaction which
regulates the use of the objects is transformed into intefreglylated thinking, and how
activity in which he objects play a part is decontextualised iatmntextualisablabstract

meaningmaking.

Only small areas of Montessori pedag@yg sampleth this chapter. The samples

selected, however, aleoselyunified through the common theme of geometry. Gepmet

is one of the four mathematitssed subjects of the Quadrivium taught in European

universities in the medieval period. Geometry figures prominently in Montessori

pedagogy for children aged from three to twelve years becauseabsitactnesdn the
Montessori curriculum mathematics is consi
point of view of arithmetic (6the science
geometry (6the abstract of'Intother Mmtbssarir act 6) |

curriculum areas geometric representation is a marker of the most abstract educational

! Similarly, Vygotsky (198§ 1934], p. 202) writes that numbers abs:
objectsd and algebraic concepts represent O6abstract
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knowledge, for example, geometric shapes are used to symbolise grammatical categories
(See Chapter below). Turning our attention to geometry also recallasesin the era of

both Locke and Condillac to exemplify abstract, logical thought, the type of thinking
Vygotsky identified as quintessential aspeuaft higher mental functioning.

6.2 The four planes of development

6.21 The constructive rhythm of life

IN1938 Montessori gave a | ectiByi™s0oshehad he 6f ou
expanded thaccounto encompasét he whol e continuum of deve
aspects (physical , (Grazzim 1986ep 209n3; kkdpistratimo t 1 on a |
6.1). Montessori representéies t ages of devel af@xyeancyclesss a Or
each cycle having an opening and closing phHse first phase of eachcyaddkeo pens up

to a set of particular experiences and consequently to the related accgigsiiibn

c 0 n g y &nd thessécond half consolidates these achievements in preparation for the

next cycle(Grazzini 1996, p. 212).

The lecture entitled 6The FhlyWontesstbrimtrthe Sevanth Educat i on.
International Montessori Congress in Edinburgh, in 1938, the last congress before the outbreak of World

War Il. The lecture was later edited by Mario Montessori and published in the Association Montessori
Internationale (AMl)journal,Communication§1971, No. 4).
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e o lAGE S DF ENVEL OFMEINT
W TNFANCY , CHLDHOOD . ADOLESCENCE 5 MATURITY.

@

Illustration 6.1: The Stages of Development (repduced in Grazzini, 1979, p. 30)

A Montessori classroopand the instru@bnal approach used in the classroaine

designed to provide motives for activity matched to the changing needs (physical,

emotional, social and intellectual) of children in each developmental phateems of

B e r n s pedagayid device, the Montessiages of development bring into relation

the chil dbés age an dhe dorteneof tegureuiumard the doday e wi |
relations between student and teachbey can also be linked withezone of proximal

developmenproposedy Vygotsky.
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6.2.2 Sensitive periods and the rhythnof development

The rhythm of development is guided by the sensitive periods of each atalescribed
by Grazzini (1996, p. 212) in the following way:

The sensitivities pertinent to a particular phase appeaeaser reach a maximum, and then
decline; new sensitivities appear, reach a maximum, and decline to give way to yet other,
new sensitivities; and so on. It is these sensitivities, then, that guide development and
determine its rhythr.

As introduced abovdMont essori 6s description of sensit
sensitivities and periods of heightened, playful intardktencedVy got sky6és conce
of the zone of proximal development. In this zone functions just beginning to mature and
developrespond psitively to collaborative instructiarinstructionin this zonds oriented

to the childbés future potent i aThiseffecais her t h.
achievedn Montessori pedagogyrough the alignment of sensitive periadgach fpane

of development

The four planes of development identified by Montessori are infancy (birth to six years),
childhood (six to twelve years), adolescence (twelve to eighteen years) and maturity

(eighteen to twentyour years). Infancy and adolescencedescribed as more turbulent
6creative periods6, in contrast to chil dho
uni form growt hé ( The fallowing sectiont udrGarise thewag 1 3 ) .
Montessorians describe each plane of development.

% According to Montessori tradition, lvena sensitive perioi active, and if the environment provides the

motive, the child constructs the corresponding aspect of the self effortlessly and perfectly, whether that

apect is physicalintellectual emotional or cultural. If the environment does not provide the childavith

relevant motive for development while the period is active, the intense creative energy is dissipated and the
opportunity is Ist. Initially Montessri (1962 [1909]p . 358) used the term édneed o

It is necessary to offer those exercises which correspond to the need of development felt by an

organism, and if the childbds age has aiaiJnits ed hi m
fullness, a development which missed its proper moment.
The |l ater term 6édsensitive periodd is attributed to

notion of O6budding pointsd used bpp4bBxdtMarareceriths . Se e,
Deacon (1997 p. 126) has described the phenomenon a
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6.2.3 Theplane of infancy

A

At Dbirth the child has Opotentialitiesd ani
1996, p. 214), but no prstablished movement or intelléc¢the opening phase of

infancy, from birth to about three years, is the period of syetpc, or spiritual, embryo,

a period during which the psychological functions, or organs, related to movement and

intellect are formed in a manner analogoysatthough qualitatively different fronthe

formation of physical organs in the prenatal pgrieach function developing separately,

before merging into the who(®lontessoril982 [1949). The sensitive periods of the

plane of infancyenablethe development of movement, language and sensory

di scrimination, and t hendepéndenod.dlse Manteksore v e me n
programdesigned for thepening phasef infancyincludesAssistants to Infancy, in

which parents are assisted to prepare for the arrival of daky ad Il Nido (thenes),

the environment prepared for toddI&rs.

Intheclsi ng phase of infancy, from about the &
cceatord of the opehbng pbassctoasasfvor ker 6.
functions created in the earlier phase by
for his developmentdé (Montessori 1949, <cit
devel oped t hr ough a c tibidyactivity which ig traditbreally by t he

“ In the Montessori tradition the human potential manifested in sensitive periods is presented as an inventory
of innate tendencies.ah tendency manifesitself differentlyduringeach developmentalane (Mario
Montessori 1956published as a revised edition by AMI nd). These can be usefully compared with the
neonateds Oinnate predisposi ti oationttoocon®totkrowtthe t o ot her
world around hemé i dent (1996,@.60).by Pai nt er
The list of human tendencies, combined with a chart of human needs (ie physical needs such as food,
shelter, clothing, transpor theticdreligiennadeenmentydre 6 spi ri t ua
recycled as frameworks in the Montessori History curriculunsifoto twelveyear olds. The children use
this framework to explore and compare how different cultures over time have realised human potential.
® The programin ltalian Assisteni Infanzia Montessoriarie mentioned in a footnotenly (Montessori
1982 [1949, p. 109§. The toddlergnvironmenin this programtheNido, is perhaps derived from the
following passage:
... the fledging in the nest does not pregdardlight by flying, but remains motionless in the little warm
shell where its food is provided. The pregtéons for life are indirect. .the preparation in the secret
places of a nest or a den, or in the mwoléss intimacy of the cocoon.The chillish spirit should also
find a warm nest where its nutrition is secure, and after this we should await the revelations of its
development (Montessori 1965a [191818, p. 139).
According to Wilson (1987, p. 241) the ideas on which #3ey@ar environmeris based emerged during
Mont essori s years in |India.
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called oO6playdé, but which i n t hvelopMenalt es s or i
6 w o (Cks8entino 2006)

The aim of Montessori pedagogy for a childhe seconghhaseof infancyis to provide
O6motives for construct i v e Thaenbiyoofthigedodis n t he
asocialonet he c¢ hi | dodnmsa cantmurity withyother infantand the classroom

becomesaa 6soci ety i n embr y219. Tlie®ondegsarienvironmetd 6 ,
designed for the second phase of infancy i<Xhga dei BambiniortheCh i | dr en & s

House the most wetknown aml iconic of the Montessori environmeritghe focus of
pedagogy in the Casa is O0that part of the ¢
external world [comprising] the senses, movements, and the outward manifestations of his
choi ce ¢é ac themgmipuiatioh & abjedi¢Btanding 1962 [1957], p. 236).

6.2.4 The plane of childhood

The plane of childhood, from six to twelve
of the human mind is organi zed,p 216Mdhet essor
sensitive periods of this plane relate to intellectual and ethical development. It is
comparatively stable period in which the c!
mentally and &6t here i s noftheiopportuniti¢esare therteat t h |
and the conditions arpeerfiaovdo riasb | 6ehduforgTrhye fcohri |
knowledge and understandingtbé world built by Nature and by mankind . Thi s c¢c hi

i s 6 endo the pbwewraf imhginatigrthe power of abstract thought and
reasoning, physical str eng-2lf7). ThewMontéssoa | t hd (
pedagogy for this plane, known &osmic Educationintroduces the child to discipline

based educational knowledge with an evolutigrzard ecological orientation. During this

period the child is also given the opportunity to explore ethical questions and to build a

community of peers based on 6rules to be g

®’Recently Cossentino (2006, p. 63) has argued that
prevailing assumptions about the nature of childhood, the roles of teachers, and the pispodeofo | i ng 6 .

"The term 6casa dei bambini 6 was already being used
they operated in Brescia, northeast of Milan, at the time Montessori opened her first classroom in Rome in

1906. These sisters are aclhedged occasionally in the Italian literature but never in the Engpslaking

literature, as pointed out by Wilson (1987).
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1996, p. 217). The child in this plaiseworking towards intellectual and ethical

independence.

The contrast between the sensory orientation to the immediate surroundings of the first
plane and the abstract orientation to the cultural universe of the second is sumbyarised

Grazzini(1996, p.217)in the followingway.

While the infant incarnated and thereby became adapted to the reality immediately
surrounding him (an audible, visible, tangible reality), [the] child [from six to twelve years]
can explore, internalize, and thereby become addpte reality as large as the world, the
universe, the whole of humanity, all of culture (a reality which is not necessarily either
visible or tangible because of time or distance or other factors).

The Montessori objects analysedhis chapter and theextare designed for children in
the second phase of the first plane of development (from three to six years) and the first

phase of the second plane (from six to nine yéars).

6.2.5 Beyond childhood

The first two planes are followed by a second cregtisae, adolescence, and a second

plane of steady development, the period of maturity.

During adolescence the adult is created, and prepares for a role in society. Montessori
(1973a [1948]putlinesa learning environment for the first three years of séaion
education The design of this environment is based on communal life in the country, with
the aim of consolidating the intellectual achievements of the previous plane through a
tutorial system and addressing adolescent sensitive periods relatingéongéco
independence and the building of sedinfidence, dignity and a sense of jusikahn
1997,2005) By the age of fifteen a child is considered in the Montessori tradition to be

ready to meet the demands of mainstream study and work.

The sensitive p#od of the plane of maturity, associated with tertiary education, relates to
social responsibility, moral independence and training to do work that contributes to the
common good of humanity. Thus, the culmination, the final cause, of the Montessori

devebpmental pathway is a humanistic one, in which children are enabled to achieve their

8 See also Montessori (1977 [1987]
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full potential, whatever that may be, in the service of a higher social good (See, for
example, Montessori 1974 [1946]).

Montessori 6s rhyt hmi c dormtlteenktapbof of tdaesfoenbtiorp me n t
or metamorphosis. In other words, development in the Montessori tradition is:

... a sequence of births, of the emergence and disappearance of potentialities, of the birth
and death of those interests and characteristiosh are a manifestation of the ruling
sensitivities (Grazzini 1996, p. 219).

The progress of development in this tradit)/|
contrast to the O6causalityé of contrasting
metaphor of accumulation. When introducing the Montessori doctrine of fiimality

Section 4.21 proposed recasting it in semiotic terms. This step makes it possible to
compare Montessori6s model of devel opment
of cognition is equated with the development of semiotic potential, specifically the models

of development proposed by Vygotsky and Halliday. Montessori, Vygotsky and Halliday

all observed and recorded in detail the activity of developing children. Giveshtmed

empirical starting point, it is not surprising that their approaches have much in common,

while, at the same time, the diversity of their temporal and cultural contexts results in
interesting differences. Selected complementary perspectives, tdieviais study, are

introduced in the following section.

6.3 Complementary approaches to developmental transitions

6.3.1Periodic transformation

I n accord with Montessori, Vygotsky (1978,
gradual accumulato of separate changeso. l nstead he

genetic terms as:

... a complex dialectical process characterized by periodicity, unevenness in the
development of different functions, metamorphosis or qualitative transformation of one
form into another, intertwining of external and internal dast and adaptive processes ...

More specifically, Vygotsky (1986 [1934],
as the gradual displacement of tlen ®Ohi | dos
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ceaseless conflictd between two different |
modelled as collaboration between child and adult, a collaboration in which

devel opmental steps build on what came bef
evdve into higher forms.

The transitions Vygotsky (2004c) identifi e:
those identified by Montessori. He describes a series of transitional crises, at the ages of

three (infancy), seven (childhood) and thirteaddlescence). Vygotsky (2004c, p. 496)
describes these transitions as Obiosocial 6
the chil dés r el sodialevinonment thangeshCensaoxshessisiaa |

function of this relation. Witheadhr ansi ti on the child devel op

moti ves o6evaanldu aat i6aore of valuesd (Vygotsky 200

According to Vygotsky (1986 [1934], pp. 1:891),the period from three to nine years

buildsont he i nf ant & spereeptimang practical actios and expands, in the
preschool years, into the development of memory. Subsequently, school instruction
further generalises the childds perception
Educational knowledge systematises conciptshildren and in this way brings them

under oO0conscious and deliberate control 6.
conscious control follows, predictably in the Vygotskian framework, a genetic pathway
centred on the devesldo.p nlehnits opfa téhwoaryd inse aan i mi
of theontogenetic role ofdeal forms in the environment. It is of particular relevance to
Montessori pedagagdiscourseas introduced in the previous chapter in the context of

the folding cloths exercis& hefollowing brief account of the pathway basedn

Vygotsky (1986 [1934] p. 11841).

Concept development originates when the infant begins to associate elements of

experience into 6complexesdéd |Iinked on the |
in the i mmediate context (p. 118) . By t he |
the child to generalise this experience coO]

This makes it possible for the young child and the adult to interact withodfaahand to
understand each other (p. 121). The chil dé:
beginning of their genetic path and are st topractical experience. At this point, to
use Vygotskyods term, t hey oaoneptséepoleintod o c onc e |
Opotenti al ¢ on geypsolgettsbydereralisinghore thecbhsisdhdlar
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empirical attributes or functionddultuseofs har ed oOoword meaningsdé p
pat h t he cdhatiors dilbtake ap ¢hayeehaairitoi fully-formed abstract
conceptswhichtypically emerg in adolescence. Vygotsky variously calls a

pseudoconcept a bridge to the future adult meaning (p, &48) shadow, or contour, of

the future adult meaning (p. 122).

The periodd mewhii algsdwewv ol ve from generald.
action to fully abstract concepts coincide with the preschool and sptax@.School

instruction, incorporating the conscious development of written language and the mastery

of educational knowlige, such as arithmetic and grammar, Vygotsky (1986 [1934], p.

186) argues, is critical in the development of higher abstract functioning in general.

Duringthe school yeargygotsky (1978; 1986 [1934]) emphasises the significance of

play and imaginatiorsystematic instruction ardkecontextualisationf external

mediational means, notions which will be elaborated in the contexiabfsing

Montessori ensembles in this and the following chapter.

6.3.2 Expandingmeaning potential

In harmony withVygotsky,Ha | | i day (1978, p. 29) describe
devel opment as a process of |l earning to fr.
i mmedi ate environmenté, and to develop 6t h

i ndirect cont eyrocess which legins ver earlyg develops gradually
and becomes <critical t o talmeansfdrledrnihga abi | it

school.

Human developmens$ modelled byHalliday (1975, 1993b, 1995, 2004dsemiotic

developmenta procesin which language and consciousnessievelop® More

specifically,Halliday (2004b, p. 24portraysthe process asneof transformation between

the O6material and semioticd realms of humal
integrated with the physicdle vel opment of the bodydé and 0t
chil dbés progressive visual mastering of hi:

a half yearsthe unconscious creative phase of infaimcylontessori termss described

°The development al progression descri besdy,forn Hal |l i da:
example, Painter (1984) and Phillips (1985).
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by Halliday (195) in particular detail. Thiperiodis divided into three stages by Halliday
(2004b): the prelinguistic period from birth to about nine months, the protolanguage from
nine months and, with the emergence of grammar, the transition into language proper

from about eighteen months.

Halliday alignsthe r ansi ti ons whi ch expawiththe he chi | d¢
transitions which expand ,tohsequanthfiellaf6s r ange
attention. lr example, exchanges of attention between newdnodrmotheexpand imo

movements and meanings directed at people and objects in angidphere of attention.

The function ofindication emerges as directed grasping and pointing during this time, the
origin, in Vygot sky o0 sywhiehiteads tmenerdlisatiohandthee net i
symbolic function of speech. As the childgins taroll over and then sit up, systematic

acts of symbolic meaning develop into the first signs (cordegtession pairs). These

first signs are iconic, the relatioetween content and expression being a natural one

(Halliday 1993b, p. 95). During the crawling stage the child creates a personal gf/stem

simple signsthe protolanguage, in which sets of signs contrast with eachtotbeng

meaning relations into estenceand sign use instantiates a system of meanings clustered

according to discreteontextdependenmicrofunctions(See also 5.5.4)

When the child begins to walk, tfield of attentionexpandsndefinitely. At the same
time grammaran abstract layesf semiosis, begins to intrude between content and
expression in the childbés meaning system,
into |l anguage proper. At this point the chi
consciousness ofatiger or der 6 ( Hal | methfanctioraldfrAmvorkof p. 25
language, and of higher order consciousness, has begun to takeAshhigestage the
frameworkis transitionalcomprisng two sets of interdependent meaning systems,

meanings reflectigp experience in the world and meanings enacting social relationships.

With the emergence of the transitiofiahctional frameworlat about eighteen months,
indication evolves into labelling and namjragdevelopmental move given significance by
Vygotsky (Sction 4.3.4) and accounted for semantically through an analysis of textual
meaning (Section 5.6.3yheseearly stepsowardsgeneralisatioromprise the evolution

of proper names for single entities into common names for categories, or classes, of things
(nouns), processes (verbs) and properties (adjectives) (Halliday 1993b;9%). 98ith

the resulting expansion of lexicogrammar, the emerging language system now has the
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potenti al 0f or creating informatildayé6 on t h
1993b, p. 99).

The final step into language proper is achieved when the child freely combines
interpersonal meaning systerttsose enacting social relationships (dojragid

experiential meaning systentbpse reflecting experience (understandingprider to

exchange (offer and ask for) information (Halliday 20Qgk84). Unlike the exchange of
goods and services, which is achievable using material resources, exchanging information
is a wholly semiotic process, and depends on thetmetafunctionbframeworkandthe

layer of lexicogrammar. At this point the child has the potential to generalise, to isolate
and combine independent variables of the system, to link meanings logically and to

structure texts. From now on, learning becomes a procegpafding this potential.

Hal | i day éasedgtudy ofm aehild learning how to mean dovetails with much

which appears odevelopmentaiimelines prepared by Montessori (1982 [1949]; colour

plates facing pp. 106, 120 and 136). These timelines repfesdrainee Montessori

teachers the development of language and movement in children from birth to the age of

two and a half years. In accord with her approach to pedagogy in géhenédssori

prepared multiple representations of these timelines, ohecayittions describing the

devel oping | anguage, one mapping the chil d
developing language, and one which represents language development as grammatical
development, using the geometric shapes Montessori designedaserggrammatical
categories. Mi |l estones identified on these

summarised in Table.1 below!°

“Montessori (1967 [1948], p. 258) cites Stern as th
early language development, but she gives no referenddelbsorbent Min@L949) the tanslator cites

Stern, W. 1939 (In German 191R¥ychology of Early Childhood up to the 6th Year of Rgd.edition. See

al so the critique of Sternds conception-6df | anguage
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Montessoribés ti me . N
Age Movement Language Hall i dayds dat a
Before the protolanguage
1 turns towards sound 91 shared attentigrexchanges of
and looks at mouth attention
From that speaks 1 first syllables 7 rolling overA sitting up
birth | 1 grasping (insti?ctive ! babbling ! movement ad meaning are
A intentionalf indistinguishableand
1 lifts headA sits up increasinglydirected
9 iconic signs (based on grasping)
Protolanguage
1 conscious that 1 crawling
language has i
1 purposeful grasping megning T personal sigsystem
From 9 (choice) e g _ (incorporatingnstantiation and
h ) 1 first intentional word systemiccontrastlenabling
months | walks on four limbs inawi
A walks with help 1 understands excha_ngesf meaningwith
meanings expressed caregivers
in language 9 discrete microfunctional
contexts
1 walks without help
' repetition (preparing ¢ g Ever yt hi n
for work) name. 6 Transition
About | T maximumeffortto ¢ \ords with diffused | T walking
18 f,‘;ﬁrd:[q‘itiﬁ?‘;ﬁgd meaning; clauses emergent functiondramework
months y mov with few words i
to build strength and T an explosion of ll SMEE gramlmar (el e,
equilibrium wordsp naming,generaligng)
(carrying, climbing,
lifting)
1 all word classes Language
appear .
About | 1 purposeful f 6Language 1 metafunctionaframework
2 years movement (work) compl ete. @ l tri-;tratalrealisatior(meaping,
, lexicogrammar, expression)
1 an explosion of . .
clause¥ 1 exchanges information
1 runs, climbs and
hold things with i i -
certainty 1 joins words to Expand.mg meaning potentia
Beyord | T takes long walks express thoughts useslexicogrammar to extend
2years | § work leading to 1 expresses thoughts sembtic space multidimensionally
ind d 9 bp t the fut 9 (delicacy, new semantic domains,
independence about the future recombining variables)
T 6Hel p me d
mysel f. o6
Table6. A comparison of Montessorio6s and Hallidayds dev
' TheA symbolis used in this tablas a spaesaving device to indicate the evolution of one function
into another.
“The original Italian term is o6frased, which trans]l
translation (Montessori 1982 [1949], p. 1@6¢ term6 f r ka® O6been i nadequately tran:
as in 6coordinated and subordinated phrasesbo.
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The commonalities which emerge between these two models of develaemémntethe

relevane of Hall i dayoés | i ngui pedagogsproposalsgener al i

Significantly, bothmodels addresshat Halliday(2004b, p. 17) er ms &6t he const :
i nterpenetrationd bet we aswelbadhe paraliebexpansional an
ofa childds control over t he Tmanewlanguadsef and t

systemic theorysed byHallidayto explain his data, however, adds an explanatory power

which, to date, the Montessori literature has lacked.

Beginning withtheinfan 6 s mov e i nt pHalliday(kpeGh, g.d11)ppropopes r

a threestep model of human semiotic development. The first stggammmatical

generalisaton whi ch is O0the key for entering intc
abové®. The secondtep isgrammatical abstractness 6t he key for enter.i
and to primary educational knowl edged. Leal
|l earning through two complementary grammat |
commonsense grammaranche synoptic mode of the el abor
(Halliday 1993b, p. 111Mastering this step is the task of the preschooler and the child in

the first years of school between the ages of three and nine, the period which is the focus

of the analysebelow. The third step igrammatical metaphotthe key to secondary

educ at kmowledgernhdtisdliscipinbased and technical 6, a s

critical from around the agef nine*

It is through language, argues Halliday (1993b, peddphas in origina), that
Oexpelbecoemedcreow!l edged. From this perspective
inextricably intertwined. Halliday suggests that the learning strategies used by infants in
informal settings, first, to learn language, and then to exybengdotential of their

language once they have learned it, can be extrapolated for use in the design of pedagogy
for for mal educational settings. Strategi e
steps into language include linking meaning mvement, the use of iconic signs,

working on small manageable meaning systems in isolation before later incorporating

them back into the language system as a whole and the use of principles of generalisation

BA detailed exploration of this step is found in Pa

language development from two and a half to five yeastidy whichreveals how the language learning

strategies of the infant are redeployed and elaborated by the preschodter f eat ur e of t he chi
t

devel opment was the Omove into generalization in h
meanings which have relevance beyond ifmenediate context of situatibn ( p. 327) .
“Hallidayos three step model of human semiotic deve

(2005.
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and taxonomy. Once lexicogrammar has openeawuiné child an elastic

Omul tidi mensional semantic spaced (Hallida
These include refining existing meanings by introducing more delicate distinctions,

extending meaning potential into new semantic domains, bp#riextial and

interpersonal and recombining variables in new ways.

Halliday (1993b) also draws attention to a set of global strategies used by children as they
learn. These include the strategy of previewing a devedopmhstep, that is, leaving a

footprint, then retreating before returning to consolidate and build on the step later (p. 97),

a strategy which accords with the Montessori instructional strategy of indirect

preparatiort® A further strategydentified by Halliday is thenagic gatewayA magic

gateway opens up when a child finds a special way into a new area of meaning. In

informal contexts this is often an interpersonal gateway (psé&8also Painter 2004t

wi || be argued below that the Montgessori o
gatewaysd into educational K no,ahdetdognay gat e
(external zi nt.eélaliday &lgo identifiefiktenirtg astaistmategy; in other

words, children filter what is in the environment in order to allow in what is within their

grasp at the moment and to exclude what is not (p. 105), egstrahichresonatesvith

Montessoriés sensitive periods and Vygot sk

6.3.3Providing a semiotic preparation for learning educational knowledge

Hal lidayés study of | an gxtemdpdnabtedaofani ng i n i |
preschool childbés | anguage199hP d iemtr enri nhsg sbtyu
follows the genesis ofreEnglishspeakingniddleclass hi | d6s | anguage dev
the everyday context of the home and family from the age of two and a ffiak.tA

feature of the childbés devel opment was t he

that is, the use of language to construe meanings which have relevance beyond the

-_
=

i mmedi ate context of silnotharwordsAaterénBlysesnt e
at the level of lexicogrammahe genesiof generalisatiomnd abstractigndentified by

'3 1n support of the principle of indirect preparatidiontessoi (1982 [1949], p. 149 rgues

Nature herself works on this principle. Even in the embryo, she builds organs in anticipation of the
need which the individual will have for them, and only when the machinery exists does she call it into
action.
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Vygotskyas thedecontextualisation of mediational med8sgctiors 4.4.5 6.3.1) andby
Halliday asthe stepin human semiotic developmenhich leadto literacy and school
learning(Sectiors 5.5;6.3.2)

SpecificallyPai nstewndpy dr aws attention to developm
everyday language whighr ovi de a 0 s e fmorleatningcedupatiomgd ar at i on o
knowledge at school (Paint&996, p.332). Somefeaturesof semiotic preparation

revealedn Painted Exicogrammatical analysis can be extrapolatethéonultimodal

analysisof objects and language Montessori ensemble¥heseincludethe use of

60semant i credumdenmiltiplprépresentationsftheé s ame semanti c do
grammatical metaphor or o6t wo di stinct meanings repre
gr ammat i c ametasemiosisc thewseadimetalanguageand engaging in

comparison and contragbecause semiic systems aréparadigmatic e s o ulratse s 6

i ncl udes 0t heananhnimate objecst symbiolizetd the apilitydat

represent, and refleotn, o6t he i de as ,ané theoahilkdydoeusefdefimitiors ot h e
(Painter 1999a, pp.13-322)

I n summary, the chi,lsdabatysed ey Paintet (1989a,¢E-3281 o p me |
331),hasfour aspectsFirst language is distanced from its immediate context, for

example, in the shift from classifying observable phenomena to taxonontsngrpena

in categoriesn an expansion of ideational meaniif@econdas language becomes an

object of attentionsemiosis is brought to consciousness. Third, abstract and metaphorical
meanings emerge, for example, through definitions and the expansianretources of

the textual metafunction. Finally, meaning comes to be represented monolcagcally

means of buildingontexs of meaningmaking and knowledgandependent of the

immediate material contexthe analysis below will explore how thesgectsof

semiotic developmerdre incorporated into Montessori ensembles.

While the direction of the developmental trajectory analysed by Painter points towards
monologue and decontextualised written language, its source remains shared attention
directed tovards observable phenoméanahe context ofinterpersonainteraction,

because 6as soon as |inguistic symbols bec:
to be understood as an i nher(Ranterl9P6, ppnStLer act |
52). In terms whichechothe understandingf the Montessori objectshich underpins this

study, Painter continues:
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This is not to deny the material, but to argue that material reality can only be kroann
only be an object of learnirigby being construeds systems of meaning.

6.34 A multi -dimensional instructional landscape

A metaanalytic framework which resonates with the Montessori traditiasestablished

in Chaptes 4 andb. This chapter, so far, hasawn together generalised instructional
stratgies and trajectories from the psychological donfelygotsky) and the linguistic

domain (Halliday) of the framework and aligned these with the phases of education
described in the Montessori tradition, specifically the preschool phase (three to six years)
and the early school age phase (six to nine years). The instructional strategies, drawn from
the three genetic theories at the centre of this study, psychological (Vygotsky), linguistic

(Halliday) and pedagogic (Montessosjggestomplementary theories instruction.

In terms ofthe third domain of the metnalytic framework, the sociological domain
(Bernstein), the general instructional strategies introduced aveveefunction othe
principles used to recontextualise specialised knowledge inagpgit activity. These
principles cover the selection of, first, what is to be taught, which, in the case of
Montessori pedagogy, is educatiokabwledge in the European tradition, asécond,

how classification and framing values (strong/weak) comlniriba realisation of these
specialised discourses in Montessori pedagogic discourse, pdaagogic discourse is
modelled asnstructionaldiscourseembedded in regulativdiscourseIn the words of
Bernstein (1999, p. 173n&) [ t ] h e r e c o cetsdranslates the tlseoryna pr o
instruction into a specific pedagodicor mé. The evaluative rul es
Montessori pedagogy, derive from the model of the four planes of development, further
specify the breaking down of the instructional disse into manageable segments, the
timing and sequencing of the segmeatswell aghe translation ofome key aspects of
regulative discoursat the interpersonal leveito thematerialandlinguistic contexsin

which instruction is delivered.

Usingthe metaanalytical frameworkit is possible to chart a mutimensional

instructional landscape across different levels of abstraction. The complementary genetic
theories of Vygotsky, Halliday and Montessori draw attention to a set of generalised
instrudional strategies suggestive of complementary theories of instruction. The

microgenetic sequences which constitute Montessori practice can be thought of as one
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particular pedagogic instantiation of a maimensional complement of theories of this

type. Fom the perspective of the Montessori tradition, contemporary proposals for

i nstantiating Vygotskyodéds and Hallidayods t h
still evolving. An analysis of Montessori practice as an exemplification of a
complementaryheory of instruction, therefore, holds the promise of throwing light on

new pedagogical possibilities for educators working within the\hggmtskian and/or

social semiotic domains. For Montessori ed
andHallidy 6s framewor ks holds the promise of fo
elements of the pedagogy against the background of its instructional detail, and of
revealing gaps and future directions. Il n b
possible to comgre the Montessori instructional and regulative discourses with the

discourse which shapes the informal learning of children from different social contexts.

Such a comparison may throw light on the potential of the Montessori approach to

overcome dislocabns and incompatibilities between formal and informal discourses

which impact on the educational success of particular groups of children.

All three of the complementary theoretical approaches which constitute the meta
analyticalframework presented in Cpiers4 and 5distinguish between everyday

knowledge and educational knowledg®ough the specific terms vaifirst, Vygotsky

makes the distinctiobhetween spaaneous and scientific concepBpontaneous concepts

are learned informally and unsystemadtican the daily interactions of everyday life in

contrast to scientific concepts learnt consciously and systematically at school. Scientific
concepts are organised in hierarchal meaning systems and allow humans to take part in
activity which is independerf the material context. Importantfiyom the Montessori

perspective, Vygotsky (1986 [1934], p. 152) draws attention to the interdependent
development of spontaneous and scientific concepts once a child has begun learning
educational knowledge whenhew t es, f or exampl e, 6[d] el i be
concepts does not preclude spontaneous development, but rather charts the new paths for
ito6. Similarly, but on the basis of a more
Bernstein (1975, .09; 2000pp. 3233; 156) distinguishes between commonsense,

everyday knowledge and uncommonsense, or educational knowledge on the basis of the

di scourses in which these types of knowl ed
rests on the distance, or degod@bstraction, of the discourse from the material context
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I n Hallidayoés framewor k the dknswledgeand i on be:
educational knowledge are realised in discourse is described in terms of the three register
variables, fieldthe social activity including subject mattgrtenor(the relationship

between people communicatjrend mod€how the meanings are made relevant in their

contex). The registesof educational discourseshaped by the nature of the

technicality of the sybct matter, the type of relationship that exists between teacher and

student and the degree of abstraction, that is, how far the relevance of the knowledge can

be stretched beyond the immediate material context.

The sections which follow explore the discse of Montessori pedagogy in more detail.
Specifically, Montessori pedagogic discourse will be described as realising a situation
type which enables the expansion of meaning potential atr@sisree register variables
of educational settingshe subject matter of educational knowledge as it is
recontextualised in the Montessori objects and exercises, the nasa@adfinteraction in

a Montessori classroom, which determines how the subject matter is taught, and the
passage in Montessori instructiosaljuences from activity dependent on the material
context to abstract functioning freed from the material context. Before examining
situations of this type instantiated in Montessori pedagogy, | will briefly regiemnples

of teaching aids used in ndontessori classrooms in order to foreground the principles

on which the design of the Montessori objects is based.

6.4 A comparison between teaching aids and Montessori objects

The sample teaching aids under review in this section are sold through guatalo
distributedin 2004by Modern Teaching Aids, a supplier of educational products located

in Brookvale NSW. The company states in the catalogue that it has been supplying
educational products for over fifty years. The catalogue is extensive, listirgatiasiof
products many commonly found in Australian schools. Some of the products are derived
from Montessori designs, including moveable alphabets, sandpaper letters and Base Ten
materials. The designs have been modified, however, to render these ginduct
Montessori termsas merdeaching aids rather than developmental matenéaise

manner of Montessori objects.
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The modifications to the Montessori designs involve increasing the variability of material,
colour, dimensions, decoration, storage systand activity type. For example, the

literacy section of the MTA catalogaelvertises materials which are variations of the
Montessori sandpaper letters and moveable alphabets, with letters moulded from brightly
coloured plastic or printed on cards. Teéesaterials areandomly multicoloured in highly
saturated hues of red, blue, green, yellow, purple, pink and oréingeards are
decoratedvith animals, clowns or other chilatiented imagesrhe dimensions of the
moveable alphabetary without apparehmotivation,and are storethixed upin buckets

or drawstring bagsThese materialencourage a variety of activities. They include

stencils, stamps, cards with grooves for rolling ball bearings around the letter shapes,
sewing and drawing cards with gtag dots and directional arrows, domino games,

puzzles and fishing sets.

In contrastthe Montessori moveable alphabets and sand paper lateepgdain and
unadornedThere are no fantasy images or decorations. ©els arecolouredred and
theconsonats areblue*® The Montessori sandpaper letterealigned to only two
activities, tracing with fingers and matching to a squhd moveable alphabets are
designed for composing afar word study activities. Th®lontessori moveable alphabet

aredisplayed inboxes, with fixed compartments for letters of fixed dimensions

Similarly, the mathematics section of the MTA catalogue includes materials derived from
Montessori designs, but with an explosion of variation which makes them unusable in
Montessori pedgogy. These include randomly multicoloured and rdiftiensional

geometry shapes, fraction circles and bead frames made from plastic, as well as Base Ten
material in wood and plastic. There are also multicoloured and-choiénsional plastic

counters vaying in shape from circles to pegs, taif and cars, as well as maiiloured

plastic animals such as worms, fish, teddy bears, dinosaurs, camels and koalas. The koalas
are designed to fit i nWhi Isemad d ma edstl tarnggbu | aarr €
fit ten koalas, others have spaces for dalyr, an odd choice when the target number

system is based on ten. The catalogue endorses the materials on the basis of the following
attributes: Obrightly colowmagd&,ol auutsédd, T

catalogue also suggests the following activities: counting, patterning, sequencing,

'® Some maniacturers of Montessori materials reverse this colour scheme, erroneously in my offiion.
colour red is repeatedly used as an indicator of salience in Montessori materials, so reversing this convention
when presenting the letters of the alphabet seratvisable.
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weighing, sorting, early number skills and hand/ey@aod i nat i on. The <cat a
implication is that the number of pedagogical uses is only limitedleyt t eac her 6 s
imagination and creativity. It is therefore understandable that Montessori educators are

often perceived to be inflexible, unimaginative andautlate for rejecting colourful and

novel teaching aids with multiple attributes and imaginatogsibilities, such as those

described above, and for choosing instead the comparatively austere Montessori objects.

The design details of the Montessori objects remain unchanged from decade to decade and
are displayed in the classroom and presented tchildren in prescribed ways for

specified purposes. In the Montessori tradition it is the constrained variation of design and

use which underwrites the developmental qualities of the material. Any variation in the

material, a change of colour, size, shapeyement or language, encodes a meaning

relation which construes the field of the educational knowledge being learned. Further, to
draw childrenés attention away from the co
addition, to concepts from different fiis of knowledge and different orders of

abstraction, such as animals or cars, is considered in the Montessori tradugn t

distracting and confusing.

When describing the lessenfé p u b | | Gteacheas ih theofitrst decade of the twentieth
century,Montessori (1964 [1909/1912],pp. 2101 1) <cr i ti ci ses the 0OcoO
ideasd, including the sky asadbyrefacletos, cher
teach children to discriminate between the colours blue and red, and anetheerc h er 6 s

lesn in whichlittle cardboard dancersere used to teadddition. Montessori

comments:

If | remember the dancers more clearly than | do the arithmetic process, how must it have
been with the children?

In this way Montessori critiques the lohgldbelief that educational knowledge needs to

be embedded in the i diom of fantasy narrat|
order to make it accessible and palatable to young chiltiréhy g ot s k ytidiss t er ms
approach locks children into the associatueeplexesoan adul t 6s view of

of infancy,that is, a collocation of fragments of educational knowledge and fragments of
fantasy and popular culturestead of directing h i | d r e n i a straightfoevart i o0 n
way to the concepin queston and thereby opening up a decontextualisation pathway

with the potential to leatb the abstract use tife concept An infinite variety ofpossible
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associationbetween contextualynrelated phenomena and diverse registers has the

potential tofragme nt c hi | dr en 6 s -mdkinggtosetiuprelatiansvwhichme ani n

constitute aggregates obntextuallyfragmented meaning#or example, theelations
between an arithmetic process within the base ten systddancersor cars or koalas

Such appwaches work against children gaining independence, because a teacher is always

required to select the relations which are meaningful in the context of the lesson.

Nevertheless, a significant common understanding underlies the educational products in
thetwentyfirstcenturyc at al ogue, the early twentieth

C €

and Montessoriés objects. This is the unde

play-like activity with concrete objects. In the following sections the discusgion o
selected Montessori objects and their use exemplifies how activity with concrete objects
designed to direct attention in specific ways has the potential to leave children with an
impression, or outline, of the semardiemains in which the abstract meags of

educational knowledge are located, thugygen up a pathway leading towards later

symboliccontrol of these meanings.

6.5 Recontextualising educational knowledge

The recontextualisation of educational knowledge in Montessori pedagogic discourse
includes not only the recontextualisation of academic knowledge, produced in the
university or equivalent, but also the recontextualisation of everyday and manual
knowledge, from the home and the workshop, and expressive knowledge from the fields
of creative as. This section will review the recontextualisatiand the interrelatigrof

these three types of knowledge in Montessori pedagogy.

Montessori pedagogy comprises an array of didactic objects which combine with
movement and language in sequenced a@s/gystematised into a web of detailed
instructional pathways known BseparedPaths toCulture (See lllustration 6.2 hese
pathways are materialiden the classroom environment because ed@pict, or set of

objects, has apecified location on a sligthe physical location refleatg its location in

the childés progression through the curri

C |
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The captiorwhich accompaniethis diagramreads:
This diagram (incomplete) shows the various prepared paths to culture which are waifing for
Young Eplorerin the prepared environment of the Montessori school. Each path begins inside
shaded sentircle, i. e. with purely sensory motor activities. As the child advances outside this
circle along each path, using the carefully graded materials,reésgs an increasingly important
part(Reproduced iAMI Communication®lumber 4, 1973, p. 13y

lllustration 6.2: Prepared Paths to Culture

The pathways originate in activities designed for infants and culminate in activities

designed for twelve yearakhildren. The web of pathways fans out into the various

disciplines of educational knowledge from the starting point of two foundation areas of

the Montessoricurricl um | ocated i n t he drpréschookaged s Hou
children:the exercisg of practical life(bottom left hand ray in the diagrammdthe

sensorial exercisgshaded semnircle at bottom centre of the diagramhe foundation

areas prepare children for interaction with educational knowledge in terms which resonate
withVygotk y 6 s ramst 8ien 6 s The extemsiorwobthekpathways beyond the

shaded semicircle represents @esmic Educatiocurriculum for children from six to

twelve years.

TheChi | dr e mp@adicallife exsr@ses recontextualise the social and nhanua
knowledge of the home and the workshop into routinised activity sequences designed to

develop conscious and voluntary control of attention and moveittegge exercises are

" This diagram is incomplete because the Science path is missing.
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also designed to lbe foundation for the social and physical independence which
underpins the liberty a child isvgn in a Montessori classrooifihe exercise®f the
sengsrecontextualise everyday empirical knowledge into sets of objects which
materialise this knowledge in the form of hierarchical, taxonomic systereshadowing

the systematic organisation of educational knowledge.

The pathsnitiated by these exercises redakt description by Bu{2004, p. 236) of the

teachero6s threefold task, that is, displaci
perceived to be sedvidentand commoesn s e, and t r y abstgctiantwith r e c o1
common, r ecoghni, ataskWwheh resalts fnedrsieenmmacngd e x icoynd o f

pedagogic discoursih Montessori pedagogyis complexityfinds its expression in the
design & the objects the useof the objects and the accompanyiagguage uséhe

means for analysintpe use of the objectsdthe accompanyin@nguage use as a unit of
meaningthe ensemblaext type is presented in Chapter Bhis analytical toovill be
applied in the remainder of this chapter to representative examples selected from the

Montessori practical life and sensorial exercises.

In Sections 5.6 and 5.7 of the previous chapter the folding cloths, a preliminary practical

life exercise, was used exemplify thestages anéeatures othe Montessori ensemble.

The ensemble unfolds through three stages: the presentation stage, the stage of
independent work and the extension stdge first stage, the presentation stage, is the

stage of interactionbste en t eacher and child. Learning
independent work in the second stage of the ensemble, as Montessori (1967 [1948], p.

252) describes in the following way:

... in our method a lesson is only an explanation of an exercise. Byefarost important
element is the work of the child himself in repeating it over and over again

Evaluating the childés ability to apply an
third stage of the ensemblEnhe following ndexical features of lontessoriensemble

emerge from that description:

- thepresentatiomf Montessori objectaselementsin adynamicinteractive

activity sequenceand themitation of this sequence by the child

- theconclusion of the activity sequence ifiraal synoptic array of objects

representing as a system a quantum of educational knowledge
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- the use ofndication in the presentation stage a means of regulating attention,
asaprecursor to reflection, and as the origin of the generalisatigtraction

developmental patvay

- t h e cirferedsidfgpisdependert useof the objectsn the second stage
cul minating i n tdemntexthaliseddndlrecontertuhisedaised e n t
of the knowledgen the third stage

The following sections will review the structure and feasuofthe Montessori ensemble
text type first from the perspective of the exercises of practical life, and second, from the

perspective of the exercises of the senses.

6.6 The exercises of practical life: voluntary control and
independence through pracical activity

6.6.1 Developing independence andtai ni ng t he o6wil | 0
The exercises of practical l i fe represent |
the culture of the Montessori Chil drends H

both tothe home culture of the children in the class and to the specific needs of the

Montessori environmenthus building a link between the home culture and scibely

are real life activities usinfylly functional objects, not toys, which are matched & th

size of a childdéds hand and leaditathe mgstetyofthd he e
everyday tools of the childbés culture as w
thus, to enableocial and physicahdependeceat home and at schb'® They have been
described as O6éexer ci s e anextemnal drdeman shé pracassof 6 wh |
learning even as they make predictable how children will act in society ab largeJ a n e

Martin 1994, p. 97)

18 Although there are traditional exercises of practical life which recur in most Montessori classrooms, these
exercises are adjusted to maandspacet Forexample, 4 duéesmih o me cu
the factory which produces Montessori equipment in the Netherlands displays early twearitetly

materials with which children practised buttoning boots with button hooks and lacifegsbidned skates.

In Aspen, Ctorado, in the present day, children learn to fasten ski boots. In Indian Montessori schools

children grind spices and use small spindles for spinning cotton just like the one Gandhi used (See Wilson

1987, p. 136; p. 194; p. 248). In Japanese Montesdwbdiechildren learn a variation of the Tea

Ceremony.
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The more abstract purpose of the eisa@s of practical life ign the tradition of Séguirp
dev el op t Wil Mantessdridl86g! [1909/1912], p. 366) argagainst the

common belief of her era that to socialise childreamecessary to break their will:

€ t his i delecaissthe child@rinot give ad what he does not possess. We
prevent him in this way from forming his own wgbwer.

As a resultprizes or punishments forcing children to comply with adult standards of

discipline arenot used in Montessori schodfsinstead Montessori (1964 [1912], p. 350)
argues O[t]l]he first dawning of real discip!
Okeenly interesteddbd. She observed that chi|
interested in learning social customs ambeing includedmeaningfuly, in every day

social life.For children of this age, therg therefore a sensitive periodhich the

exercises of practical life are designed to exploit in the service of building and extending
voluntary control and atteion. Thiss ensi ti ve period manifests i

desireto imitate the behaviour of others

Inl i ne with Vygot snitafich aas adeardingrsteaegy éas fresemted in
Section4.4.2), Montessori (1982 [1949], p. 14@gscribeac hi | dds 1 mi t ati on
selective and intelligent imitation, through which the child prepares himself to play his

part in the worldd. This imitation manifes:
effort. If a childis toconstruct the will suessfully Montessori (1982 [1949], p. 139)
stressethatthese cycles of activity should not be interrupted:

... Wwhatever intelligent activity we chance to witness in a chélen if it seems absurd to
us, or contrary to our wishes (provided, of coutisat it does him no harmwe must not
interfere; for the child must always be able to finish the cycle ofigctin which his
heart is set.

That children from the age of two and a half to five or six are interested in learning about
the activities whib comprise everyday social processes, and the participants who take
part, relevant to their family and community culture is supported by the data Painter

(1999%) uses to describe the language learning achievements of her own child at this age.

YMontessori (1964 [1909/1912], p. 21) described pri
spirité equivalent to the benches ni neotstonmt h and ea
silence without moving. The |l iberation of children
[1909/1912], pp. 147), part of the process of human liberation from all forms of slavery, including the

slavery experienced by servantsand wasker and o6t he sexual sl avery of wom
liberating aristocrats from their unnaturally extended childhoods brought lapthgir dependence on

servants to do things adults should be able to do independently.
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Pai ndaea 06rsev e al t hlearnaloubbthtiiestepd which make up o
everyday activity sequencasdthe taxonomy of participants taking part in these
activities.While familiar social processes dot necessarilynvolve many linguistic acts,
Painter(199%, p. 59) argues that:
all the activities constituting the so
0 t

the worl ddéd brought into play in carrying
is itself semiotic in nature.

Ci
h e

To imitate everyday social activities, children must be able to usestieseso identify
objectsand theirfunction, for exampleby discriminatingsize, shape or colour, and they
must bring theimovementsinder voluntary control. Resonatingwwthy g ot sdoynb s ac
of the reorganisation of elementary functions into higher mental functions (as outlined in
Section 4.3), Montessori (1982 [1949], p. 1223; emphasis on original) directly links the
development of sensory discrimination ahtrolledmovement wittithe development of
the higher functions of consciousness, ar g!
higher | ife expressecontnesct dd whtmhetviee memnt
ond. This i s bec adisceminatomasl movemersrea fanctioneot t e d
voluntary contralas Montessori (1982 [1949], pp. 2224) explains in the following
way:

... the child uses his movements to extend his understanding. Movement helps the

development of the mind, and this finds renewed exspyasn further movement and

activity. It follows that we are dealing with a cycle, because mind and movement are parts

of the same entity. The senses also take part, and the child who has less opportunity for
sensorial activity remains at a lower menésidl.

Now, the muscles directed by the brain are called voluntary muscles, meaning that they are
under the control of the will, and will power is one of the highest expressions of the mind.
Without the energy of volition, mental life could hardly be saiéxist. Hence if the

voluntary muscles are directed by the will they must form a kind of organ of the*ind.

Sensory discrimination and movement are considered to be, in the Montessori tradition,

Ot he outward mani festatidacsomipl [ @ heldi bgdd]h
manipulation of objects, by a continuous muscalart i vi t y®62@®AN,andi ng
p.236).In semiotic termssensory perception amdovementepresentneaningmaking

resources in a Montessori ensemleis,variationin sensory diseémination and

22 Montessori(1982 [1949], p126) contrastgraditional schools, in which mental and physical activities
separated and alternated, with her own school s, in
whole of theimu s cul at ure into constant usebo.
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movemenis constrainedn the basis of the contextofusen d a chi |l dés choi

directed by meaning and brought under conscious control

The role of nevementin ontogenesis iforegroundedy Montessori (1982 [1949], p. 126)

becauseashe recognises it @associal phenomenon.

The life of man, and of the great human styiis bound up with movement. The very
existence of the social order depends on movement directed to constructive ends.

Dancing for exampleMontessor{1982 [194], p. 128)describess 6t he most i nd
of all movement so, noting that O0even danci
ot her words, without s o Maenem,dinithe Montessorit r ans c

tradition, develops along two sepiabut related lines: the development of equilibrium,

that i s 6éof walking and keeping oneds bal al
(Montessor.i 1982 [1949], p. 132). Hands in
because the movement of the haisdsot predetermined but must be developed from the

earliest months of life under the conscious direction of the inteltestthanks to the

hand ¢he companion of the middviontessori (1982 [1949], p. 131) arguébat

civilisation has ariseft.

In the next section, following Bernstein, the exercises of practical life will be examined in
terms of the two strands of pedagogic discourse into which the primary knowledge of the
home and the community is recontextualised in Montessori pedagogy: teatcont
instructional discourse, araspects ofhe social order through which the content is

delivered, the regulative discourse (Ssxtion 5.8

6.6.2 Practical life as instructional discourse

The exercises of practical life recontextualise the custinboth the home and school
communities into instructional discounsethe form ofhighly determinedctivity
sequences. These sequencedased onthe predictable, everyday ways people in the
culture relate to each other socially, as well as preul&taveryday activities such as

dressing and washing up. All the exercises of practical life have the samarsthtus

“ZThisaccountisasamary of the | ecture 6The importance of mo
published as Chapter 13 dfie Absorbent Min¢lL982 [L949, pp. 120136). An earlier version can be found
in Chapter 5 offhe Discovery of the Child967 [1948], pp. 7®8) entittedd Educat i on i n moveme
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classroomasactivities oriented to educational knowledgach as mathematics or
reading.They areroughlydividedinto two areassccial relationsand thecare of the self

and the environment

The exercises in social relations &mwn aghelessons irgrace and courtesgndare

presented in the form of small rgidays in whichchildren imitate movements or spoken
exchanges acted by the teacher, or more expehild. These lessornf®cus on

controlling movement and the conventional use of language in social interactions

including, for example, greetings and ledakings, interrupting and apologisinghen a
childisstilladapmg t o t he environment ,6 rhovemengssx ampl e,
disturbot her s, t he c hinimddiatlyralitetted totan activity of i | | be
interest, but on another day the teacher might present to the whole group a grace and
courtesy lesson wch shows everyone how to move quieththout singling out the child

to whom it is directed?

Among the first | essons childrenparcendther i enc
age of thregarethepreliminary exerciset develop precise fine nmtmovementin

particular the pincer grip using the fefiager and the thumlAs well as the folding

activity described in Chapter these exercises includsinga spooror pegsand

pouring.In the Montessori traditigrehildren around the age of tlerare perceived thave

a heightened interest in precise movement, which holds their attention during these
exercisesThe mastery oprecisemovement gained through these exercisexploited

when the chil dds i nt er e sdalgealAtlthispointthent o t hat
teacher presents exercises which combine the preliminary movements into more complex
activities through which children learn to care for themselves and their environment, for
example, washing hands, using buttons, tyaogs ad bows, washing tables or arranging

flowers Because children learn the use of the practical life objects through imitation of

2 The lessons in grace and courtesy include activities constituted by language, in which movement is
ancillary. These include lessons in how to greet people, how to make an offer or a request, how to say thank
you, how to interrupthow to listen and how to apologigctivities constituted bynovementjn which

language is ancillarynclude how to open a door, how to walk in the classroom, how to let someone pass,
how to carry a chair, how to unroll and roll up a floor mat, hoehimose objects andtv to return them to

the shelf.
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the teachero6és presentation, | anguage use

of the objects or as setlk duringthe childd mdependent work®

Phots: AMTEF, Lindfield NSW(2005)

lllustration 6. 3: The exercises of practical life on the shelf

In the presentatiorstageof the ensemblthe teacher demonstrat@sequence of pre

analysed and rehearsed actiongjrothe case of lessons in grace and courtesy, pre
analysed languagmnventionsand gesture$: Theteacheiintroduces the activity

sequence by telling the chitde name, and purpose, of the activityealtivity itself,

however, is largely dependent the context, and language is only udadng the activity

i f needed, in accord with the Montessor.i
devel opmentd (MomwO)&Essori 1946, pp. 59

The presentation stadgeaturedndication as a meant® givesalience to aritical
movement, an object or part of an object asiat of interestThis is achieved by the
pointing gesture, by framing a movement vathrehearsedxaggeratetiesitation or, less
often,by naming.For examplethe teacher might pausieeatricallyjust beforealiquid

being poured tips over thip of the juganduseexaggeratedestures to indicate the

% Before a child is presented withpractical lifeactivity sequence, the teacher ensures the child knows the
name of the objects used in the sequence. If necessary, this is athieugtimatching ad naming games

using pictures of these, or similar, objects, organised in sets classifiecting to function. For example,
picture sets for vocabulary extension might include cleaning or cooljinigraent, cutlery and crockery.

24 During training, and Here the practical examination, student Montessori teachers rehearse the
movements for each presentation, and throughout their careers teachers often rehearse the movements to
prepare for presentations. This applies not only to presentations of the exefgisactical life, but to
presentations across the curriculum for children up to twelve years of age, especially presentations, for

example in the area of mathematics, in which maintaining precision and accuracy is important if children are

to successfily learn the concepts encoded in the objects and movement.

% The activity sequences used in practical life, and other, presentations can be given semiotic reality in the
form of a procedural text. In fact, almost all educational knowledge is packadetNMonhtessori

curriculum as series of activity sequences, recorded by Montessori teachers during their training in the form
of procedural texts. The albums of procedural texts used by Montessori teachers to guide their practice can
give the impression thafontessoripetd gogy is a series of O6recipesbo.
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salience of the coloured tape marking the levealshe containewithin which to stop

pouring.T h e 6 p r a c indicatianlindthe exereiseoof practical life to regulate

attention and movement initiates the process of reflection, a microgeakedtof the role

of indication as the origin of the Vygotskian ontogenetic pathway towards generalisation

and abstractiorAs Hasan (20051992], p. 72wr i t es, Oa process that

regul ated can become the obj&ct of reflect]

Thesecond stage of tildepengentswerkskihe karning stagédhe hi | d 6 s
preparation and analysis whichepedes the presentatistagec ont r i but es t o t h
ability to work independently during the second stdde stage of independent work
featuresmitation, t he c¢c hi | d 0 sdialogcrcallabordtivetmeaningraking t h e

of the ensemble.

Photo: Nienhuis Montessori (2006)

Photo: Candy le Guay (1984)
Washing up Shoe polishing

lllustration 6.4: The second stage of practical life ensemblésdependent work)

As the child repeats and practises the activitgughimitation, the material itdéreveals
errors of control or sequence, for examplejects which do nanatch in colour or
function,a broken glaser spilt liquid. Errors are controlled by the material and the
procedure, the laws of physics and social undesirabilitg breakabity of glass, the

spillability of liquid and rice, the distracting and discordant noise of a dropped or poorly



