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ABSTRACT

This study compared the effectiveness of the University of Hawaili
Preschool Language Curriculum (UHPLC) and an enrichment curriculum and
of two group parent programs. In three Head Start classes the language
curriculum was paired with a parent program emphasizing the mother's
role in fostering the cognitive development of her child (Pl)' In
three other classes the same curriculum was paired with a parent pro-
gram focused on more general concepts of child developiment (Pz). The
enrichment curriculum was combined with P2 in two additional Head
Start classes. Each of the three groups--Language and P,, Language
and P2’ Enrichment and Pz--was divided according to level of partici-
pation in a parent program. Mothers who attended one-third or more of
the parent meetings were classified as high participants; those who
attended fewor than one-third of the meetings were considered to be low
participants.

A wide variety of tests were administered to all children on a pre-
and post-test basis. "Mothers were interviewed near the beginning and end
of the program, and classroom observations were conducted five times
during the course of the year.

Major results of the study were the significantly superior per-

formance of children exposed to the language curriculum in comparison

with children in enrichment classes on the Stanford-Binet, Preschool

Iuventory, the Verbal Expression and Auditory Association subtests of

the ITPA as well as the total of eight ITPA subtests, and the number of

descxiptive categories included in responses on Verbal Expression.




The classroom atmosphere, as measured by the Post Observation Teacher
Rating Scales (R.0.T.), was significantly better for the language classes
as compared with the enrichment classes in terms of the quality of
cognitive input and the management of individual emotional needs. Addi-
tionally, children in both curricula made significant pre- to post-test
gains on the PSI and Gumpgookies, and those in language classes also
galned significantly on the Stanford-Binet, ITPA, and WPPSI Animal House
subtest.

Children in language classes wlhose mothers were high participants in
P1 performed significantly better on the Verbal Expression subtest and
earned higher scores on language measures in general than those in the
same curriculum whose mothers were active participants in P,. Clear dif-
ferential effects of the two parent programs as reflected in responses on
the parent interview were not apparent. In general, mothers active in
either program developed an increased sense of personal power, reveeled
higher educational and vocational goals for their children, and volunteered
more frequently in the Head Start classroom than did imactive mothers.
Difficulties inherent in evaluation of parent programs are noted, and

suggestions for further study involving the UHPLC are made.




Within the framework of the 1968-69 national evaluation of Head
Start, the University of Hawaii Head Start Evaluation and Research
Center investigated the effectiveness of a language curriculum, an
enrichment curriculum, and two experimental parent programs. The
Hawaii E & I. Center followed the general guidelines dictated by the
national evaluation, using a specified battery of tests and observa-
tional procedures, and also introduced additional measures specifically
relevant to the Hawaii study. Data collected were submitted to national
OEO to contribute to the overall evaluation of Head Start programs.

This report focuses on the evaluation of particular programs introduced
by the Hawaii Center and presents the data most pertinent for that
purpose.

Deficiences in the language development of children from low-income
families in general and of Hawaiian children in particular have been
well documented (Adkins & Crowell, 1968; Beadle, 1966; Crowell & Fargo,
1967). It has been suggested that these deficiences are at least in
part determined by the nature of mother-child interactions, including
the failure of low-income mothers to see themselves as teachers of their
children or to use or have available to them the teaching strategies
most effective for communicating information (Hess, Shipman, Brophy,
Bear, 1968). The development of language skills and the direct
involvement of parents in the education of their children were the
areas of primary concern in the University of Hawaii intervention
study. Specifically, the study involved the presentation of the Univer-
sity of Hawaii Preschool Language Curriculum (UHPLC) in three two-class

Head Start Centers. The curriculum was taught daily to small groups




of children by a trained teacher from the E & R Center staff. Within
each of the lHead Start Centers, one class was offered a parent program
paralleling the language curriculum, which concentrated on helping

the mothers become more effective teachers of their children, partic-~
ularly in the area of language skills (Pl); the contrasting program
available to mothers in the second class covered a broader rsage of
topics and emphasized general principles of child development and
child-rearing practices (Pz).

Since the language program provided the children with regular and
extensive contact with an adult, in addition to the classroom teacher
and aide, attempting to assess the impact of an extra teacher in the
classroom who was not teaching the language curriculum seemed desirable.
For this reason, in two additional classes at separate locatlons, a
general enrichment curriculum was presented each day to children in
small groups by a teacher from the E & R Center staff. Material
reinforcers were used consistently with both the language and enrich-
ment programs. Thus the framework within which the two curricula were
presented was essentially the same, but their content and focus wersz
markedly different. Parents from both enrichment classes were invited
to participate im Parent Program # 2 (Pz) only, since Parent Program
# 1 (Pl) was specifically related to the language curriculum and
therefore inappropriate for use with other programs.

The primary objectives of this study were to investigate (a) whether
exposure to a structured, well-defined language curriculum (UHPLC),
in contrast to a general enrichment program, differentially affects the
performance of Head Start children on a variety of response measures;

and (b) whether a parent program emphasizing language development (Pl)

2



is more or less effective than a program with a broader focus (Pz),
when all children are receiving daily language lessons. An additional
major variable, that of level of parent participation, was added to
the study since all parents (i.e., mothers) did not regularly partici-
pate in either program. A third area of investigation, therefore, was
(c) whether children whose mothers were actively involved in a parent
program performed differently than those whose mothers were not, and
whether active participation influenced mothers' attitudes and behaviors

as measured by their responses on a standard interview.

PROCEDURE

Language Curriculum

Three special language teachers from the E & R Center were assigned
to teach the language curriculum (based on the UHPLC wmanual, 1968
revision) to two classes each, in three different Head Start Centers.

An outline of the manual is provided in Appendix A,

The lessons taught followed the sequence of the manual, which pro-
ceeded through six levels of difficulty. Iach level contained labels,
verbs, descriptions (colors, opposite words, and prepositions), and
questions. By direct teaching, basic standard English sentence patterns
were presented to small groups of five to seven children, for periods
of approximately 20 minutes each day. A prescribed reinforcement pro-
cedure (Appendix B) was regularly used.

The language lesson took a third of the language hour. Each small
group of children rotated from the language lesson to a prescribed
language-strengthening activity and then to a supplementary school

skills activity.



The Language-Strengthening (LS) activities, supervised by the
classroom teacher, included informal games such as Language Lotto or
Go Fish, which were used to strengthen the concepts and patterns being
taught in the language lesson. A packet of LS-activity suggestions
was provided for each teacher.

The Supplementary fSchool Skills (5SS) activities were not so
closely related to the language lesson, but included the learning of
some basic skills, such as cutting, pasting, and the use of pencils,
as well as some physical activity.

Regular meetings (bi-weekly) were held with the language teacher
and her classroom teachers and aides. The purpose was to keep the
classroom staff informed about what was being taught in the language
lesson, so that the teachers and aides could relate what they did in
the Language-Strengthening and Supplementary School Skillsg activities
to the language curriculum. TFive of the six teachers were fairly
consistent in carrying out this plan.

The three language teachers worked together very closely. They
met daily to plan lessons (Appendix C) and regularly to discuss the
effectiveness of each lesson. Useful observations concerning the
clarity or expansion of the manual were recorded. As a result of
this intensive in-service analysis of the language curriculum by the
special language teachers, together with reports from classroom teachers
in 12 other classes field testing the UHPLC, a revised edition of

the language manual was prepared for future use in August, 1969,




Enrichment_Curriculum

For comparison with the classes that were exposed to the University
of Hawali Preschool Language Curriculum, two enrichment classes were
selected to be exposed to a more generzl, nonlanguage curriculum in
the same type of setting. ‘'/he general question to be answered was
whether or not any significant findings that might unwittingly have
been attributed to a special language curriculum might instead be
attributable to the setting in which this curriculum was presented,
i.e., a small group managed by an attentive adult who used a variable
reinforcement schedule.

The enrichment classes had a highly qualified supplementary
teacher, a member of the University of Hawail Head Start Evaluation
and Research Center staff who taught daily lessons in the enrichment
classes, ©8he faithfully followed the general structure and schedule
of the Preschool Language program. As with it, each class was divided
into three groups and rotated between the enrichment teacher, the class-
room teacher, and the teacher's aide. Each group worked for 15 to 20
minutes with each adult, using the same reinforcement schedule as for
the Preschool Language Curriculum in the other classes. The countent
selected was a representative sampiing of material that would ordinarily
be part of a traditional preschool curriculum. It was not to include
a planmed language-oriented program, but neither should it avoid
the usual language stimulation a competent preschool teacher would
provide.

In oxder to facilitate planning, coordinating, and communication
with the regular classroom teacher, the following schedule was

prepared and followed:



Monday: Music

Tuesday: Literature

Wednesday: CQuantitative (counting, number concepts,
colors, shapes)

Thursday: Art

Friday: Science

Music: Simple preschool songs, finger plays, listening

experiences, rhythm instruments, dancing, and
songs made up about the children's names and
clothes were used.

Literature: Traditional children's stories, poetry, draw and
tell stories, flannelboard stories, and "acting-
out” stories with puppets were presented during
this part of the program.

Ouantitative; Counting games; songs; books; number Lotto;
sequence card games; and identifying shapes,
colors, and sizes were incorporated into this
phase of the curriculum.

Art: Because the teachers in these classes had very
structured art activities, the enrichment teacher
offered the children a variety of materials to
stimulate awareness of texture, form, size, color,
and shape. '"Messy" and raw materials were stressed,
such as fingerpaints, clay, and play dough.

Many media were introduced to familiarize the
children with them and extensive experience with
scissors, paste, tearing, collages, c¢rayons, paints,
and colored chalk was provided.

Science: The science activities included observation walks;
seasons; weather and climate; and measurement,
using rulers, clocks, scaies, measuring tapes,
and liquid measures. Cooking was introduced to
demonstrate how heat and cold change the form
of substances. The groups studied different
animals and talked about different means of loco=
motion, what animals ate, and where they lived.

Materials were gathered from many sources, but among the most
useful were:

Carson, R. A sense of wonder. Harper & Row Publishers,
Inc., 1965.

McCall, A. This is music. Allyn and Bacon, Inc., 1967.




Pitcher, k. G.; Lasher, M. 3.; Feinburg, 5.; & Hammond, N. C.
Helping young children learn. Charles E. Merrill
Publishing Co., 1966.

Parent Program # 1 (Pl)

The primary purpose of Parent Program # 1 was to involve the parents
in an ongoing program of teaching their own children language concepts
that directly supported the content preseanted to the children in the
classroom. ‘The parents learned the language curriculum as it pro~
gressed, as well as techniques to use with their children that supple-
mented the language teacher's presentation t:0 the class.

Program and activities. Parent Program # 1 began with a workshop

held during a two-week period with five meetings for each of the three
classes. Subsequent meetings were held every other week for a total
of 18 to 20 meetings for each parent group during the school year.

The first five meetings served to orient the parents to the
objectives and practices in preschool and to give them a better
understanding of the program, so that they could participate more
effectively and comfortably as volunteers. The teachers expressed
particular appreciation for this part of the training, as shy or
timid parents became more able to move into the classroom setting.

The intensive workshop period also enabled the participating parents

to get acquainted early in the program and developed an enthusiasm

and esprit de corps among them that increased their self-confidence and
effectively helped the whole program.

The general objectives for these introductory meztings were to
provide a warm, nonthreatening learning situation; to motivate parents

to participate in the classroom and in the parent program; to arouse



interest in the learning process; to present the role of the super=
vising adult in one typical preschool activity; to present the rationale
for and a sample of the language curriculum; and to teach the parents
how to use several language-strengthening games. The general subjects
covered in the orientation meetings were the use of clay, the use of
flour-and-salt dough, the doll corner, and painting and collage-making
in the classroom. The language curriculum and other techniques for
teaching language were also introduced. At each meeting the rationale
for the activity was discussed, along with suggested procedures for its
use with children. The adult's role in the classroom was explored,

and ways in which the activities might be adapted at home were considered.
The parents prepared and used the materials, and participated in role-
playing, discussions, and demonstratiouns.

Subsequent meetiungs stressed specifically the parent’s role as
teacher for her own child at home. The parents made eight different
language-supporting games or materials to be used at home with their
children. The reasons for making each game or set of materials were
discussed during each meeting, and ways the game could be played
meaningfully to foster language learning were demonstrated with the
parents. In addition to making materials, each parent group visited
another llead Start Center and watched the language teacher working
with one or more small groups of children with the UHPLC. One class
visited the local library, and all three groups visited the University
of Hawail East-West Ceanter. An excursion with just adults proved to
be a very valuable and often a unique experience for these parents.

The East-West Center was a highlighi for all the groups, and the parents

many times referred with eanthusiasm to these trips.
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Homework assigmments. The parent consultants introduced homework
for the parent and child at the sixth meeting. They visited each language
class before this meeting, observed the language sessions, and conferred
with the language teacher about specific language concepts being pre-
sented and the child's current needs for development. Three or four
very simple activities that parents could do with their children at
home were listed on a homework sheet, and each parent was requested to
spend 10 minutes a day with her child performing one or more of these
activities. Other general language activities, such as reading a story,
talking, telling & story, taking an excursion, or playing a game, were
‘included on the sheet as alternative activities. The parents were asked
to return their homework sheets at the vext meeting, and the time the
parents spent with theilr children was charted on a group activities
chart. It was hoped that the number of activities and time spent in
each would increase as the parents saw and heard how others inter-
acted with their children.

The parent's general response to homework initially was very posi-
tive, since they liked specific activities that they could do with their
children. However, subsequently the number of forms returned decreased.
As the novelty wore off, the staff dropped the specific homework

assignments rather than allowing the tasks to become a burden for the



parents; but the paient consultants continued to visit the classes
and presented the language concepts being taught to the parent group.1
The homework had helped to focus the need for parents to spend some time
daily with their children in a teaching role, and the parents continued
to give reedback to the group by relating their experiences in teaching
thelr Head Start children at home.

One very positive effect of sending language games to the homes
was the interest in and use of these materials by both older and
younger siblings. The young children played the games both alone and

with their parents and older siblings.

Parent Program # 2 (Pz)

The design of Parent Program # 2 called for developing a situation
within which it was possible to disseminate information on principles
of child development and child-rearing practices.

Program and activities. Parent Program # 2 began with a workshop
comparable to that described for Parent Program # 1. Following the
workshop regular meetings were held every other week for a total of
18 to 20 meetings. Three phases were planned:

Phase I: 1In the post-workshop meetings, the emphasis of P, was

on the use of art materials to establish rapport and involvement

in the program, in addition to providing parents with a ueans of
sharing specific activities with their children. The first meeting

1'I‘he concepts were demonstrated to the parents in the same way that
they were being taught to the children--complete with props--whenever
possible. Belng able to give a parent a verbatim account of what her
child said or a descriptive account of what her child did served two
functions. It not only kept the parent informed of her child's progress,
but zlso demonstrated that the parent consultant was interested in and
aware of the child as an individual, thus tending to enhance the child's
value in the parent's eyes.
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of this phase was the same fot each of the five groups and included
viewing and discussing the film "Eye of the Artist." This was
followad by demonstrations of how to make and use feeling boxes,
smelling trays, hearing bags, and seeing trays with the children.
Subsequent meetings during this phase included: (a) making
collages with colored tissue paper and liquid starch; (b) making
wood sculptures with wood scraps and white glue; (c) making dried
arrangements; (d) making bomsai gardens; (e) making Christmas
decorations, presents, candles, aund games for gifts; and

(f) doing finger paianting to music.

Phase II: The second part of the program used visual materials
to stimulate discussions about child development and child-
rearing practices. This method proved effective with three of
the five groups, but less effective with a group that included
many Samoan mothers and another group that had overwhelming imme-
diate problems stemming from living in an enormous high-rise
apartment building. Materials used included: (a) Films:
Shyness, Jamie: The Story of Sibling Rivalzy, Roots of Happiness,
Palmour Street, Eve of the Beholder, Poetry for Me, The Way of
Zen, and No One to Help Us; and (b) Schaftel's Word and Action
Pictures.

Phase III: Parent Program # 2 was to proceed through three
phases, starting at the doing or action phase, next moving to

a phase using visual media to stimulate discussion, and finally
arriving at a purely verbal level of problem-solving. The transi-
tion from phase I to 1I proceeded easily and on schiedule, but
progression from phase II to ILI cannot be said to have taken
place. It is conceivable that shifting from the information-
giving and comprehension level tc the application level in a
relatively brief period was an unrealistic expectation with re-
spect to many of the parents in the program. Perhaps practice and
application should have been included as an integral part of
phase II. Readiness for this kind of integration was evident in
one group as a response to the showing of the f£ilm, "“Poetry for
Me," when a group member suggested that each member write a poem
for the following meeting. Poems were written, read at the next
meeting, and listened to attentively by the whole group. Omne
poem by a Parent Consultant included some evaluation of parents’
behavior toward their children, and it seemed more acceptable to
the parents in poetic form than would otherwise have been
anticipated.

An additional deviation from the planned program was an outgrowth
of the parents' interest in visiting other Head Start classes. These
vigits were so successful that additionsl excursions were planned to
local thrift shops, the University Campus, the East-West Center, the

State Capitol, Iolani Palace, and the Valley of the Templas.
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It should also be noted that different interests of the two leaders
of each meeting at times may have interfered with achievement of
specific objectives. Two of the four staff members (from whom the two
for each meeting were selacted) were most interested in the affective

domain, one in motivation, and one¢ im cognition.

Procedures Common to Parent Programs # 1 aud i 2
Payments to parents. The contract provided for a $3.00 payment to

each parent who attended a parent meeting. The payment was to be given
in cash at each meeting as an immediate reinforcement. The University's
general practices dc not provide for cash payments to individuals,
however, and a system was adopted whereby the nemes of parents who had
attended five meetings were submitted to the University for the pro-
cessing of a $15.00 check. The processing took an additional three
or more weeks, so that not only was there no immediate reinforcement
but alsc the lack of paymeat had a negative‘effect on the program.
In mid-November the University changed its procedures so that cash could
be dispensed at each meeting. The cash payments dissipated resentment
that had developed during the delayed payment period. The amounts
due had accumulated to a sizable sum, and the parents were pleased to
receive the immediate rewards.

The rationale for paying parents for attending meetings was to
enable them to pay baby-sitters for care of smaller children during
the meetings, to pay for .transportation, or to forego other work for
pay. The payments initially did attract parents who had not been

interested and who did later attend, apparently not only for the cash
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payment but also because of interest in the meetings. The parents
did not, however, use the money for either baby-sitting or trans-
portation. The $6.00 per month paymert was important to the family's
income and it was used for more basic needs.

Physical setting. The parent meetings were held in community

halls falrly near to but separate from the preschool classes. In the
case of five classes, parents could easily walk to the meetings but scme
or all of the parents in three classes needed transportation to the
meetings. The Parent Consultants regularly picked up parents who

needed transportation after this problem became apparent. In Centers 1l
and 3 the parent groups in both programs met occasionally in a room
adjoining the classrooms when space was not available in the community
hall. The Head Start children were somewhat disrupting, as they tended
to run in and out of the meetings from their own classes, and younger
siblings wandered into the classrooms. The parents, however, seemed to
enjoy particularly those meetings held at the schools. They felt more
a part of the Head Start scene snd liked to look in on their children
while they were there. Space was very limited in both of these Centers,
and the administrators did not want the parents to meet regularly at

the school.

Communication. General communication with appropriate personnel

in the CAP programs, housiug complexes, and Head Start Centers, with
ciassroom teachers, and with parents demanded ongoing effort to keep
the program operating effectively. Initially there were misunder-
standings of objectives and confusion of roles that hindered the pro-
gram's early progress. These probléms were largely solved through

sustained efforts to clarify objectives and maintaln communication,
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both oral and written, with all interested persons. Every parent

received an announcement of the next workshop meeting several days in
advance. The Parent Consultants sent the teacher and area coordinator

a summary of each meeting--list of participants, objectives, and
activities. They met regularly with the teacher before meetings to
discuss any classroom or individual problems that should be considered

in the parent meeting and to elicit the teacher's reactions to the plammed
program. They also visited the classrooms to get acquainted with the

children so that they cculd talk more meaningfully with the parents.

Description of Sample and Head Start Classes

The initisl total sample for the studies reported herein consisted
of 149 children attending eight Head Start classes. Nine subjects
left the program during the course of the yvear, leaving 140. The age
range of the children at time »f enrollment in Head Start was from
three years eight months to four years eight months. The sample
contained 56 boys aund 84 girls, none of whom had had previous Head
Start experience. Approximately 60 per cerit of the children were of
part-Hawailan or Samoan background, the remainder being distributed
across various ethnic groups.

All of the classes in the study were located in essentially urban
areas of Oahu. Two of the Centers in which the ianguage curriculum
was presented were CAP-affiliated; the third was under the jurisdiec~
tion of the Department of Education. The twoc sample classes in each
of these Centers were housed at the same location. The two classes

in which the enrichment_program was introduced were administratively
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agsociated with one of the CAP Centers exposed to the language curric-

ulum, but each enrichment class met at a separate location.

Experimental Design

The study involved three experimental treatments, as follows:

(a) a language curriculum (UHPLC) paired with a parent program empha-
sizing the role of the mother as a teacher of her child (Pl); (b) the
same curriculum (UHPLC) paired with a parent program concerned with
general principles of child development (P,); and (c) an enrichment
curriculum paired with Parent Program # 2. The first treatment was pre-
sented in three classes in three Head Start Centers; the second treat-
ment was presented in three other classes at the same Centers; the third
treatment was introduced in two classes at different locations.

Since not all of the mothers became actively involved in a parent
program, each treatment group was divided according fo level of parent
pari.cipation in order to permit evaluation of the effectiveness of the
parent prograus. Thbse mothers who had attended one-third or more of
the scheduled meetings were classified as high participants, and those
attending fewer than one-third of the meetings as low participants.

This division of the sample should, of course, be differentiated from
the ideal situation in which individuals are randomly assigned to partic-
ipating or nonparticipating treatments. Reasons for lack of participa-
tion are diverse. For example, 15 of the mothers placed in low-
participating groups were unable to attend daytime meetings because of
full-time employment. For the vast majority of mothers, however, day-
time meetings were considerably more convenlent. The average number

of meetings attended by :others in each of the high-participating
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groups was 12.7 (L + Pl)’ 10.4 (L + Pz), and 11.8 (E + Ph); the corres~
ponding figures for the low groups were 1.6 (L + Pl), 1.0 (L + Pz),
and 1.1 (E + Pz).

A schematic representation of the design, indicating the number
of subjects from each class contributing to each cell, is given in
Table 1. The ratio of active mothers (those who attended one-third
or more of the meetings) to inantive mothers is fairly uniform from
class to class. The class in the third Center that received the
L+ P2 treatment (3-2) had the largest difference between the number
of high- and low-participating mothers and was also the only class

in which the majority of mothers were active in a parent program.

Instrumentation

Assessment instruments included individually administered tests,
observational procedures, and interviews.

Individual tests. The test battery consisted of a variety of

instruments designed to assess cognitive and social-emotional func-
tioning. The cognitive measures given by all Evaluation and Research

Centers on a pre- post-test basis were (a) Stanford-Binet Intelligence

Scale; (b) Preschool Inventory (PSI); and (c¢) Animal House subtest of

the Wechsler Preschool and Primary Scale of Intelligence (WPPSI).

The procedure for administration of the Bipet was altered somewhat
for the purpose of gathering comparative data on styles of responding

to cognitive demands (i.e., Stanford-Binet items). Between basal and

ceiling levels, all parts of all items were administered with the excep-
tion of Vocazbulary, regardless of whether or not a child had clearly

passed or failed an item before all trials were presented. In addition
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TABLE 1

Experimental Design

Level of Parent Participation

Curriculum and Parent Program

L+F L+P

1 2 2
1-1  2-1  3-1 1-2  2-2 3.2 4-1 5-1
High| 9 5 9 7 5 121 9 g
(N=23) (H=24) (N=17) (64)
Low | 10 9 11 |11 6 7 |11 11
(N=30) (N=24) (N=22) (76)
(53) (48) (39) 140

Enrichment Curriculum

Note.~-L = Language Curriculum; E

P, = Parent Program # 1; P,= Parent Program # 2

2
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to scoring the child's responses, the examiner recorded the manner in
which the child handled the tasks presented, using a modification of

a coding system developed by Hertzig, Birch, Thomas, and Mendez (1968).
Final responses to each cognitive demand were classified according to
whether the child engaged in task-relevant (“'work") behavior or irrele-
vant ("not-work") activity. Further classifications within each of
these dimensions were made, including an analysis of the '"not-work"
category into '"verbal" (e.g., "I don't know,” "I won't," ''You show me")
and ''mon-verbal" (e.g., complete passivity, shaking head, shrugging
shoulders) responses. Hertzig, et al. (1968), in their study comparing
the styles of responding of middle-class and low-income children,

found that middle-class children gave significantly more 'work" responses
and that a significantly higher percentage of their "not-work" responses
was verbal. One hypothesis that might be investigated is that exposure
to Head Start should lead to an increase in verbal responsiveness and

in work-oriented reactions to cognitive demands.

The Preschool Inventory is a test that may reflect the cognitive

deficiencies of Head Sftart children and be sensitive to some of the
types of learning that may occur in Head Start classes. The form of
the PSI used in this study was the 1968 Experimental Edition, consist-
ing of 64 items selected from an earlier version of the test, partly
on the basis of results obtained in the 1966-67 national Head Start
evaluation,

In the WPPSI Animal House subtest, a child demonstrates his

ability to learn to associate four colors with four animals by placing
the appropriately colored pegs in holes underneath pictures of the

animals.
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In addition to the tests forming the common, national cognitive
battery, eight subtests from the Illinois Test of Psycholinguistic
Abilities (ITPA) were administered to children in the Hawaii sample.

The specific subtests were: Auditory Reception, Visual Reception,

Auditory Association, Auditory Sequential Memory, Visual Association,

Verbal Expression, Grammatic Closure, and lManual Expression. Responses

on the Verbal Expression test, which reduires the child to describe

as fully as possible four familiar objects, were tape-recorded and
analyzed for sentence length, total number of words produced, the
ratio of qualifiers to nouns, and number of different types of descrip-
tive categories (e.g., shape, color, function) for which credit was
given. Taped samples of spontaneous classroom speech were collected
twice during the year.

Measures of social-emotional functioning included the Inventoxry

of Factors Affecting Test Performance, a rating scale dealing with a

child's responsiveness to the Stanford-Binet test situation, and an

experimental test of achievement motivation, Gumpgookies, developed
at the University of Hawaii (Adkins and Ballif)., The Inventory con-
sisted of 12 factors adapted from the items un the face sheet of the

Stanford-Binet record booklet that might interfere with optimal test

performance (e.g., excessive distractibility, impulsiveness). The
child was rated from 1 (no adverse effect) to 6 (seriously detri-
wmental) on each factor. The test of achievement motivation centers
around imaginary figures called Cumpgookies, presented in a variety
of situations. In each item two Gumpgookies respond differently to
the situation--one of the responses is assumed to reflect motivation

to achieve., The examiner reads the caption associated with each
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figure and the child is asked to point to his Gumpgookie, i.e., the

one that is most like him. 7he total score on the test is the number
of times the child chooses the Gumpgookie whose behavior reflects
achievement mctivation.

Observation procedures. The Observation of Substantive Curric-

ular Input (0SCI) is a comprehensive record of ongoing activity in
the classroom. During two-hour observations that were completed four
times during the school year, the observer or team of observers recorded
what took place during each of a series of three-minute units, using
a serles of predetermined codes.

Once separately, and four tires following the OSCI, a 33-item

teacher rating scale (Post Observation Teacher Rating Scale) was com-

pleted. The observers rated the teacher on a diverse set of items
based upon their impressions of her behavior during the two hours in
which they were using the 0SCI.

Interviews. An extensive interview was conducted with the mother
or guardian of each sample child at the beginning and near the end of
the school year. The interview covered a range of topics including
attitudes towards Head Start, education, and life in general; child-
rearing practices; and extent of involvemeni in the community.
Detailed information on the composition of the Head Start families
and thelr educational and employment histories was also gathered.

The head teacher of each sample class was interviewed at the end of
the school year to cbtain further information about the conduct of

the program and about her opinions of the important aspects of Head
Start. Information about classroom equipment was obtained from the

teacher as well as from classroom observers.
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RESULTS AND DISCUSSION

The description and analyses of the findings are presented
separately for four clusters of tests. Within each section the pro-
sedures used to analyze the data were the same. Multiple comparisons
smong the adjusted means for the six treatment groups, using pre-test
scores as the covariate, were carried out on the various response mea-
sures. Data were analyzed following the computer procedures outlined
by Dixon (BMD 06V, General Linear Hypothesis with Contrasts, Biomedical
Computer Programs, 1964). Nine comparisons among the six treatment
means were of primary interest. Numerous writers have pointed to
the problems inherent in procedures in which a large number of compari-
sons are made (e.g., Kixk, 1968). As the number of contrasts increases,
the probability of erroneously declaring one of them significant also
increases. Additionszlly, the comparisons of interest in this study
were not uniformly independent. For the particular situation involving
numerous nonorthogonal comparisons, Kirk recommends that the preferred
level of significance be set for the collection of comparisons, rather
than for the individual contrast.

In this study, each of the nine individual comparisons was tested
at the .0l level, which is equivalent to setting an overall signifi-
cance ievel for the colle.tion of results at .09. A more conservative
approach would have been to use Dunn's multiple comparison procedure
(described in Kirk, 1968), setting the overall level of significance
at .05, and consequently using the .005 level, approximately, for each
of the nine comparisons. Such a stringent criterion for rejection of

the null hypothesis seemed unwarranted, considering the still essentially
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exploratory nature of this research. It should be noted, however,
that all results for which significance levels of .005 or higher are
reported would have reached significance had the Dunn procedure been
employed.

In addition to the comparative analyses, data for the primary
measures for the combined language gcoups Lfi + P1 (hi), L + P1 (lo),
L+ P, (h1), L + P, (10)7 and the combined enrichment groups
1fE + P2 (hi), E + P2 (1qi7 were analyzed for overall pre- to post-test
changes.

Stanford-Binet and Related Measures
Pre-test; post-test, and adjusted means for the six treatment

groups on a variety of measures related to tbe Stanford-Binet are

presented in Table 2. Gaips in IQ's occurred for all groups, with
statistically significant pre- to post-test increases found for the
combined language groups (df = 90, F = 21.4, p < .001) but not for the
combined enrichment groups. With the exception of the L + P2 (lo)
group, there was a general increase in the percentage of ''work' re-
sponses to the Binet tasks. The modification of the procedure for
assessing response styles to cognitive demands produced uniformly
high "work" percentages, possibly not reflecting differences in
"work" performance that may have existed among the groups. There was
no consistent pattern for the measure of '"verbal not-work'! responses
on the Binet, half fhe groups earning higher 'verbal not-work" per-
centages on post-tests and half, lower. All gronps earned better
(i.e., lower) scores for the post-test than for the pre-test on the

Stanford-Binet Invenitory of Factors Affecting Test Performance,
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indicating improvement in adaptive behavior. The enrichment groups
showed the most improvement in this area.
Table 3 provides the t values based on the adjusted means for the

Stanford-Binet and related measures for the nine comparisons of primary

interest in this study. WNegative t values occur when the mean for the
second grouping within a comparison is higher than that for the first.
For the Inventory of Factors Affecting Test Perfoxrmance, the signs
were reversed since low scores reflect better performance.

An explanation of the nine comparisons follows. The reader may
wish to refer back to the schematic presentation of the design
(Table 1) for a glearer understanding of the groups forming each com-
parison. The first three contrasts are concerned with the relative
effectiveness of the language and enrichment curricula. Specifically,
the comparisons are:

1) Language curriculum versus enrichment curriculum, with
different parent programs and different levels of participation.

2) Language curriculum versus enrichment curriculum, with
different parent programs and the same level of participation
(lo). Since the mothers in the low-participating groups
attended virtually no parent meetings, the contrasi essen-
tially is between the two curricula without parent partici-
pation.

3) Language curriculum versus enrichment curriculum, with the
same parent program and the same level of participation
(PZ’ hi).

The fourth and fifth ccmparisons highlight the differences between

the two parent programs:

4) Parent Programi# 1 versus Parent Program# 2, with different
curricula and the same level of participation (hi).

5) Parent Program # 1 versus Parent Program #2, with the same
curriculum and the same level of participation (L, hi).
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TABLE 3
\
L Values for Comparisons Invelving
the Stanford-Binet and Related }leasures

Response Measures
Stanford- Stanford-Binet
Comparisons Stanford- Binet Inveatory of
Stanford- Binet "erbal Factors Affecting
Binet "Work"% Not-Work"% Test Performance
Curxiculum ‘
1. L+ Pl , (hi & lo)~--
E + Pz’%hi & 1o) 2.75% 1.17 .70 -.87
2, L+ Pl (lo)--E + P, (lo) 2.63% 1,00 &9 -.56
3. L+ Py ¥hi)--k + P, thi) 1.30 .16 -.95 -1.32
Parent Program
4. P1 (hi) 4 L--P, (hi) + L,E « 54 1.18 2.07 .96
5. P1 (hi) + L--P2 (hi) + L -.21 .96 2.33 1.56
Parent Participation
6< hi Pl 2 + L,E"-
lo Pl’ 4+ L,E .15 -.99 ~.16 46
7. hi P*#L--lo P +1L -.10 | -1.32 1.86 1.50
8. hi Pl + Le-lo Py + L -3 | -.04 2.2 |\ -lo8
9. ui 1=’2 + E=--1lo P2 + E .66 - 42 .30 .36
.
'*p <.01




The remaining comparisons focus on effects of level of participation
in parent programs:

6) High participation versus low participation, with different
parent programs and different curricula.

7) High participation versus low participation, with the same
parent program and the same curriculum (Pl’ L).

8) High participation versus low participation, with the same
parent program and the same curriculum (Pz, L).

9) High participation versus low participation, with the same
parent program and ihe same curriculum (Pz, E),

For the Stanford-Binet, some differences at the adopted signifi-
cance level were obtained. Overall, children in the language classes
earned significantly higher IQ scores than did children in enrichment
classes (comparison #1); significant differences between the curric-
ula were also obtained when only those children whose parents did not
actively participate in a program were compared (comparison #2).

This is the purest curriculum comparison in the design, since essentially
it examines curricular differences when there is no planned parent
involvement. Differences between language and enrichment classes were

no longer significant, although still in the same direction, when there
was active involvement in Parent Program # 2. There were no significant
Binet IQ differences for comparisons specifically focused on parent
programs or level of parent participation.

The general trend for the Binet 'work" per cent was that higher
scores wer2 earned by children in language rather than in enrichment
classes, and by those whose mothers were actively involved in P1 rather
than P2’ although these differences were not statisticallv significant.
Examination of the data for percentage of ‘‘verbal not-work" responses

produced indicates again that those children with parents active in
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Pl’ rather than P2, earned higher scores. In this case the differences
between the groups closely approach the adopted level of significance.
The picture relative to parent participation for the Binet "work" and
"verbal not-work" percentages is not consistent. The strongest £ind-
ing (although the difference is not significant at the .01 level) was
the tendency for children exposed to the UHFLC to earn higher 'verbal
not-work' percentages when their parents did pot participate in PZ
than when they did (comparison #8). This same effect did not occur
when children were in the enrichment program. Children exposed to the
UHPLC whose parents participated in P1 tended to achieve higher 'wverbal
not-work' responses but lower "work" percentages than the children of
the inactive Pl mothers,

Although the Binet gcores for the language groups .ere signifi-
cantly higher than those for the enrichment groups, the latter demon-
strated somewhat more adaptive behavior in the Binet testing situation

as measured by their ratings on the Binet Inventory of Factors Affect-

ing Test Performance. Differences between the groups, however, were

not significant.

Preschool Inventory, Gumpgookies, and WPPSI Animal House

Table 4 provides the pre-test, post-test, and adjusted post-test
means for three independent measures, including both raw scores and

scores transformed by age norms for the PSI and Gumpgookies. Raw

scores on these tests were transformed to age ''morms'" through use of
the pru-test data of all Head Start E & R Centers. This was possible
because of the fairly wide range in the ages of the samples from the
different Centers. Tor both tests norms at one~- or two-month intervals

were developed, with a mean of 100 and a standarxd deviation of

27



¢e'6 2z| tLe's 1| 106 €z 96 €z |oce 8z | 1€'6 €2 |X peasnlpy

Sh°6 Z¢ | 90°6 LT § %9076 €¢ 122°6 €2 | 9¢€°6 8C | 8%°6 €¢ X 3s0g

cr'e ez | so'8 L1 )ess ez |secr ez | s sz [e€ss €2 X 93 | ~SENON:feUTuV ISddR °S

oc"1? L1 | %61y 91 | 26°6€ 1T |2L°8¢ ¢T | #S°6€ LT | €L°C% 1T [X paasnipy

Pty L1 88Ty 91 | 29°0%v 1¢ |L2°6€ ¢TC | L9°8¢ LT | €Sy 1T X 3803 (soa1008 mEI)

1L-¢e (1| 2€°se o1 | 06°L€ 1T |s6°5€ zT | syee LT | L9'SE 1T X ?1a So1a0000m) ‘%

I7°901 LT | 28°201 9T | S9°€0T 12 [¥S°10T 22 | TI'€OT LZ | 897601 1Z |X peasnlpy

T9°90T LT | SL°L0T 91 | 61°SOT 1Z [2c 10T 2z | 96°10T LZ | 06°60T 12 X 3503 | (se200s pomzoysusil)

21°66 L1 | 88°86 91 | 06°€OT 1Z j1%°86 CC | 26'S6 LT | 18°66 1¢C X 91 §913003dWnY °¢

Lsv¢ oz | ssT9c ST | ¥9'1% T {s8'6€ €2 | 19°cy 8z | SS*#v 12 |X peasnlpy

sLye 0z | £9'9¢ ST | sv1v zzZ |wLtTv €T | wS'zw 8T | 98°€y  1C X 3s0g (591008 se1)

G292 O0Z | 129 ST | 65°9C Tt |/8°%¢ €T | 29°8C 8T | S0'6T I X ?xd Azojusauy jooyosaid °¢

68°0TT 02 | 19°¥11 ST | 9902t 2z |ev've1 €z | sccz1 8z |oe°v21 1T (X paasnlpy

sL 601 0z | tye11 ST | ze'2et 2z |ev 021 €2 | €6°%21 8T | 9L°921 12 X 350 | (se200s pemzogsueil)

0z°10T 0Z | 0Z°T0T ST | S%°SOT 22z |£8°96 €Z § 62°S0T 8% | L9°901 12 X 913 I07USAUL (004989 1
(o1) () (o1) () (o1) 7 (F0)

tg+3 nl%+a n|%+7 nlla+a wffa+a Nl'a+1 n

sdnoxy g 4+ jusmyotaug

sdnoxy ¢3 + o3enSueq

sdnozg L3 + o3enSue]

359}

s1s9], 9SNOH [PWIUY 1SddM pue ‘Sofjoosduny ¢

OJUuoAU] 10040S9xd

syl 103 sueal{ 3895-350d paasnfpy pue °31891-350d ©3I891-91d

? 37EVL

28

Q

Aruitoxt provided by Eic:

E



approximately 15. (See copies of the PSI and Gumpgookies norms and
descriptions of the procedures for deriving them in Appendixes D and
E, respectively.) Since these particular age norms, developed at the
Hawaii E & R Center, may not be readily available, raw score means for
the two tests are also presented.

Large gains were made by all groups on the PSI. For the combined
language groups there was an average gain of approximately 20 points,
using trancformed scores, which was significant at better than the
.001 level (df = 93, F = 254.96). The average gain of 'about 10 points
for the enrichment groups was also significant at better than the .001
level (df = 34, ¥ = 29.87).

All groups earned higher post-test scores on Gumpgookies. The
average gain of about five points (transformed scores) for chlldren in
the language classes was statistically significant (df = 90; % = 8,72,
p <.005), as was the average gain of eight points for the children in
enrichment classes (df = 32, F = 13.48, p < .001). Although the. oVerall
gain for the combined enrichment groups was somewhat larger than that
for the combined language groups, the language group coupled with
Parent Programn#l had the largest pre- to post-test increase in
Gumpgookies scores. Both the two L + P1 and the two E + P2 groups
gained about a2 half of a standard deviation or more in terms of age-
transmuted scores.

There had been no definite prior convictions or hypotheses as to
which type of curriculum or which type of parent program would have
more effect on the motivation measure. The results suggest that a
more structured parent program coupled with a more structured curric-
ulum (in language) has about the same effect on children's motivation
to achieve in school as a less structured parent program coupled with

a less structured curriculum. Since each of the two formal curricula
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takes only 15-20 minutes, there is no theoretical reason (although there
may be practical, logistical, and ecotiomic reasons) not to combine the
language curriculum with an enrichment cuxriculum and to incorporate
the salient elements of the two parent programs into one more intensive
program or one with more varied emphases.

There was a small but consistent increase for all groups on the

Animal House subtest of the Wechsler Preschool and Primary Scale of

Intelligence (WPPSI). At the end of the year, ail groups were perform-

ing close to the average level for their ages (a scaled score of 10
on WPPSI subtests is equal to the mean performance for each age group).
The average increase for the combined lgaguage groups was .95 scaled
score points and the average gain for the combined enrichment groups
was .56 scaled score points. Although the magnitude of the difference
between the average gain for the language groups and the average gain
for the enrichment groups was very small, only the increase for chil-
dren in the language classes reached statistical significance (df = 96,
F = 12.68, p < ,001). Interpretation of these results should take
into account the relatively small size of the enrichment sample (N = 39).
Data on the nine comparisons for this group of instruments are
presented in Table 5. Values for the PSI and Gumpgookies are based omn
the transformed scores. Highly significant differences in favor of the
language curriculum as compared with the enrichment curriculum were ob-
tained on the PSI. This was true for the overall curriculum comparison,
which includes variations in parent program and level of participation;
for the second comparison, which essentially eliminates both these
variables; and for the third comparison, which is limited to the two

curricula when each is associated with active participation in Parent
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TABLE 5

t Values for Comparisons Involving the
Preschool Iﬂventorz, ‘Gumpgookies, ‘and WPPSI Animal House Tests

A e e e e —— — ———
Conmparicons Response Measures
- Preschool WPPSI
Curriculum Inventory | Gumpgookies | Animal House
1. L+ P,2 (hi & 1lo) -~ E + Py (hi & 40) 5,12%% -1.05 A4
2. L+ By 5 (10) == E + P2 (lo) 4. 11%% -.87 -3
3. L+ P, (hi) -- E + xq (bi) 2.90% -1.56 1.06

Parent Program

S. P]_ (hi) + L -- P, (hi) + L -.04 2.17 -.59

Parent Participation’

6. hi Pl’z + L,E «= 1o Pl,z + L,E 1.53 .87 .30
7. hi Pl +L -~ 1o Pl + L 1.61 1.83 .03
8. hi P2 +L -- 10 Py + L 1.10 -.56 1.09
9. hi P2 + E -~ lo P2 4+ E .31 .33 -.55
* p <,O]_
*%k p <,001
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Program#2. No significant PSI differences were found for comparisons
focused on parent programs or parent participation, although there was
a tendency for children of active mothers to earn higher scores than
those of inactive mothers.

There wexe no significant differential results of the programs on

Gumpgookies. Gverall, the curriculum comparisons favored the enrich-
ment groups, as was true for the only other “social-emotional' measure
in the study, the Stanford-Binet Inventory of Factors Affecting Test
Performance. The data also showed a tendency for children exposed to
the UHPLC whose mothers actively attended 1’1 to earn higher Gumpgookies
scores than their classmates and than children exposed to the same
curriculum but whose mothers actively participated in P2.
Comparisons among the adjusted post-test means for the Animal
House subtest produced no significant results for either the curriculum,
parent program, or level of parent participation variables. Children

in the language classes, however, made significant pre- to post-test

gains on Animal House.
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Illinois Test of Psycholinguistic Abllities

Pre-test, post-test, and adjusted means on eight ITPA subtests for
each of the six groups are preseanted in Table 6. Group means for the
sum of the scaled scores for these eight tests are also shown. 4
graphic representation of the pre- and post-test data is given in
Figures 1, 2, and 3, for the L -+ Pl’ L+ PZD aud B + P} groups, respec-
tively. The mean performance of the normative group at each age level
(three-month intervals) on the ITPA subtests is equal to a score of
36 with a standard deviation of 6. At the time of initial testing,

only on the Auditory Seauentiszl Memory and Manual Expression subtests

did the entire sample consisiently perform at approximately an average

levei of furctioning for their ages. The Manusl Expression subtest

involves no verbslization, but rather requires the child to demonstrate
an action (e.z., dialing a telephone) through the use of gestures.

Auditory Sequentiai Memory is a test of digit span. In general, in

the other areas weasured by the ITPA, and most dramatically on the

Grammatic Closure subtest, there were discrepancies between the pre-

test level of performance and the chronological ages of the children
for all treatment groups.

There was an increase in the total of the ITPA scaled scores for
all groups on the post-test. This increase was significant for the
language groups combined (df = 85, F = 50.46, p <.001), but not for the

two enrichment groups. The range in the amount of overall change
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among groups was very large, from 1.09 [E + B, (o) 1 to 25.00

[L + P, (10)] =caled score points. The pattern of changes for the
individual subtests was very variable. For the language groups highly
significant pre- to post-test gains were achieved on both the Auditory

Association subtest (t= 7.34,p <.001) and the Verbal Expression subtest

t = 9.00; p <.001), These tests measure, respectively, the ability to
complete verbal analogies and to express descriptive concepts verbally.

The latter test is analogous to the Manual Expression subtest. In

contrast to the language classes, on both the Auditory Association ead

Verbal Expression tests the enrichment classes evidenced either mini-

mal losses or slight gains from pre~ to post-test. In general, the
two enrichment groups showed very little change on the ITPA during the
course of the year. The only area in which notable gains were demon-

strated was in Visual Reception, priwarily by the E + P, (hi) group.

This test requires the child to select a picture from a sect of four
that is conceptually similar to the previously presented stimulus

plcture. Performance on the Grammatic Closure subtest of the ITPA

seems highly resistant to marked improvement for these Hewaiian chil-
dren. Three of the four language groups earned slightly higher post-
test scores; both enrichment groups showed small losses in this area.
‘This finding warrants further expioration in later siudies.

Table 7 provides a summary of the findings for the multiple com-
parisons for the ITPA data. There were highly significant differences
favoring the language curriculum on the total scaled score based on the

eight subtests, as well as for the Verbal Expression and Auditory

Association subtests. This was true for the broadest curricular

comparison (# 1) as well as for the more pure comparison (# 2). For the
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third curricular comparison, which is limited to the groups whose mothers

were active participants in PZ’ only the results for the Auditory Associ-
ation test are significant. Superior performance by children exposed to

the language curriculum was also evidenced on the Grammatic Closure and

Manual Expression subtests, and somewhat less consistently on Visual
Association. Turning to the contrasts focused on parent programs, for the
fourth comparison significant results favoring the Py program were ‘obtained
for the total of the scaled scores, and specifically for the Verbal

Expression and Auditory Association subtests. Since the P1 program was

paired only with the language curriculum, however, one must be cautious
about attributing the results of the comparison solely to the effective~
ness of Parent Program # 1. A more nearly pure evaluation of the twe
parent programs can be obtained from an examination cof the fifth compari-
son in which the curriculum variable is controlled. Although only the

Verbal Expression subtest differences remain clearly significant, high t

values in the direction favoring P, were obtained for both the total

1

scaled score and Auditory Association. Additiomally, for all subtests

on the ITPA, higher mean scores were earned by children in the language
curriculum whose mothers were active participants in Parent Program # 1
rather than in Parent Program # 2.

Notable in examining contrasts focused on level of participation is
the strong tendency for children exposed to the UHPLC whcz2 mothers
rarely attended P2 to perform better on the ITPA than children from the
same classes whose mothers were active participants in Parent Program # 2.

These findings were particularly strong for the Verbal Expression and

Manual Expression tests, as well as for the sum of the scaled scores for

the eight subtests. A partial explanation of these results is providea
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in the discussion of the parent interview data. When P2 was palred with
the enrichment curriculum, different effects were noted. For the latter
case, in general, the children whose mothers attended P2 tended to do some-
what better than those whose mothers were inactive in the program. Those
children exposed to the UHPLC whose mothers were active P1 participants,

also tended to perform better than theilr classmates whose mothers were

inactive participants. The Manual Expression subtest is the one area in

which there was a consistent tendency for children of nonparticipating

mothers to perform better.

Verbal Expression Subtest Analyses

A summary of means for various analyses carried out on the Verbal
Expression subtest of the ITPA 41s shown in Table 8. On the post-test
all groups used more different types of descriptive categories as well

as longer sentences in their 1 :sponses on the Verbal Expression subtest

than they had at pre-test. Thi:re were marked diiferences among the groups
in the mean number of words used on both pre- and post-test. Only the
group with the highest pre-test mean [ L -+ P2 (hi)] did not show an
increése in verbal production during the course of the year.

The pattern of changes in the relationship between nouns and quali-

fiers for responses o the items on Verbal Expression was inconsistent.

Since the numerator of the ratio was the number of nouns and pronouns

and the denominator was the number of qualifiers (articles, adjectives,
and adverbs), lower scores reflect the use of more descriptive language.
On the post-test both L + P1 groups used relatively fewer and both

L+ P2 groups used relatively more qualifiers; the results for the enrich-

ment groups were mixed.
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Comparison analyses for these data are given in Table 9. Children
in the language classes used significantly more different types of rele-
vant categories for describing the cbjects presented in the Verbal
Expression subtest than did children in the enrichment classes. The
findings were highly significant for the overall curricular contrast and
when the parent program and participation varisbles were eliminated.

When the curricular comparison was limited to the two groups for which )

there was high P2 participation, the difference was no longer sigﬁificant.

On all the other language measures used for analyzing Verbal Expression

responses, differences tended to favor the language curriculum. Children
exposed to the UHPLC whose parents were involved in P1 used significantly
more different descriptive categories and more words in their respomnses

on Verbal Expression than did those in either curriculum whose mothers

were active in Pz (comparison #4). As was mentioned in the discussion
of the ITPA subtests, the fifth contrast prnvides a clearer measure of
the relative effectiveness of the two parent programs. With the curric-
ulum variable controlled, the differences between the parent programs

with respect to number of descriptive ¢-tgpuvies and number of words on

the Verbal Expression subtest =pproach, but do not quite reach, the adopted

significance lavel,

As was noted for the general ITPA results, there was a general
trend for the children in language classes paired with the Pl program to
perform better when their mothers were active rather than inactive parti-
cipants, but the reverse was true in classes in which the UHPLC was
paired with P2- When the Pz program was palred with the enrichment curriec-

ulum, however, the children with active mothers were more likely to do

better on most of the ITPA measures.
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Spontaneous Speech

During the early months of the school year, audio tapes of conversa-
tional speech among the children themselves were made in classroom settings.
No significant difference was observed in the sentence or phrase length
in terms of the number of words. The mean length of phrase for the exper-
imentel group was 3.83 number of words and for the comparison group 3.58.

At the end of the school year tapes were made again of the conversa-
tion of groups of two to four children. The recordings were made by
adults unknown to the children, since it was thought that the regular
language teacher might actually serve as a cue for speech patterns that
had been taught in the experimental classes and for complete sentences,
which had been encouraged. The mean length of phrase of the experimental
classes was 4.19 while that for the comparison classes was 3.34. For the
latter groups,therefore, there was a decrease in sentence or phrase lepgth
over the school year. The difference in the second tapes between the

experimental and control groups was significant at the .00l level (t = 5.00).

Summary of Test Results

Since the relationships among the tests administered may be of inter-
est, a table of intercorrelation coefficients based on 20 pre-test
measures is provided in Appendix F.

For a variety of cognitive measures administered on a pre-~test and
post-test basis, children exposed to the language curriculum (UHPLC)
earned significantly higher post-test scores than children in classes in
which the enrichment curriculum was presented. Specifically, significant

results were obtained for the Stanford-Binet, Preschocol Inventory, Audi-

tory Association and Verbal Expression ITPA subtests, including the number

of diiferent descriptive categories given in Verbal Expression responses,
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as well as for the total scaled scores for the eight ITPA subtests adminis-
tered. These results were obtained when comparisons involved all language
and enrichment groups, and when the variablgs of parent program and level
of participation were essentially eliminated. When comparisons were
limited to the groups whose mothers were active P, participants, differ-
ences on these measures, though usually not significant, consistently
favored the language curriculum. For the other cognitive measures, al-
though differences between the curricula were not significant, children in
language classes tended to earn higher scores. No significant differences
were obtained for the measures related to social-emotional functioning,
although the average adjusted post-test Gumpgookies scores for the enrich=-
ment groups was slightly higher than the average for the combined language
groups, and children in the enrichment classes showed more improvement

in adaptive test behavior as measured by their ratings on the Stanford-

Binet Inventory of Factors Affecting Test Performance

In addition to the differential effects noted, there were signifi-

cant pre- to post-test increases on the Binet, PSI, Gumpgookies, Animal

House, and the ITPA for the combined language groups and on the PSI and
Gumpgookies for the combined enrichment groups.
Significant differences between the two parent programs, in favor of

Pl, were found on the Auditory Assoclation and Verbal Expression subtests:;

the number of words and the number of different categories given on the

Verbal Expression subtest; and the total of scaled scores on the ITPA. The

specific comparison for which these results were obtained, however, is some-

wvhat confounded by curricular differences, since the P, program was paired

only with:language, whereas the Pz.program was .combined with both the language

and the enrichment awricula. When comparisons between parent programs are com-

fined to growps in which the children were exposed to the language program, only
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the differences for Verbal Expression are clearly significant. However,
for the other measures, the direction of differences is strongly in favor
of P1 (t values ranging from 1.72 to 2.38; 2.58 is the critical value).
Additionally, for all ITPA subtests, higher scores were earned by chil-
dren in language classes whose parents were active participants in P1
rather than P2'

There were no significant differences for any measures for compari-
sons focused on level of parent participation. Children in the language

program whose parents attended P,, however, performed better on the

1’
average than thelr classmates whose parents did not participate in P1
on almost all measures used in the study. Only on the Stanford-Binet
"work" per cent, and the Manual Expression and Visual Reception ITPA
subtests was the reverse true to any degree. It is interesting to note
that neithier of these ITPA subtests involves any overt verbalization.

The effect of participating versus not participating in P2 depended
in large part cn the curriculum to which the children were exposed.
Children in the language program whose mothers did not participate in
P, performed better on the ITPA and other measures than those whose mothers

2
did participate. ©On the WPPSI Animal House subtest and the PSI a reverse

trend was noted. When P2 was combined with the enrichment curriculum,
the tendency was for the children of sctive participants to earn higher
scores, although this was not a uniform finding across all measures.
Summarizing results for comparisons involving parent programs and
level of participation in parent programs, it appears that (a) active
participation in Pl was more effective than active participation in P2

when all children were exposed to a language program; and (b) active

participation of mothers in P2 did not facilitate the performance of
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their children in language classes, although it did appear to contribute
somewhat to more effective functioning for children in enrichment classes.
These findings raise the question of whether there was some incompatibility
between the goals of P2 and those of the language curriculum. Additionally,
the composition of the inactive P2 mothers from the three language classes
should be examined for characteristics that would make them uniquely

able to promote indépendently the cognitive development of their children.
An analysis of the parent interview data for the six treatment groups is
presented in the next section and provides some information along these

lines.
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Parent Interview

The parent interviews took place near the beginning and end of
the school vear. Some alterations were made in the post-interview
form, including the addition of a few items. Where changes in re-
sponses to questions are of interest, data from both interviews are
considered; otherwise the post-interview responses are reported.
Tables relative to the interpretations given here are presented in
Appendix ¢. Because the N's for the six sub-groups were of necessity
small (17 to 29), conclusions involving contrasts among the groups
should be regarded as being highly tentative and of low generalizability.
Figures in all tables are percentages, Items for which the numbers do
not add up te 100% reflect a failure to respond on the part of some
mothers in a few instances, or inadvertent mnission of the question.
In some tables a “no response' category is iancluded.

Data are presented in some detail for each of the six treatment
groups, because of their possible relevance to conclusions regarding

the parent programs.

Demographic data. A larger percentage of families in high parent

participation groups in contrast to low parent participation groups
were intact (i.e., both mother and father present), although there
were fewer homes in which the mother was completely alone in the L + P2
(lo) than in the L + P2 (hi) group. The largest difference between
high~ and low-participating groups was found in the E + Py classes;

717, of the active mothers as compared with 32% of the inactive mothers
were part of intact families. (See Table 1 in Appendix G.) Within

each of the groups the highest percentage of families consisted of be-

tween five and seven people. There were no striking differences in
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average family sizes among the treatment groups (Table 2),

Within each group, the highest percentage of mothers were éoly-
neslan (i.e., part~Hawaiian or Samoan). The E + P2 ¢hi) and L + P2
(lo) groups had a relatively high number of Oriental mothers; the
latter group was also the only one in which there were no Caucasian
mothers. English was the only language spoken in a majority of the
homes, but in many more families with children in earichment classes
than in language classes was an additional language also spoken
(Table 4). This bi«lingualism may have impeded the language develop=
ment of some children in enrichment classes and thus contributed to
their poorer test performance.

The level of education of the L + P, and E + Py active mothers
tended to be slightly higher than that of their inactive counter-
parts; the active and inactive mothers in the L + P2 groups had ap~
proximately equivalent educational backgrounds. A similar pattern
emerges when the educational levels of the fathers are compared.
Fathers from the L + P1 and E + Py active groups had had more edu-
cation than the fathers from the inactive parallel groups, whereas
the L + P2 (lo) fathers on the average had had more schooling than
the L + P2 (hi) fathers (Table 5).

Not surprisingly, perhaps, more inactive than active program
participants were employed (Table 6). The highest percentage of
working mothers were in the L + P2 {10). group.~ There.was:.a 'general
increase-in the mothetr's rate of employment during the course of the
year. This was attributable in part to the Concentrated Employment

Program, which was offered by the Manpower Development and Training

Office to families living in the district of the two enrichment
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classes and two of the language classes. There was also a general
increase in the employment rate of fathers. with the exception of
those in the L + P1 (hi) group. As with the mothers, at the end of
the year, the L + P2 (lo) fathers had the highest employment rate.

Participation in and attitudes towards Head Start. On both pre~

and post=interviews, mothers in all groups most frequently reported
that the thing they liked best about Head Start was the opportunity
it gave their children to acquire new skills (Table 7). There were
small' increases by the end of the year in the numbers of mothers
gliving this response in both L + P1 groups and in the L + P2 (hi)
group. Three (13%) of the active L + P2 mothers reported at the end
of the year that what they liked best was that Head Start gave mothexs
a chance to learn new skills, On the post-interview the percentages
of mothers in both high and low enrichment groups who emphasized their
children's acquisition of skills were about equal. Whereas four (24%)
of the active E + P2 mothers mentioned maturity, it was not mentioned
by an inactive mother. Two (14%) of the inactive E + P2 mothers and
no active mothers commented that Head Start was fun for their children.
Near the beginning of the school year when each mother was asked
what changes she had observed in her child since the child had been
attending Head Start, the most frequent response again was improvement
in skills, with the exception of the L + P1 (lo) group, which empha=-
sized maturity slightly more (Table 8). Four of the groups showed
little overall change in the pattern of their answers during the
course of the year. The L + Py (hi) and E + Pz (1o) groups, however,
decreased theilr emphasis on skills with a corresponding increase in

the percentage of mothers reporting that their children were more mature.
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There were fairly large differences between active and inactive
groups in the amount of classroom participation, with all active
mothers reporting that they had volunteered at some time (Tables 9~-11).
Within each set of classes it is of interest to compare the percentages
of active versus inactive mothers who volunteered regularly (i.e., once
a week or more). Percentages, with those for the active groups pre=-

sented first, for the L + P,, L + PZ’ and E + P2 groups, respectively,

1’
are: 437 = 27%; 62% - 41%; 54% = 0%. It is difficult to know whether
the high rate of volunteering of the mothers wno participated in a
parent program can be attributed to the impact of the program, or
whether mothers who elected to attend parent meetings would have
actively volunteéred on their own initiative.

In all groups with the exception of E + P2 (lo), more mothers
reported that they assisted the teacher than that they participated
in any other volunteer activity; more active than inactive mothers
gave this response. Supervision of art activities and supervision
of lunch were also frequently reported by all mothers, and again
more mothers in high~participating groups than in low-participating
groups mentioned these tasks. In general, the active mothers gave
more responses, i.e., repoffed carrylng out a wider variety of class=~
room jobs. Among the volunteer activities engaged in most frequently,
assisting the teacher was mentioned by mothers with children.in the
enrichment and in the L + P2 classes; art supervision and lunch super=-

vision were mentioned by the high and low L + P, groups, respectively.

1
There were no clear effects of type of parent program on patterns
of classroom volunteering, but mothers active in either program volun~-

teered more frequently and in more diverse ways than inactive mothers.
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Educational opportunities and aspirations. The amount of time
mothers spend reading to Head Start children did not seem clearly
affected by parent program participation (Table 12). There were
slight increases in the reported frequency of reading for the active
L + Pl and E + P2 groups., The pattern for the L + P2 (hi) group was
inconsistent; more mothers said that they read to their children reg-
ularly, but more mothers also said that they seldom read to thelr chil=
dren. In the poste-interview the L + P2 (lo) group was the only one
in which each mother responding said that she read to her child at
least once a week.

Responses to the item concerned with how mothers handle chile-
dren's questions that they cannot answer showed an overall decrease
in the percentage of mothers who said that they knew all the answers
and a corresponding increase in the number of mothers who would tell
their child that they did not know the answer (Table 13). This
change in response pattern was consistent for five of the six groups.
In the post-interview, the L + P2 (lo) mothers were more likely
than any other group to answer questions as best they could and were
the only group in which no mother reported that her strategy for han-

. dling questions she could not answer was to change the subject. Hcwe=
ever, the largest percentage lncrease in the numbexr of mothers
attempting to answer difficult questions and the largest percentage
decrease in the number who tried:.te.avoid answering these questions were
in the L + P2 (hi) group. This shift in the pattern of response for
the active L + P2 mothers was not matched by either the other active

P? group or the active P, groups. There appear to be no clear trends

rzlated to level or type of parent participation.
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Each mother was asked to indicate where on a continuum from one
(best work) to 10 (poorest work) her child would be when he entered
grade school (Table 14). No mother in either group on pre= or poste
interview rated her child ninth or tenth. Except for the pree~interview
responses of the L + Py (hi) group, mothers most frequently placed
their children at the midpoint of the scale (i.e., in the middle of
the class). At the end of the year no mother in the L + Py (hi)
grouvp rated her child below the middle of the continuum, with a con=
sequent increase in the number placed just at the middle. The only
other group in vhich there were no children in the bottom half of the
scale was L + P2 (lo), but this was true on the pre-interview as well.
The high-participating groups shifted their appraisal of their chile
dren's relative class standing upward slightly during the course of
~ the year.- A consistent comparable shift in the inactive groups is
not so readily apparent, although the E + P2 (lo) mothers raised their
estimations. Participation in a parent program seems to have contri=
buted somewhat towards raising mothers' expectations of how well their
children will perform in kindergarten.

Data on the educational expectations and aspirations of mothers
for theilr Head Start children are given in Tables 15 and 16. Across
groups on both pre~-and post-interviews, mothers most frequently re-
ported that they expected their children to finish high school. Ini=
tially, none of the active mothers said that they expected tlieir chil~
dren to go to college or beyond; at the end of the year a few mothers
in each high-participating group anticipated that their Head Start
children would go to college. Interestingly, in all inactive groups

some mothers indicated in the pre-interview that they thought their
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children would attend college. There was little change in these
mothers' expectations during the year.

Educational aspirations of the mothers clearly exceed their ex-
pectations. 1In contrast to the relatively few mothers who expect their
children to go to college, approximately two-thirds to three=fourths
of all mothers would like their children to get higher education. If
categories seven {(go to college) and eight (finish college) are com=
bined, the aspirational levels of the various groups appear to be quite
similar and subject to little change over the course of the year.

On both interviews, although less frequently on the post-interview,
most mothers reported that they could not predict what job their child
would have as an adult (Table 17). Many of the responses that initially
were placed in the "don't know' category probably were classified in
category nine (leave the decision up to the child) on the post-interview,
an option not available in the {naitial interview. Similarly, but to a
lesser extent, many mothers were reluctant or were unable to say what
type of job they wished for their child. Because of the relatively
few mothers responding to these items, the findings are difficult
to interpret. On the pre-interview, the percentage range of mothers
who expected their children to become blue=collar workers (categories
two=four) was from 12 per cent [E + P2 (hi)] to 34 per cent [E + P, {lo)].
On the post-interview, although more mothers answered the question,

a smaller percentage gave responses that were classified in categories
two to four., The post=test range for these categories was from zero

per cent for the E + P, (hi) mothers to 20 per cent for the L + P1 (1lo0)
mothers. Across groups there was a general trend away from blue-«collar
jobs, with mothers in the high~participating groups less likely to ex=
pect thelr children to have such jobs than were low=participating mothers.
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As with cccupational expectationg, although more mothers were
willing to state a vocational choice for their Head Start child on the
post=interview, a smaller percentage, with the exception of the
E + Py (lo) mothers, aspired to unskilled, semiskilled, or skilled
occupations (Table 18). For these occupations, expectation and aspira~
tion levels of the E + P, mothers as reported on the post~-interview
were equivalent. OCn the other hand, for other job categories, as was
generally true for most categories for the remainder of the sample,
aspirations exceeded expectations. The E + Pp (lo) group was also the
only one showing a definite decline in the percentage of mothers hoping
that their children would attain high~level managerial or executive
positions (categories seven and eight). Whether this reflects realism
or undue pessimism is a matter of conjecture. Overall, involvement in
Head Start, and especially where there was active participation in a
parent program, seemingly helped to create higher educational and voca-

tional goals.
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Educational attitudes. A series of 24 statements taken from the

27-1item Educational Attitude Survey (Hess, et al., 1968) were included

in the interviews, The statements were slightly reworded and were
presented as questions. There was general high agreement on both pre- .
and post=-interviews that (a) teachers want parents to visit the
school; (b) friendly teachers can control children; (c¢) most teachers
are good examples for their children and are well trained; (d) sports
and games do not take up too much school time; (e) getting a good
education is the best way to improve your life; (£f) children should

be made to stay in high school until they earn a diplema; (g) anyone

can go to college if he really wants to; and (h) parents should not

keep their children out of school to help out at home. These responses
reflect the mothers' overall approval of teachers and their belief in
the importance of education, Specific results for these items as

well as for others showing little change in response patterns during

the year or little differentiation among groups are included in Table 20,

Results for the remaining 12 items of the Educational Attitude Sur=

vey are summarized in Table 19. The ordering of items in this table
does not correspond to the sequence in which they were presented. A
factor analysis of the responses of middle= and working-class mothers
(Hess, et al., 1968) to the original 27-item scale resulted in a clus~
tering of the first five items in Table 19 on a factor that was de=
scribed as a "power=powerlessness’ dimension. Affirmative responses on
items one and two, and negative responses on items three, four, and
five presumably reflect feelings of power. A marked increase in the
percentage of mothers from both active P, groups who felt that they can
do something about improving the schools was evidenced, Comparable in-

creases did not oeccur in the active Pl group or in any qf the inactive
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groups. The two grcups showing the greatest positive change on this
item were also those feeling most powerless initially. On a related
question, focusing specifically on the school principal (question two),
the active Py and inactive E + P, mothers revealed a shift towards an
increased sense of personal effectiveness. For both items one and two,
the percentage of mo thers responding in a positive direction (i.e.,
indicating a sense of power) at the end of the year is greater for the
L+P (hi) and E + P2 (hi) than for the parallel low groups; this is
not true for the L + By mothers. All groups clearly felt more capable
of effectively dealing with a specific individual (principal) than with
a broad system (the school).

In two low=-participating groups, more mothers at the end of the
year felt that teachers prefer quiet children (E + Py) or, at least,
they had more uncertainty about whether or not this is true (L + Py).
There was a shift in the opposite direction for the active L + P,
mothers. All low~participating groups increasingly denied that chil-
dren's behavior in school makes it difficult to teach, whereas there
was a slight shift in the opposite direction for the active groups,
notably for the E + P, mothers. Since these mothers were fréquently
classroom volunteers, in sharp contrast to the E + P2 (lo) mothers
(Table 9), their change in response to this item may be a realistic
reaction to their experiences in the classroom. These same mothers
[E + Py (hi)] were also the only group to show a clearly more positive
attitude about children's desire to learn; a reverse shift was noted
for their inactive counterparts. Overall, results for this set of
questions (one through five) indicate that mothers who participated
in a parent program were more likely than were inactive mothers to shift

their attitudes away from feelings of ineffectuality.
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Items six through eight in Table 19 clustered together in the
Hess,et al. (1968) study on a factor which was labeled "irrelevance of
education." Affirmative responses to these questions would indicate a
bellef in the importance of the noneducational aspects of life. Mothers
in the L + Py (hi) group more frequently denied on the post=-interview
that 1life is just as enjoyable for people with little education as for
the well-educated (number six); that there are more important things
in school than getting good grades (number seven); and that teachers set
standards in conflict with those established at home (number eight).
This group of mothers, then, showed a consistent tendency towards
increased emphasis on the importance of education for attaining a better
life. Thé responses of the other groups were more variable. Both
active P2 groups were more likely on the post-interview to clearly dis-
agree with the idea that increased education contributes to increased
enjoyment of life. Many more of the active E + P2 mothers also agreed
that there were more important things than getting good grades, wheraas
fewer active L + P2 mothers felt this way. More of these L + P2
mothers, however, agreed that there was conflict betweén- their stan-
dards and those of teachers. A reverse shift on this item occurred
among the nonparticipating L -+ 92 mothers. Other interesting changes
within the low=-participating groups were the increased feelings of the
irrelevance of education for enjoyment of life for the E + P2 mothers
(item six), and for the L + Py mothers (item seven). The L + Py
group emphasized good grades less but the importance of education for a
better life more.

Participation in a parent program that was highly cognitively
oriented (Pj) apparently contributed to an increased sense of the

relevance of education. Involvement in Parent Program #2, particularly
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when their children were exposed to an enrichment curriculum, did not
have the same effect on the mothers. Further evidence of this is seen
on examination of responses to item nine ("Can a man often learn more

on a job than he can in school?"). Although this item did not originally
fall on a factor with items six through eight, it is clearly concerned
with feelings about the relative importance of education. Only the
active P1 group showed a clear decrease in the percentage of mothers

who believe that on-the-job training can be more effective than school=
ing.

The three remaining items in Table 19 (10=12) do not seem to be
related to each other in any particular way. There was a consistent
increase across groups in the belief that teachers usually expect chili=
dren to obey them. Although this change tended to be greater for the
active groups, it is more likely based on the mothers' classroom expe=-
riences than on participation in parent programs. Another interesting
finding was the more tolerant attitude exhibited by the high=-participa~
ting groups, notably L + Py and L + PZ’ towards the neighborhood chil-
dren, whereas the expressed attitudes of the inactive groups were
essentially unchanged. Finally, with the exception of L + Py (lo),
all groups of mothers were less likely to agree that parents are to
blame for the failure of their children in school. The E + P, (hi)
mothers changed the most in this respect and were the only group in
which a majority clearly indicated that they did not blame themselves
for their children‘s failure. It would be of interest to investigate
whether this attitude change reflects a greater sense of adequacy in

their roles as parents.
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Educational attitudes were also measured, at the beginning and
at the end of the year, by asking each mother to describe what she
would say or do to prepare her Head Start child for the first day of
grade school. A modification of a system devised by Hess, et al. (1968)
was the basis for classifying the mothers' responses to this question.
A description of the categories used to code the responses is presented
below:

1) Obedience: Responses that emphasize the need to behave and to
listen to the teacher.

'Eiamples: a) "I'd tell her the name of her teacher...I would
tell her to be good, listen to the teacher,
help, behave, don't fight."

b) "I told him to be nice, to behave, and to re~
spect the teachers."

2) Learning: Responses that focus on the academic aspects of school
by noting, for example, that school is a place to learn or to
acquire gkills,

Examples: a) "Now she's going to be writing, painting with
color crayons, using pencil, paper like that."

b) *Things will be advanced. They teach you to
read and spell.”

3) Affective: Comments that present the new school situation to
the child as an emotional experience primarily, either positive
or negative.

Examples: Positive a) "I would excite him-~he is going to
a new school to play with new children and have a
new teacher. The sachedule :slightly different, and
he have recessés still."”.

b) She wants to go to school with her
sisters and will make a lot of new friends and have
a nice teacher,

Negative a) "Do you want to go to school? I
wouldn't force her. If they want to stuy home I1'd
say O.K. but you must stay like you are sick or the
policeman will come for you,"

b) ™You are older now. All your playing
is through, you are growing up. Your work in school
is going to be harder. You have to listen to the
teacher. Everyone goes through it."
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4) Vague and Irrelevant: Responses that did not answer the ques-
tion or were too vague to be scored.

Examples: a) Just going to school.

b) Actually, I have never had trouble with my
children, they all looked forward to going.

Responses were given more than one code if they contained combi-
nations of the factocrs scored. If a response was considered vague or
irrelevant, however, no other code zpplied.

Changes in attitudes towards school as revealed by the mothers'
descriptions of the child's role in school were minimai, especially
for the high-participating groups (Table 21). Obedience was most fre-
quently emphasized by all groups on both interviews, with the exception
of L + Pl (lo). These mothers gave 10 per cent fewer comments empha=
sizing obedience on the post-interview and consequently had the smallest
percentage of responses in this category. They also had the highest
percentage of responses on both interviews that presented school as a
place to learn. Biggest changes in response patterns were demonstrated
by the inactive E + P2 mothers., They gave 14 per cent more obedience
and 16 per cent fewer learning responses during the second interview.
These mothers also made very few comments classified as positive on
either interview., In general, no consisteat effects of parent pro-
gram or level of participation were noted in response to this question.

Attitudes towards life in general. Responses to a series of

questions related to general attitudes towards life and society are
presented in Table 22, The original five-point scale (from "strongly
disagree” to "'strongly agree") was reduced to three categories, since
it was generally felt that discriminations at the ends of the scale
were unreliable. Overall, mothers in the L + PZ (lo) group showed
the most consistent shift in an optimistic direction across items.
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Observe that this is the group of mothers with the highest percentage
employed. They responded more positively on all items and in particular
were less likely to agree that 'a person doesn't really know whom he can
count on' and that "it's hardly fair to bring children into the world
with the way things look for the future," The most radical attitude
shifts in both positive and negative directions were experienced by

the E + P, (lo) mothers., They were much less likely to agree that

"life is getting worse," that writing to officials 1is useless, and

that one should not have children, but much more likely to feel that
one should live for today" and that ‘you can't really count on

people." Responses of the E + P2 (hi) mothers showed the same pat~

tern of change across items but to a lesser extent in general. The
other active P2 group (L + P2) tended to become more uncertain or
somewhat more pessimistic in their attitudes. The biggest change

for both active and inactive P1 groups was in the increase in the
percentage of mothers who belizve that you have to plan for tomorrow.
Responses to the other items showed little change or were somewhat

more positive, except that both groups became less optimistic about
their abllity to have an impact on public officials.

Three additional items tapping how effective mothers feel about
coping with the environment were presented in the post-interview only
(Table 23). Head Start mothers clearly felt that hard work is more
important than good luck for success, and were more likely than not to
feel that they have a chance to succeed in life. There was more un=-
certainty about whether or not environmental factors interfere with

their advancement.
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Community involvement. Patterns of participation in various

types of organizations are shown in Table 24, Somewhat surprisingly,
there was a reduction in the percentage of participants in each active
group who were members of educational organizations. Theilr active in-
volvement with Head Start may have reduced the time available for par=
ticipation in other groups. All low~participation groups showed a
decrease in the number of mothers reporting membership in a Head Start

or CAP organization, as did the active L + P, group. A very small

1

percentage of these active Pl mothers, in contrast to the P, mothers,

2

reported membership in CAP organizations. For some reason most P2

mothers may have included their parent program participation in this

category, whereas P. mothers did not. Mothers inactive in a parent

1

program were more likely to be members of social organizations.

Child-rearing practices. The Head Start mothers were asked,

"What do you consider one of the worst things {child‘s name) does?"

and "What is one of the little things that (child's name) does that

he shouldn't?" They were then asked to report what they usually said
or did in response to these problems. The mothers' descriptions were
classified, using the following broad categories:

1) Physical control=~includes primarily spanking or shouting at
the child.

2) Psychological control (Rejection)-~depriving the child of
mother's affection or companionship.

3) Psychological control (Guilt)~--making the child feel that he
is bad or that he has greatly disappointed his mother,

4) Constructive reaction-~offering the child a reasonable ex-
planation as to why his behavior 1s unacceptable or suggesting
something else for him to do.

Responses were placed in as many categories as applied (Table 25).
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Mothers who were active participants in P, were much less likely

1
to use physical control to handle both severe and mild infractions at
the end of the year. The E + P2 (hi) group was also less likely to
react to severe misbehavior with physical punishment but was more
likely to use 1it. to . control minor deviations. On the post-interview,

a smaller percentage of the inactive L + P, mothers reported resorting

2
to physical control when confronted with extreme misbehavior; a com=-
parable reduction was not evident for the active L + P2 mothers or
for the other inactive groups. However, a much smaller percentage of
mothers in the L + P2 (hi) group than in any other had reported using
physical punishment to handle severe infractions at the beginning of
the year.

The percentage of mothers who use psychological control to cope
with behavior problems, either through rejection or by the arousal of
guilt, 1s relatively small. Reactions indicating rejection of the
child tended to decrease somewhat in response to severe infractions
and increase slightly in response to mild infractions. Only for the
L+ P1 (hi) mothers was the reverse true. The most notable finding
on the use of guilt to control children was the decrease in its
emphasis by the L + P2 (hi) group when confronted with serious mis~
behaviors,

Constructive reactions to behavior problems were consistently
more prevalent on the post-interview for all groups. For all inactive
groups and for the active E + P2 group, the lncrease was more evident
in thelr handling of severe rather than minor problems. Involvement
in the Head Start program in general has apparently promoted the
development of more helpful approaches for dealing with children's

actions that mothers find disturbing. Although child-rearing
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practices were an area of focus in Parent Program# 2, no differential
effect on the responses of the active participants of this program
is noted. 1In fact, the active P1 participants showed é greater in-
crease 1n percentage of constructive responses, as well as a greater
decrease in the use of physical punishment when confronted with both
severe and mild infractions, than did the active P2 mothers,

In the post-interview only, mothers were also asked how they
respond when thelr children do something that pleases them (Table 26).
The distribution of responses across groups was not highly variable.
Most mothers report giving verbal praise (e.g., 'that's wonderful")
or affirmation (e.g., "that's right")rather than physical or material
rewards.

Each mother was asked, on the post~interview only, to describe
how she would go about teaching her child a new task. Almost all
mothers incorporated praise in their narrative and only a very few
mentioned punishing the child (Table 27). Labeling the task or pre~
paring the child for it also rarely occurred, although mothers in
both high and low L + P1 groups were much more likely to prepare the
child than were other mothers, It may be that the teachers in tﬁe
L+ P1 classes provided these mothers with good models. Not sur~
prisingly, the most frequently noted teaching technique for all
groups was demonstration of the task. The high P2 mothers were also
somewhat more prone than others to give specific directions.

Responses to this item theoretically should have been affected
by participation in Parent Program# 1, because of its emphasis on the

teaching role of the mother. Since both high and low P, groups empha=

1
sized preparing the child for the task, this finding does not seem re~
lated to participation in Pl. Actual observations of mothers teaching
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their children, rather than reliance on their verbal reports alone,
might have yilelded different results and provided a better basis for
evaluating the effectiveness of P, in this regard.

1
Summary of interview findings and evaluaqign gf parent programs.

Demographic characteristics that differesntiated the high- and low-
participating groups included (a) the higher percentage of intact
families among the high=participating groups, (b) the slightly higher
educational level of the mothers and fathers of the high=-partiecipating
groups, and (c) the higher employment rate of the low=participating
mothers. These different features of mothers who were active and in-
active not only were difficult to control against but also compounded
the difficulties in interpreting results.

Active mochers part{cipated more frequently as classroom volunteers,
were more likely over the course of the year to raise their educational
and vocational goals for their children, to feel somewhat more powerful,
and to become more tolerant in their attitudes towards their children's

playmates. More of the active P, mothers than those in aay other

1
group increasingly emphasized the importance of education.

It is of interest to see how the inactive L + P2 mothers fit into
this general picture, since test results indicated that their children
tended to perform as well as or better than their classmates whose
mothers were active P2 participants, The L + P2 (lo) group had fewer
father-absent homes than any other inactive group and fewer homes in
which the mother was completely alone than any other group in the
study. Unlike the other inactive groups, the educational level of the
mothers and fathers was comparable to that of their active counterparts.
At the end of the year, the percentage of mothers and fathers employed

was higher for the L + P2 (lo) group than for any other.
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The inactive L + By mothers participated more frequently in class
than did any other low-participating group, and about as often as the
L+ P, (hi) mothers. These mothers provided cognitive stimulation for
their children by reading to'them regularly, were more likely than
other mothers to attempt to answer difficult questions, and less likely
teﬁtry[to change the subject when they didn't know the answers to
auzstiona. They were similar to the active mothers in the degree to
which their attitudes suggested feelings of power and showed a more
consistent positive shift in their attitudes towards life in general
than did any other group. Additionally, the attendance rates of chil=-
dren of active L + Pl and E + P2 mothers were significantly higher
than those of thelr classmates with ilnactive mothérs (p <.05 and <.001,
respectively), whereas no significant differences were found within the
L + P, group. Children from the L + P, classes whose mothers did not
participate in the parent program attended class as frequently as those
whose mothers were active participants.

It is apparent that the inactive L + P2 mothers were unique among
the low-participating groups in having characteristics and attitudes
likely to be associated with the more rapid cognitive development of
their children. Thus the finding that the children of active L + Py
mothers tended to earn lower scores than their classmates {(although
the differences were not statistically significant) seems to be re-
lated to the unique composition of the inactive mothers rather than
to a negative effeect of Parent Program # 2. The data do clearly in-
dicate, however, that children exposed to the language curriculum
whose parents were active in P; performed better on most measures used
than those exposed to the same curriculum whose mothers were active Py

participants. Again, except for the Verbal Expression subtest of the
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ITPA, the differences, although consistent, were not statistically
significant. (See discussion of individual test results:.) These
results suggest that Pl was more effective than P2 in helping promote
children's cognitive development; differential effects of the parent
programg as measured by responses to the parent interview were not
readily apparent,

Although test results showed that children in L + P, classes

1
tended to earn higher scores than children in L + P2 classes, the over=
all effectiveness of the combined intervention as reflected in parent
program attendance was greater for the L + P2 program. When mothers
who were employed full-time were eliminated from the analyses, 60 per
cent of the L + Py mothers as compared- with 47 per cent of L + P1
mothers were active participants in the program. Since the figure for
the L + P, mothers was about equal to that for L + Py (467), it appar-
ently was not Parent Program # 2 by itself that attracted the mothers.
The relative drawing power of the parent programs was also
examined by comparing the number of nomvorking mothers in each group
who were very active participants, At the end of the year the parent
educators presented Certificates of Participation to mothers who had
attended two-thirds or more of the scheduled meetings. Thirty-seven
mothers, over half of the 64 mothers who attended one-third or more
of the meetings, received certificates. Parents in the L + P1 group
received 14 certificates; parents in L + PZ group received 12; and
E + P2 parents received 11, Proportionally more E + P, mothers re=-
ceived certificates, since this treatment involved only two rather than
three classes. Thus the highest percentage of active mothers was drawm
from L + P, classes, and the highest percentage of mothers who came to

2
more than two=thirds of the meetings were from E + P, classes. In
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general, then, participation in P, was more extensive than P

2 1 par=

ticipation.

Finally, attitudes of mothers towards the parent educators and
the parent programs reflect effects of these programs not readily
measurable, Acceptance of the consultants as friends and confidantes
was apparent in all the groups, and there were several occasions when
the parents invited the staff to outside social events. There were two
picnic swimming parties, and the University staff suffered a resound-
ing defeat in a volleyball game by one of the parent groups. Che
mother included staff members in a party at her house; one parent
group surprised a staff member with a baby shower.

Parents who completed evaluation forms reiterated positive atti-
tudes toward the programs:

"Why don't more parents come? They don't know what they are
missing,"

"I find it's great help as well as fun to attend the parent
meetings."

"I've enjoyed participating and hope it continues, for one thing
it helps untie my nerves."

“"These meetings have been real helpful to me and my children,”

At the end of the year many parents asked about the following
year and showed veal concern when the staff expressed doubt that re~
sources to permit continuation of such meetings with the same groups

would be available.
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Observation Procedures

The Observation of Substantive Curriculum Input (0SCI) focused on

classroom activities and the nature of teacher verbalizations and inter-
actions in the classroom. The 0SCI was used four times during the school
year. Systematically recorded with each type of activity observed (con~
text) were a description of the input or specific nature of that activity
(content); the type of social interaction, if any, observed; the equip~
ment or material used:; the number of children involved; and who was in
charge of the situation (locus of control). Definitions of the codes
used are provided in Appendix H.

Observations were recorded in three-minute units. During 24 of the
three-minute units out of a total of 40 (two hours), the total classroom
was observed; eight of the units were reserved for teacher observations,
and the remaining eight units for observation of the aide or special
teacher. The choice of whether to observe the aide or special teacher
in the units designated for elther ofztheir observations was made on a
random basis prior to each two-hour 0SCI. The amount of time each of
these adults was observed, therefore, varied from class to class.
Additionally, since the special teacher was not always present, in some
classes she was rarely observed. Therefore data on the observations
focused on the aide or special teacher are not included in this report.

Classroom obseivations. Table 10 compares the average percentage

of times each context code was recorded in relation to the number of
children observed in that context for the combined language (L + Pl (hi),
L + P1 (lo), L + P2 (hi), L + P2 (lo)] and combined enrichment

{E+ P, (hi), E+ P, (lo)] groups. For each three-minute cbservation

interval, activities (i.e., contexts) were recorded according to the
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TABLE 10

Percentage of Context Codes Recorded Relative to the Percentage

of Children Observed in Each Context

Language Classes

Enrichment Cliasses

Per Cent of |Per Cent of |Per Cent of Per Ceat of
Context Codes Children Codes Children

Cognitive

D 3.9 6.9 4,9 9.6

v 9.3 14.2 3.7 7.8

Total 13.2 21.1 8.6 17.4
Creative

P 7.2 4.8 8.5 8.8

A 12.5 18.8 12.9 15.9

Total 19.7 23.6 21.4 24.8
Large=Muscle

L 18.4 13.6 8.0 7.0

B 2.4 1.5 1.2 0.8

Total 20.8 15.1 9,2 7.8
Visual=Motor

S 7.3 4.1 17.0 10.0
Routine

E 3.9 5.8 3.7 5.0

R 0.7 1.8 1.0 2,2

C 4,1 2.9 4.6 3.2

I 8.2 10.6 11.2 12.3

T 2.2 2.5 3.6 3.4

Total 19.2 23.6 24,0 26,2
Other

u 4,0 1.5 6.0 2.3

N 2,2 1.2 1.8 1.1

W 13.4 9.9 12.0 10.4
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groupings of the children in the classroom; and the number of children
engaged in each activity was noted. The percentage of children assoclated
with each context may be higher or lower than the percentage of times

the context code was recorded. When the percentage of children observed
is high compared with the percentage for the context code, in general
relatively large groups of children were involved when the particular
context was observed. Similarly, when the percentage of children observed
in a context 1s small relative to the percentage of times that context
occurred, children in these activities were more likely toc be alone or

in small groups. The relationship between the number of children engaged
in and the frequency of occurrence of particular contexts is similar

for the two sets of classes. For example, cognitive activities tend to
involve relatively large groups of children and visual-motor tasks rela-
tively small groups.

The biggest differences between the sets of classes are in the greater
emphasis on large-muscle activities {essentially outdoor play) and
structured cognitive activities (V) in the language classes, and the
more frequent occurrence of visual-motor activities (i.e., puzzles,
table games) in the enrichment classes. Dramatic play and discussions,
as well as routine activities, were also more frequently observed in
enrichment classes and involved more of the children. The difference
in the degree of emphasis on structured activities is clearly attributable
to the language intervention program; the findings on discussions and
dramatic play probably reflect the presence of the special enrichment
teacher. Other differences are more likely a function of classroom

teacher preferences and facilities.
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Data on the content codes are summarized in Tables 11 and 12. Two
content codes were always recorded with each context observed, although
frequently one code was sufficient to describe the activity and occa-
sionally no content codes were applicable. When either of these situa-
tions occurred the na code was used, and thus it was recorded much more
frequently than any other content code~-about 50 per cent of the time on
the average for both language and enrichment classes. The impact of the
language curriculum is again seen when the percentagesof la codes for
enrichment classes (2.6%) and language classes (6.47%) are compared.
General verbal communication was also somewhat more frequent in language
classes. It is noteworthy that there was virtually no emphasis in either
set of classes on quantitative, social studies, or science concepts.

The largest content differences between the classes was in the
occurrence of the vm codes. Children in enrichment classes spent con-
siderably more time engaged in activities involving both visual discrimi-
nation and manual dexterity. Unfortunately, none of the measures in the
study effectively taps these skills and so the impact of this training
cannot be evaluated. Although the Animal House subtest of the WPPSI
involves eye-hand coordination, it is primarily thought of as z cognitive
test of the ability to learn sign-symbol associations.

In addition to the two content codes, a social interaction code was
noted for each context recorded. Findings on the amount and types of
social contacts observed are presented in Table 13. Social interactions
took place slightly more frequently in language classes and were almost
always strictly verbal (e.g., praise). Purposeful physical contact

among children or between children and adults was rarely noted.
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There was little difference between the language and enrichment
classes in the distribution of locus of control (Table 14). Approximately
two-thirds of the time, on the average, children were independently
carrying out their activities. Generally, only during structured activities,
discussions, and art projects were the adults more often than not in
control. Structured activities were almost always conducted by the
special teacher in the language classes, but about as frequently by the
classroom teachers and the special enrichment teacher. Enrichment class-
room teachers apparently felt the need to introduce structured activities,
whereas teachers in classes in which the language curriculum was presented
apparently felt that adequate time already was being spent in highly
organized activities,

Table 15 provides information on the types and condition of equip-
ment found in language and enrichment classes. The items evaluated were

listed in the Clags Facilities Inventory, an instrument used in the nation-

wide evaluation to describe facilities in Head Start classes. Information
on classroom equipment was obtained from teachers or aides and from
classroom observers. It is apparent from examination of Table 15 that
there was more equipment available in language classes and that generally
it was in better condition.

0SCI teacher observations. Eight of the three-minute 0SCI units

were reserved for observing the head teacher in the classroom. Recoxrded
at 20-second intervals during the tvcacher observation units were the
activity of the group of chiidren with which she was involved, the number
of children in that group, and the degree to which she was involved with
them (scale of teacher involvement). Alsc recorded at each interval was

the teacher's input, describel by the content codes.
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TABLE 14

Percentage Distribution of Locus of Control Codes for Each Context

Language Classes

Enrichment Classes

Class |Aide or Class }Aide or
Child | Teacher|Special | Other Child | Teacher |Special |Other
Context Teacher Teacher
1 2 3 4 1 2 3 4

D 26.8 | 33.8| 32.5 6.8 32.6 24.3 | 41.6 1.4
v 2.4 16.3 | 73.1 8.2 8.0 44,6 | 47.3 -
P 96.4 1.9 0.3 1.4 91.4 - 6.6 1.9
A 26.4 26.4 | 33.9 13,2 16.8 28.8 | 42.1 12.2
L 87.8 4.1 6.5 1.6 83.2 5.2 | 10.6 1.0
B 95.2 - 2.4 2.4 100.0 - - -
S 86.2 4.8 3.3 5.6 93.7 - 4.0 2.3
E 75.0 13.7 7.6 3.7 74.1 22.0 1.9 1.9
R4 74,5 21.6 o= 3.9 . 33.3 66.7 -~ -
C 68.3 15,2 9.0 7.4 74.1 9.8 9.0 7.2
I 65.9 17.1 | 12.2 4,7 73.4 11,9 | 13.8 0.8
T 66.0 13.8 § 12,9 7.2 62.8 9.0 | 24.8 3.4
u 96.0 1.8 1.6 0.6 98.2 1.8 - =
N 60.6 17.6 | 13.3 8.6 72,0 11.7 | 11.7 4.6
W 74,3 10.0 9.4 6.3 71.2 12,2 § 11.6 5.1
X 66.8 13.2 | 14.5 5.4 65.6 16.5 | 15.0 2.8

a Resting was observed in only three of the six language classes and in one

of the two enrichment classes.

80



*po1JTsse]d @21om jusudinbs Jo sma3y [fze- ‘930N

8l

a1qeo1idde 3j0u
0°6 €z 10 91qETIBABUN WRI] G'1 2'0 a1qeo1idde 3joN
60 - aood St €' a1qelTeARUN W3]
S'1 LT ated €1 82 2TQ1SS999eUT WAl]
el 0°6 pocd
0°2 8°€T poo3 Laap 0°9 €€ a1qeiIRAR ATTpEa
jou 3Ing juasaxd wall
60 <0 JUSTTOIXH G°01 €91 S19qeIIBAER puB JUdISIId WAIT
S2SSET) FEETI ) UOTITPUO) §9S5BTD SOSSBTD “AITTIqRTiBAY
USRI TIUY #3en8ue 7nma£owncm aSen3ue
SWol] 3O J9qUNN 95BADAY . ﬁamuH 30 Iaqunl o8BIIAY

sossey) JuUdWYdTIug pue afendue ur jusudinby Jo uoTITPUO) pue AITTTQEITRAY

S1 T19vVL

O

Aruitoxt provided by Eic:

E



Table 16 presents the percentage of times each content code was
recorded, on the average, for the three L + Pl, three L + Pé, and two
E + Pz classroom teachers. Three content éodes were used to describe
teacher input in each interval. The teachers in the classes in which the
language curriculum was paired with Parent Program# 1 provided more verbal
communication and cognitive input, thus actively supporting the language
program; those in which the language program and Parent Program # 2 were
combined gave more creative inmput; and those in the enrichment classes
had slightly more sensory codes. All teachers in language classes, on the
average, were more frequently obsexved engaged in social communication,
particularly in social-verbal interactions (e.g., praising a child) than
were the enrichment teachers. There were very few instances of deliberate
physical contact between teachers and children.

The percentage of times teachers were observed at different levels on
a scale of teacher involvement are shown in Table 17. Overall, the
teachers were most often directly involved with the children. The ordering
of the groups according to the amount of time teachers were observed either
actively or passively supervising children (Codes 1 and 2 combined) was

from high to low: (1) L + Pl, (2 L+P,, (E+P Teachers in the

9
enrichment classes were more frequently observed in activities unrelated
to the classroom; those in the L + P2 classes were more frequently absent
from the class.

Table 18 presents the size of the groups with which the teachers were
involved when they were the focus of observation. During ut one-third
of the observation units, on the average, teachers were not actively or

indirectly involved with specific children. For the remainder of the

units, teachers in 2ll groups were most often seen interacting with
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TABLE 16

Percentage Comparisons of Content Codes Recorded for
Three Groups of Classroom Teachers

Teachers

Content L+ Py L+ Py E + Py

_(N=3) {N=3) (N=2)

Cognitive
la 5.3
qu 0.7
8s 0.6
sC 0.2
Total 6.8

Creative
dr
mu 0
ar 0
da 0
Total 1

Sensory
ad 0.
vd 1.4 1
vm
po .
Total 1.4 1.2 2.1

Verbal Communication
ve 15
TU 1
Total 16

Social Interaction
sv 4
sp 0
si 0
Total 5

Other
sk 1
na 66.
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small groups of from two to five children--teachers in the L + Pz classes
were somewhat less likely than others to be involved with groups of five

or fewer children. Teachers in both the L + I, and L + P2 classes were

1
more often observed than were eurichment teachers with groups of average

size (six to 10 children).

P.0.T. teacher observations. In addition to the 0SCI, the head

s t—

teachers were observed and rated five times duriig the program with the

Post Observation Teacher Rating Scale (F.0.T.). A special analysis per-

formed by the University of Hawail Head Start Research Center using
P.O.T. data from all the Centers (see Appendix I) permitted the identifi-
cation and labeling of two factors: (1) "Quality of Cognitive Input"
and (2) "Concern for Individual Emotionsl Comfort.'" In addition, the
total score was obtained by adding the scores for all the items in the
scale.

Inspection of the scores on this instrument for the teachers in our
sample reveals a large difference between the language and enrichment
teachers (Table 19). While the language teachers were rated close to
the mean for the national sample for both subscale scores and total
gcore, the enrichment teachers were rated about 1,50 standard deviations
above the mean for the national sample in all three scores, indicating a
comparatively poorer use of opportunities to teach cognitive tasks as
well as a less skilled management of emotional problems in the classroom.
These findings are consistent with the resulis reported previously.

Teacher interview. The observation procedures were designed to

assess curricular input in terms of the content and structure of programs
and teacher characteristics. Since classroom teachers' perceptions of

thelr roles and of the goals of their programs are also relevant for
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TABLE 19

Mean Scores on the P.0.T. for the huawaii Language and
Enrichment Classroom Teachers and for the National Sample

Group N Subscale 1 | Subscale 2 | Total Score
L+ P 3 X 37.15 27.05 87.68
L+ P, 3 X 40.28 30.37 90.92
E+ P, 2 X 51.55 39.68 114,08
total Hawaii Sample | 8 X 41.93 31.45 95.49
National Sample 142 iD 38.07 28.40 88.05
s.

. 7.26 6.05 | 12.51
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describing curricula, their responses to selected questions from the
teacher interview held at the end of the year are included in this
section of the report.

The head teccher of each class was presented wich lists of different
educational orientations, educational goals, and teacher roles, from
which she was asked to select those most characteristic of her class and
of herself. Table 20 provides a list of 15 program emphases and the
number of teachers from the L + Py, L + Pys and E + PZ classes choosing
each of the alternatives. No program focus was uniformly selected by
all teachers. Five of the eight teachers, including both with enrich~
ment classes, felt that their program emphasized social experiences;
five of the eight, including four language teachers, thought that their
program emphasized language development. Despite the language interveantion
program, then, two teachers whose children were exposed to the UHPLC did
not consider language to be of primary importance in their programs,

The L + Pz teachers, in particular, tended to stress the importance
of focusing on the whole child and developing positive self-concepts;
responses of the L + Py teachers were diverse,

The list of educational goals from which the teachers were asked to
choose the five that they considered the most important are given in
Table 21. All teachers in language classes considered the development of
self-confidence and security in school as among the essential goals that
they had for their Head Start children. Most of them also stressed the
importaance of having children rely on verbal communication rather than on
gestures and of learning to work and play cooperatively. Both earichment
teachers felt that speaking more was an important goal; there was no
other overlap in thelr choices. The teachers in enrichment classes,
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TABLE 20

Focus of Head Start Programs Reported by Classroom Teachers

Classraoom Teachers
Program Focus L+P | L+Py| E+ Py

1. Parent-centered 1
2, Child-centered 1
3. Family-centered 1
4., Teacher=-centered
5. Materiale-centered
6. Task-oriented

7

8

. Mental health-oriented 1

. Language-oriented 2 2 1
9. Social experience~oriented 2 1 2
10, Concept=oriented 1
11, Academically oriented 1
12, Reading-oriented
13. Self-concept-oriented 1 2 1
14, The ''whole child"-oriented 1 2 1
15. Other (Specify)

Totals 9 9 6

Note.==Each teacher chose three focuses.
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TABLE 21

Educational Goals of Head Start Reported by Clagsroum Teachers

Educational Goals L+P | L+P E+ Py

1. Participation in group activities

2. Trust of adults 1

3. [rFamiliarity with books, paper,
crayons, pencils, etc.

4., Observing safety habits

5. Golng to the toilet alone

6. Tidiness

7. Handliug books carefully

8. Enjoying stories 1

9. Standing up for his own rights

10. Reading

==
-

11. Speaking more 1 2

12. Solving problems

13. Using what he knows more 1 1
effectively

14. Speaking clearly 1

15. Thinking logically

16. Identifying cause-effect
relationships

17. Enjoying other children
18. Accepting new people without

fear
19, Taking turns
20. Feeling secure in a school situationj 3 3
21. Caring for and picking up materials
22. Following directions 1
23. Putting on and taking off his own
wraps
24. Completing a task before starting
another
25, Observing good health practices
26. Relying on verbal communication 3 2 1
more than on gesture
27. Working and playing cooperatively 2 2 i
28. Respecting the rights of others 1
29. Sharing ideas and materials
30. Using good table manners
31. Working independently
32. Leading effectively
33, Following effectively
34, Accepting group decisions
35, Expressing his negative feelings
36. Expressing his positive feelings 1
37. Being confideat of himself 3 3 1
38. Accepting authority
39. Showing mastery of quantitative
concepts and operations
40. Other (Specify) 1
Totals 15 15 10

Note,=-=Each teacher chose five goals.
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however, were very consistent in their descriptions of their teacher roles
(Table 22). Both conceived of themselves as transmitters of knowledge

and skills, as designers of learning and experience, and as motivators.
The teachers in language classes in general also emphasized their roles

as motivators. The L -+ P2 teachers tended to see themselves as developers
of human potential and knowledge; the L + P1 teachers as desiguers of

learning and experience.
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TABLE 22

Self-Descriptions of Head Start Teachers

Classroom Teachers

veacher Concepts L + Py L + P, E + PZ
1. Transmitter of knowledge and 2
skills
2. Motivator 2 3 2
3. Problem solver
4. Transmitter of culture
5. Model of behavior
6. Hypothesis tester or experi= 1
mentalist
7. Classroom manager 1
8. Agent of change 1
9. Professional specialist
10. Socializing agent 1 1
11, Diagnostician
12, General professional 1
13. Designer of learning and 2 2
experience
14. Developer of human potential 3 i
15, Group processes specialist
16. Arranger of reinforcement
contingencies 1 1
17. Transmitter of moral stan-
dards or values 1
18. Developer of knowledge and
skills 2 1
19. Administrator
20, Pupil/parent advisor, coun~ 1 1
selor
21, Observer 1
22, Demonstrator
23. Record keeper
24, Analyst (behavior, achieve=~
ment, ete,)
25, Other (Specify) —_— —_— —
Totals 12 12 8

i

Note.~~Each teacher chose four cohcepts.
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SUMMARY

The University of Hawaii's contribution to the 1968-69 national
evaluation of Head Start was to compare the effectiveness of a language
curriculum (UHFLC) and a general enrichment curriculum, and of two experi-
mental parent programs, one emphasizing the role of the mother as a
teacher of her child (Pl) and one primarily concerned with general con-
cepts of child development (Pz). The impact of high versus low partici-
pation in these parent programs on the performance of children and on the
attitudes of the mothers was also assessed. The participation variable
was dichotomous, those mothers who attended one~third or more of the
meetings being labeled high participants, those attending fewer than one=
third, low participants. In addition to the three broad comparisons of
curricula, parent programs, and level of parent participation, relation-
ships among these variables were examired, resulting in a total of nine
comparisons among the treatment groups. Thus, to Sseparate the effects of
parent programs and level of participation from the overall curricular
effects, comparisons were made between children in each program whose
mothers were essentially nonparticipants in a parent program, and between
those in each curriculum whose mothers were active in a parent program (Pz).
To eliminéte the curriculum variable from the effects of the parent
programs, comparisons between P; and P, were made when all children were
exposed to the same curriculum (language). The parent participation
variable was examined for each combination of curriculum and parent

program: language and Pl’ language and P2, enrichment and P The im-

2l
pact of the programs was examined through use of tests, interviews, and

observational procedures.
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Results of the individual tests revealed significantly higher scores
for children in language classes than for those in enrichment classes for
the overall curriculum comparison and when the parent program and level of
participation variables were essentially eliminated on the following

measures: the Stanford-Binet; Preschool Inventory; ITPA total, and

Verbal Expression and Auditory Association subtests; and the mean number

of descriptive categories used on the Verbal Expression subtest. When the
curriculum comparison was limited to the two groups whose mothers were
active participants in a parent program (Pz), significant differences
favoring the language curriculum were obtained on the PSI and on the
Auditory Association subtest. Although results for the remaining cogni-
tive measures were not significant, their direction tended to favor the
language curriculum. Overall pre- to post-test changes on the cognitive

measures included significant increases on the Stanford-Binet, PSI, ITPA,

WPPS1I _Animal House, for the language groups combined, and on the PSI for
the combined enrichment groups.
Mo significant differential effects on either of the ''social-emotional®

measures (Gumpgookies and Inventory of Factors Affecting Test Performance)

were noted. Both the combined language and combined enrichment groups,
however, earned significantly higher post-test scores, transmuted to
an age base, on Gumpgockies.

The test data clearly reveal substantial improvement in performance of
Head Start children on a variety of measures, with those children exposed
to the language curriculum improving significantly more than those in a
general enrichment curriculum on measures emphasizing language function-

ing as well as on the more general cognitive tests used in this study.
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When the curriculum variable was not controlled, comparisons between
the parent programs revealed significant differences in favor of P1 on the

Auditory Association and Verbal Expression subtests, the total of the

eight ITPA subtesis, and the number of words produced and the number of

different categories given on the Verbal Expression subtest. Since P1

was paired with the language curriculum and P2 was palred with both the
language and enrichment curricula, these results presumably are due to the
combined effects of P1 and the language curriculum. When comparison of

the parent programs was limited to the groups with children in the language
classes, the only clearly significant result was obtained on the Verbal
Expression subtest. However, for every ITPA subtest, higher scores were
earned by the children whose mothers were active in P1 rather than P2'
Additionally, values approaching the adopted significance level (.01)

were also obtained for the number of descriptive categories and the

number of words produced on Verbal Expression, and for “verbal notework"

per cent on the Stanford-Binet., Thus, children whose mothers actively

participated in Pl’ a program focused on the mother's role as a teacher
of language skills, performed better on various measures of language
functioning than those whose mothers participated in a broader parent
program.

Overall, no significant differences were obtained between test
scores of children whose mothers were active participants in either
parent program and those whose mothers rarely, if ever, attended parent
meetings. Children in the language program whose mothers were active
P1 participants performed better, on the average, than thelr classmates
whose mothers were inactive .in the program. Those in the same curriculum
whose mothers were active in Parent Program # 2, however, tended to*

perform less well, notably on the ITPA and related measures, than their
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classmates whose mothers did not participate in P,. This was not neces-
sarily true when children were exposed to the enrichment curriculum.
Analysis of the parent interview data suggests that a primary reason for
the relatively good performance of the children in the language curric-
ulum whose mothers did not participate in P2 was the unique characteristics
of these mothers and their families. 1In this group there were fewer
homes in which the mother was completely alone than for any other group
in the study,and it also had the highest percentage of both fathers and
mothers who were employed at the end of the year. An atmosphere likely
to encourage cognitive development is suggested by the relatively high
frequency with which these mothers read to their children and by their
reported ways of handling their children's questions that they could not
answer.

Participation in a parent program apparently contributed to some of
the differential findings on the post-interview between active and in-
active mothers. Those mothers who were active participants in a parent
program (a) volunteered more Erequently in the classroom and carried out
a wider variety of classroom duties, (b) showed a greater tendency to
have increased feelings of poweifulness, (c) developed more tolerant
attitudes towards children with whom they would allow their children to
play, and (d) developed higher educational and vocatiomal aspirations
for their children. Differential effects of the two parent programs as
measured by responses on the parent interview were not readily discernible,

although mothers wwho were active in P, scemed to place greater emphasis

1
on the importance of education.
Participants in parent programs undoubtedly experierced benefits

that are not measurable by the techniques used in this study. This is
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suggested by the acceptance of the parent consultants and by comments of
numerous mothers about the enjoyment and help derived from their experiences
in these programs. The need for innovative approaches for assessing some
of the currently more elusive outcomes of parent programs is apparent.

Although the differences between the curricula and parent programs
were assumed to be primarily a function of the specific interventions,
variability among classroom teachers and their own programs may have
affected the results. Major differences based on observations of the
classrooms were that language classes had more outdoor activities and
more structured cognitive activities, specifically with language content
(reflecting the intervention program), and that there were more visual-
motor activities, emphasizing both visual diserimination and manual
dexterity; in enrichment classes. Head teachers in language classes,
on the average, were more frequently observed giving verbal praise
than were the enrichment teachers. Those teachers in which the language
program was paired with P1 provided more verbal communication and cog-
nitive input generally than did the other teachers.

Head teachers in all classes were observed and rated five times

during the program with the Post Observation Teacher Rating Scales

(P.0.T.). In a separate study using P.0.T. data for 142 teachers from

Head Start Centers across the nation conducted by the University of Hawaii
Head Start Research Center, two subscales were isolated using factor
analysis. The iirst subscale, labeled ''"Quality of Cognitive Input,”

has to do with the use of and stress on verbs, adject’ves, fine dis-
criminations, discussion of past events, comparisons, exploration >f the
multiplicity of attributes and/or functions of objects, and so on. The second

subscale, labeled "Concern for Individual Emotional Comfort" deals with
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the management of frustration, satiefaction of emotional needs, individ-
uvalized versus group responses, acceptance of children's own alternatives
and so on.

Examination of the scores on these two subscales and a total score for
the P.0.T. reveals a significant difference in favor of teachers in the
language group as compared to teachers in the enrichment group. These
differences are consistent with the significant superiority found on
several measures for the language curriculum groups.

The outcomes of this study clearly established the superiority of a
well specified language curriculum (UHPLC) in contrast to a more general
enrichment curriculum on a variety of cognitive measures. Future
studies might profitably compare the UHPLC with other clearly defined
programs focused on language or cognitive development generally. Addi-
tionally, since the language program consumes only about one hour of the
school day, it is possible to combine it with other programs to test for
cumulative effects of different curricula. The Hawaii Head Start
Research Center is following such an approach this year. Not surprisingly,
perhaps, effects of the parent programs were not so clear-cut as were
curriculum effects. A basic difficulty in evaluating the parent programs
was the select nature of the sample of mothers who actively participated
in a parent program. Fewer than one-half of the mcthers were interested
enough and had the time available to attend meetings regularly. Some
individual parent meetings are being held this year in an attempt to
circumvent this problem. Although the comparisons of the parent programs
tended to favor Pl’ it would certainly be premature to discard the
approaches and techniques developed for use with Pé- At this stage of
development it is desirabie to cull from both programs those procedures

deemed most successful.
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Appendix A
Outline of the UHPLC Manual

BACKGROUND AND OBJECTIVES ..ccosesececsansococssnsosscsssssnsossasss
INCORPORATING THE UHPLC INTO TEE PRESCHUOL PROGRAM .ccovecccesocssss
A. Scheduling ..ceeeeesscesssvscsoncesccncsssasnsnsnssceasasssses
B. Physical Setting ceeesesesscosssscscscssnsssssssssssssssccns
C. GYOUPINE cccevosesovssssonscssscscccsssoosssessososesonsssosss

D. PerBOﬂnel 00 0000000 P00 0OLET OO0 SO EPESCOOEOIOEOIEIEIRTOIOSETOIOIBESOEOETDS

THE LANGUAGE HOUR «cesccccoconcsesassassesosonoessscsnsscsssssscssosnss
A. Basis for Formation Of Groups .eeeeeecescsecccscscssscccsce
B. Content of Class Activities During the Language Hour ......
THE LANGUAGE LESSON ceecsessocsccscsssossssssssssnssccccsssascscsnssse
A. Description of the Manual FOIMAL .ececceccsscsssscssassscas
B. Use Of Materials ceeecesssovcessesscssscsssoccscsssonoscncns
C. TeClnlqUes .uevsecececsessssstosscerssscceseccnasssnossssssssse
D. Lesson Plan8 .eceeesceessesecscessccssocascassscssoscncncss
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Level I--Green
Introduction of new content
A. LABFLS: Singular

1. Posgitive Statement: This is a ball ..ecvveeseranncssnness 1
2. Pogitive Question: What i3 this? .ecevesensiacccsvsvocces 7
3. Not Statement: This 15 not @ bOY v1cecececcsessscssscssnce 10
4, Not Quastion: What is this not? sieececeserseresssscceses 13

B. VERBS: 8ingular

1. Present Progressive Statement: This boy is standing ..... 15
2. Present Progressive Question: What is this boy doing? ... 18

C. DESCRIPIIONS: Singular

la. Opposite Word Statement: This ball i8 big sevovevcvecress 20
(big, long, straight, smooth)

1b. Opposite Word Question: Which ball is big? ..ceeevensses 25

2a. Color Statement: This paper is red .cceeeeerereccccccnnes 27
(red, blue)

2b. Color Question: What color is this ball? ...ce.eeveceeess 30

3a, Positional Statement: This book is on the table ........ 32
(on, under, in)

3b. Positional Question: Where 13 the book? ..cicevvescceccnes 35

EXTENSIONS
Ao Labels S8 80 8006060000008 00060 00000000 0600006080000s00s00aa00000000000c 00 3
Bl Verbs P B 80 0P80 000000800000 00 000000000000t SEOSIPOEIPIBIICGIEITOITITIES 36

Co Descriptions S 800 N8 0G0 0SSP SPS LS 0000800000 000000 0000t 0ssss o 37

APPLICATIONS NN NN ENFE YN NNRNEE NN T NN ENEEER NI AN AN I N R I AN 38

Level II--Piuk
Introduction of new content
A. LABELS: Identity plural

1. Positive Statement: These are balls .cvecuvecncnncononeee 4l
2. Fositive Question: What are these? seseveencsnceccscsoccee &7

B. VERBS: Plural

1. Present Progressive Statement: These boys are standing .. 50
2. Preseat Progressive Question: What are these men doing? . 52
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C. DESCRIPTIONS: Plural

la. Opposite Word Statement: These circles are bif ..eeeeve. 54
1b. Opposite Word Question: Which circles are big? ..ceeeee. 57
2a. Color Statement: These things are red ceceeeceecesccecees 60
2b. Color Question: Are these blocka blue? .eceveeeevcsneess 63
3a. Positional Statement: These books are under the table .. 66
3b. Positional Question: Are these marbles in the box? ..... 69

EXTENSIONS

A. Labels: more vocabulary, singular and plural ...cecececseccse 72
B. verbs: singular and plural 80 00 0000880080 ¢esA0 S AaSSSeSsOOSESIIAYN 72
C. Descriptions S 550 00 4L LS OD OSSO ONSOOOOOSINNOSERENORtepteLeBOOSESIOESIDN 73

1. Opposite words: wet, clean, soft, heavy, fat ...cececeeees 73
2. colors: yellow ® B 0 0 000 SO0 OOCOCON OSSPt LRttt et ebOesatOase 74
3. Positions: in front of O 8 &0 O 00000008 g e OOt ASSeeer O e 74

APPLIICATIONS S 820 000000000000 aRAE0000 0800000000000 000080808 00000000 0ass0a50 75

Level III--White
Introduction of new content
A. TLABELS: Categories

1. Positive Statemeunt: This animal i @ 1100 ..eccvvvecccoee 79
(animals, plants, buildings, vehicles, toys, clothing) . 82
2. Positive Question: What kind of toy is this? .v.veevececes BS

B. VERBS

1. Past of "To Be" Siatement: This was a ball cveevevcnneess 87
2, Past of ""To Be" Question: What was thig? .ceeeeevsncseses 92
3. Past Progressive Statement: This boy was standing ....... 94
4, Past Progressive Question: What was the boy doing? ...... 97

C. DESCRIPTIONS

la. Opposite Pair Statement: Big 1s the opposite of little . 99
(big-little, long-short, straight-crooked,
smooth-rough)
1b. Opposite Pair Question: What is the opposite of big? ...104
2. Positive Statement using "“and": This square is big
and White .e.ceviesecnscecssesenesescescscascscnsesesnesl0B

EXTENSIONS
A. Labels: more Categories .00...00000000.00!0.000.ooo.ooo..ol.olll

(tools, weapons, furniture, things to read)
B. Verbs: present progressive (add new words) ...cveeseesecoccaesll3

101




C.

Descriptions

1. oOpposite words: dark, loud, cold, happy «.cceeeesesessssslld
2. Colors: green, OTANEE .e.sssssscesccsscsssssscsssessssseslld
3. Prepositions: nNeXt t0 ceceesscccsssaccscrsscsssssnsssossnslld
4., GUEBSINE .eeereceescrsnocscsssassssssenosssnssssscsssssseslld

APHIICATIONS 00..-.00.0.-0...lo..o.oo..-o.o.-...o.0..-.00...-.00.00.-..117

Levgl IV=--Yellow

Introduction of new content

A.

LABELS: Subject Pronouns

1. Positive Statement: Tt 18 @ BAll .vee.vveeocncessncosossssl2l
(I, you, he, she, it, we, you, they)
2. Positive Question: What is it? ..l.......l...........ll..127

B. VERBS: Past Tense
1. Positive Statement: The boy jumped ....ccveceeenscncecsssl29
2. Positive Question: What did the boy do? .e.veveceseceeessl33
C. DESCRIPTIONS
1. "Same" Statement: This object is the same as this object.l35
2. "All" Statement: All the ballg--this ball and this ball .139
EXTENSIONS
A. Labels
1l Use of "’:l' and "anl' With nouns ..l..............l.........141
2. Categories: parts, food, children and adults, letters
and numbers .l.l.l.....l...............ll....l......l.l142
B. Verbs
l. Present and past progressive, including expanded forms ...145
2. Verbs used with DroNOUNE ....veeveeseoncscccocnssssncnassslltd
C. Descriptions
1. "And"” with reversible elements8 .e.eceeeesccsssccccncsoccssldd
2. Opposite pairs: wet-dry, clean-dirty, soft-hard
heavy-light’ fat-thin l....l..........l................146
3. Colors: purple, black, brown, White ...c..cceeucessccceeslldb
4. Prepositions: between ll....l.ll........l........l,......147
D. Questions .........l..l..l...l...llll....l...l..............ll147

APPLICATIONS 0-0-000-00.0000000.‘.-0.000000-0-000000-0-00--0-0000000000148
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l.evel V--Blue

Introduction of new content

A.

C.

LABELS: Materials

1. Positive Statement: This ball is made of rubber .........151
2. Positive Question: What is this ball made 0f? eveeeeseess155

VERBS

Infinitive Statement: I want tO €38t ..ecoececessecasasessld?
Infinitive Question: What do you want to 22t? .....eee.0:159
. Future Statement: The bears are going to walk in the

WOOdB ..0.0.......00...00...0..0..00.&0.0..00000.0.0...160

4, TFuture Question: Where are you going to play? ....e.ee...163

W N =

DESCRIPTIONS

la, Superlative Statement: This square is the biggest ......164
1b. Superlative Question: Which square is the biggest? .....168
2a. Comparative Statement: This square is bigger than this
BQUAYE sersessssasnsesscasssssnsscssscssscsascssssesssl?0
2b. Comparative Question: Which square is bigger than this
SQUATET ceeesesnsnssesnsosssosssosssssssnssssncsrsccsslld

EXTENSIONS

A.

B.

D.

Labels .......O.OO.O......o.00..oo.o.o.l....l00000000000000000176

1. other plurals .0....0.00...00....000.0..0.......0..0..0..0176
20 Object Pronouns ....0.0.00...000....000000000000.0000.000.176

Verbs 000000.00.0.00.......0..0...0...9.......0..00.00..00.0..178

Descriptions ......0..0...0.0.00.........0.0.0000.0.0.00...00.178

1. Opposite pairs: dark-light, cold-hot, loud-soft,

tall-short, happy=sad e.cceceucessscsscccscassosssnsessl?8
2 3 PP ¥ 4
3. Colors: pink, gray, silver, 80ld .ecveeeescnnonssecsseccsal80
4, Prepositlons ceceeeeccscecesscscescessasssssassscossasesnel8l
5., Same and diffarent .esoeseescsesesssscesssssssccsesssascnssl8l

Questions oooo..00000000060000000.....0....0-0.0000..000000.0.182

APPLICATIONS ..0.0.b..oo..00.00....00.0000.0.'0.00.0.000000000000000000183
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Level VI-~Gold

Introduction of new content

A. LABELS: Workers
1. Positive Statement: 1If he is a builder, he builds ......187
2. Positive Question: What does a worker do? ..eceuesssaessl9l
B. VERBS
1. Simple Present Statement: This box feels heavy .........193
2. Simple Present Question: How does this boy look? .......197
C. DESCRIPTIONS: Changes
1. Positive Statement: This line changed from short
to 10“8....'."'!...'.'........'........'l.....'.l'...lgs
2. Problems l..’l............'..'l..l.......'...l......"....202
EXTENSIONS p
A. Labels
1. Categories: €£ruits, vegetables, MONEY ceoveccesesescesse20b
2. Possessive pronouns and adjectives sec.eisecesessssscsecsss204
B. Verbs
1' Past tense of Sense Verbs l...l....l'...l......'.....l...206
2. Third person of infinitive foms .....i....ll.........'..206
3. verb-pronoun combinations ....'..."......I..‘I..ll.'....206
.4. Discrimination of tenses l'...ﬂ.O............I010.0000000206
C. Descriptions
1. other adjectives l..l.........'..........l.....‘.......'.207
2. TIrregular comparatives and superlatives c.eseececescaees 207
3. Colors: dark and light .....ll.............l'...........208
4. Same and different as opposites ........ll'..l.1000000000208
Same-different chart .......'.....'...l.....‘.........209
5. Seriation .......I.l...l.'...'.....!'.'..'.....I.........zlo
D. Questions l'........'.l...n...........ll....'....000000000000210
E. Deductions '.....'...'..'..l..‘..............".......0000001211
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F. Miscellaneous ...0.vDoooooooooooooo.0000000.00.0.0000000.0000214
1. Past partiCipleB .0“..0000....00000.0..0.00.0.000.0..000214
2. ContraCtionS .0..0.“.....00000000000.00.000..000000000.0215
3- Rhyming .....-00000“00..000.0.000000.0....0..0000.000000216
4. Beginning Sounds .0;‘0.00000000.00000.00000.0000.00005000216

APPLICATIONS 00..00.0000.0.00000“.000000.ooooooo000.00000000000000000217
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Appendix B
Reinforcement Procedure Used With the
Preschool Language and Enrichmeént Curricula
A reinforcement procedure was used (during the presentation of
the curricula) in all eight classes throughout the entire school
year. This procedure began with the use of edibles and led to a token
system with a wide choice of rewards, ranging in value from a balloon
to a becok. The following is a list of the specific objects earned by
the children:

Reinforcer Number of Marks Needed
candy 4 for 4 M & Ms
flashcards 4 for 1 card
balloons 4
creepy crawlers 4 for small; 8 for large
cereal 4 for several pleces
raisinsg 8 for a box
regular pencil 8
small writing tablet 8
large pencil 12
crayon 12 for 1 crayon
writing tablet 16
eraser (fancy) 16
toy cars 20
jump ropes 24
play dough 32
coloring book 32
scissors 48
books 48

The reinforcement schedule was applied in accordance with the
following instructions to the special teachers.
1. First dispense edible rewards (e.g., M & Ms) directly to a child
immediately after he displays a desirable response. Dispense six

to 10 M & Ms per child during a lesson at first. Gradually reduce
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the number of rewards per lesson at a rate that allows the estab-
lished language lesson behavior to be maintained. Eventually
establish four to five M & Ms per child as the limit in any lesson.
Praise other responses that deserve reward.

2. When the children become familiar with the reward procedure and the
lesson format (in three to six weeks), introduce the back-up
system. Display two rewards (e.g., candy and balloons) on a peg-
board. Prepare "mark cards" f£or candy and for balloons. Tell
the children that they can work for candy or a balloon and ask
each child which he prefers. As each child makes his cloice, put
his mame on an appropriate mark card and clip it to the pegboard.
During the lesson, when a child displays a desirable response, put
a mark on his card and explain that you are putting a mark on it
because he gave the right answer, or for whatever the reason.
Explain that when he gets all the boxes filled with marks he will
receive his balloon or candy. Always pair marks with praise.

3. Gradually introduce more rewards from which the children can choose.
Introduce rewards worth fewer marks earlier in the year and ones
worth more marks later in the year, so that the delay between the
performance and the reward is increased gradually. Continue to offer
four- and eight-mark items, however, for children who prefer
edibles or do not want to walt. Arrange rewards from left to
right on the choice board, according to value, so that the children
can easlly see the progression from four-mark items to 48-mark items.

4. Limit the number of marks you dispense to a child in a lesson to
four or five. Continue to praise other responses that deserve

reward.
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5.

6.

When a child completes a mark card, tell him that he is finished
and will get his reward at the end of the lesson, and ask him to
make his next selection. Collect all rewards in a reward box until
it is time for the children to take them home, if you like, but do
not fail to deliver them at the appointed time.

Vary the procedure according to what works best in your own school
with your own clase. For example, you might use immediate material
rewards at the beginning of the year *o get the children involved,
then gradually eliminate them and rely on praise, or you might

use them at the beginning of the year and at periodic intervals
when the children seem to be losing interest, or when you are

introducing something that is particularly difficult.
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Appendix C

Language Lesson
(OQutline that teacher used in class for lesson that follows)

Teacher: School: Date: —
_Gp.] Topic Task Materials Comments
Categories |(Preparation)
(workers) These are workers.
These are not workers. |Community oK
Worker Pictures
Statement Repetition
This worker is a baker. | flannel figures-- | Could do this
variety of without trou-
categories ble but some
still say ''one'!
for "is."
Show Me
(share and tell me
about it)
Names Singular-plural Chant
(Sentence drill) body parts
This is a knee. _ Went well;
This is a knee. they like this!
These are knees.
Labels Analogy
Marbs (My turn ~--Your turn) paivs of cards Had trouble
Descriptions with similar discriminating
qualities between the
-names names and the
-categories categories.
-verbs
-colors
~-opp. words
Names, Same--Different
Color, (one word) pairs of cards Need more work
Size onone kind of
“sameness" at
a time.
Labelg Tell me all
Verbs (spontaneous-~ clue large picture-- Needed some
Descriptions| if necessary) z00 clues. Had to
say, ‘"Let's
talk about col-
or, or where

things are."”




Sample Lesson Plan

(Time: approximately 20 minutes)

The detailed lesson that follows is an example of what can be
expected some time after the midpoint of the school year. Teachers
plan lessons to include a variety of topics and tasks, but alter the
suggested tasks according to the materials that are available to

them and the abilities of the children in their class.
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Categories--Workars

TASK 1

COMBINATION INTRODUCIORY TASK
Procedure
Preparation

Present several workers, identifying
each as a worker. Then identify the
group as workers. Show a series of

plctures that depict groups of work-
ers. Practice the plural statement

in unison with each picture.

Present pictures of non-workers, and
practice the plural not statement in
unison with each.

STATEMENY REPETITION

Show pictures of single workers and
practice the category statement for
each in unison, calling for occasion-
al individual responses.

Lesson

(Baker)

T: This is a worker. Say it.
C: This is a worker.
{Plumber)

T: This is a worker, Say it.

C: This is a worker.

(Policeman)
T and C: This is a worker.

(Baker, plumber, and policeman)
T: These are workers. Say it,
C: These are workers.

T: Again....

(Fireman, doctor, and painter)
T: These are workers. Say it.
C: These are workers....

(Children playing)
T: These are not workers.
C: These are not workers.

Say it.

(Aniwmals)
T: These are not workers.
C: These are not workers.

(Buildings)
T and C: These are not workers....

(Baker)

T: This worker is a baker.
C: This worker is a baker.
T: Again....

Say it.

(Plumber)
T: This worker is a plumber.
€C: This worker is a plumber....

{continued on next page)
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Combination Introductory Task (conti)
SHOW ME

Display flannelboard plctures of wnik-
ers and other categories on the flari-
nelboard. Ask individual children to
find a plcture that belongs to a giveh
category and tell about it. Call for
occasional unison repetitions.

Include some of the following words:

doksededeioddededeldetedekdodedodedohdeiolokokicleloiololoiohoick
*Workers Non-workers®
*Baker Dentist Children %
*Plumber Teacher playing %
%*Policeman Truck driver Group of *
*Fireman Bricklayer animals %
*Doctor Carpenter Group of *
*Painter Farmer buildings *
*Fisherman Fish in *
%* a bowl *
*Animals Plants Group of *
* toys *
*Turniture Vehicles Basket of *
* fruit *
*Toys Clothes *
* %
*Food Buildings *

ededededvkkdelcllvioloioiekiokdekeiokiokkdekdoloiodododelokiek

Task 1 - 2

(Flannelboard workers, furniture,
food, animals, plants, buildings,
vehicles, toys, and clothes)

T: Jackie, show me a worker and tell

ne what kind of worker he is.

C: (taking a fireman from the flan-

nelboard) This worker is a fire-

man.

Fine. Let's all say it....

Sally, you show us an animal and

tell us about it.

C: (taking a lion from the flannel-

board) This lion is an animal.

T: Right, and we can also say,

"This animal is a lion."

Ba

TASK 2
Names-=Sipeujar and Plural.
SINGULAR-~PLURAL CHANT: Body parts

As you point to a part {or parts)of
your body, direct the children to imi-
tate you and to make singular, then
plural statements, as appropriate, in
a chant, so that the task moves at a
fast pace.

Feddodededelodolohdolekiololdofdidok ik ik ik hickvokkdkd

*knee(s) heel(s) finger(s) *
*elbow(s) cheek(e) hand(s) %
*arm(s) wrist(s) toe(s) %
* shoulder(s) *

wRddekiededodobdoddolekidciokdokhdok ik iokiokikihodchos®
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T: Let's talk about different parts
of our bodies. When I point to
just one part, say, "This is,"
and when I point to more than
one part, say, '"These are."

Let's go.
(Knee)
T and C: (pointing) This is a knee.

This is a knee.
(Knees)
T: These are knees....

{continued on next page)




Singular ~~Plural Chant:

Review parts of the body with which
children are familiar and iantroduce
new ones.

Body Parts (cont.)

Task 2 - 3

(Elbow)

T and C: (pointing) This is an elbow.
This is an elbow.

(Elbows)

T: These are elbows....

TASK 3

Comprechensive (labels, Verbs, and Colors-- Singular, Positive, and Not) _

ANALOGY TASK: My turn--Your turn
Arrange many plcture cards in pairs,
some to illustrate color, some present
progressive or past tense statements,
some statements with opposite words,
and some naming stateménts. If you
make a color statement about the first
picture in a pair, then the children
should make a color statement about
the second picture and so forth.

If the children make statements that
are not analogous, correct them and
give them examples of what you mean by
"the same kind of sentence."

dedeledviekdedelokkdekdeiokdededoddedididviohidolelliiick

* Colors --red, blue, yellow %
* Verbs --present progressive, past *

% Labels =-~names *
* Opposite words --big, clean, *
* straight, cold *

| Fdedkedeloiokdedoleddoklobdliok b ik hekRdefedviededodokokek

It is helpful to say the beginning of
the statement for the children until
they catch on. Gradually eliminate
the clues, so that instead of com-
pleting the analogous statement,

they produce the complete statement
themselves.

(continued on
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(Picture cards arranged in pairs)

T: I'm going to show you a picture
and tell you something about it.
Then I'll show you another
picture and I want you to tell
me about it.

(Picture of red kite flying)

I might show you this card and
say, "The kite 1s flying.'" Then
I might show you a card like this.

(Picture of blue boat sailing)

Since I told you what the kite

is doing, you tell me what the

boat is doing. Tell me.

The boat 1s sailing.

The boat is floating.

That's right. Now if I had

said, ""The kite is red,” I'd

waat you to tell me the color

of the boat when I show it to
wet's try it.

HOQ0

you,

(Picture of red kite flying)

T: The kite is red.

(Beat)

T: The boat —

C: 1is blue.

(Kite)

T: Now what 1f I said, "This is a
kite'"?

(Boat)

T: What would you say?

C: This is a boat.

T: Right.

next page)



Task 3 -~ 4

Analogy Task (cont.)

(Boy swimming)
T: The boy is swimming.
(Bird flying)
C: The bird is flying.

(Blue flower)

T: This is a flower.
(Red box)

C: This 1s a box.

(Blue umbrella)

T: The umbrella is blue.
(Red fish swimming)

C: The fish 18 red.

(Watermelon)

T: I ate the watermeloun.
(Glass of water)

C: I drank the water.

(Elephant)

T: The elephant 1s big.
(Mouse)

C: The mouse is jittle.

TASK 4
Names, Color, Size
SAME~-DIFFERENT.
Using picture flashcards of various T: “hen I hold up two pictures, tell
objects, some identical and some not me 1f the objects you see have
identical, hold up two at a time, let- the "'same" name or "different"
ting the children tell you if the names .
objects they see are the same or (Holding two pictures of balls)
different. T: IfI showyou these pilctures, you
say ''same' because they are both
balls.
T: (holding two cats)
C: Same.
T: Why did you sav, "Same"?
C: Because this is a cat and this
is a cat. (pointing)
T: Yes, they are both cats. How

about these?

(continued on next page)
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Task 4 - 5

Same--Different (cont.)
(Holding a cat and a dog)

C: Different.

T: Why did you say, “Different"?

C: Because one 1s a cat and one is a
dog.

T: Very good, children. Now let's
try these.

(Holding a house and a car)

C: Different.

(Holding two tables)

C: Same....

Vary the task by including color. T: ©Now when I hold up two cards,
tell me if the colors are the
same or different.

(Holding up two red cards)

T: You would say, "Same," because
they are both red.

(Hosding two blue cards)

C: Same.

T: Why did you say, '"Same'?

C: Because they are both blue.

T: Good answer. Let's try some

Tioré.
(Two purple cuxds)
C: Same.

(Yellow card and purple card)
C: Different.

Include both unison and individual T: (two green cards) Mary, tell us
regponses. about these.
C: Same.

T: Very good, Mary....

"size' of objects adapts well to T: Let's talk about "size'" now. I
this task alsoc, but be sure the have some balls and wheu I show
children understand which character- you two of them, tell me if the
istic is being discriminated. sizes are the same or different.

(Holding a big ball and a little ball)

C: Different.

T: You are right. This ball is big
and this one is little, so they
are different sizes. Tell me
about these.

(Two balls the same size)

C: Same.

T: Very good. They are the same
size.

(Two the same sizg)

C: Same.

(Two of different sizes)
C: Different.
T: John's tum.

{continued on next page)
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Task &4 - 6
Same--Different (cont.)

(Iwo the same size)
C: Same....

Summarize after concluding each T: You did good work, children. You
characteristic. told me if they were the same
"size" or different "sizes."

TASK 5

Comprehensive--Names, Verbs, and Colors

TELL ME ALL
Use a picture for this task--one that T: I want you to tell me everything
includes a number of figures, colors, you can about this picture.

and actions. C: (pointing) This boy is sliding.
T: Good, Charles. You told us what

Feldeidolclehdedololekodoiloled the boy is doing. Who can tell
* Names * us something else?
* Verbs * C: The wagon is red.
% Colors * T: That's very goed, Ruthie. You
% Opposite Words % told us about a color.
% Prepositions % C: This is a house.
Rfkdhddokdviiekhiiokidk T: Good, Fred. You told us the

name of something.
After a number of statements have been
made, you might need to give further T: Can anyone else tell us about a
clues. color? Yes, Fred.
C: The car is blue.
T: Good. 1Is anyone else doing some-
thing?
C: The daddy is sitting down....

When the sentences are given, then T: Let's see now. You told me the
feed them bhack to the children by names of the house and the tree,
way of summary. If you can remember You said, "This is a house'" and
who made each statement, mention his "This is & tree." You told me
name as you define what he did. about the color of the wagon

and the car. Charlie said,

"This wagon 1s red," and Fred
said, “The car is red." You told
me about what some people are
doing. You said, ''"The boy is
sliding" and "The daddy is sit-
ting down." Good work.
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Appendix D

"Norms" for the 64-Item Preschool Inventory, Based Upon Pre-Test Scores
of 1575 Children in the 1968-69 Head Start Ifational Evaluation Sample

University of Hawail
Hlead Start Research Center

The accompanying 'morms" were developed by essentially the same procedures as
those used for the pre-test norws for the 55-item Gumpgookies. Subjects were
segregated into age groups, with a one~month interval. Data from -all Head Start
Evaluation and Research Centers were supplied to the Hawall Center by

Dr. Lols-ellin Datta. Means and standard deviations are shown in the table
below.

Means and Standard Deviations on the 64~Item
Preschool Inventory, by One-Month Age Groups, Fall, 1968, Pre-test Data

Standard Standard
Age Mean Deviation B Ace Mean Deviation s
73 - - 1 54 25.69 9.2 85
72 - - 3 53 26.53 8.0 95
71 -+ 37220 4.2 10 52 25.54 8.9 106
70 38.50 9.6 20 51 25.76 8.3 94
69 31.65 10.2 23 30 23.87 8.4 108
68 33.81 7.0 21 49 24.46 9.2 74
67 33.92 9.8 38 48 23.72 8.7 78
66 32.77 8.0 31 47 22.37 7.8 70
65 33.03 8.3 35 46 20.79 8.0 29
64 31.69 6.4 35 45 23.65 7.2 26
63 20,31 8.4 54 b4 20.73 7.0 15
62 33.13 7.4 56 43 - - 8
61 32.53 9.0 43 42 - - 4
60 31.11 8.4 38 41 - - 1
59 30.63 9.3 38 40 - - 3
58 29,27 9.2 66 39 - - 3
57 28.05 8.4 77 38 - - 1
56 28.93 8.8 100 37 - - 2
55 26.73 8.7 82 - - - -

Although the plot of raw score against age reveals a high linear relatiom,
there are irregularities. These may be partly attributable to- the size of the
N's., It seems evident that in general the older age groups do somewhat less
well (relative to their ages) than the middle and younger groups, a finding
probably related to genuine differences in the samples. HNevertheless, use of
different tables of norms for different sawples does not seem to be indicated.
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The procedure adopted was to "fit" a straight line to the means for successive
age groups, to extrapolate it downward to age 36 months and upward to 81
months, then to read from the graph the mean corresponding to each age group.
The standard deviations are not constant but reveal no particular trend with
increasing age. The unweighted average for groups with N's of 20 or above is
8-5. . .

The following formula was applied:

15 (x-3%

z 8.5

+ 100,

where Z 1s the transmuted score and X the raw score. This formula will result
in scores with a predicted mean of 100 and a standard deviation of roughly 15.

Slight adjustments were made in many of the Z scores in the accompanying table,
with a view to having, where possible, successively lower Z scores corresponding
to particular raw scores as age increases.

It 18 recognized that the data are not ideazl, malnly because the different apge
groups from different parts of the country do not represent large samples drawm
at random from a nation-wide pocl of Head Start children. Nevertheless, it is
hoped that they will be serviceable in interpreting change from pre-test to
post-test, as against trying to Interpret raw~score change without an age base.
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Appendix E

“"Norms" for the 55~Item Gumpgookies, Based Upon Pre-test Scores
of 1485 Children in the 1968-69 Head Start National Evaluation Sample

University of Hawaii
Head Start Research Center

The nature of these '"norms" and the procedure by which they were developed
calls for some explanation. First, scores on the Gumpgookies pre-test,
which contained 100 items, were recomputed for the 55 items that comprised
the post-test. The subjects were then segregated into age groups, with a
one-month interval, Data from all Head Start Evaluation and Research Cen-
ters were supplied to the Hawaii Center by Dr. Lois~ellin Datta. The
means and standard deviations for these age groups are shown in an accom-
panying table:

leans and Standard Deviations on the 55 Gumpgookies
Pre-test Items that Comprised the Post~test, by One~Month Age Intervals

Standard Standard
Age Mean Deviation N Age Mean Deviation N
69 41.1 7.4 27 56 35.8 9.3 99
68 41.4 7.5 23 55 36.4 8.1 78
67 41.5 8.4 35 54 37.3 8.4 80
66 40.1 6.8 39 53 36.7 9.1 71
65 39.9 8.0 31 52 36.2 8.1 109
64 42.3 7.6 36 51 33.9 8.6 96
63 39.7 7.6 49 50 33.9 8.1 80
62 41.6 8.1 54 49 37.5 8.8 102
61 38.4 6.9 39 48 33,2 9.9 74
60 39.8 9.0 32 47 35, 05 6.3 58
5  38.0 7.0 56 46 33.6 8.0 45
58 36.2 9.3 61 45 34,1 7.2 18
57 37.3 8.1 72 44 34.2 6.7 21

125




1t will be noted that, although there is a trend for the scores to increase
with age, the curve of mean score against age fluctuates. For example, the
mean for children 49 moiaths of age exceeds those for children 50 and 51
months of age; and the mean for the 62-month age group exceeds the means
for ages 65 through 69 months. This finding, although not unanticipated,
indicates that it would not make sense to try to develop ''national’ norms,
such as transmuted standard scores, using for each monthly age group its
mean and standard deviation. The reason is simply that a particular score
for one age group might have a lower transmuted score than would the same
score for a higher age group. Nor would the irregularity disappear en=
tirely if a larger age interval, say two, three, or four months, were to be
used, and a still larger interval would defeat the purpose of the norms.

The procedure adopted was to "fit'" a straight line to the means for succes-
sive age groups, to extrapolate it downward to age 43 months and upward to
7S months, then to read from the graph the mean corresponding to each
monthly age interval. The standard deviations are not constant but reveal
no particular trend with increasing age. The unweighted average is 7.7.

To simplify the arithmetic, the following formula was applied:

15 (X-X%)

+ 100
7.5 100,

where 2 is the transmuted score and X the raw score. This formula will
result in scores with a predicted mean of 100 and a standard deviation of
roughly 15. When the formula was applied, rounding resulted in the same
Z=scores for particular adjacent age groups. Hence the ages in questions
were combined in the resulting table of norms.

It is recognized that the data are not ideal mainly because the different
age groups from different parts of the country do not represent large
samples drawn at random from a nation-wide pool of Head Start children.
Nevertheless, it is hoped that they will be serviceable in interpreting
change from pre-test to post-test, as against trying to interpret raw-
score changes without an age base. Each Center is of course free to
make whatever use of the table of norms it desires, or ao use.
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Z-Score "Norms" for the 55-Item Gumpgookies, Based Upon Pre-test Scores of
1485 Children in the 1968-69 Head Start National Evaluation Sample (See Text)

Age 1in lMonths

44~ 48~ 51- 54~ 58—
43 45 46 47 49 50 52 53 55 56 57 59 60 61

55 | 144 '143 142 141 140 139 138 137 136 135 134 133 132 131
54 | 142 141 140 139 138 137 136 135 134 133 132 131 130 129
53 { 140 139 138 137 136 135 134 133 132 131 1i30 129 128 127
52 1 138 137 136 135 134 133 132 131 130 129 128 127 126 125
51 { 136 135 134 133 132 131 130 129 128 127 126 125 124 123
50 { 134 133 132 131 130 129 128 127 126 125 124 123 122 121
49 | 132 131 130 129 128 127 126 125 124 123 122 121 120 119
48 | 130 129 128 127 126 125 124 323 122 121 120 119 118 117
47 128 127 126 125 124 123 122 121 120 119 118 117 116 115
46 126 125 124 123 122 121 120 119 118 117 116 115 114 113
45 | 124 3123 122 121 120 119 118 117 116 115 114 113 112 111
44 | 122 121 120 119 118 117 116 115 114 113 112 111 1i0 109
43 120 119 118 117 116 115 114 113 112 111 110 109 108 107
42 118 117 116 115 114 113 112 111 110 109 108 107 106 105
41 1116 115 114 113 112 111 110 109 108 107 106 105 104 103
40 | 114 113 112 111 110 109 108 107 106 105 104 103 102 101
39 112 111 110 109 108 107 106 105 104 103 102 101 100 99
38 110 109 108 107 106 105 104 103 102 101 100 99 98 97
37 { 108 107 106 105 104 103 102 101 100 99 98 97 96 95
36 ! 106 105 104 103 102 101 100 99 98 97 96 95 94 93
35 { 104 103 102 101 100 99 98 97 9% 95 94 93 92 491
34 § 102 101 100 99 28 97 96 95 94 93 92 91 90 89
33 { 100 99 498 g7 96 95 94 93 92 91 90 89 838 87
32 1‘98 97 96 95 94 93 92 91 90 89 88 87 8 8
31 96 95 94 93 92 91 90 &89 88 87 85 85 84 83
30 94 93 92 91 90 89 88 87 86 85 84 83 82 81
29 92 91 90 8 88 87 8 8 8 83 8 8L 8 79

Raw Score

27 83 87 8 85 8 83 8 8 8 79 78 77 76 75
26 8 8 8 83 82 81 8 79 78 77 76 15 74 13
25 8 83 82 8 8 75 18 77 16 715 714 13 72 11
24 82 81 8 79 78 377 76 15 74 73 72 71 70 69
23 8 79 78 77 76 375 74 713 72 71 70 69 6 67
22 78 77 1 15 14 13 72 71 70 69 68 67 66 €35
21 7 75 74 13 72 71 70 69 68 67 66 65 64 63

19 72 71 70 69 68 67 66 65 64 63 62 61 60 59
18 70 69 68 67 66 65 64 63 62 61 60 59 58 57

16 66 65 64 63 62 61 60 59 58 57 56 55 54 53
15 64 63 62 61 60 59 58 57 56 55 54 53 52 51
14 62 61 60 59 58 57 56 55 54 53 52 51 50 49
13 60 59 58 57 56 55 54 53 52 51 50 49 48 47
12 58 57 56 55 54 53 52 51 50 49 48 47 46 45
11 56 55 54 53 52 51 S50 49 48 47 46 45 44 43
10 56 53 52 51 50 49 48 47 46 45 44 43 42 41




Raw Score

Z-Score '"Norms" for 55~Item Gumpgookies, Continued

Age in Months

62- 65~ 69~ 73~ 76=

63 64 66 67 68 70 71 72 74 75 77 78 79
55{ 130 129 128 127 126 125 124 123 122 121 120 119 118
541 128 127 126 125 124 123 322 121 120 119 118 117 116
531 126 125 124 123 122 121 120 119 118 117 116 115 114
52} 124 123 122 121 120 119 118 117 1lié 115 114 113 112
51} 122 121 120 119 118 117 116 115 114 112 112 111 119
50| 120 119 118 117 116 115 114 113 112 111 110 109 108
49 {1 118 117 1i6 115 114 113 112 111 110 109 108 107 106
481 116 115 114 113 112 111 110 109 108 107 106 105 104
47 1 114 113 112 111 110 109 108 107 13106 105 104 103 102
46 + 112 111 110 109 108 107 106 105 104 103 102 101 100
45} 110 109 108 107 106 105 104 103 102 101 100 99 98
44} 108 107 106 105 104 103 102 101 100 99 98 97 96
431 106 105 104 103 102 101 100 99 98 97 26 95 94
421 104 103 102 101 100 99 98 97 96 95 94 93 92
411 102 101 100 99 98 97 96 95 94 93 92 91 90
40} 1000 99 98 97 96 95 94 93 92 91 90 89 88
39 98 97 96 95 94 93 92 91 90 89 88 87 86
38 9 95 94 93 92 91 90 89 88 87 86 8 84
37 94 93 92 91 99 89 88 87 8 8 84 83 82
36 92 91 90 83 88 87 8 8 8 83 82 81 80
35 9 89 88 87 86 8 8 83 82 8 80 79 78
34 88 87 8 8 84 83 82 BL 8 79 78 77 76
33 86 85 84 83 82 8 8 79 78 77 76 75 74
32 8 83 8 8 8 79 78 77 6 75 74 13 72
31 82 81 8 79 78 77 76 15 74 713 72 71 70
30 80 79 78 77 76 75 74 73 72 71 70 69 68
29 78 77 16 15 74 73 72 71 70 69 68 67 66
28 7 75 74 73 72 71 70 69 68 67 66 65 64
27 74 73 72 71 70 69 68 67 66 65 64 63 62
26 72 71 70 69 68 67 66 65 64 63 62 61 60
25 7 62 68 67 66 65 64 63 62 61 60 59 58
24 68 67 66 65 64 63 62 61 60 59 58 57 56
23 66 65 64 63 62 61 60 59 58 57 56 55 54
22 64 63 62 61 60 59 58 57 56 55 54 53 52
21 62 61 60 59 58 57 56 55 54 53 52 51 50
20 60 55 58 57 56 55 54 53 52 51 50 49 48
19 58 57 56 55 54 53 52 51 50 49 4B 47 46
18 56 55 54 53 52 51 50 49 48 47 46 45 44
17 54 53 52 51 50 49 48 47 46 45 44 43 42
16 52 51 50 493 48 47 46 45 44 43 42 41 40
15 50 49 48 47 46 45 44 43 42 41 40 39 38
14 48 47 46 45 44 43 42 41 40 39 38 37 36
13 46 45 44 43 42 41 40 39 38 37 36 35 34
12 44 43 42 41 40 39 38 37 36 35 34 33 32
11 | 42 41 40 39 38 37 36 35 34 33 32 31 20
10 4 39 38 37 36 35 3% 33 32 31 30 29 28
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Appendix F

Correlations Among Twenty Pre-test Variables

In addition to the measures described in the instrumentation
section of this report, the correlation matrix includes teacher
rankings of the achievement motivation of their pupils converted to
percentiles (#7) and the percentage of times a child was chosen as a

playmate by his classmates on the Sociometric Play Situation Technique

(#8). The classroom teachers were provided with a description of
achievement motivation to be used as a guide in their rankings, but
they may not have been able to clearly discriminate among motivation,

intelligence, or specific academic abilities.
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appendix G

Tables Showing Analyses of Results of Parent Interviews
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Appendix H
Observation of Substantive Curricular Input (0SCI) Codes

Context Codes

Context codes describe the general nature of the activity.
Cognitive Activities:

D--Discussion. This code is used when verbal interaction
between two or more people is the primary activity. The
discussion can be on any subiect matter.

V--Structured Lesson. V is coded when there is evidence
that the verbal interaction is part of a planned lesson
and is following a planned progression. This code includes
the use of programmed instructional material and games
such as lotto, when used in a planned lesson.

Creative Activities:

P-=-Dramatic Play. Any dramatic play or role-playing is coded

P. This is frequently used when children are playing in the doll
corner, using dress-up clothes, or playing with toy cars and
people.

A-~Creative Arts. This includes all art and music activities,
such as working with paint or crayons, singing or dancing.

Large-muscle Activities:

L--Large-muscle. Activities such as riding tricycles, ruuning,
and swinging, where the use and development of the large mus-
cles are of primary importance, are coded L.

B~-Building. This code is used for activities involving con-
struction with large floor blocks.

Visual~-motor Activities:
S--Small-muscle. This includes activities involving fine co-
ordination and manipulation of objiects, such as puzzles, beads,

and small table blocks and other table toys and games.

Routirie Activities:

C~-Clean up and set up. Putting away, c'eaning, and setting~
up activities are included in this code.

T==Tollet, wash, dress. Thé activity of this context is wash-
ing, toileting, dressing, or undressing, either as a class=
room routine or by an individual child.
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E--Eating. This includes all snack and lunch times.

I--Interval. This can be either a structured or unstructured
transition period when individuals or groups are moving from
one activity to the next.

R--Rest. This code is used when rest is of primaxy importance.
Other activities, such as listening to music or a story, may
also be occurring during rest.

Othexr Activities:

N--Interactive. Emphasis of this context is on the physical
contact between children or teacher and child rather than on
a specific activity. N is coded when the teacher is dealing
with emotional needs of children expressed by reactions

such as fighting or crying. It also includes physical con-
tact that implies positive affect.

U--Uninvolved. This code is used when the child wanders aim=-
lessly without taking part in any activity.

W--Watching, listening. This code is used for any listening,
watching, observing, exploring, or sensing activities. It
includes such activities as a child listening to a story
record, looking at a book by himself, or watching other chil~
dren's activity.

Content Codes

A content code ig differentiated from a countext code in that it in-
dicates the specific nature of the curricular input that the child is
receiving from the activity, from the teacher oy amnother adult, or
from other children.

Cognitive Activities:
la--?anguage. Emphasis is on the development of spoken
language. There must be elements of either labeling, elabo-

ration, correction, or the introduction of new vocabulary.

qu--quantitative. Emphasis is on numbers, mathematical
concepts, or concepts relative to size.

ss--social studies. This includes concepts dealing with the
coumunity, school, the family, and human relations.

sc--science. Emphasis 1s on scientific concepts.
Creative Activities:
dr--dramatic play. Role-playing, housekeeping activ.cies,

doll corner, dress-up, puppets, and creative dramatics are
included.
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mu--migic. This includes singing, clapping, playing instru-
ments, and listening to records.

ar--art. Included are painting, coloring, pasting, and work-
ing with clay.

da--dance. Movement to music, creative or directed, is
coded da.

Sensory Activitiles:
ad-~=guditory discrimination. Emphasis is on sounds, either

in the environment, in recordings, or in lessons on discrimi-
nation of word and letter sounds.

vd~--visual discrimination. Emphasis is on the visual environ-
ment, This code describes children looking at books by them=
selves or watching movies.

vm--yisual motor. Any activity that combines visual discrimi-
nation and manual dexterity, such as working with puzzles, is
included in this code.

po~-perceptual other. Experiences that strass either the
sense of smell, touch, or taste are coded po.

Verbal Communication:

ve--verbal communication. Verbal exchanges that are not spe-
cifically directed toward language development are coded vc.

ru--rules. This code covers teaching or calling to aitention
rules of activities or of children's social behavior.

Other Content Activities:

me--mechanical. This code is used when an .tivity is per-
formed routinely or mechanically without . .aboration, such
as eating with minimal verbal communication.

sk=-gkill. This code is used to indicate teaching of a tech-
nique. It covers sport skills, art methods, dressing skills,
etc.

em--emotional. This refers only to negative interactions,
such as physical and verbal fighting, crying, spitting, or
tantrums.

na--not applicable. If there is no observed content, or the
activity does not fit into any category, it is coded na.
This content code would be used for & child staring out of a
window.




Social Interaction Codes

One of the following codes was recorded with each context activity
obsexrved;

sv-~gocial verbal. The purpose of the verbalization is
primarily for socimlizing rather than to communicate infor-
mation., A teacher praising a child is codad sv.

sp--social physical. This code includes all non-verbal
social interactions that invoive physical contact, such as
quietly holding hands or hugging & child,

si--gocial interaction. Both verbal and physical interac-
tion as described above must be present to be coded si.

oo-~This code was recorded if no social interaction oc-
curred within the activity being observed.
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Appendix I

Analysis of the Internal Characteristics of the Post Observation
Teacher Rating Scales (P.0.T.) With Data From the
1968-69 National Evaluation of Head Start

Renato Espinosa, Assistant Professor and Researcher
Dorothy C. Adkins, Professor and Researcher
University of Hawali

Problem

During the 1968-69 national evaluation of Head Start, the Post
Observation Teacher Rating ScaleS(P.0.T.) was used to assess some be-
havior categories assumed to reflect the classroom atmosphere generated
by the teacher.

The instrument is a compilation of items submitted to the Head
Start Evaluation and Research Center at Syracuse University by the Bank
Street College of Education, Michigan State University, and the Univer-
sity of Texas Head Start Research and Evaluation Centers. In some
instances items were rewritten to fit a common format. The P.0.T, was
completed after a 2%-hour observation period in Gectober and also after

every Observation of Substantive Curricular Input (0SCI), a total of

five times during the program. The ratings were made by the observer
immediately after leaving the classroom. Judgments were to be made on
the basis of what had taken place during that particular period.
Each item provides a category for.unobservable or non-occurring instances
of the behavior described. The coding system used is reversed so that
a small anumber indicates a desirable or positive attribute. Most of
the items describe 'a particular behavior or event and list the
alternative ratings in the form of frequency of occurrence, i.e., con-

stantly, frequently, occasionally, infrequently, and never (opportunity
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present; behavior did not occur). Exceptions to the above format are

items #2, 3, 4, 7, 10, 16, 25, and 30. The alternatives on these items

were as follows:

Item 2. Reliance on ongoing activities (+) versus reliance on formal
lessons (=~).

Item 3. Attention to individual (+) versus attention to the group (-).

Item 4. Frequency in a one-day span.

Item 7. Approval (+) versus disapproval (-).

Item 10. Number of techniques for coping with pupil frustration.

Ttem 16. Use of pictures (+) versus use of objects (~) to illustrate
an idea or concept.

Item 25. Type of punishment most frequently used: reasoning (+) versus
physical (-).

Item 30. Frequency in one~year span.
Cbjectives

This study was designed to obtain an estimation of the reliability
of the items in this instrument and to attempt to isolate meaningful
factors that could be used to generate subscale scores. These subscores
can then be used to evaluate teacher =ffects 6n cogunitive and emotional

changes in the children.
Procedure

The University of Hawaii Head Start Evaluation and Research Center
received data consisting of five ratings for each teacher from 11 Centers.
Examination of these data revealed a large number of zero ratings (no

opportunity to observe). Tabulation of these data showed that there were
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two items in which zero ratings had been recorded more than half of

the time. 7These items are Number & (Did the teacher indicate respect
for the children's families?) and Number 33 (To what extent does the
teacher deal with hazardous situations as they occur?). It was also
observed that the data for all the items from the U.C.L.A. Center
contained a significantly greater number of zero ratings than did the
data from the other Centers. Although this does not necessarily mean
a more or less conscientious job on the‘part of the raters at U.C.L.A.,
but simply different criteria, ir was felt that their inclusion in the
analyses would tend to introduce additional error variance. Thus, the
analyses to be reported are based on 31 items (items 6 and 33 were
deleted) and the total sample (142 teachers) from 10 Centers, with
U.C.L.A. data excluded.

In drder to estimate the reliability of the items while controlling
for changes in the teachers or raters over time, a procedure suggested
by Dr, Paul Horst was followed. It comnsisits of getting two average
ratings for each teacher. The first average is obtained by adding the
first, third, and fifth ratings and dividing the sum by three, and the
second average by adding the second and fourth ratings and dividing the
sum by twe. In each case, the average wos based on the number of signi-
ficant ratings, that is, not counting any zero rating. Still, some zero
averages were obtained for some teachers on some items. In those cases,
the mean rating for that item for thie tctal sample was substlituted for
the zero average.

The final product was two ratings for each teacher. The correla-
tion between these two ratings for each item using the total sample

provides an estimate related to reliability. The results of this analysis,
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including means and standard deviations for each item, are presented

in Table 1. The average of these coefficients was .49. Starting with
the familiar formula for the correlation for the sum of two series, we
can solve for the average of the correlations of the items from one
series to the other and then substitute this value in the familiar
Spearman-Brown prophecy formula. The resulting over-all estimate of the
average reliability of the sum of ratings on five occasions on a single
item is .66," while an estimate of the uncorrected reliability as if
there were two and a half ratings in each series is .49. The next

step was to factor analyze the ratings. Following a procedure suggested
by Horst, the two average ratings for each teacher were included, as if
they were for different persons, so that the factor unalysis was per-
formed on a total of 284 observations (two per teacher).

A four-factor orthogonal rotation solution was obtained. Following
Horst's suggestion, the number of factors extracted was determined by the
criterion that the sum of the eigenvalues divided by the number of variables should
not exceed the uncorrected reliability estimate of the ratings.

The foctor loading matrix is presented in Table 2. Inspection of
Table 2 permitted the identification and labeling of two factors.
The first factor, labeled "Quality of Cognitive Input," is presented

in Table 3. The second factor, labeled “Concern for Individual

%*The general approach and resulting formulas are given in Dorothy
C. Adkins, "A comparative method of selecting test items." (Unpublished
Ph.D. Dissertation, The Ohio State University, Columbus, Ohio, 1937),
pp. 258-261. The special case of the formula for three measures in one
series and two in the other is 5ryn [arAB + /gﬁp + 24]

Txx © —
2 A2
4 [3 + 2r%p + 1,y Yrap + 24]
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TABLE 1

Item Means, Standard Deviations, and Product-lioment
Correlation Coefficients for Two Means of Ratings Per Teacher
on the Post Observation Teacher Rating Scales (P.0.T.)

(N = 142), 1968-69 National LEvaluation Data (See text)

e

Item First Mean Second ifean Correlation®
Number Mean ! S.D. Mean | S.D.
1 2.20 | .75 2.18 + .73 .63
2 2.90 | 1.02 2,98 .94 .57
3 3.04! .71 3.13 ; .77 .36
4 2.46 ¢ .97 2.46 ¢+ ,97 .59
5 3.08: .77 , 3.20 .71 .36
6 Excluded from the analyses
7 2.33% .88 2.35 .89 .58
8 2,65 .75 2,63 .89 .48
9 2.64 1 .77 2.80 .90 .49
10 3.39 ¢ .87 3.38 .86 .49
11 3.30 { .92 3.25 .93 .57
12 2.95{ .93 3.01 .88 .69
13 3.05; .82 3.01 .83 .51
14 2.83 ¢ .87 2.78 .90 .46
15 2,521 .82 2.65 | 1.00 .52
16 2.60 | .74 2.64 .85 .20
17 2.58¢ .77 2.68 .88 .38
18 2.68 ¢ .81 2,70 .87 .47
19 2.87 .84 2.90 .99 .28
20 2.90: .84 3.03 .98 .49
21 2.97; .92 3.11 | 1.01 42
22 3.30¢ .91 3.25 | 1.07 .45
23 2.98! .88 2.91 .89 .40
24 2,79 .81 2.53 B W55
25 2,121 .99 L5 1.00 .48
26 2,72 |71 2,606 .85 .51
27 4.14¢ .90 4,13 1 1.0% ) .68
28 : 2,771 .82 2.78 .82 .56
29 5 2.70: .83 2.85 .85 .38
30 ; 2.77 ¢ .84 2,68 .79 .57
31 ; 2.71; .85 2,76 .85 .56
32 ; 2,644+ .73 2.51 74 .34
33 ! Excluded from the analyses
| i‘

aThese coefficients represent the correlation of the sum or zverage of three
ratings with the sum or average of two ratings. By the technique referred
to previously {Adkins, op. cit.), they could be used to provide a "stepped
up" reliability estimate for each item. It did not seem worthwhile to make
this additional computation for each iten.
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TABLE 2

Factor Loadings for 31 Items (2.0.T.)
Four Factors, Orthogonal Rotation 2 (N=284)

Item No. Factor I | Factor II | Factor III | Factor IV
1 -- - .67 --
2 -- .71 - --
3 -- .48 .48 --
4 -- .67 -- --
5 -- -- -- -.66
6 Excluded from analyses
7 -- -- .50 .51
8 .48 -- -- --
9 -- -- .58 --

10 .- -- .49 --
11 .76 -- -- --
12 74 -- -- --
13 .61 -- .- --
14 .53 -- -- --
15 -- -- .50 --
16 - -- -- -.56
17 .51 -- -- --
18 -- -- .4 --
19 .55 -- -- --
20 .43 -- -- --
21 .71 -- -- --
22 .76 -- -- --
23 .63 -- -- -
24 .55 -- -- --
25 -- .43 -- --
26 -- -- 49 --
27 - -- -.50 --
28 -- -- 66 --
29 - -- 57 -
30 - -- 47 --
31 .41 -- -- --
32 -- .50 -- --
33 Excluded from analyses

Eigenvalues £.974 2,147 1.872 1.425

2 Only loadings of .40 and higher have been included and
each item assigned to a factor has been assigned to that
on which its loading is highest. (See text.)
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TABLE 3

Items with High Loadings on Factor 1, "Quality of Cognitive Input"

Item No.

Loading Content

11 .76 Use and stress of a variety of verbs.

22 .76 Emphasis in analytical attitudes in the examina-
tion and discussion of events.

12 .74 Use and stress of descriptive adjectives.

21 .71 Extent to which the teacher leads the children
to explore the multiplicity of attributes and/ox
functions of objects,

23 .63 Extent of discussions about past events, experi-
ences, comparisons, suppositions, etc.

i3 .61 Use of multisensory stimulation in teaching.

19 + 55 Extent of encouragement for fine discriminations.

24 .55 Extent of use of large and varied repertoire of
nodes of communication.

14 .53 Use of techniques to develop enthusiasm for learn-
ing; creation of atmosphere of possibility.

17 .51 Extent of encouragement for perseverance in
activities.

8 .48 Attempts to inculcate respect for ideas/property
of others.

20 .43 Extent of encouragement for delayed responses in
order to think carefully.

31 41 How often teacher sets up activities that will

create a mess,
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Emotional Comfort," is presented in Table 4. The other two factors are
difficult to interpret and have high loadings on very few items. From
the standpoint of this analysis, they are considered to be residual
factors.

Finally, two subscale scores were obtained for each teacher. First,
the two average ratings obtalned previously were added and divided by
two to obtain an over-all rating for the total number of observations.*
Then, the score for Subscale 1, “(uality of Cognitive Input," was obtained
by adding the average ratings of items 8, 11, 12, 13, 14, 17, 19, 20, 21,
22, 23, 24, and 30. The score for Subscale 2, "Concern for Individual
Emotional Comfort,"” was obtained by adding the average ratings of items
1, 3, 7,'9, 10, 15, 18, 25, 28, 29, 30, 32, and then .subtracting the
average for item 28, which had a high negative loading on that factor.

In interpreting these subscale scores, it must be remembered that
a small number indicates a positive attribute and a large number a negative
attribute or .the absence of a behavior or a less frequent behavior, - Fcr the
total sample (N = }42) Subscale 1,'"Quality of Cognitive Input,”" has a mean
of 38.07 and a standard deviation of 7.26. Jubscale 2,"Concern for
Individual Emotional Comfort,’' has a mean of 28.40 and a standard deviation
of 6.05. The total score has a mean of £8.05 and a standard deviation

of 12.51, Subscale 1 correlates .73 with Subscale 2 and .94 with the

*3trictly speaking, a weighted average should have been obtained,
but absence of data in some cases had meant that only two ratings
instead of threc¢ had been averaged. Although a mean rating for each
teacher on each scale could have been obtained, it did not seem worth
the amount of work thai would have been required.
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TABLE 4

Items with High Loadings on Factor 3,
"Concern for Individual Emotional Comfort"

Item No. Loading Content
1 .68 Extent to which teacher responds to children as
individuals.
28 .66 Extent to which teacher gives information and/or

reasons for her commands.
9 .58 Extent of teacher awareness of pupil frustration.

29 57 Extent to which teacher encourages use of equip-
ment, demonstrates use, etc.

15 .50 Acceptance of children’s alternatives as being "as
correct as teacher's own."

32 .50 Extent to which teacher administers comfort tc
physical and/or psychological needs.

7 «50 Use of approval/disapproval in behavior develop-
ment.

10 .49 Use of specific techniques for frustration or

emotional problems.

26 .49 Attempts to vary environment.

3 .48 Attention to individuals versus groups.

30 a7 Extent of variety in daily séhedule.

18 b Extent to which teacher allows completion of

activities past due time.

27 ~.50 Extent to which teacher modifies her behavior
' under observation.
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total score. Subscale 2 correlates .88 with the total score.

On the basis of these findings, at least two alternatives for
evaluating teacher effects are open to the different Centers:

1. The average ratings and subscale scores reported to each Center
can be used directly to test for teacher effects by contrast-
ing different classes.

2. Subscale scores can be obtained for each teacher for each of
the five different observation periods, thus providing an
estimate of changes of teacher behavior over time to be used to
evaluate differential change in relevant measures of the
children,

As was done in the foregoing analyses, it is necessary to replace
zero ratings with the average for the relevant item at each observation
time if the second strategy is followed. An alternative solution, less
satisfactory, is to replace zero raiinge with the theoretical midpoint
of the scale, 1.e., with 3.

For the U.C.L.A, sample, a procedure similar to the one presented
here should yield similar results. Considerations of time kave pre-
vented the authors from following this suggestion with respect to the

U.C.L.A. teachers.
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