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AN EVATLUATION OF THE FROGRAM TO STRENGTHEN EARLY

CHILDHOOD EDUCATION IN POVERTY AREA SCHOOLS

EXECUTIVE SUMMARY

A. PROGRAM DESCRIPTION

Previous research and evaluation has highlighted some of the basic

deficiencies of children enrolled in early childhood classes in poverty

arses:

Q.

b.

Deficit in verbal, conceptual, and cognitive development

Need for developing personal and interpersonal relastionships
with peers as well s with adults in the immediate environment
Need for further development of a sense of self-worth and
healthy self-concepts

Need to improve vocabulary, concept development, and other
skills requisite for success in reading

Need for meaningful parental involvement in the education of

their children

To meet these needs on the kindergarten level, the Program sought to

provide more small group and individualized instruction by placing an

educational assistant in every kindergarten class in poverty ares schools.

A multi-media approach wes to be utilized to afford children opportunities

for varied perceptual experiences (auditory, visual, tactile) and

development of the cognitive skills of naming and classifying. Curriculum

guides sappropriate to the kindergarten level were to be implemented.
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On th~ firsl grade level, these needs were to be met by reducing
pupil-teac: » ratios and by providing educational assistant services.
For 40O per cent of grade 1 and graede 2 classes, & pupil-teacher ratio
of 15 to 1 in grade 1 and of 20 to 1 in grade 2 was to be establishzd.
For the remaining 60 per cent of grade 1 and grade 2 classes, & pupii-
teacher ratio of 27.2 to 1 was to be established, plus five hours of
educational assistant time. The educational assistent was to work in
close relationship with the teacher, assisting in the performance of
monitorial, clerical, and administrative duties, in providing small
group instruction, in supervising gemes, in handling sudio-visual
materials, and the like. The functioning of professionals and parapro-
fessionals as & team was to enrich the quality of the program on these

grade levels, and give the teacher maximum time for the development of

s sound educational program for the children. The program was to stress

-~

reading.
In addition, & program of parent meetings on healtk and nutrition,

as part of a parent involvement program, was to be developed.

B. PROGRAM OBJECTIVES

The Program to Strengthen Early Childhood Educaticn in Poverty Area

" Bchools has the following stated objectives:

a. To improve the academic functioning of children in kindergarten,
grade 1, and grade 2, with special emphasis on the removal of

obstacles to learning

b, To involve parents, in & meaningful way, in the education of

their children

i s bt




C. EVALUATION OBJECTIVES AND PROCEDURES

T

The evatuation design has two major facets:

sesdlacciis

a&. Determination of the extent to which the program was implemented
b. Determination of the extent to which the program was successful

in attaining its stated goals

o RN TN, ST

In order to determine the extent to which the program was implemented,

the following techniques were utilized:
a., Analysis of official records - data sheet to all schools

i X participating in program to determine nature of organizational

5 | patterns established in kindergarten, grade 1, and grade 2;
assignment of peraprofessionals

b. Questionnaires to key personnel in participating schools to
determine nature and extent of program

c. Observasion of parent education program and class organization

I e L R R R T T X T T e

patterns in sample of approximately 30 schools

In order to determine the extent to which the program was successful

3 in attaining its stated goals, the following approaches were utilized:

a. Observation of on-going program by'qualified observers - attention
was directed to use of various instructional models (large vs.
small group instruction, individualized instruction; use of
instructional materials; use of classroom space; use of community i
and school resources; use of audiovisual aids; provision for ‘
experiential learning, etc.); to role of paraprofessional in ‘
instructional program (nature of activities to which assigned, %

rapport with pupil, liaison activities with community, role in

small group instruction, etc.); and to cbservation of parent
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workshops (scope and sequence of workshop activities, role of
leader, role of parent, provision for active participation,
suitability of materials, ete.)

b. Interviews with and/or questionnaires to participating professionals

(early childhood coordinator, classroom teachers, paraprofessionals,

administrators) - to determine daa concerning training and
experience, role in program, reaction to vprogram, etc.

c. Administration of tests and rating scales - to determine pupil

growth., On the kindergarten and first grade levels, this
entailed completion of rating scales by teachers in a sample of ;
approximately 30 schools. On the second grade level, pupil

performance on Metrépolitan Reading tests in semple schools was
analyzed; growth of pupils in classes with varying organizational patterns
was compared. As a special substudy, growth of pupils now in

grade 3 who were in the program during the 1968-1969 school year
was studied; performance on the Metropolitan Reading Test given

in March 1970 was analyzed.

D, MAJOR FINDINGS

1. The program, as projected in the request for funding, was substantially

implemented.

o2, On the kindergarten level, ratings assigned to play activities and
language activities were generally "good" or "excellent;" learning
sctivities in other content areas, such as mathematics, sclence, and

social studies were less well developed. All but a small proportion

of the teachers showed good command of techniques of class management.




Materials wcre considered in good supply and adequately utilized. The
paraprofessional, in the eyes of both observers and professionals, was
a potent force in the development of the program.

The same comments may be made concerning the program on the first and
second grade level. On these grades, as on the kindergarten level,
there were some indications that recding a.nd/or reading readiness
activities were overemphasized, and that implementation of.the
suggestions made in curriculum guides concerning development of
activities in other content areas had been neglected. There was some
evidence, too, that advantages accrued to those classes taught by a
single teacher assisted by a paraprofessional, and that considerable
difficulty was experienced when paired clusses sharing a single room
were organized,

Test results indicated thet the growth of children in rea.ding was
satisfactory; relatively greater progress was shown in Word Knowledge
than in Comprehension, perhaps reflecting a greater stress on mechanics
of reading.

Training programs for persomnel involved in the Program were a major
weakness: in many instances, these programs were too general to meet
the specific needs of Early Childhood personnel.

The school ECE coordinator, in those schools in which the position

was established, proved to be an invaluable asset to the Program.,

A program of parent involvement was virtually non-existent; those
school programs that were organized were not considered effective,

Little special provision was made for the non~English spea,king' child

in the Program.
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E. RECOMMENDATIONS

The Program to Strengthen Early Childhood Education in Poverty

Area Schools should be recycled.

Tndividual schools should be given greater leeway in the orgenization
of ECE classes and assignment of personnel; local school districtc
should not mandate a particular type of organization on the school
level.

The practice of organizing vaired classes should be critically examined,
in the light of previous experience in the schooi, before such classes
are established for a successive\year.

The duties and functions of the #aéio or cluster teacher should be
clarified, and a program in which the ratio teacher is used as & team
member, rather thaen as & "£411-in", should be developed.

Current kindergarten programs should be modified to reflect less
emphasis on reading and/or reading readiness, and greater emphasis

on structuied and sequential activities in content areas.

Similar revisions should be made of the existing programs in first

and second grade.

Provide for a comprehensive progrem of training of personnel participating
in the program; if possible, provide & position of teacher trainer.
Mandste the establislhment of & position of ECE coordinator in all
schools participating in the Program.

Continue the present practice of assigning a paraprofessional to

every kindergarten class; extend the assignment of parsprofessionals

to all first and second grade classes participating in the Program.




10.

11.

Establish programs of parent involvement in all schools participating

in the program; strengthen existing programs involving parents.
Provide training in teaching English as a Second Language in all
schools in which a substantial proportion of the children are

non-English speaking.

-
s
-




CHAPTER I

INTRODUCTION

The Progrem to Strengthen Early Childhood Education in Poverty Area

Schools (SECE) organized by the Board of Education of the City of New York i

during the 1969-1970 school year constituted a recycling of a similar

program conducted during the previous school year. Both the 1968-1969
and 1969-1970 programs were funded under Title I of the Elementary and
Secondary Education Act (ESEA). For the 1969-1970 school year, the
program was assigned Function #911653.

The SECE program was planned through the joint efforts of the Bureau
of Farly Childhood Education, the Office of Elementary Schools, the
Program Development Unit of the 0ffice of State and Federally Assisted
Programs, the Bureau of Specia.ll Reading Services, and the Auxiliary

Educational Career Unit.

A. Program Goa.ls

The program goals, the objectives to be attained by the program, were
based on an analysis of observed needs of children enrolled in Early
Childhood Edjlcation classes. The basic needs common to such children
in poverty &;rea schools were identified as follows:

1. Need to overcome deficits ‘in verbel, conceptual, and cognitive
development; 1iinited v0cé.bulary 3 paucity of names for every day
objects~ |

2‘.  Need for developlng persona.l a.nd interpersona.l rela.tionshlps with

| a peer group as well as W1th a.dults in the :umnedla.te environment*

ocma.l a.nd emotlona.l development?

e o st




Need to develop critical thinking and problem solving;
L. Need to develop a feeling of self-worth and an internalized code
01 behavior;

5. DNeed for marental and community involvement as a means of providing

insights in their children's learning.

Consideration of these needs led to the formulation of the following
two major objectives of the SECE program, summarized in the request _for
funding submitted by the Board of Education:

1. To improve the academic functioning of children in kindergarten,

grade 1, and grade 2, with special emphasis on the removal of

obstacles to learning;

2. To involve parents, in a meaningful way, in the education of

their children.

B. Program Procedures
The objectives stated above were to be achieved by the allocation of
additional professional and paraprofessional persomnel to those elementary

schools designated as poverty area schools by the Council Against Poverty.

; Additional teachers and pa.raprofessionals were to be assigned as follows:
h 1. An educational assista.nt was to be assigned to each kindergarten
class;:

2. Tor ko per cent of grade 1 and of grade 2 classes, a pupil-teacher
ratio of 15 to 1 (in grade l) and of 20 to 1 ,(m grade 2) was to be
established- o |

3. For the remalnlng 60 per cent of e 1 a.nd grade 2 classes, ~

'pupll teacher rat:.o of 27 2 s plus 5 hours per day of educatlona.l

ass1sta.nt t:.me, was to be establ:.shed




Some flexibility was permitted in meeting these standards. Decisions

concerning assignment of additional teachers and paraprofessionals were

to be made by the local district superintendent. Depending on the needs

of a given eligible school, an additional "ratio" teacher could be

assigned in lieu of educational assistants. In 1nstances where such

a conversion was made, one teacher was considered as repla.c1ng 20 hours

of educational assistant time daily.

The Kindergarten Progra.m. Wherever possible , kindergarten classes were

to be organized on a 2— hour bas1s rather than on the usual 3 hour AM.,

2 Hour P.M. session.

was to prorv1de more mdl\rlduallzatlon of mstructlon for each pupil. A

multi-media approach was to be 1nst1tuted, in order to prov:.de children

varied opportunities for the development of auditory, visual, and tactile

perceptual'skills , and of the cognitive skills of naming and classifying.
The Prekindergarten-Kindergarten Curriculum Guide, language Arts, Family
Living, Science K-2, and the Kindergarten History and Social Science |
bulletins were to be -implemented.

In addition, kindergarter teachers, under the .direction of the school
principal and the Early Childhood Supervisor, were to plan meetings and
workshops for parents dealing with such subjects as program development

for five-year-olds, and the role and responsibility of “the school.and the

home, ~ When requested bv parents, the teacher was 'to organize meetings

mvolvmg other burea.us and agencies.

10

The teacher, assisted by the ass1gned paraprofessional,

_The Program in Grade l and Grade 2. The program on these grade levels was

(

to’ stress readmg, methods of teachlng readlng, a.nd dlagnos:Ls of read:.ng

dlfflculty.v The pa.ra.professmnal, in those classes where an educat:.onal

12
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assistant was assigned, was to work in a close relationship with the teacher,
assisting her in developing improved attitudes, skills, and habits. The
paraprofessional was also to relieve the teacher of some monitorial,
clerical, and administretive duties. Under the direction of the classroom
teacher, the educational assistant was to assist in:

a. Giving small group instruction

b. Maintaining wholesome classroom discipline

c. Operating audio-visual materials

d. Providing supervision at games and on trips

e. Giving bi-lingual instruction where required

Training of Paraprofessionals. The funding proposal submitted for the

SECE program describes an inservice training program for educational

assistants in considerable detail. The adequacy of this inservice program

is ewvaluated elsewhere.
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CHAPTER II

THE EVALUATION DESIGN AND PROCEDURES

In view of the fact that there were 291 schools in New York City
that were eligible for participation in the SECE program, one would
expect to find considerable variation in the manner, as well as in the
degree to which the program was implemented ln the several schools.
Variations that might be encountered would include "paired" classes,
in which two teachers were assigned to a single classroom, and
single teacher classrooms. In both of these types of classrooms,
considerable variation might also be noted in the number of pupils

occupylng places in the classroom, and in the amount of paraprofessional
time allotted to the cla.ss. Moreover, one might observe dlfferences
from school to school in the ass1gnment of extra teachlng personnel in
the form of "ratio", "cluster", and "quota" teachers to assmt in the
educational program at a given grade level.
Actually, after reviewing the data submitted by the schools, the
following seven patterns of administrative implementation were identifiéd:
1. All classes on & given grade were "paired" classes :
2. All classas o!:'.‘li a given grade were single teacher classes, with
an educational a.ssistant assigned -'
3.' All classes on a given grade were single teacher classes, with
no educational assistant assigned
4. Both "paired" and single teacher classes were organized on a

given grade, some with and some without pa.raprofes.é'iona.l assistance

5. All classes on a. glven grade were single teacher classes, some with

_ and some w:Lthout pa.raprofessmnal assmtance
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Both "paired" and single teacher classes were organized on a

~
.

given grade, all of the latter afforded the services of a
paraprofessional

7. Both "paired" and single teacher classes were organized on a
given grade, none of which were afforded the services of a

paraprofessional

The design that was developed for the evaluation of the SECE program
sought to determine the most advantageous allocation of space, personnel,
and pupil pbpulation on the kindergarten, first, and second grade ievels s
utilizing the following criteria: pupil achievement in reading (where
measurable), observer ratings of program effectiveness, and administrator
and teacher ratings of effectiveness.

Although the nature of the SECE program did not permit experimentation
by means of experimental and control groups, subgroup comparisons were
made to assess the effects of variations in the implementation of the
program, Such a "comparative" approach, to be sure, is limited by the
non-random selection of subgroups for comparison, and thus by the possibly
erroneous assumption that the groups are equal within statistically
de’déi‘minable limits in all respects except that of exposure to each
treatment. However, it was felt that information from an analysis
such as this, combined with knowledge of some of the possible sources of
experimental error, would provide valuable information.

| The design developed for the evaluation of the SECIE-proglram had two
majo'r‘ fé.c_e‘ts:' ) - LT | -' |
S 1. betéminaéién 'Sf""ﬁhé"‘ékt'éﬁt to Whn“.ch*'t‘lln'e =‘%pr¢gra.m‘was ”'iiriplemeﬁted |
with respecﬁ to: - - L

~a. Assigning a paraprofessional in kindergarten classes

‘..U.x' U
DI N
i "JS:‘
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b. [stablishing a pupil-teacher ratio of 15 to 1 in 40 per cent
of Tirst grade classes

c. [Establishing a pupil-teacher_ratio of 20 to 1 in L0 per cent
of second grade classes

d. Establishing a pupil-teacher ratio of 27.2 to 1 and assigning
an educational assistant in the remaining 60 per cent of first
and second grade classes

e. Developing a program of parent involvement.

Determination of the extent to which the program was successful in

attaining its stated goals of:

a. Improving the academic functioning of children; and

b. Involving parents in the education of their children.

A. Samples Used in the Evaluation

Three different samples were utilized in various phases of the

evaluation:

1.

Total Sample - in order to obtain data concerning several aspects
of the extent of implementation of the program, a total sample,.
comprising all 291 participating schools, was used.

Intensive ("Core") Sample - in order to obtain intensive data

concerning effectiveness of the program by means of observation

-and interviews with: administrators, teachers, and paraprofessionals,

a sample of 32 schools was selected. This sample included one or
two _._school,s representing each of the pérticipat_ing districts in

the program; each school was selected wrbhln 1ts dlstrlct as a

’ lea.r exemple of one- of the seven prev1ously 1dent1f1ed pa.tterns

of a.dm:Lnlstrat,lve organlza.tlon.

16
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3. Questionnaire ('"Mail") Sample - using the same purposive

M AT iy
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procedure, aceording to district and pattern, a sample of 100

schools was also selected. This sample was utilized for the

R,

collection of data by means of mailed questionnaires.

s Aoy

3 B. Datas Collection Techniques

A variety of approaches were utilized in the collection of data for

the evaluation:

1. Analysis of official records - in order to obtain data concerning
implementation of the program, a data sheet, calling for s
summary of the crganizational pattern in ECE classes, was sent
to the total sample of 291 schools participating in the progranm,

2. Observation - in order to appraise the effectiveness of the

[

) program in operation, qualified observers visited each of the

32 schools in the intensive sample. In each school, two
kindergarten, three first grade, and three second grade classes

_ weie observed. In each of the first and second grade classes,
one lesson in reading a.ﬁd one lesson in some other subject area’
were seen., A specially prepared observation schedule. was utilized

to sumarize observed lessons. In addition, an overall a.ppria.sa.l

of the educational functioning of each 'ciassroom was made’by the
observer, again utilizing & specially prepa.red form. (CAopies of
the instruments used by the observers a.ppea.r in the Appendix )
.An orlen’ca.tlon session was conducted for the observers, at Wthh
."che ob,]ectlves of the progra.m were . descrlbed a.nd the mstruments

to be used were d:Lscussed.




16

In all, 18 observers gave a total of 192 days to school visits.
The observers included 14 members of the staffs of teacher
training institutions in the Metropolitan area, all of whom had
had considerable experience on the early childhood level, two
former principals of New York City public schools, and two Tormer
teachers in New York City schools, both of whom had had extensive
experience on the ECE level and had done responsible work in
teacher training and curriculum development.

Questionnaires - in order to obtain additional data concerning
program implementation, as well as the reactions of program
participants, a series of questionnaires were sent to the principal,

assistant principal, school ECE coordinator (if any), and to

" gelected teachers and educational assistants in each of the 100

schools in the questionnaire sample. (Copies of Athe questionnaire
may be found in the Appendix.)

_A questionnaire was also sent to the District ECE Supervisor
in each of the districts participating in the program. In this
questionnaire, emphasis was placed upon district involvementl in
the program. (A copy of the questionnaire also a.ppea.rs in the
Appendix. ) | |
Interviews - in addition to observiﬁg classes in the intensive
sample of 3>2 schools, the observers conducted a seriesb .of interviews
with school personnel. Using the questionﬁai;‘es described ebove

as mterv:Lew schedules, the observer mterv:Lewed the prlnc:Lpa.l,

assista.nt principal, school ECE coordlnator (1f a.ny) a.nd the

18




the teachers and paraprofessionals dn the classes that were
observed.
5. Analysis of Test Resul;cs - data concerning pupil performance on
standardized achievement tests in reading were available only on
the second grade level. These data, for the schools in the
intensive "core" sample, were analyzed.

In addition, at the request of the Bureau of Educational
Research, a separate analysis yéas made of the growth in reading
of a small sample of children, preseutly in grade 3, who were

program participants in grade 2. These data were available for

nine schools in the intensive sample.

C. Data Analysis
The instruments described above provided a weslth of detailed

descriptive data concerning the nature and extent of implementation of

the program, as well as reactions of participating personnel and observers
concerning the effectiveness of the program., Using as criteria the
appraisals furnished by school persomnel and by the observers, as well
as the achievement scores of the children in the intensive sample of
participating schools, a number of subgroup comparisons concerning the
effectiviéness of the program were madé. The specific questions to which

: attentior;_ was directed may be summarized as follows:

1. Are there significant differences in the effectiveness of the
SECE program, as measured by the criterion ratings and the
achievement scores, betwegh':_ |
a. Paired élasses a.nd single teacher clas;es

3 b. Classes with’pa.zfaprofeésioha.l‘s and classes without

paraprofessionals

S,
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c. Paired classes and single teacher classes with paraprofessionals
d. Classés of different sizes
Where appropriate, analysis of variance was employed to determine the
significance of differences between groups and interactions between them.
:[n those instances in which the assumptions of a parametric test were not

met, a chi-square approach was utilized.

ERIC

Aruitoxt provided by Eic:

18




CHAPTER III

THE SAMPLE OF RESPONDENTS

Before turning to a consideration of the findings of the evaluative
study, it might be well to describe the respondents to the interviews
that were conducted and to the questionngires that were mailed.

In each of the 32 intensive, or "core" sample schools, interviews
were conducted by a member of the observation teany where poss1ble, wlth
the principal, the primary ussistant principal and the ECE Coordlnator,
as well as with the teachers and paraprofessionals in each of the two
kindergartens and three first and second grade classes in which observations
were conducted.

Questionnaires were sent to a "Mail" sample of 100 schools to be
returned by the pr1nc1p&L the assistant principal, the ECE Coordlnator,
by two teachers on each of the kindergarten, flrst and second grade
levels, and by three paraprofessionals assigned to ECE classes.
| The'questionnaire form nailed‘to administrators and teachers in the

"mail" sangde, and the interview schedule utilized by the observers in the |

"core" sanmde were 1dent1cal° thus, detalled 1nfbrmatlon regardlng the

1mplementatlon and effectlveness of the program.was sollc1ted from a total
of 132 schools. Three of the "mall" sample schools had to be ellmlnated

for various reasons, reduclng the total number of schools in the total

sample to 129

Questlonnalres were also sent to the Dlstrlct ECE buperv1sors 1n each
of the 29 partlclpatlng dlstrlcts, and were returned by Superv1sors 1n . -'

l,-

: lh dlStrlCtS.v ‘In one dispr;ct,;two Supervisors shared the respons1blllt1es




i

for the Early Childhood programs, and each provided information regarding

the SECE program.

In two ca.ses, it was not poss:Lble to interView the prlncipal of the
schools in the core sample, thus, a tota.l of 29 (90 6%) principal
interviews were conducted of the principals in the 97 schools from
which information was solicited by mail, 77 (79. )4%) returned questionnaires.
Date regarding the SECE programs was f‘urnished by a tota.l of 106 principa.ls
of participating schools. | | -

Information wa.s collected from a tota.l of 90 aSSista.nt principals
ha.Ving some respons1bility for the early childhood cla.sses in their |
schools., In some schools, however, no a°s1sta.nt prmcipal was aSSigned
this role; in others two ass1stant prmcipals sha.red the respons1bilit1es

for these clas ses, and ea.ch responded to the quest:.onna.ire or mterView.

It was not pOSSlble, therefore, to estlmate the porportion of respondents

~ to the total number of a.ss1sta.nt princ:.pals in the pa.rt1c1pa.t1ng schools. _'

The exa.ct number of teachers serv1ng as ECE coordina.tors in the sample :
schools was not known However, pr1nc1pals in )45 (58 l&%) of the 77 schools
from which princlpa.l questionna.ires were received, d in 16 55 2% of the
29 schools in wh:Lch interv1ews w1th principals were conducted, 1nd1ca.ted |
that they ha.d been able to ass:Lgn a teacher to fill the position of ECE |
coordlna.tor in their schools. | It was estima.ted, therefore ) that approxlne.tely
57.5 per cent or 7’4 of the 129 pa.rtic:.pa.ting schools ha.d the services -
of . an ECE coordinator. Slxty-one ECE coordina.tors :t‘urnlshed mi‘ormation,

18 were mterv:Lewed :Ln the core sample schools, a.nd l&3 responded to the |

ey N
v Saen

mail questionnaire . |

The observa.tion team was directed to conduct interv1ews with ea.ch

‘g

By O Cate e mithd ol

N AR

g -yo—rmn s 8-



teacher in each of two kindergartén and three first 'and three second

grade classes visited in the core sample schools.

Interviews were conducted with 67, 123, and 115 teachers on the

kindergarten, grade 1, and grade 2 levels, respectively. The number of

interviews conducted with teachers in the core sa.mple schools was

determined by the nature of the classes visited; each of the two teachers

of paired classes were interviewed; in some cases, interviews were

conducted with ratio or cluster teachers.

Questionnaire responses were received from an additional 118 kinder-

garten teachers; 117 first grade, and 109 second grade teachers in the’

"mail" sample schools. These responses constituted a 60.8 per cent return

of the kindergarten teachers questionnaires, a 60.3 per cent return of

the first grade teacher questionnaires, and a 56.2 per cent return of the

second grade teacher questionnaires that were mailed.

Members of the observatlon team 1nterv1ewed 152 paraprofessmnals

ass1gned to the classes which they observed agaln, the number of

paraprofessmnals 1nterv1ewed was determined by the type of classes observed :

It wa.s not possible to estimate the proportion of ‘paraprofe'ls'sionals

respondmg to the mall questlonnalre to the total number of paraprofessiona.ls

partlclpatlng in the SECE Program, as the total number of paraprofess1onals

employed in the sample schools was not known. The number of paraprofessionals

vrespondlng to the mail questlonnalre was l79 'Responses from a total of

331 paraprofessmna.ls were ayailable for analys1s of these, lh6 (hh 1%)

'were ass1gned to klndergarten, 96 (29 O%) were ass1gned to first grade

classes, and 87 (26 2%) to second grade classes. : Two respondents (O 6%)

were not prlmarlly assigned to serve in ECE classrooms. L




Table III-1 summarizes the information available regarding data

collection in the "core" and "mail" sample schools.

Table ITI-1

Data Collected Through Interview and
Q,uestlonnalre Technlques in Sa.mple Schools

Interviews Conducted in Questlonnalres Returned
32 Core Sample Schools from 97 Mail Sample Schools " Total

Personnel
principal 29 A 106
Assistant Principal » 90
ECE Coordinator | 18 - o 43 61
Kindergarten teacher 67 '} ' 118 - 185
Grade 1 teacher 123 117 240
Grade_ 2 teacher 115 109 - 22l
Paraprofessional 152 R L 331

Prel:Lm:Lnary analys:Ls of the da,ta collected through 1nterv1ews 1n the

"core" sa.mple schools and by questlonnalre in the ma:Ll" sa.mple schools

revealed few dlfferences between the data reported by personnel in the

two.__sa.mples,. 5 It was dec1ded, therefore, to consolldate the two samples

v:mto one total sample 1n the presentatlon of descr:Lpt:Lve data regard:.ng

the mplementatlon a.nd effect:.veness of the SECE Progra.m

A, BACKGROUND OF THE PARTICTPANTS
Of the 106 pr1nc1pals in the sample schools, 98 or 92 5% reported that

: they held gra,duate degrees. » The average number of gradua.te cred:Lts -

completed was 67 7. .
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A total of 91 (85.8%) reported previous experience as principal; of
these, the average number of years of experience prior to the current

. sehool year as principal was 6.8 years. A total of 99 principals
reported prior experience as assistant principal; of these, a mean of
7.0 years of experience as assistant prvincipa.l was reported.

Previous experience as elementary school teachers (K-6) was reported
by 70 (66.0%) of the principals; these principals had served an average
of 10.8 years .as elementary school teachers. Only 13 principals (12.3%)
indicated prior experience teaching as Early Childhood Educ.atlion teachers,
The principals with such experience had served an average ofb 5.5 years
in this role.

As a group, then, the principals constituted a very experienced body
of men and women, both as administrators and elementary school teachers,

although rela.tlvely few ha.d served as ECE teachers,

2. Assistant Principals

Information regerding the background and experience of 90 assistant

principals involved with the SECE program was obtained.

Of the 90 assistant principals, 24 (26.7%) were male, and 66 (73.3%)
female. A mean of 55.6 graduste credits was reported by 87 (96.7%) |
respon’dents ;76 (84.4%) held a graduate degree.

A total of 83 (92.0%) of the assistant principals reported prior
experience in this role;”'of these,' 8 mean of 6.0 years of ekperience was
reported. All but three of the assmsta.nt prlnC1pa.ls with prlor experlence
served prev1ous13r 1n this capacmty in the . same school .

Nearly all (87, or %. 7%) of the assista.nt principals respondlng

reported prevmous experience as elementary school (X-6) teachers ; 13.3 |
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years, on the average.. An average of 7.1 years of previous experience in
teaching early childhood classes was repcrted by 56 of the 90 respondents.
The assistant principals, too, constituted a group with considerable
experience, both in their present pos_it_ion and as former elementary
school teachers. Rather. surprisingly,,approximately three-fifths of the
group had served as ECE teachers; this would mean that almost all of the

women serving as assistant principals had had some experience on the

ECE level.

3. " ECE Coordinators

: Of the 61 ECE coordinators for whom information was available, 28
(45.9%) held a graduate degree. A mean of 40.2 graduate credits was
'reborted'l by 51 respondents. N | | |

ALl but two ECEcoordlnators had previously taught in kindergarten
through second grade; for an ‘aver'ag'e' of 13.1 years. Half of the group
had also had experience teaching in grades 3 through 6 An average of‘
12,5 years of previous exper:Lence in the same school was reported by
the 61 ECE coordinators, all of whom had pr:Lor experlence,__ in that_ school.
Only one, had not previously served as ECE coordmator, the mean number
of years of prior, experlence as ECE coordlnator reported by the 60 W1th
this experience was 2.4 yea_.rs. o In yiejw of the,'relatllvelyhshort. length
of tJ.me that the schools have been able to aSS1gn 8 teacher to serve

as an ECE coordlnator, th1s represents cons1derable prlor experlence. -

Of the 185 kirdergarten teachers sa.mpled, 71& (1&0 O% held a graduate

degréé_. A tota.l of 1’47 (79 5%) ha.d completed graduate courses, ‘8 mean
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of 27.9 graduate credits had been completed. Graduate degrees were held
by 64 (26.7%) of the 240 responding first grade teachers. A mean of
25.6 gré.duate credits were reported by 189 (78.7%) grade 1 teachers,
Fifty-four of the 224 second grade teachers (24.1%) held gfa.dua.‘ce
degrees. A mean of 23.8 graduate credits was reported by the 219 (97.8%) |
of the second grade teachers responding.

Fully 98.3 per cent (all but 4) of the first grade and 95.5 per cent
(all but 10) of the second grade teachers were female,

Information regarding the licenses under which the participating

O alols” -

teachers served are presented in Table III-2.

Table ITII-2 _ .

Teaching License of Participating Teachers

Early Childhood Common Branches Not Given
Kindergarten (N=185) Sl ‘ 41 2
Grade 1 (N=240) 79 151 10
Grade 2 (N=224 50 169 5

Table III-3 presents data regarding the prior teaching éxperience
repérted by kindergarten, grade 1 and gréde 2 teachers in the SECE

program.
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Table III-3

Prior Teaching Experience of Participating Teachers

KINDERGARTEN "GRADE 1 GRADE 2
(N=185) : (N=240) N (N=22L)

. Per ° Mean ‘Per Mean Per Mean

N Cent Years N Cent Years N Cent Years

Teachers with : ' '
prior experience 176 95.1 8.7 220 91.T7 5.7 1% 87.5 k4.1

Teachers with

prior experience
i, same school 169 91.k 5.2 207 8.3 3.9 191 8.7 3.1

Teachers with

K-2 experience 175 94.6 7.2 208 86.7 5.2 167 4.6 3.k

Teachers with no
prior experience 9 4.9 20 8.3 28 12.5

Again, the mean experience ‘re'pdrted by the group is relatively high.
Very few of the respondents are begiming teachers and, particularly on
the kindergarten level, are well beyond the probatioﬁéf level. In common
w.ith a phenomenon noted in many other studies, the second ‘grade teachers

reporting tend to show the least experience.

5. Paraprofessionals

Da.ta, were a.vailable ’regarding the -backgzjound and experience of 331
paraprofessiohals; all but three of whom were femsle.
Data regarding the educational background of the 331 p_araprofessiona.ls

are presented in Teble ITI-,
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Table III-U

Highest Level of Schooling Completed by
Paraprofessionals Participating in SECE Program (N=331)

N Per Cent
Completed One Year of High School ' 2 0.6
Completed Two Years of High School . 3 0.9
Completed Three Years of ‘High School T . 2.1
Held High School Diploma | 166 5‘6.2
Completed Some College Work 141 : Lk, 9
Held Degree from a Two Year College .. 9 2.7
Held Degree from a Four Year College - 3 0.9

Of the 331 paraprofessionals; 291 (87.9%) had had experience as
educational assistants or teacher aides prior to the current school year.
Those with this experience, had served an avera,ge of 2.4 years in this-
capacity. A total of 309 paraprofessionals reported prior experience in
the same school; some included their e.sso'cia.tion with the school as
parents or vOlunteers. A mean of 3.0 years of prior experlence in the
same school was reported

The paraiprofessiona,ls 'a.lso"tend to be & relatively .experienced
group, when viewed in terms of the length of timie such asslgnments '
have been ava:_la,ble in the schools. In terms of educa,tional ba.ckgroﬁnd,

+00, , " the group shows school work well above the a.vera.ge of the usua.l ”

_"la.yma.n A but 12 respondents reported holdmg 8 high school diploma, |

while a.lmost one-ha,lf of the respondents noted that they ha.d cqmpleted

some college work It is probably that for most of the pa,ra,professiona.ls, :

th1s college work represents a.ttenda.nce in the Ca.reer Ladder progra.m
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A. District ECF Supervisors

Of the 15 District ECE Supervisors responding, 12 ’(6.0%) held
Master's degrees.. All had completed graduate credits; the mean number
of credits reported was 40.9.

‘Three (20.0%) of the District ECE Supervisors had been newly appointed
gt the beginning of the 1969-70 school vear; the twelve 'with previous
experience in this role had served an average ofi6.2 yearsas District
ECE Supervisor, all but one in the same district. With "the exception :
of this one District ECE Supervisor, who had 5 years of experience in
this role in another district, all the District ECE Supervisors had
prior experience in the same district.

Two Supervisors chose not to 1ist their prior years of teaching
_experience; of the 13 who prorv_ilded'this information, an average of
lh.l’ years as an elementary .scho._ol teacher a.nd 13.3 years teaching
early ChlldhOOd classes was reported Eight ha.d taught only in early
ChlldhOOd classes the rema.ining five had ta.ugh+ 1n gra.des 3-6 |

In general,._then, the.respondents to interviews and qnestionnaires
tended to be an a‘bove average group in terms of edncetiona.l bs,ckground
and experi_ence. Taken as groups, “the administrat,ors,' tes,cihers,. and
paraprofessions.ls to whom questions were directed ha.d,sought educationel
' trainlng well above the requirements for the positions that they held
In a.ddition > they he,d generally served in their posts in their present .
schools for 1ong enough periods to provide the sta.bility and perspective

: needed by any program tha.t is intv-oduced.




CHAPTER 1V
IMPLEMENTATION OF THE PROGRAM

As a first step in the evaluation of the SECE program, attention was
directed to a consideration of the extent to which the projected program
was implemented. Data cOncerhihg the extent of implementation were
gathered via a questionn.a.i.re sent to all schools participating in the
program, and through follow-up telephone interviews in those instances
where the questionnaire data were incomplete. In all, 291 s'chools were
designa.te'd as eligible for participstion in the program; usable data
concerning implementation were received from 274 (92.4%) of these eligible

schools.

A, TImplementation at the Kinderga.rteh Level

A total of 1,897 classes were organized on the kindergarten level in
the schools participating in the program. Of these, all but él (1.1%) were
accorded the services of an educatione.l assistant (see Table IV-l). The
indicafcions are , then, -tha.t the goal concerning a.ssiénment of paraprofessionals
to all kindergarten cle.sses in poverty area schools was subst_a.ntia.lly'
fulfilled. In several instancee, reports from the schools indicated that
difficulty in recruitment wa,s the reaeon for failure ‘eo assigh a parepro-
fessional on this level. 1In view of the fact that these da.ta. were collected
early in November l969, it is very likely tha.t some a.dditlona.l educa.tiona.l

assistants were a.ss:.gned to unserviced classes later in the school yee.r.
Class Size. It is,intefesting to note the diStributieﬁ of pupil registers
- in these klnderga.rten classes. Of the l 897 cla.sses orga.nlzed l&53 23 8%)

enrolled less than 20 children, 85l (L, 9%) enrolled between 20. and ol
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children, and 588 (31. 0%) had reg:.sters vetween 25 and 29.

one fourth of one per cent of all the kindergarten

classes, had pupil registers of 30 or more.

Klndergarten Classes Partlclpating in SECE Program

. Less than 20

Para Assigne
No

LR

15

reporting
t reporting

Table IV-l
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"Paired" vs "Singlé" Classes. The data reported by the schools made it

possible to determine the extent to which kindergarten classes were "paired"
(two classes sharing the same foom) or "single" (one teacher in a room).

These data are summarized in Table IV-2.

Table IVQZ

Distribution of "Paired" and "Single" Kindergarten Classes
Participating in SECE Program

' Number of Pupils on Register :
Less than 20 20-24 25-29 . 30 or more
No. of
District Classes Paired Single Paired Single Paired Single Paired Single

68 L 25 . 8 - . 1
4o L . 2% 8 ‘ 2
22 . 7 . 10 . 5
Th BT 43 16
91 6 .. 26. 2 - .36 .2
86
11k 6
78 10
1m0k . 20
16
Lo L . ) o
123 21 11 35 'k 49
108 L L 50 b1

26 2

22 21 - 4 39
5
7
N
2
3
9

126 ol 22 .. 58 ‘ .22
: 22
13
6
18
13

6 W . 53
16 2 21
32 18 . . 3k

8 ' L
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108 L 48 3k
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Sy v 16 .9 .
138k 16 L8 | 57
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‘ It is ev1dent that the "s:.ngle" teacher per class pattern is by far
the more prevalent type of class organlzatlon on the klndergarten level.
vOf the 1,897 klndergarten classes for Wthh data were avallable, l 590
(83..8%) took this form. All but lO of the 593 classes with pupll
registers of 25 or more were "s1ngle" teacher classes.

A total of 307 (16.2%) of th'e classes were 'paired," with two
teachers sharing respons1b111ty for two classes using the same room
at the same time. In 164 (53. l4%) of these 307 classes, the combined

registers of the two classes did not exceed 39; in 133 »h3.3%) of these

. _classes, ‘the combined registers were between 4O and 49. The combined

registers exceeded 50 in only 5 instances..

The availahle data also mske it possible to determine'whether
paraprofessionals were assigned to '"paired." or "single" classes. Of
the 21 classes functioning without an educational assistent, 16 (76.2%)
were taught by a single teacher. Five of these classes enrolled less than

20 pupils; the remainder had between 20 and 24 childven on register.

B. Implementation on the First Grade Level

The goal of the SECE program, it will be remembered, was to establish
classes with & pupil-teacher ratio of 15 to 1 in 40 per cent of all grade
1 classes, and to maintain a pupil-teacher ratio of 27.2, with added
assistance in the form of a paraprofessional; in the remaining 60 per cent
of the classes. The local district superintendent was given the option
of utilizing "ratio" teachers in place of educational assistants. In

instances where such a replacement was made, the services of a "ratio"

teacher was considered to be equivalent to 20 hours of edncational

assistant time per day.
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It soon became evident, in analyzing the data submitted by the

participating schools, that the concept of "ratio" teacher was interpreted

in varying fashion. The terms "ratio, " "cluster,"” "floating," and "quota'
teacher were apparently used interchangeably, and, in more than a few
instances, teachers in an ATR (Absent Teacher Reserve) category were

also looked upon as 'ratio" teachers. In view of this confusion, it was
deemed advisable to deal with the available data in terms of pupil registers,
rather than in terms of pupil-teacher ratios.

One other stipulation was made in considering implementation of the
SECE program. In view of the high mobility of the pupil population, it
was felt that many principals would fird it extremely difficult to
establish and maintain pupil registers at an exact level. Accordingly,
it was deemed advisable to consider any first grade classes in which
the register fell below 20 as having substantially met the requirements
of the directive concerning the establishment of a class register of 15.

Table IV-3 presents a distribution of the number of first grade
classes of given registers in schools participating in the program

and, in addition, indicates whether paraprofessional help was made

avallable to these classes.




w |
Table VI-3

Distribution of First Grade Classes Participating in SECE Program

Number of Pupils on Register

Less than 20 20-24 25-29 30 or more
No. of Pars Assigned Para Assigned Para Assigned Para Assigned
Dist. Schools Yes No  Yes No  Yes No Yes No
1 12 1 7 21 11 12 11 L
2 7 2 6 5 8 5 5 1 3
3 5 3 5 1 12
L 11 17 13 8 1 19 3 6
5 1k 7 5 7 20 31 12 2 2
6 10 12 Y 1 22 16 10 16
7 17 _ 10 11 5 47 11 35 3
8 9 [Ite! L 2 13 22 10
9 12 Y 37 16 17 AT 26 8 2
10 2 2 8
11 1 2 2
12 14 12 11 17 2 35 2 48 7
13 16 8 17 25 16 3 5 25
14 19 7 30 15 25 28 23 6 l
; 15 .16 10 - 29 5 6 22 15 16 1
- 16 22 7 1 105 58
17 8 6 5 21 5 26 l
18 7 9 3 12 21 1 5
19 18 22 33 12 12 38 . 18 22 8
21 3 1 1 2 6 1 7
23 5 6 1k 3 L 5 2 L
2k 2 6 7 2
‘ 27 5 L 2 7 3 11 2
28 l 10 1 1 6 5 7
29 7 12 2 20 , 7
j 30 7 1 3 1 5 5
| 31 3 1 1 1 5 N 3
32 l L 9 3 10 2 2 1
33 2 1 5 2 2 = =
Total 262 122 308 215 155 549 202 323 58

|
l A total of 262 schools reported data that could be summarized in
' Tg.‘ble IV-3. In five addtiional schools, early childhood classes were

organized on a non-graded basis; these schools have not been included in

the tabulation.
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Class Size. A total of 1,932 classes were organized on the first grade
level. Of these, 430 (22.3%) reported registers of less than 20,'ahd
were deemed to have met the goal of the program. The indicatitns are,
then, that this objective was not attained, taking the schools as a
group. When the ciata. for individual districts are examined, it appears
that five districts (Districts 4, 8, 23, 24, and 30) were able to attain

the stated goal.

In most instances, classes on the first grade level enrolled between
25 and 29 pupils. Of the 1,932 classes, 751 (38.9%) were of this size.

An additional 370 classes, 19.2 per cent of the total, had between 20 and

24 pupils on register. Rather surprisingly, the reports from the schools

listed 381 classes with registers of 30 or over; these classes constituted
19.7 per cent of thé total number of first grade classes.

To what extent was the objective of class size not exceeding 27.2
met on this level? For the schools taken as a group, this goal was
attained, although there was considerable variation from district to
district. In twelve of the districts, average class size of those classes
which enrolled 20 or more pupils exceeded the 27.2 level.

It must be remembered, in evaluating these findings, that the data
deal with size of class (pupil registers) rather than with pupil-teacher
ratios. As such, a far more stringent criterion has been utilized in
determining the extent to which the goal of the program wes sitained.

Had it been possible to determine the exact number of "ratio" teachers
assigned to first grade classes in each school, the number of such classes
meeting the twin standards of a 15 to 1 pupil-teacher ratio or of a 27.2

pupil-teacher ratio would have been much greater.
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Assignment of Paraprofessionals. It is also interesting to ncte the

data concerning the aésignment of paraprofessionals to" first grade classes.
In all, 1209 (62,6%) of the _1,932 first gi‘ade classes received the services
of an educational assistant. Iﬁ should be noted, however, that 122 of
these classes had pupil régis‘cers of less than 20; indeed, 28.4 per cent
of these 430 small classes were accorded paraprofessional services.
Again, there was considerable variation emong districts; paraprofessional
assignments were limited to classes with registers of 20 and over in 13
of the 29 districts participating in the program. |

In general, assignments of educational assistants were made with
greater frequency as class size increased. In the case of the 370 classes
with class size between 20 and o pupils, 215 (58.1%) received
paraprofessional help. Such assistance was also given to 549 (73.1%)
of the 751 classes with registers of 30 and above. In all, ool (66.2%)
of the 1,502 classes with registers above 20 received paraprofessional
assistence, For the schools taken as a group, then, the indications
are that the objective of providing educational assisté.nts in- 60 per cent -
of the classes was met. Again, nine districts (Districts 2, 5, 6, 8, 9,

14, 21, 30, 31) did not reach this standard.

"Paired" vs "Single" Classes. As one would expecf, varied paticrms of

organization in terms of "paired" and "single" classes were noted on the

first grade level. These data are summarized in Table V-4,
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Class Size. A total of 1,932 classes were organized on the first grade
level.~ 0f these, 430 (22.3%) reported registers of less than 20, and
were deemed to have met the goal of the program. The indications are,
then, that this objective .was not a.tté,ined, taking the schools as a
group. When the data for individual districts are examined, it appears
that five districts (Districts 4, 8, 23, 24, and 30) were able to attain

the stated goal.

In most instances, classes on the first grade level enrolled between

25 and 29 pupils. Of the 1,932 classes, 751 (38.9%) were of this size.
An additional 370 classes, 19.2 per cent of the total, had between 20 and
24 pupils on register. Rather surprisingly, the reports from the schools
listed 381 classes with registers of 30 or over; these classes constituted
19.7 per cent of the total numbér of first grade classes.

To what extent was the objective of class size not exceeding 27.2

' met on this level? For the schools taken as a group, this goal was

attained, although there was considerable variation from district to
district. In twelve of the districts, average class size of those classes
which enrolled 20 or more pupils exceeded the 27.2 level.

It must be remembered, in evaluating these findings, that the data
deal with size of class (pupil registers) rather than with pupil-teacher

ratios. As such, a far more stringent criterion has been utilized in

| determining the extent to which the goal of the program was attained.

Had it been possible to determine the exact number of "ratio" teachers
assigned to first grade classes in each school, the number of such classes

meeting the twin standards of a 15 to 1 pupil-teacher ratio or of a 27.2

pupil-teacher ratio would have been much greater.
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Assignment of Paraprofessionals. It is also interesting to note the

data c'oncezfning the assignment of paraprcfessionals to first gi'a.de classes.
Tn all, 1209 (62.6%) of the 1,932 first grade classes received the services
of an educational assistant. It should be noted, however, that 122 of
these classes had pupil registers of less than 20; indeed, 28.1& per cent
of these 430 small classes were accorded paraprofessional services.

Again, there was considerable variation among districts; paraprofessional
assignments were limited to classes with registers of 20 and over in 13

of the 29 districts participating in the program.

In general, assignments of educational assistants were made with
greater frequency as class size increased. In the case of the 370 classes
with class size between 20 and 2 pupils, 215 (58.1%) received
paraprofessional help. Such assistance was also given to 549 (73.1%)
of the 751 classes with registers of 30 and above. In all, o9L (66.2%)
of the 1,502 classes with registers above 20 received pa.raprofessiona.l
assistance. For the schools taken as a group, then, the indications
are that the ob.j}ec‘cive of providing educational assistants in 60 per' cent .
of the classes was met. Again, nine districts (Districts 2, 5, 6, 8, 9,

14, 21, 30, 31) did not reach this standard.

"Zaired" vs "Single" Classes. As one would expec‘c., varied patterns of

organization in terms of "paired" and "single" classes were noted on the

first grade level. These data are summarized in Table Iv-h.
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Table IV-l#

Distribution of "Paired" and "Single" First Grade Classes
Participation in SECE Program

Number of Pupils on Register

Less than 20 20-24 25-29 30 or more
No. of :
Dist. Classes Paired Single Paired Single Paired Single Paired Single
1 67 7 1 Y 28 23 Y
; 2 35 8 : 13 10 Y
; 3 21 3 6 12
Y 67 16 14 : 9 22 6
5 86 12 27 43 Y
6 81 14 2 1 38 26
7 122 10 16 58 38
8 100 48 1 6 35 10
9 127 37 4 26 7 43 10
10 10 . 2 8
11 Y 2 2
12 . 134 16 7 8 11 37 55
13 130 17 8 41 39 25
14 138 2l 13 40 51 10
15 104 18 21 11 37 17
16 171 8 105 58
17 67 6 Y 1 26 30
18 51 12 12 22 5
19 165 33 22 9 15 56 30
21 18 2 8 8
23 38 13 7 7 7 Y
2l 15 6 T 2
27 29 6 10 13
28 30 -.10 2 11 7
29 41 - 14 20 T
30 25 11 3 6 5
31 15 2 6 T
32 31 Y 12 12 3
33 10 ¢ - -2 - —
Total 1,932 2718 152 57 313 0 751 0 381
Again, it is evident that the single teacher per class is far more
prevalent than the "paired" type of class organization. Of the 1,932
first grade classes for which date were available, 1,597 (82.7%),
inclnding all first grade classes with registers of 25 and over, vere
single teacher classes.
Qo N 41




A total of 335 first grade classes were "paired." In 278 (83.0%)
of these clacces, the combined registers of the two "paired" classes
did not exceed 393 in 57 (17.0%) of these classes, the combined
registers were between 40 and 49. None of the combined registers of
"paired" classes reached 50.

The data reported by the schools also made it possible to determine
the extent to which paraprofessionals were assigned to "paired" or
"single" teacher classes., Educational assistants served in 86 (25.7%)
of the 335 "paired" first grade classes; 30 (18.0%) of the 278 "paired"
classes with registers of below 20 and 36 (63.2%) of the 57 "paired"
classes with registers of 20 or more received paraprofessional help.
The rest of the paraprofessionals (1,132) all served in single ‘ceache;'
classes. Seventy-two (47.4%) of the 152 single teacher classes with
registers below 20 were serviced by a paraprofessional; 179 (57.2%)
of the 313 classes with registers between 20 and 2k, 549 (73.1%) of the
751 classes with registers between 25 and 29, and 323 (84.8%) of the

381 classes with registers of 30 and over were accorded paraprofessional .

help.

C. Implementation on the Second Grade Level

On this level, the program called for the organization of classes
with a pupil-teacher ratio of 20 in 4O per cent of all second grade
classes and the maintenance of an average pupil-teacher ratio of 27.2
in the remaining 60 per cent of the class, with additional provision
for educational assistant time in the latter group of classes.

Here, too, lack of definitive data concerning the assignment of
"ratio" teachers made it necessary to deal with the data in terms of

pupil registers rather than pupil-teacher ratios. On this level, the
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objectives detailed above were considered as having been substantially
met if a class size of 24 or below was reported by the school.

Table IV-5 presents a distribution of the number of second grade
classes of given registers in schools participating in the program.

The availability of paraprofessional help is also indicated.

Table IV-5
Distribution of Second Grade Classes Participating in SECE Program

Number of Pupils on Register

Lesc than 20 20-24 25-29 30 or more
No. of Para Assigned Para Assigned Para Assigned Para Assigned
Dist. Schools Yes No Yes No Yes No Yes No
1 12 1 1 10 9 10 13 6 5
2 7 2 7 6 6 12 1
3 5 2 7 N Y 1 1
L 11 2 10 19 2 30 3 7
5 14 Y 6 8 23 18 18 Y 2
6 10 6 Y L 9 9 18 6 12
7 17 Y 10 10 45 20 28 15
8 9 7 3 9 29 10 7 1k
9 13 2 17 6 13 16 23 8 25
10 2 1 11 1
11 1 1 3 -
12 L 2 2 22 4 52 9 22 5
13 16 7 9 20 1k 32 1k 18
1k 19 6 13 17 19 20 36 9 9
15 16 8 3 12 24 14 22 9 3
16 22 1 1 26 9% 42
17 10 1 Y 2 20 16 25 6
18 7 3 L 8 6 9 2 9 3
19 18 5 24 17 20 4o T 9
2l 3 1 3 1 5 1 2 1 3
23 5 6 11 6 3 8 1
oL 2 6 5
27 6 1 15 2 6 1 Y 1
28 Y 2 2 12 1 L 2
29 7 2 5 22 2 7 2
30 5 8 1 7 6
31 3 2 5 3 h 2
32 N 3 1 N 13 6 3
33 -2 - X -3 1 2 1
Total 264 60 156 227 202 539 252 220 109
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In all, 26L4 schools reported data concerning the organization of their
second grade classes. In five schools, all ECE classes were non-graded;
in a_.sixth school, second and third grade pupils were combined in a

single class. The data for these six schools are not reported here.

Cclass Size. A tctal of 1,774 classes were ofganized on the second grade
level, Of these, 216 (12.2%) reported registers of less than 20, and
429 (24,2%) reported registers between 50 and 24, Thus, & total of U5
classes, constituting 36.4 per cent of the total, can be deemed to have
met the stated goal of the program. Taking the schoéls as a group, then,
it would appear that the objective of 4O per cent of the classes with
registers of 20 was approached, but not fully attained. When the. deta
for individual districts are examined, it appears that fifteeﬁ districts
(Districts 2, 3, 4, 5, 11, 13, 15, 18, 19, 21, 23, 27, 30, 31, 33) were
able to attain the stated goal.

Again, it should be noted that the more stringt;.nt standard of class
size or pupil register has been applied, rather than pupil-teacher ratio.
In view of the fact ﬁha.t almost 4O per cent of the classes met the .
stated objective when the more rigorous ariterion of class size was
utilized, it is evident that more than 40 per cent would have met the
standard had a criterion been set in terms of pu;iil-‘cea.cher ratio.

In most instances, classes on the second grade level enrolled betw;een
25 and 29 pupils. Of the 1,774 classes, 791 (4l.6%) were of this size.

A total of 338 classes with registers of 30 and over were reported;
thege classes represented 19.1 per cent of the total number of second

gre.de classes.




For the schools taken as a whole, the objective of an average class
size of 27.2 was attained. Only six of the individual school districts
(Districts 6, 7, 8, 16, 17 and 28) failed to attain this objective; all

of these districts, however;vexceededgthe 27.2 level by only a fraction

of a pupil.

i

Assignment of Paraprofessionals. The data concerning assignment of

educational assistants to second grade classes is also of interest.

A total of 1,055 (59.5%) of the 1,774 second grade classes received

the services of a paraprofessional. The services of paraprofessionals
were not limited to classes with larger registers; of the 212 classes
with registers below 20, 60 (28.3%) received paraprofessional help.
Such assistance was also noted in 227 (52.9%) of the 429 classes with
registers between 20 and 24, in 539 (68.1%) of the 791 classes with
registers between 25 and 29, and in 229 (67.8%) of the 338 classes
enrolling 30 or more pupils. In all, a total of 768 (68.0%) of the 1,12
classes with registers of 25 and above received paraprofessional help.
For the schools taken as a group, then, the objective of providing
educational assistants in 60 per cent of the classes was met. In
eleven of the individual districts (Districts 1, 2, 5, 6, 9, 11, 14, 15

21, 24 and 30), this goal was not attained.

"Paired" and "Single" Classes. In common with the first grade finding,

classes on the second grade level showed varied péxterns of organization
in terms of "paired" and "single" classes. The relevant data are

summarized in Table IV-6.
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Teble IV-6

Distritution of "Paired" and "single" Second Grade Classes ’
Participating in SECE Program

" Number of Pupils on Register

Less than 20 20-24 25-29 30 o more
No. of

Dist. Classes Paired Single Paired Single Paired 3ingle Paired Single
1 55 - 2 19 23 11
2 3k 2 13 18 1
3 19 2 11 L 2
L 73 12 21 33 7
5 83 L 6 31 36 6
6 68 10 4 9 27 18
7 132 2 2 20 65 43
8 79 6 1 12 39 21
9 110 18 1 7 12 39 33
10 13 1 12
11 6 1 3
12 118 3 1 2 2 61 27
13 115 8 8 6 28 46 18
14 129 13 6 7 29 56 18
15 95 5 6 7 29 36 12
16 166 2 26 96 42
17 Th L 1 2 36 31
18 Ly 2 5 1k il 12
19 122 22 7 9 28 L7 9
21 17 L 6 3 L
23 35 17 9 8 1
2L 11 11
27 Lo 14 2 8 15 1
28 23 L 13 6
29 Lo 2 5 2L 9
30 22 8 8 6
31 16 2 8 6
32 30 2 1 5 19 3
33 _8 - 1 - 3 - X . 3

Total 1,77L 115 101 b2 387 0 791 o 338

The number of classes taught by a single teacher far exceeded the
number of "paired" classes on the second grade level. Of the 1,774
classes tlLat were organized, 1,617 (91.2%) were single teacher classes.

A total of 157 second grade classes were "paired.” In 115 (73.2%)

of these classes, the combined registers of the two "paired"” classes
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did not exceed 39; in 42 (16.84) of these classes, the cambined

registers were between 40 and 49. Noune of the combined registers of
"paired" classes reached 50.

The extent to which paraprofessionals were assigned to "paired"
and single teacher classes may also be determined from the data
submitted by the schools. Educational assistants served in 56 (8..44)
of the 663 "paired" classes cn the second grade level; 25 (11.64) of
the 216 "paired" classes with registers below 20 and 31 (6.9%) of the
L47 "paired" classes with registers of 20 or more received paraprofessional
help. All of the other paraprofessionals (999) served in single teacher
classes. Thirty-five (38.5%) of the 91 single teacher classes with
registers below 20 were accorded the services of an educational
assistant; 21k (55.6%4) of the 387 classes with registers between 20 and
2k, 539 (68.1%) of the 79l classes with registers between 25 and 29, and
229 (67.8%) of the 338 classes with registers above 30 received

paraprofessional help.

D. Conclusions

Bearing in mind that the criterion for determining extent of
implementation of the SECE program (maintenance, in 4O per cent of the
classes, of class registers of 15 in zgrade 1 and of 20 in grade 2,
and of an average register of 27.2 in the remaining classes) is much

more stringent than one expressed in terms of pupil-teacher ratics,

what conclusions can be drawn from the data submitted by the schools?
1. The goal of assigning a paraprofessional to every kindergarten

class was substantially attained.




2. The roal of establishing an average register of 15 in 4O per cent
cf the first grade ~lasses in the program apparently was not attained;
only five districts were able to reach this goal.

3. For the participating schools taken as a whole, the goal of
establishing an average register of 27.2 in the remaining 60 per cent
of the first grade ciasses was attained; however, twelve districts
were unable to “cach this goal.

L. The goal of establishing an average register of 20 in 4O per cent
of the second grade classes in the programn was approached, but not
completely achieved; fifteen of the schools districts were, however,
able to attain this objective.

5. For the participating schools taken as a whole, the objective
of establishing an average register of 27.2 in the remaining 60 per cent
of the second grade classes was achieved; only six of the schoo’
districts were unable to achieve this goal, and then, by only a fraction
of a pupil.

Considering the striagency of the criterion used in detexrmining
extent of implementation of the program, it is evident that an extremely
high degree of compliance with the directive concerning organization
of the program was achieved. Il must be emphasized again that, had it
been possible to analyze the data submitted by the schools in terms
of pupil-teacher ratios, a much greater degree of compliance would
have been observed. Indeed, one may well advance the generalization,

on the basis of the available data, that implementation of the program

was achieved.

L

¥ eAn L Ve Y s b

caman cesi




CHAPTER V

THE KINDERGARTEN PROGRAM

TEPENTI mcide v o -t PANETEN R W el 1t S ey

Data regarding the implementation and effectiveness of the SECE
Program on the kindergarten level was gathered through observations

that were conducted in each of the 32 "core" sample schools. Specially
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prepared observation schedules were used in a total of 71 observations
of kindergarten classes. Additional data were developed through a

series of interviews with principals, assistant principals, ECE

coordinators, teachers, and paraprofessionals in these schools, and
! through questionnaires to the same personnel in a "mail" sample of
97 schools. 1In addition, District ECE Supervisors were asked to

complete a questionnsire.

W N Bev e eSa Ly T

A. OBSERVATION OF THE PROGRAM

Observations were conducted in a total of 70 kindergarten classes,
approximately half in the morning and half in the afternoon. One
class was observed on two separate occasions. Three of the classes
that were observed were on an all-day session. Nine of the 71
observations were made in paired classes; the others in classes served
by a single teacher. Paraprofessionals had been assigned to nearly
every class participating in the program; in seven of the nine paired

classes, two paraprofessionals were in attendance. A total of 70

paraprofessionals were observed. In six instances, student teachers

were present in classes that were visited.
The observation schedule that was used in kindergarten classes

directed the attention of the observer to four major areas; each of
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:hese areas (Play Experience and Activities; Language Activities; Other

Content Areas; Classroom Management) will be considered separately.

1. Pluy Fxperience and Activity
A sumzary of the types of play activity in which the children participated

in the kindergarten classes that were observed is presented in Table v-1l.

Table V-1

Types of Flay Activities Observed in Kindergarten Classes

Observed Not Observed

Activity N Per Cent N Per Cent
Domestic L6 65.7 2l 34.3
Construction 52 Th.2 18 25.7
Toys Ly 62.8 26 37.1
Dramatic | 33 47.1 37 52.9
Manipulative 54 7.1 .16 22.9
sand and Water 6 8.5 6l 91.k
Rhythms 32 L5.7 38 54.3
Art 53 75.7 17 24,3
Cutdoor Flay 13 18.5 57 81.4

"he kindergarten children in the classes observed participated in
many different kinds of play activities, and used a wide range of materialls.
Most frequently noted was the use of manipulative games, such as puzzles,
pegboards, and the like, with more than three-fourths (77.1%) of the
observers reporting the use of these materials. Art experiences, using
clay, dough, crayons, peints, or collage were observed in 75.7 per cent
of the classrooms; construction, mainly blockbuilding were reported by

74.2 per cent of the observers.
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Also noted in more than three-fifths of the classes was play designed
to stimulate cooperative role playing and play involving the use of toys
such as cars, trucks, and trains, and domestic objects, as in a "doll
corner”. Rhythmic activities and dramatic pley were observed in slightly
less than one-half of the classes observed. The use of sand and water
and outdoor play was noted relatively infrequently, although the
observations were conducted during May and June.

To some degree, the nature of the play activity in which a child can
engage is determined by the equipment available for his use. Table V-2
summarizns the data concerning equipment available and used in the 70

classes that were observed.

Table V-2

Flay Equipment Available and in Use in Kindergarten Classes
(In Per Cents)

Available Not
Equipment Designed to: In Use Rot In Use Observed
Encourage quiet activities 75.7 20.0 4.3
Stimulate expression of
ideas and feelings Th.2 21.5 4.3
Promote cooperative play 71.5 24,2 4.3
Encourage manipulative skill 65.7 31.4 2.9
Encourage "looking-glass self" 45,7 35.7 18.5
Stimilate large muscle
activity 21.4 4.4 37.2

Equipment for all of these activities was available in a large
proportion of the classrooms observed; nearly all children had an
opportunity to participate in various types of play activities. The

observers reported most frequently, that the children were engaged in

Y L
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using manipulative materials and art materials, which are primarily designed
cor use by on. ~hild. Construction and role-playing activities, which are

more closely related to the development of social and language skills,

were also frequently noted.

a. Rating of Play Experiences. Observers used a five-point scale,

ranging .from Excellent (5.0) to Very Poor (1.0) to rate play experiences
provided for children in the classes observed. A summary of the ratings

assigned to various characteristics of the lessons observed is presented

e e A e Stk -t A P e R S Sk AP

in Table V=3.

Table V-3
Ratings Assigned to Play Experiences and Activities

Distribution of Ratings (in Per Cent)

vVery Mean
Excellent Good Fair FPoor Poor Rating

Children participate in
planning, self-selection
of activities 314 25,7 11.b 12.9 18.6 3.4

: Children free from strain;
laugh and chatter 62.9 21.4 10.0 4.3 1.k b4

Children actively engage
in satisfying activity 48.6 o4,3 2.4 2.8 2.8 .1

Flay materials suitable
to age level 58.6 31.4% 5.7 k.3 0.0 L.k

Play materials easily
accessible, in good
condition 57.1 34.3 5.7 2.8 0.0 4.5

Use of available play space L4.3 27.1 12.9 12.9 2.8 4.1

Although the quality of the play experience and activities provided

for the children were generally rated as good or excellent, the observers
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were somewhat less enthusiastic about the children's opportunity to

participate in the planning of play activities or to select these activities

themselves.

2. Language Activities
Most crucial to the objectives of the SECE Program at the Kindergarten

level is the development of language skills among the children; the
higher the level of the oral language the children can understand and
use, and the more fluently the children can express themselves, the fewer
difficult;'.es will be encountered in learning to read.

The play activities already discussed, of ccurse, provided experiences
through which children learned the use of language in communication with
others; particularly those which were conducive to cooperative play and
role playing. The results of the observations indicate that in almost
three quarters of the classrooms (71.4%), equipment specifically designed
for this type of play was in use; and in most classrooms, several differenti
types of cooperative play activities were noted.

Specific ianguage activities in which the children engsged were
recorded by the observers. The children used language during play as
well as during classroom experiences expressly designed to stimulate vé'rbal
expression and use. The language activities observed are presented in

Table V-U




Table V-U

Participation by Kindergarten Children in Languege Activities

Activity N Per cent N Per cent
Conversation 63 88.8 7 11.2
fxplaining 55 7.4 15 22.6
Discussion L6 64.7 2l 35.3
Acking questions 43 60.1 27 39.9
Music, rhythms 38 53.5 32 46.5

tating needs 36 50.1 34 L49.)
Giving directions 36 50.1 3 49.9
Speaking to groups 30 42,2 40 57.8
Telling stories 29 40.8 L1 59.2
Greetings, farewells 29 40.8 L1 59.2
Planning 28 39.3 42 60.7
Dramatization 26 36.6 NN 63.4
Telling experiences 2 29.5 49 70.5
Telephoning 17 23.¢€ 53 76.1
Retelling stories 10 1k.1 60 85.9
Delivering messages 9 12.6 61 87.h
Movies 3 4,2 67 95.8
Puppet Show 2 2.8 68 97.2
Poetry 1 1.k 69 a8.6
T.V. 1 1.k 69 8.6
Radio 0 0.0 70 100.0

In more than half of the kindergarten classrooms, the children were
observed to participate in conversing, explaining, discussing, asking
questions, stating needs, and giving directions. Somewhat less frequently
noted was the use of language in specially structured activities, such
as planning, story telling, dramatization, the retelling of experiences,
or speaking to groups.

It is of interest to define the role of the teacher and of the
paraprofessional in supervising language activity. In most situations,
either the classroom teacher supervised the language activities of the
children, or the children's language was expressed during unsupervised
play. It was only in relatively unstructured situations in which a
child conversed with or expressed a personal need to an adult ("May I leave

the room"), that the paraprofessional was likely to be approached. Indeed,
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one may advance the generalization that the less structured the situation
in which language was used, the more likely was the pa~nprofessiona’ to
be involved.

A summary of the relevant datn concerning supervision of 1nnguage

activities is presented in Table V-5.

Table V-5

Supervision of Children Engaged in Language Activities, in Per Cent
Supervised Supervised by Supervised

Activity i by Teacher Paraprofessional _by Both Unsupervised
Conversation 63 32.3 42,2 33.8 18.3
Explaining 55 Lo.8 k.2 26.7 5.6
Discussion L6 b2,2 4.2 12.6 5.6
Asking questions U3 30.9 4.2 1k.1 11.2
Music, rhythms 38 33.8 0.0 12,6 7.1
Stating needs 36 1.2 5.6 22.5 1.2
Giving

directions 36 25.3 1.4 12.6 11.2
Speaking to

groups 30 18.3 1.k 12.6 9.8
Telling stories 29 25.3 5.6 1.4 8.4
Greetings,

farewells 29 16.9 0.0 16.9 T.1
Planning 28 28.1 0.0 7.1 4,2
Dramatization 26 7.1 1.4 5.6 21.1
Telling

experiences 21 4.1 0.0 4,2 11.2
Telephoning 17 2.8 0.0 2.8 18.3
Retelling stories 10 1.2 1.4 1.4 0.0
Delivering

messages 9 5.6 0.0 1.k 5.6
Movies 3 2.8 0.0 1.4 0.0
Puppet Show 2 0.0 2.8 0.0 0.0
Poetry 1 1.4 0.0 0.0 0.0
T.V. 1 1.4 0.0 0.0 0.0
Radio 0 0.0 0.0 0.0 0.0

In general, the children'-~ language activities were more likely to
occur in the absence of direct supervision, as during cooperative play,

than to be supervised by the raraprofessional. In structured situations

expressly designed to stimulate verbal expression, such as discussion,
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story telling, and planning, the teacher was firmly in comsand. In only
rare casec was the responsibility for overseeing the children's use of

language delegated to the paraprofessional.

a. Rating of Language Experiences. Observers also rated the quality of

language experiences provided to the children. A summary of the ratings

assigned is presented in Table V-6.

Table V-6

Ratings Assigned to Language Experiences

Ratings Assigned to Languege Expeviences
Very Mean
Characteristic Rated Excellent Good Fair Poor Poor Rat

Adults ask questions that
stimulate discussion 38.2 32.4 17.6 7.4 L. 4 3.9

Adults listen to and
understand children 59.L4 21.7 13.0 2.9 2.9 ;.3

Adults give specific
attention to language
development of non-English
speaking children 43.L 30.2 17.0 7.5 1.9 k.1

Adults use experiences to

develop children's

observation and
verbalization 33.8 40.0 16.9 4.6 u4.6 3.9

Child-adult comminication
unrestricted 52.2 19.4 23.9 1.5 3.0 4.2

Child-child commnication
active, vital, flowing 7.2 33.8 13.7 k.4 1.5 4.2

Again, ratings assigned tended to be "good" or "excellent." In only

one instance, "child-adult commnication unrestricted,” were a sizable

number of ratings of "fair" assigned. :

06
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3. Gther Content Areas

in Kindcrgarten, classroom activities and experiences are intended to
provide the opportuniily for chilidren to develop concepts and interests in
subject matter areas such as mathematics, science, social studies, health
and safety, and thc arts. Althcugh the early stages of learning and
appreciation in these areas ordinarily take place through informal,
unstructured, exploratory aqtivities, it was felt that disadvantaged
children, with more limited backgrounds of experience and less verbal
facility, were in need of more highly structured activities, with more
direction from the teacher in the development of these concepts and
attitudes.

With the emphasis on specific language activities and reading
readiness in the SECE kindergarten program, the opportunity for the
simultaneous development of language, readiness, and concepts appears
to have been neglected in some classrooms, as experiences in these areas
were observed less frequently and rated less favorable than more specific
language or play activities.

Table V-7 presents the frequency with which activities in these
other areas were provided and the observers' ratings of the quality of
the experiences observed. In general, teacher performance here was

rated as "fair" to "good."

a7




Table V-7

Ratings Assigned to Experiences in Other Content Areas

Characteristic
Rated

Teachers build
understanding of
basic mathematics
concepts

Teachers structure
specific group
activities to
develop science
concepts

Teachers structure
experiences that
focus on the
environment

Teachers encourage
good health and
safety practices

Teachers use
literature to

~yregte enthusiasm

and enjoyment

Teachers guide
children to find

pleasure in music

Teachers use art
experiences for
children to
explore media

\

Distribution of Ratings (in Per Cent)

51

4. Classroom Management

Times Very Mean
Observed Excellent Good Fair Poor Poor Rating
7l 22.9 36.5 17.6 4.1 5.4 3.3
43 23.3 34.9 20.9 13.9 7.0 3.5
58 22.4 29,3 32.8 6.9 8.6 3.5
65 30.8 35,4 18.5 10.8 4.6 3.8
57 36.8 29.9 12.3 8.8 7.0 3.9
50 28.0 50,0 10.0 k4.0 8.0 3.9
51 27.5 39,2 14.8 3.9 11.8 3.7-

The management of classroom routines and procedures in kindergarten

was most often rated by the observers as excellent or good; in several

classrooms, however, poor ratings were assigned in this area and the mean
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ratings fell slightly below the level of "good."

these ratings.

Ratings Assigned to Classroom Management

Characteristic
Rated

Table V-8

Distribution of Ratings (in Per Cent)

Number of
Ratings

/J

Table V-8 presents

Very

Assigned Excellent Good Fair Poor Poor

Children given
responsibility
for routine
activities

Character of
transiticns
between
activities

Teacher flexibility

Positive attitudes
toward sharing,
respongibilities
and rights for
self and others
are fostered

5. Overall Ratings

67

68
66

67

Ly.8

36.8
30.3

37.3

22.4

38.2
34.8

35.8

17.9

13.2

18.2

16.4

6.0 8.9

by 7.k

4,5 12.1

6.0 L.s5

© 25

Mean

Rating

3.9

3.9
3.7

4,0

In addition to rating specific aspects of the lessons in each of the

four areas considered, the observers were asked to assign an "overall"

rating of the quality of the classes they had observed.

these overall ratings is in Table V-9.

A summary of




Table V-9
Overall Observer Ratings of Kindergarten Program

Distribution of Ratings (in Per Cent)

Number of very Mean
Ares Ratings Excellent Good Fair Poor FPoor Rating
Play 61 32.8° 3.1 246 6.5 L9 3.8
Language 6k 40.6 b 18,7 4.7 1.6 b1
Other Content | : :
Areas 62 21.0 37.1 22.6 9.7 4.8 3.7
Classroom o
Management 66 40.9 30.0 18.2 6.1 3.0 4.0
Overall
Observation 67 32.8 40.3 19.4 6.0 1.5 4.0

For the most part, mean ratings assigned by the observers fell close

to or at the "good' level.

B. Responses to Interviews and Questionna.ilfes

In view of the fact that responses to questions in ‘poth the interview
situation and on the questionnaire were very similar, the answers
given by the teachers and other personnel have been pooled. - In all, 185
teachers responded to questions; of these, 179 (96.7%) had available
the services of a paraprofessional. All of the respondents were female;
the average register in their classes was 26.2. Thirty-four (18.4%) of -
the respondents taught paired classes; 14l (77.8%) were single classroom
teachers; 7 (3.8%) were cluster or ratio teachers.

The interviews and question:naires directed to participating personnel
were concerned with a wide range of kindergarten practices and their

effectiveness.
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1l. Materials

In view of the stress upon reading improvement in the schools in the
SECE Program, the teachers were asked to react to the reading readiness
and/ or reading materials they had used during the year. Table V-10

presents a summary of such materials used by the teachers.

Table V-10

Reading Readiness and/or Reading Materials Used in
Kindergarten Classes, as Reported by Teachers

Teachers Reporting

N Fer Cent
Commercial readiness materials 76 4i.1
Teacher made materials 59 31.9
Audio Visual approaches 48 25.9
Games Lo 22.7
Bank Street b1 22,2
Project Read 25 13.5
SRA 7 3.8
Basal readers, Workbooks " 8 )-i.3

As one would expect, many teachers used more than one approach in
their classrooms. The largest number (76 - 41.1%) reported use of
a wide variety of commercially published readiness materials. Almost
one-third (59 - 31.9%) of the respondents indicated that they used teacher
made materials. Use of audiovisual aids and gemes were reported by
28.6 ‘per cent and 22.7 per cent of the teachers, respectively. Use of
Bank Street materials was noted by U4l (22.2%) of the teachers;

participation in Project Read by 25 (13.5%). Very few teachers reported
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specific use of individualized or small group instruction to foster
rzading readincss or to teach reading. Twenty teachers (10.8% of the

total) said that they gave instruction in phonics or the alphabet.

a. Teacher Ra.ting of Materials. In general, the kindergarten teachers

regarded the readiness and reading materials used with favor. Altogether,

a total of 303 approaches were reported by the 185 teachers; of these,

58

ol (79.5%) were praised. Fifty-five (18.2%) were reported without comment,

and twenty-five (8.3%) were regarded negatively. The most frequent
criticisms were madfe in regard to Project Read materials; 12 of the
total of 25 nega.tiv’e comments tpwa.rd methods and materials were directed
at Project Read.

The kindergarten teachers were also asked to rate the (a) sufficiency,
(b) quality, (c) variety, and (d) usefulness of the materials that they
had worked with during the school year. No restriction was placed on
curriculum é.rea. to which the materials related. Teaéher responses are

summarized in Table V-1l.

Table V-11
Ratings Assigned to Materials Used by Kindergarten Teachers

Per Cent of Teachers Assigning Ratings

Very Very " No

Good Good Fair Poor Poor Response
Sufficiency 23.8 36.8 2L.3 9.7 2.2 3.2
Quality . 22,7 54.1 16.2 1.6 0.5 4.9
Variety 18.9 ho.2 24,9 8.1 1.1 4.9

Usefulness 29.7 48.1 15.7 1.1 0.5 4.9

Materials used were considered by most teachers to be "good" or
i

f

"yery good"; however, they were rated somewhat better! in terms of their

-
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quality and.usé:f‘ulness than of their sufficiency and variety. In commenting
about materials, the greatest amount of cohcern was expressed in regard

to audiovisual meterials and games. The majority of teachers regarded
these as of high quality and usefulness, but insufficient in quantity

to meet the needs of the children.

2. Effectiveness of the Program,' as Reported by Teachers

In addition to rating materials used, teachers were asked to gauge
the effect of the Program on the learning achievement, behavior,
and reading readiness a.nd/or reading achievement of their pupils. Their
responses are summarized in Table V-12. In general, the teachers tended

to rate the effect of the Program as '"very good' or "good."

Table V-12
Effect of SECE Program on Pupils, As Rated by Kindergarten Teachers

Per Cent of Teachers Assigning Rating

Very No Negative No
Effect on Good Good Fair Effect Effect Response
Learning Achievement ho,2 Lo,7 8.1 1.6 0.0 5.4
Behavior 27.6 W1 9.7 17.3 0.5 3.8
Reading Readiness and/or "
reading achievement h7.0 38.4 5.4 5.9 0.5 0.5

The comments made by the teachers in discussing their ratings are
of more than academic interest. In the area of learning achievement, the
kindergarten teachers were most likely to ascribe their favorable reaction
to the assistance provided by the parsprofessional, whose presence
facilitated the extra attention given to the pupils in the form of

individualized and small group instruction.
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Regarding the behavior of pupils, teachers again attributed the
program's positive effect to the presence of the paraprofessional,
although the .eff‘ect of the Program on the children's behavior was not
rated as highly as the effect on their achievement. In general, with
+two adults in the classroom, more individual attention and guidance
could be given to troubled or disruptive children, and difficulties
could be dealt with before they mushroomed into serious problems.

Teachers also ascribed the effectiveness of the Program on reading
readinesé or reading achievement to the individualized and small group
instruction made poSsi‘ble by the paraprofessional assistance. Special

| reading and other curriculum programs were also frequently cited as
contﬁributing to the achievement of the children.

In view of these comments concerning the role of the paraprofessional,
it is of interest to consider teacher responses to a question asking
them to single out the one element that contributed most to the SECE

Program. Their responses are summarized in Teble V-13.

Table V-13

Element Contributing Most to SECE Program, as Reported
by Kindergarten Teachers

Teachers Reporting

N Per Cent

Reduced class size | 1 7.6
Assignment of ratio teachers 8 4.3
Enthusiasm of teachers and

other staff members 22 11.9
Help of paraprofessionals 109 58.9
More end better materials 21 11.b
Involvement of parents 5 2.7
No Response ‘ 6 3,2




By far the largest proportion of teachers singled out the help of

rrem s

the paraprofessional as the one factor contributing to the success of

e am AT e P

the program. It is surprising that the assignment of ratio teachers was

selected by so small a proportion of the group. Note, too, that this

D

difference cannot be ascribed to teacher lack of familiarity with the
concept of ratio or cluster teacher. In the "typical' school, according
to reports by the assistant principal, there were four kindergarten

classes, each with a paraprofessional assistant. An additional teacher

g e A e A ST TR

was generally assigned to the kindergarten level, serving as a ratio

teacher.

In the present instance, 179 (96.7%) of the 185 kindergarten
teachers reported that they had the services of & paraprofessional
available to them. When asked to indicate the three aspects of the
program in which paraprofessionals were most helpful, the teachers
stressed preparation of materials (87.2%), relieving teachers of
routines (74.9%), and teaching children (4k.1%). The marked drop in
proportion of teachers citing teaching children is of intefest; other
i aspects were selected‘even less frequently: controlling hehavior of
children (33.3%); keeping records (31.8%); handling audiovisual materials
(17.3%) -

The high esteem in which teachers'held the paraprofessional was
supported by ratings of the instructional effectiveness of kindergarten
personnel assigned by 90 assistant principals who returned questionmnaires.
Using a five point scale, from Excellent (5.0) to Very Poor (1.0), the

assistantlprincipals assigned the mear ratings indicated in Table v-1k,

6o
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Tabie V-1h

Instructional Effectiveness of Kindergarten Perscnnel
As Rated by Assistant Principals

Personnel Number of Ratings Mean Rating
Paired teachers 20 h.2
Single teachers ., 79 4,3
Ratio teachers | | o7 3.9
Paraprofessionals 85 h,1

Student teachers : 31 ) 3.9

It is of interest to note f,éha.t paraprofessionals received a slightly

higher rating than ratio teachers.

3. Effectiveness ofj the Program, as Rated by Non-Teaching Personnel
Two approaches to evaluating tﬁe effectiveness of the Program were
embodied in questions directed to district and school non-teaching
persornel. One question to which they were asked to respond, asked them
to gauge the effectiveness of the total SECE program on a five point
scale ranging from Strongly Positive to Strongly Negative. Their
responses are summarized in Table V-15. A comj;a.rison with teacher

responses to the same question is also provided.

Table V-15

Ratings of Effectiveness of Total SECE Program on Kindergarten Level,
in Per Cent

Strongly Somewhat Somewhat Strongly Don't

Rated by N Positive Tositive ‘Neutral Negative Negative Know
Principal 106 72.6 2kh.5 1.9 0.0 0.0 0.9
AP 90  65.5 22.2 7.7 0.0 0.0 b4
ECE Coord. 61 55.7 2h.5 8.1 0.0 o.é 11.h4
Dist ECE Sup. 15 80.0 20.0.-, 0.0 0.0 o.é 0.0

Kg. teacher 185  L9.2 36.8 6G7.0 1.1 1.1 4.9
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While it is evident that all of the pérticipating personnel tend
to consider that the Program has been effective, the classroom teacher
is far less positive about the values of the program than other types

of personnel. Indeed, it would appear that the farther removed from

B T e

the classroom situation, the more a given category of personnel is apt

to view the Program in strohgly positive terms.
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Another approach to evaluating the effect of the program was

embodied in a question directed to district and school non-teaching

personnel, who were asked to rank selected aspects of the kindergarten

T ST T

program in order of greatest improvement. Responses are summarized
in Table V-16.
% ' Table V-16
] g Areas of Greatest Improvement in Kindergarten Program
* as Rated by Non-Teaching Personnel '
Mean Ranking Assigned by Personnel*
o District ECE Assistant School ECE
Areas of improvement Coordinator Principal Principal Coordinator
General academic progress 2.6 3.0 2.6 2.1
Social behavior 2.3 3.2 2.8 2.8
School-parent relations 2.9 3.5 3.2 3.1
Instructional techniques
of teachers 3.0 3.9 3.5 3.0
Teachers' control of
class 3.5 3.7 3.3 3.0
Material of instruction |
used 2.9 3.5 3.3 2.8
Individualization of
instruction 2,0 3.0 2.8 2.1
Creative expression of
children 3.h h.2 2.8 3.3
Progress in réading 2.6 3.7 3.1 2.0
1 *Lowest mean ranking indicates greatm improvement
LS .
’ LY ’ .
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The School ECE Coordinators ranked progress in reading as the area
in which the greatest improvement was shown; the other groups of non-
teaching personnel did not include this area as among those showing-
substantial improvement. The preseice of an ECE Coordinator may well
have facilitated the implementation of pre-reading and reading programs
on the kindergarten level in their schools, through demonstrations and
distribution of appropriate materials to teachers.

In general, the greatest improvements, as perceived by the non-
teaching personnel, were in the following areas: general academic

progress, social behavior, and individualization of instruction.

4. TProblems in Implementing the Program
A common question addressed to teaching and non-teaching personnel
participating in the Program asked them to identify significant problems

in orgenization and implementation of the program at the kindergarten

level. Their responses are summarized in Table v-17.

6L




Table V-17

Significant Problems in the Organization and Implementation of the
SECE Program on the Kindergarten Level

Problem Ares

Classroom and
other space

Class size

Materials,
including
audiovisual

Parent relastions

Community
relagtions

Staff
relationships

Teacher Training
(Methods)

Teacher Training
(management ,
discipline)

Overemphasis
on reading

Underemphasis
on reading

Teacher turnover
Pupil mobility

Discipline of
children (b)

Individualization

of instruction (b)

District ECE

65

Assistant School ECE Kindergarten

Coordinator Principal Principal Coordinator Teachers

(N=15)

50.0
28.6

21,k

0.0

.1

35.7

7.1
21.4

21,54

(N=106)  (N=90) (N=61) (N=185)
43.4 b1,1 L6.9 33.5
25.5 28.8 27.8 L6.5
1kh,2 17.7 11.b 32,4
13.2 13.3 6.5 7.6
8.5 7.7 4.9 (a)
13.2 6.6 6.5 8.1
22.6 22,2 8.1 (a)
13.2 16.6 4.9 ()
2.8 6.6 6.5 22.7
7.5 1.1 L.9 k.9
15.1 kb, b 9.8 (a)
50.0 L6.6 3L,k 31.9
17.3
17.3

(a) Teachers not asked to indicate problem in this area

(b) Only teachers were asked to indicate problems in this area

S
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District iCE Supervisors, principals, assistant principals, ECE
coordinators and kindergarten teachers reporued somewhat different
problems in the organization and implementation of the SECE Program.

In general, the non-teaching personnel found that insufficient classroom

and other space and pupil mobility represented the greatest concern,

while teachers most frequently cited class size (another side of the

coin, in some respects, to problems of space), classroom and other ' 1

space, materials, and pupil mobility, in that order.

The kindergarten teachers and the District ECE supervisors considered
overemphasis on reading a problem far more frequently than other personnel.
Problems in parent and community relations were more often noted by

school administrators than by District or School ECE Coordinators; staff

relationships were more often considered problems by District ECE
Supervisors and principals than by other personnel.
Problems in the area of teacher training were rarely percelved by

School ECE Coordinators but nearliy & quarter of the District Supervisors

and School administrators indicated that these were problem areas. The
experience of the latter two groups in schools in which the position of
ECE coordinator had not been filled may well have accounted for these
differences.
Tt is interesting to note that although 11.4 per cent of the kindergarten
teachers felt that the element contributing most to the SECE Program was
the use of more and better materials, 32.U4 per cent considered materials
s significant problem in the implementation of the program even though
~ the preparation of materials was the major way in which paraprofessional
. \ aid had been used. Materials were perceived as, a problem by few of the

administrators and coordinators questioned,
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CHAPTER VI

THE PROGRAM IN THE FIRST AND SECOND GRADES

The techniques used in collecting data concerning the implementation
and effectiveness of the SECE Program on the first and second 'gra.de level
paralleled those utilized on the kindergarten level. Observlen;ions were
conducted in 100 first grade and 101 second grade classrooms, and a total
of 240 first grade and 224 second grade teachers responded to questions
presented via interviews or questionnaires. The data collected via these
approaches was supplemented by information ga.there.d through interviews

and questicnnaires directed to other school personnel,

A, ORGANIZATION OF THE PROGRAM

The typical first grade organizational pattern in a given school,
as reported by 90 assistant principals, consisted of seven single
classroom teachers, two teachers who served as ratio or cluster teachers,
and five paraprofessionals. In nearly half (4O - LL.U%) of these schools,
there was at least one classroom shared by two "paired" teachers; in
nine (10.0%) of these schools, all teachers on the grade were paired.
In these 4O schools, the average number of paired teachers per school
was 4.2

0f the 240 first grade teachers who rasponded to questionnaires and
interviews, 76 (31.7%) were paired, 117 (48.8%) were "single" teachers
with & paraprofessional assigned to their classes; and 40 (16.7%) were
"single" teachers without paraprofessional assistance. The sample
also included seven ratio teachers assigned exclusively to first grade

classes, all but four of these first grade teachers were female.

{
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The typlcal cecond grade organizational pattern consisted of six

single classraom teachers, two ratio or cluster teachers, and four
paraprofessionals. In 32 (35.6%) of the schools for which data were
reported, classroom teachers were assigned as paired teachers in a single
classroom; typically, there were four such paired teachers in schools
which used this device. In six {6.7%) of the schools, all teachers on

the second grade level were paired.

Of the 22L second grade teachers who were interviewed or who respondead
to questionnaires, 49 (2L.9%) were paired, 119 (53.1%) were single
teachers who had paraprofessional assistance, and U6 (20.5%) were single
teachers without the services of a paraprofessional. Ten of these
teachers were ratio teachers assigned to second grade classes,

The proportion of "paired" teachers in these sample schools wis
somewhat higher than aemong the total group of schQols participating in
the SECE Program, due to the selection procedureé utilized for the
purpose of studying these class types more adequately.

Not surprisingly, teachers who shared their classrooms with another

teacher, teachers who had been assigned the assistance of & paraprofessional

and teachers who did not have this assistance responded differently to
the various aspects of the Program.

Not only did the Program itself have varying impact on the teachers' -
attitudes in the several types of classes, but the grouping and
assignment of children with different needs and abilities to different
types of classes affected the teachers' percei)tions. First grade children

were grouped heterogeneously in only 30 per cent of the schoolsj second

grade children were so grouped in only 16.7 per cent of the schools,
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Children whose potential achievement was judged to be highest were
most frequently assigned to classes with larger numbers of children and
no paraprofessional; children with language, learning, or emotional
problems were more often assigned to smaller classes where the services
of a paraprofessional were availeble. This selection factor itself was
the source of & great deal of variance smong the teachers' responses,
and prevented the evaluators from providing an error-free comparison of
the different types of classes.

However, keeping in mind that the children had been assigred
purposely to the different classes, a study of the effects of the Program
in terms of paired, single with paraprofessional, and single without
paraprofessional assignment does shed light on the dynamics of the

Program in action in the schools.

1. Paired Classes

First and second grade teachers who shared their rooms with other
teachers in "paired" situations, responded to a request to describe
the ways in which they shared the responsibility for instruction.

In most classes, each teacher taught a reading group, and "alternated
during the day at being the "lead teacher" with the other assisting or
working with individuals or preparing meterials for the next lesson,"
as described by one teacher.

Of the 76 paired teachers on the first grade, 1l (18..1%) reported
that the children were grouped for mathematics; 9, or 18.4 per cent of
the 49 paired second grade teachers reported mathgmatics groups, each
with the attention of one of the teachers; One pg.ired teacher stated,

"We each have a reading group. At the beginning we had separate math

e
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and phonics groups. 3ince then, we have merged and the only separation
we have is for reading. Although one group is ahead of the other, we
nhave modified the speed at which we progress in order to teach the
class as a unit."

some teachers divided the double classes into two, homogeneously
grouped units, teaching mathematics, reading, phonics, and language

arts separately, and merging the groups for irstruction in social studies,

science, music, and art. In most cases, teachers divided the responsibilities

for instruction in these other areas, depending upon the teachers' strengths
and interests. Some teachers took turns teaching lessons to the join%
class in these areas; one teacher reported that she and her partner
"take turns in writing the plan book each week - one teacher - who writes
the plan for the week teaches language arts, science and music - other
teacher does math, social studies, art, health and safety."

Tt proved to be extremely difficult to define the exact role of
the ratio teacher within this structure. For example, it was not possible
to determine the amount of time that the services of ratio teachers were
available to paired teacher clessrooms. Most classroom teachers were
unable to distinguish between the ratio teachers assigned under the program
and other teaching personnel assigned to "oover" their classes during
"preparation" periods.

Tt was clear, however, that many classes taught by paired teachers
did no£ have the services of ratio teachers. As one first grade teacher
put it, "I am used for lunch duty and prep and my partner is out for prep.
We are only in the class together about 2 to 21 hours per day....". A

second grade teacher reported, ", ..by the time we covered for each other
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for lunch and preparation periods, we ended up with one teacher to 40
children about half of the day, which defeated the purpose."

Few pa.izjgd teachers (3 in grade 1 and 1 in grade 2) reported that
they had an opportunity to plan together. Generally each teacher planned
independently for her own reading group, for her own mathematics group
(if such groups had been formed), and for her own "other areas of
instruction." Only rarely were paired teachers permitted joint
"preparation" periods; several teachers stated, as did one first grade
teacher that she and her partner "have given up a few prep periods a
week so that our schedule will better accommodate the division of
children. "

Evidently, a combination of factors - in most instances, teachers
have little of no opportunity for Jjoint plamnings; the Jjoint classes
are large; both teachers are present in the room for about half the
day yet schedules must be met - makes the instructional program in
paired classes less flexible rather than more flexible in providing
suiteble small group and individual instruction for the children.

Few sevare 'personality" problems were reported by the paired teachers;
some, however, reported that the presence of two teachers of equal
authority created a "diffusion of authority" which created discipline
problems, or that the dirrerent approaches used by the two teachers
confused the children.

Table VI-1 summarizes the responses of the teachers in regard to

problems that arose as a result of sharing a room.
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Table VI-1

Problems in Sharing a Room, As Reported
by Paired Teachers

—iad

Teachers Reporting

Grade 1 Grade 2
Problem N  Per Cent N  Per Cent
‘Room size 21 27.6 1k 28.5
Insufficient closet space 11 14,5 6 7.9
Too many children 25 32.9 10 20. 4
Grouping 12 15.8 8 16.3
Scheduling of
preparation periods 8 10.5 L 8.2
Too many distractions 6 7.9 5 10.2
Noise level | 8 105 2 4.1
Differences between teachers 5 6.6 8 16.3
Discipline problems T 9.2 7 14.3
Other 10 13.1 ' 2 4.1
No problems : 22 28.9 10 20. 4

No response 3 3.9

On the first grade level, approximately 60 per cent of the problems
identified by the teachers centered about the related factors of "too
many children" or "room gize." These also constituted almost 50 per cent.
of the problems cited by second grade teachers. About one-sixth of the
teachers on both grade levels considered grouping a problem - again, this
mey reflect the number of children in the room.

Some data repori;ed by observers is of interest in this discussion of
paired classes. | Observers were asked to note getivities of adults present

in the classroom; in particular, they were asked to rank the time spent on

e




various activities during the period that they observed classes in action.

A summary of mean ratings of time spent on various activities is presented

in Teble VI-2.

Table VI-2

Observers' Measn Ranking of Time Spent by Adults in Various
Activities in First and Second Grade Classes (a)

Grade 1 Grade 2

Teacher 1 Teacher 2 Pars Teacher 1 Teacher 2 Para

. Teaching class 1.5 1.6 5.2 | 1.5 2.7 6.5
Teaching small group 2.0 1.9 1.L 1.9 1.2 1.5

f Teaching individuals 3.0 2.5 1.9 3.0 2.4 1.8
Discipline 3.7 3.5 3.3 3.6 L.o 3.9
é’ Checking work 5.7 L.5 L.2 3.9 5.4 3.6
{ Record keeping 3.7 ho 2.8 5.9 3.6 2.8
i Housekeeping 5.7 5.6 L.9 6.0 L.8 3.3

(a) Lowest ranking indicates greatest amount of time spent

On the first grade level, She rankings indicate that, for the most
purt, the paired teachers functioned in much the same way, spending
approximately equal amounts of time at each type of activity. Such a pattern
of rankings indicates that no pattern of dominance, in which one teacher

" was in evidence. Moreover, the

utilized the second as an "assistant,
pattern of activities of the paraprofessional differed markedly from that

of the teachers; she rarely took charge of the total class group, and

spent a greater pdrtion of her time on record keeping than did the teachers.

It is interesting to note, in passing, that the greatest pfoportion of

the teachers' time was given to teaching the total class group, despite the
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presence of other adults in the classroom.

A much different picture emerges on the second grade level. Here, the
rankings suggest'that one teacher tended to take the lead in teaching the
class as & whole; the second teacher spent a greater portion of her time
in teaching small groups and individuals, in record keeping, and in
housekeeping then did the more dominant teacher. It would appear that
school principals tend to assign a larger proportion of inexperienced
teachers to second grade than to first grade classes; many of these new

teachers were paired with older, experienced teachers.

B. OBRSERVATION OF THE FROGRAM

1. Type of Lessons Observed

Observations were conducted in 100 first grade and 101 second grade
classrooms in the 32 "core" sample schools. On the first grade level,
oL language arts and reading lessons were observed in single teacher classes
and 43 in classes with paired teachers. A votal of 69 paraprofessionals
and 15 student teachers were present in the classrooms during these
lessons. Of the 137 lessons in reading and language arts that were
sbserved, 103 (75.2%) were characterized by the observer as reading lessons,
and the remainder as language arts. The overlap between the two types
of lessons was so great, however, that it was deemed advisable to consider
them as a single lesson type. -

First grade lessons in other subject matter areas were observed in
6L classes in the core sample schools, 22 in single classes with
paraprofessionals, ol in paired classes, and 18 in single classes without
paraprofessional agssistance. In seven classes, & student teacher was

present during the observation. The lessons observed were mainly devoted
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to instruction in mathematics; 48 (75.0%) of all other subject matter
lessons were in this area. Other lessons observed included seven (10.9%)
in science, four (6.3%) in social studies, two (3.1%) in music, and one
(1.6%) in art. Observers were unable to categorize the subject matter
emphasis in two other lessons that were observed.

On the second grade level, reading lessons were observed in 92 classes.
Of these, 71 (77.2%) were classes taught by a single teacher; the remeining
21 by peired teachers. Forty-seven paraprofessionals and 4 student teachers
were present in the classroom during these lessons.

Lessons in subjects other than reading were observed in 94 second
grade classrooms. Of these, U7 (50.0%) were in mathematics; 33 (35.1%)
in language arts; six (6.4%) in art; five (5.3%) in social studies, two
(2.1%) in health, and one (1.1%) in science. Again, observers were unable

to categorize two additional lessons in terms of subject matter emphasis.

a. DPatterns of Organization. The observers were able to identify

patterns of organization used during the lesson:

In 64 (46.7%) of the reading lessons observed on the first grade
level, two groups, each supervised by an adult, were seen at work; in
54 (39.4%) of these lessons, total group instruction by & single teacher
was noted. Other patterns of organization, each of which involved some
independent work by children, were also noted, In 17 (12.L4%) of the
classes, two groups, one working with an adult and the other working
independently were noted; in 20 (14.6%) of the classes, independent study
by the entire class, all using the same materials was observed; in nine
(6.6%) of the classes, an individualized approach, with children using

varied materials and adults circulating, was the pattern noted. In
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(9.5%) of the lessons, more than two adults, each working with a small

group, was observed; the additional adults were cluster teachers or

student teachers.

On the second grade level, two reading groups, each working with an

adult, were seen at work in 37 (40.2%) of the classes; total group

instruction in reading was noted in 31 (33.7%) of the classes. Two groups

of children, one with an adult and one working independently, were seen

in 21 (22.9%) of the classes, Independent study, in which all children

used the same materials was observed in 19 (20.7%) of the classes; while

individualized study, with the children using varied materials was noted

in nine, or 9,8 per cent, of the classes. A third adult was also noted
in nine classes.

.. The frequency with which the various patterns of orgenization were

used in the teaching of reading were strikingly similar on both the first

and second grade levels. There appeared to be a slightly greater attempt

to provide for more independent study and independent group work on the

second grade level.

Even less var1atlon was noted when Jessons in subJ ect matter areas

other than read1ng ware characterlzed 1n terms of pattern. On the flrst

grade level, 52 (81.3%) of the 61& such lessons observed were characterlzed

as total class 1nstructlon by a slngle teacher, a.lthough in only 18 of

these classes d1d a s:.ngle teacher work alone. On the second grade level

72 (76 6%) of the lessons in areas other tha.n readlng were taught in this

, ma.nner.. Use of two groups, each superv1sed oy an adult was seen in seven

(lO 9%) of these lessons on the fJ.rst grade level and in lh (114 9%) of the

lessons on the second grade 1evel., Independent or md1v1dua11zed study

by chJ.ldren was noted in 12 (18 8%) of the lessons on the flrst gra.de and
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in 18 (19.2%) of the lessons on the€ second grade level. Again, there is
little difference between the two grade levels.

Additional insights into patterns of classroom organization may be
gleaned from consideration of observer reports of the proportion of time
different grouping patterns were in evidence during the period that they

observed classes in action. These data are presented in Table VI-3,

Teble VI-3
Grouping Patterns Used in Grades 1 and 2, as Reported by Observers

Per cent of Time Pattern was Observed

Grouping Pattern 0-19% 20-39% U40-59% 60-79% 80-99% 100%
Grade 1

Total class group 15.3 22.4 28.6 8.2 7.1 18.4
Small groups 52,1  17.3 12.2  10.2 2.0 6.1
Individual 82.7 15.3 2.0 1.0 1.0 0.0

Combinations of
small groups and

individuals 65.3 12.2  10.2 9.2 1.0 2.0
Grate 2 |
Total ciass group 19.8 23;7 . 33.6 !i.9 6.9 10.9
Small groups | -62.14 7.9 18.8 6.9 1.9 2,9
Individuals 80.2 11.9 7.9 0.0 0.0 0.0

Conmbinations of
small groups and
individuals 59.4 6.9 3.9 10.9 4,9 3.9
On the first grade level, children were taught as & total class group
more tha,n 40 per cent of the t:.me in 62.3 per cent of the clasorooms,
the comparable figure on the second grade level was 55 L per cent.

’Instruc‘clon directed to mdlvldua.ls or small groups, or to comblnatlon

of the two, comprlsedAa relatlvely sma,ll proportlon of -c;la.ss ‘c:.me.




ers were requested to

1t might be emphasized, at this point, -that teach

present reading lessons for the purpose of these observations; although

the reading lessons were most frequently taught in small groups, the
actual amount of time that children were grouped for instruction was small,
Although teachers and paraprofessionals reported that the presence

of an additional teacher in a Mpaired" classroom and the paraprofessional

in single teacher classroom made the greatest impact on the learning
achievement, behavior, and reading achievement of the children by making
it possible to group the children for instruction, and to provide individualized

instruction, these instructional patterns were not observed to be

imp) emented during major portions of the class time, It seems most

likely, in most cases, that the extra adults were used as "trouble

shocters," preventing disruption and interruption of the main, total class

lesson.

5, Observer Ratings of Teacher FPerformance
Observers rated various aspects of the lessons they obsérved in
read:.ng and other areas on a scale ranging from Excellent (5.0) to

Very Poor (1.0). Mean ratings assigned to flrst and' second grade tea.chers

are summarized in Table VI-k.
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Table VI-U
Mean Ratings Assigned to Various Characteristics of Lessons
Observed in First and Second Grade Classes
Mean Rating
Grade 1 Grade 2
Reading Other Reading Other

Lesson is well

planned and organized 4,1 3.8 3.7 3.6
Lesson type and level

of content suitable

for children in class h.1 3.9 4.0 3.8
Lesson is paced to the

needs and the

personality of the .

children 3.8 3.8 3.6 3.b
Teacher evaluates. and

encourages children _

to evaluate learnings 3.5 3.3 3.3 3.4
Emphasis of lesson is on the

development of concepts and

understanding rather than

drill and memorization 3.7 3.8 3.6 3.6
Experiences of children

are drawn upon 3.5 2.8 3.1 2.8
Provision is made for

follow-up based on needs

and interests of the children 3.1 2.9 . 3.1 2.8
Teacher uses. opportunities to

relate concepts and learnings

to other areas of curriculum 3.0 2.7 . 28 @ a.7
Children are aware of what v - _ L

they are learning 3.7 3.7 ' 3.5 3.6
Teacher talks clearly and T B ’

at a suitable volume . - - k.2 Yoo =~ 3.9 . Lk,0
‘Teacher encourages thinking |
- use of stimulating questions: = 3.7 3.6 " 3.7 303
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Grade 1 Grade 2
Reading Other Reading Other

Teacher uses praise and
encouragement; avoids
reproof as much as possible 3.9 3.9 3.8 3.8

Many children participate,
comment, explain, ask
questions, discuss,
demonstrate 3.5 3.5 3.3 3.k

Teacher uses good techniques
for invclving slower as well :
as faster learners 3.5 3.3 3.4 3.0

Most children are alexrt,
interested, eager, and not
tense during instruction 3.8 3.6 3.6 3.5

A

Children appear to have learned :
what teacher aimed to teach 3.6 3.5 3.5 3.0

Materials used during lesson
are suitable in content and , : : :
level of difficulty - Lo 3.8 3.9 3.7

When total class is not taught
as & total group, activities
provided for other childyea . SR
are suitable and wort}.whi.le 4.0 4.3 3.8 3.8

Materials used by mdependent
groups are suitable in content - : ,
an¢. level of difficulty 3.8 b4 - 3.9 - 39

Independent groups or individuals -
work consistently at assigned -
or other tasks 3.6 3,8 ECT 3,3 . 3.6

Work done by independent groups
or individuals is checked and .
supewlsed in some way | - 3.8 4,0 ¢ - 3.4 3.7

General estimate of" tea.cher s
instructional ab:_llty, ba.sed o ' HUL L e T
on this lesson T 3.8 3.6 ot 36 - 3.

_Genera.l estimate of tea.cher 8

‘control. of class during lessor{ r 4.0 . 3,9< 3 ".""'";"’.'.,""".3;'8

Genera.l estimate of tea.cher § use _- R T e i
. of pa.raprofessional during :Lesson 3 9 +3,9 3.8 . 3.4
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Ratings in regard to the various aspects of a lesson were, in general,
"fair" to "good."  In almost all instances, ratings assigned to lessons
given in fixst grade classrooms were more favorable than those given on
the second grade level., Lessons in readi{lg were generally more highly
rated in most areas than lessons in other;’ subject areas. The least
successful aspects of the lessons o'bserve',d regarded the relating of the
lesson itself to the past and future experiences of the children, by
drawing upon their past experiences and by providing follow-up based
on their needs and interests, and in relating of the concepts and learnings
involved in the lesson to other areas of the curriculum.

These lower ratings point t_o a lack of sequential, structured
experiences in subject matter areas, and the isolation of one area
of knowledge from another, both within and between subject areas. '._I‘his
fragmentation of the children's learning experier_;ces was noted by the
observers in the kinderga.rten pregra.m as well, and point to a serieus
defect in the Program; emphasis may be placed on the mechanics of reading
at the expense of other areas of learning.

The rarity with which lessons other than reading, language arts, or
mathematics were presented in the presence of the observers, and the
frequency with which teachers specifically complained about the |
insﬁfficiency of materials in subject matter areas also point to the
genefa.l conclusion, that school subject other than reading’ ahd lahguage
arts -instruction have been somewhat neglected, enq.thaﬁ'opphortuni_t'ies
to develop la.nguage and comprehensmon through an mteg atlon a.nd enrlchment

Vef the Chlld's va.rlous experlences and lea.rnlngs 1n school a.nd elsewhere

1;/.- T
] LI R .- N .

ha.ve been minimized,
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a. Overall Rating. Observers, in addition to rating the lessons they

observed, appraised each classroom visited in regard to the general
relationships between adults and children, classroom climate, and use
of the physical plant. The means of these ratings are presented in
Table VI-5; the scale employed was always=5, usually=4, occasionally=2,

seldom or never=l.

Table VI-5

Mean Ratings Assigned to various Characteristics of Classes
Observed in Grades 1 and 2

Mean Ratings - Overall Appraisal

Characteristic erade 1 | crade 2

Relationships between
children are friendly, :
cooperative - k2 4.0

Children communica.te freely
with little yelling, . .
pushing, interrupting 3.9 . ' 3.7

Children show independence'
and help one another in . ‘ _
dressing, working e 3.h - 3.8

Children tend to use
sentences rather than
words or phrases in : o
communicating AR N 3.1 ' © 3.3

Children appear to like
school; general a.tmosphere ‘ ‘ . ‘
~of class free from tension = 4.0 o . 3.9

Children are courteous to T ) _
teachers and other adults . W1l 7 - SRy

) Chlldren shoi confldence in

- ‘teacher and other, adults, . .

. ask for help when'needed; =~~~ = . S
_a.renotunduly dema.nding R 39

2 (C‘c)nt‘i.r'iued) 3

vu-‘,.-‘.§ ) )

.8




Characteristic Grade 1 ‘ Grade 2

Children accept directions of
adults promptly, without
hostility 4.0 4.0

Teacher avoids over-domination;
children given opportunities.
for initiative or lzadership 3.2 3.1

Relationship between teachers
sharing room is positive L.h .. L,2

Relationship between teacher
and paraprofessional is
friendly, cooperative, confident b L 4.3

Emotional climate of classroom
is warm and positive 3.9 3.8

Quiet learning activities are
interspersed with play, body
activity or rest 3.0 3.3

Grouping patterns vary with
different activities 3.4 3.7

Attention is given to learning
of individual children as
well as total class and small
groups ‘ : 3.7 : 3.7

Classroom routines and management
by teacher are well developed _
and effective ~ ‘ 4.0 3.9

: . Paraprofessional actively -
e participates in children's

functioning and learning activities 3.8 4,1
Room is attractively furnished and
- decorated, riot cluttered b1 3.8
Furniture is suitable to children;
functionally arranged 4.3 3.7
Classroom space is well utilized k2 4 3.7

Toilet and washing facilities are

easily accessible = k3 ." o | .1

" (Continued)
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Characteristic Grade 1 Grade 2
Exit to street is easily
accessible 4.3 4,2
Safety precautions appear
to be well observed both
in physical facilities and
class management 4.3 4,0

The overall appraisals made by the observers in regard to various

characteristics of the classrooms observed reveal, in general, that

positive interpersonal relationships between children, between children

and adults, and between adults themselves were "usually" observed;

positive instances of classroom characteristics which relate more

directly to the children's work itself were less frequently observed.
These overall ratings, of course, tell only part of the story -

differences in ratings assigned to classes taught by paired teachers (P),

single teachers with paraprofessionals (SP), a.nd. single teachers

without paraprofessionals (SNP), will be considefed below. Tables

VI-6 and VI-7 present the observers' ratings for the three types of

classes in grade 1 and grade 2, respectively.‘ Only 20 characteristics

were considered in this analysis; three of “the items were not applicable.
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Table VI-6

Observers' Ratings of Classes Taught by Paired Teachers,
Single Teachers with Paraprofessionels and Single Teachers
Without Paraprofessionals (in Per Cent)

Grade 1
Type of
Characteristic Class Ratings
Seldom Number of
Always Usually Occasionally or Never Ratings
Relations between P hi.4 27.6 27.6 3.4 29
children are SP 44,2 32,6 16.3 7.0 43
friendly and SNP 34.1 51.2 14.6 0.0 41
cooperative
Children communi-
cate freely with P 34.5 24,1 24,1 17.2 29
little yelling, SP 34.9 39.5 11.6 1.0 43
pushing, inter-  SNP 22.0 46.3 26.8 4.9 41
rupting
Children show inde- P 16.0 32.0 16.0 36.0 25
pendence and Lelp SP 20.0 25.0 37.5 17.5 Lo
one another in SNP 10.3 38.5 38.5 12.8 39
dressing, working :
Children tend to
use sentences P 7.1 28.6 39.3 25.0 28
rather than words SP 7.0 27.9 30.2 34.9 43
or phrases in SNP 9.8 oL 44,0 22,0 41
communicating
f Children appear to
; like school, P 37.9 345 20.7 - 6.9 29
B general atmos- SP 34.9 39.5 16.3 - 9.3 43
S phere of class SNP 2h. 4 51.2 24 b 0.0 41
ik free from tension
. Children are .
friendly and P 3k4.5 37.9 24,1 3.4 29
courteous to SP . 39.5 41,9 14,0 Yo7 43
teacher and SNP 31.7 46.3 22,0 0.0 41
other adults
Children show o
" confidence in o C b - S
. teacher and P 37.9 27.6 20.7 13.8 .. . 29
' other adultsj ask SP 39.5 .32.5 18.6 9.3, .. -h3
for help when = SNP 2k 46,3 19.5 9.8 - 41
needed; are not ’
unduly demanding LI,
' (Continued)

we - LT 89
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3 Characteristic Ratings
. Seldom Number of
} Always Usually Occasionally or Never Ratings
: Children accept P 31,0  37.9 20.6 10.3 29
: directions of SP - 37.2 39.5 18.6 4,7 43
3 adults promptly  SNP 19.5 58.5 17.0 4.9 41
| without hostility
Teacher avoids
overdomination; P 18.5 18.5 25.9 37.0 27
children given SP 18.6 27.9 30.2 23.3 43
opportunity for  SNP 15.0 27.5 32.5 25.0 40
initiative or
leadexrship -
Fmotional climate P 35.7 28.6 17.9 17.9 28
of classroom is  SP 32.6 39.5 18.6 9.3 43
waxm and positive SNP 32.5 40.0 17.5 10.0 40
Quiet learning .
activities are P 34.6 19.2 23.1 23.1 26
interspersed with SP 28.2 20.5 25.6 25,6 39
play, body SNP - 22,2 36.1 22,2 19.4 36
activity or rest
Grouping patterns P 37.5 12.5 29.2 20.1 2l
vary with dif- SP 21.0 26.3 23.9 23.7 38
ferent activities SNP 30.5 30.5 13.9 . 25.0 36
Attention is given
to learning of P 32.1 28.6 25,0 4.3 - 28
individual SP 25,6 34.9 23.3 16.3 43
children as well SNP ol 4 39.0 2l L 12,2 41
as total class
and small groups
Classroom routines T
and menagement P 32,1 35.7 28.6 3.6 - 28
by teacher are  SP 41.9 25.6 20.9 11,6 43
well developed SNP 31.7 39.0 17.1 - - 12.2° 251
and effective -
Room is attractivelyP 31.0 37.9 31.0 0.0 29
furnished and 'SP. 51.2  23.3 23.2 2.3 43 -
. decorated, not  SNP 17.5 50.0 27.5 5.0 .- 40
cluttered : ‘
Furniture is = _ _ SRR
 suiteble to P - 44,8  Lu.8 10.3. .. 0.0 .- 29
" childrenj’ ~°  SP,  ~ 53.5 30,2 93 - 7.0 .o b3
‘+ functionally SNP- 341 489 - 6 2.4 -l
(Continued) )
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Characteristic

Rat Eﬁ.

S

Seldom Number of

Always Usually Occasionally or Never Ratings

Classroom space P 44.8 41y 10.3 3.4 29

is well utilized SP k2,9  31.0 21.4 4.8 4o

SNP 34,1 39.0 22,0 4.9 41

Toilet and washing P 37.9  L1.h 20.7 0.0 29

facilities are SP 47.6 38.1 14,3 0.0 4o

easily accessible SNP 45.0 37.5 15.0 2.5 4o
Exit to the street P 44,8  31.0 20.7 3.4 29
- is easily SP 58.1 23.3 14.0 4.6 43

accessible SNP 36.6 51.2 12,2 0.0 4
Safety precautions

appear to be well P L4 4 37.1 18.5 0.0 27
 observed both Sp 57.1 31.0 11.9 0.0 42

in physical SNP 36.6 %43.9 17.1 2.4 41

facilities and o

class management

Table"Vi-7

Observers' Ratings of Classes Ta.ught by Paired Tea.chers,
Single Teachers with Paraprofessionals and Single Teachers
Without Paraprofessionals (in Per Cent)

Grade 2
' ~ Type of : '
Characteristic Class ' Ra.ti_ngs
' ' Seldom- Number of
| .. Always -Usually Occasiona.EI or Never Ratgg_
Relationships P 20,0 60.0 . 20.0 . . o.‘o 20 .
between children SP ~ 36.8 39.5 23.7 . 0,0 . 38
are friendly, SNP 27.3  L8.5 18.2 6.1 - . 33
cooperative N -
Children commni- s S v S
cated freely with P 10.0 = 55,0 :
- little yelling, SP - 42,8 35,7
‘pushing, - sNP  2h2  33.3
interrupting - . L

| Children show inde-~P ;"-";*"-*_‘:v';i5;.3".,';'~'?'3i6q8‘,1;
. pendence and help SP . ' "10.0 ©7733.3.
one another.in SNP = 10.7. -‘,'25 0-, - '39.3 .
- dressing, wo;rl;ing ce el

| (otimen)
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Characteristic : Ratings o
_ v Seldom - Number of
Always Usually Occasionally or Never Ratings

Children tend to

use sentences P 15.2 27.3 39.4 18.2 33
rather than words SP 23.7 k7.4 18.4 10.5 38
or phrases in SNP 5.0 45,0 40.0 10.0 20
communicating '

Children appear to
like school; P 5,0  65.0 30.0 0.0 20

~ general atmosphereSP 23.7 b4 18.4 10.5 38
of class free SNP 33.3 30.3 " 33.3 3.0 . 33
from tension

" Children are P : 15.0 60.0 25.0 0.0 20

courteous to SP 31.6 " hh,7 21.0 2.6 38
teacher and SNP Ls.h  k2k 9.1 3.0 33
other adults

Children show con-
fidence in . -
tapcher and other P 20,0 . 55.0 . 20,0 5.0 20
adults, ask for - SP 26.3 39.5 28.9 5.3 38

" help when needed; SNP 25.0  50.0 21,9 3.1 .32
are not unduly S R
demanding

Children accept P . 18.2 50,0 . 9.1 22.7 22
directions of SP. 31.6 42,1 21.0 5.3 38
adults promptly, SNP 30.3 48,5 15.1 6.1 33
without hostility ‘

Teacher avoids over- . ‘
domination; . . P .53 "2L.0 - 52,6 . 21.0 . 19
children given SP 21,6 18.9 27.0 .32 37T
opportunities for SNP - 9,4 28,1 -  37.5 . 25,0 32
initiative or o R : o R
leadership L

Emotional climate P - 5.0 65.0 15.0 15.0. . 20 ..
of classroom is SP ~2k.3 486 . 27.0 0.0 . .37,
warm and positive SNP 27,3 364 21,2 . 15,2 .33

Quiet learning - B | Lo e
activities arer P S 11,1 kb ko 22,2 - 22,2 18
interspersed with SP 20,6 - 32.3 . - 323 = 1kT7 . 3k -
play, body activ- SNP . 9.4 - 25,0 . 437 . 2L.9.. .32
ity or rest R S L

(Continued)
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Characteristic Ratings
. Seldom Number of
Always Usually Occasionally or Never Ratings
Grouping patterns P 31,6 36.8 21.0 10.5 19
vary with . SP - 31,2 40.6 18.7 9.4 32
different SNP 14.3 32.1 28.6 25.0 28
activities
Attention is given , S
to learning of P 9.5 52.4 28.6 4.8 21 )
individual chil- 8P 22.2 L7 27.8 8.3 36 :
dren as well as  SNP 16.1 ys5.2 35.5 3.2 31
total class and
small groups
Classroom routines.
and management P 15.0 55.0 10.0 20.0 20
by teacher are SP 37.8 40.5 13.5 8.1 37
well developed SNP 25.8 41.9 25.8 6.4 31
and effective
Room is attractivelyP 5.0 15,0 40,0 10.0 20
furnished and SP 6.8 3h2 18.4 10.5 . 38
decorated, not SNP 21.2 45,4 21.2 12,1 33
cluttered :
Furniture is :
suitable to P 30.0 25,0 30.0 15.0 20
children; | SP 8.4 36,8  36.8 7.9 .- . 38
functionally SNP 21.2 51.5  18.2 9.1 33
arranged .
Classroom space is P 25.0 .. 20.0 30.0 25.0 20
well utilized SP 18.9 37.8 35.1 8.1 37
- SNP 21.2 - L8.5 27.3 3.0 . . 30
Toilet and washing . P . T.7 0.0 0.0 -92.3 . 13
facilities are SP 0.0 0.0 8.7 - 91.3 - 23
~easily accessible SNP 4.3 4.3 k.3 . - 86.9 23
 Exit to street is P - 0.0 0.0 . . 0.0 100 . 11
’ easmly accessible SP 0.0 0.0 6.7 93.3 30
svp . 34.3 . 37.5 . 2L.9 6.2 . 32
Safety Pprecautions. . L T i
appear to be well P 35,0 35.0 15.0 . 15,0 20
observed both in. SP. . .43.2 324 24,3 0.0 . 37
physical Paclll- SNP 33.3 46,7 20.0 6.7 30
ties and cle.ss ' ' ' ﬁ
ma.na,gement
183
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The data was analyzed by a Chi Square technique to determine if any
statistically significant differences cccurred amont the organizational
arrangements on the characteristics that were rated. In addition, the
data was further scrutinized to determine the presence of any general
trend in the observers' ratings.

On the first grade level, statistical significance was attained
among the classes on only one characteristic that was rated w:Lth the
SP classes obtaining the highest proportion of superior ratings. This
difference involved whether the "room is attractively furnished and
decorated" (SP 51.2 per cent, P 31.0 per cent, SNP 17.5 per cent).

Despite the lack of statistically significant differences, a
consistent direction of the ratings was readily apparent. On all except
one characteristic (whether children use sentences in commnicating)
the SNP classes received the smallest proportion of superior rat'ings.

Comparing the observers' ratings of the P and the SP.classes, it was

- found that the SP classes received a higher proportion of superior

ratings more then twice as often as the P classes.
On the second grade level, statistically significant differences
were found among four characteristics: ch:le_rens use of sentences ’

children's attitude toward school, the emotional :clima.t’e'v of the classroom,

" and whether classroom space was well utilized. In three of these four

' jcha.ra.cteristics ’ statistica.l 's:i'.gnific'ance was generated by the ext_r'e,niely

" high proportion of unfa.vora.ble ratings received by the P cla.sses.

Although not very many characteristics on wh:.ch the second gra.de ‘

cla.sses were rated showed significa.nt differences, it is mterest:.ng

.'to note that three of the four significa.nt d:.fferences presented the

s 2
: . Cld 3
' v . Y
) . . : . I : ,‘;_b;;‘
. . .
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P classes in an mfavorable light. As on the first grade level, the
generél direction bf the S‘bsérvefs' ratings aga.in favored the SP classes.,
On the second grade level tfxe VSP classes received a higher pfoportion of
superiox ra.tings eleven times as compazjed to four times for the P classes,

and five times for the SNP classes.

2. Materials
The observers were asked to rate the quality and variety of materials
available to the first and second grade teachers. A summary of their:

ratings is presented in Table VI-8.

Table VI-8

1

Observer Ratings of Materials Available in First a.nd
- Second Grade Classes, in Per Cent

Observer Rating

~ Ares

- Plentiful, ' Sparse, or

_Fiz"stv Grade _ Varied Adequate Not Observed
Library, recreational reading 28.0 630 '-7.0
Reading workbooks ' | ” 27.0 58.0 13.0
Readers and other skills material | 33.0 55.0- 10.0
Other langusge arts o 2k, 0 47.0 - 27,0
Science R - ' 18,0 ° Yy, 0 36,0
Mathematics - - -t o 2100 - 8,00 29,0
Art N 20,0 " 51,0 - - 27.0
Music | 70 38,0 - 53.0-
Physical activities | o 5.0 13.0 - 80.0

(Cdnﬁinued)'
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Plentiful, Sparse, or

Second Grade Varied Adequate Not Observed

Library, recreational reading | 39.6 47.5 12.8
Reading workbooks o7.7  61.3 10.9
Readers and other skills ma.terie.ls | '31.6 | 58.4 ' 9.9
Other language arts - 16.8 - 61.3 21.7
Science 9.9 L6.5 3.5
‘Mathematics _ _ ' 1;‘1&.8 58.4 26.7
Art » ,. i6.8 51.L 31.6
Music | 6.9 28.7 6k
Physical activities 3.9 16.8 79.2

In general, mater:.a.ls 'for-readi.nfgf,ﬁl'a.ngua:ge a.rts, and art were judged
to be at least e,dequa.te in seventy per cent or more of the first end
| second classes; ma.teria.ls 'in other a.ree.s were less freqnently observed
and less often rated as’ “plentiful and varied." The pa.ucity of ‘material

seems to have been a problem on the second gra.de level (see below).

3. - Activities of Children

Observers were a.sked to note the activities in which the ch:.ldren
engaged during une course of the period of observa.tion of the c:La,ss.
Those activities which lasted five minutes or more and involved more :
tha.n five child.ren, were to ‘e recorded. | A sunnna.ry of the observers

notations is presented in Table VI 9




Table VI-9

93

» Act1v1t1es Observed in First and Second Grade Classrooms,

by Per Cent of Classrooms

First Grade

Second Grade

Activity
Language development 88.0 8h.1
Discussion 61.0 63.3
"Drill" 57.0 66.3
Demonstration by' child 31.0 38.0
Play 27.0 17.8
Rest‘ 25.0 25.7
Music 23.0 13.8
Planning 22,0 27.7
Teacher reading aloud 19.0 11.8
Storytelling | 18.0 10.9
Art , . 13.0 13.8
Physical education 12.0 18.8
Dancing | 12.0 3.9
Regreetioné,l reeding | 12.0 21.7
" ﬁgsear¢h 10.9 -
5.9

Experimentation

~ 0n b.oth'*c'he' first and‘éécond grade levels , most of the classroom
_aot1v1t1es enga.glng groups for a.ny length of time were 1nvolved with
some aspect of langua,ge development ' a.lthough a:; w:Lde varlety of other

.activ:ﬂcies were observed The very la.rge stress upon “drill“ '1s of

1nterest COL

It wou_'Ld a.ppear that tea.chers were very resou.rceful in mtroducn.ng

[

»actlvrcles, even when they ha.d very llttle in the wa.y of adequa.‘ce

3 Y . o .---
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materials with which to work. Evidently, they made very good use of what
they had, or obtained what fhey needed for specific purposes from a

variety of extra-school sources.

C. RESPONSES TO INTERVIEWS AND QUESTIONNAIRES
On the first and second grade levels, as on the kindergarten level,
responses to questions obtained via interviews and questionnaires were
pooled. Responses were obtained from 24O first grade teachers and 224

second grade teachers to the same questions asked of kindergarten teachers.

1. Materials
Teachers in both first and second grade were asked to indicate
the reading materials they had used during the course of the year. A

summa.ry of their responses is given in Table VI-10.

Table VI-10

' Reading Readiness and/or Reading Materials Used in First and
Second Grade Classes, as Reported by Teachers

_ First Grade .+ Second .Grade

-Material Used N Per Cent X Per Cent
Basal Readers . 70 29,2 87 N 38.9
Bank Street 0 . 37.5 707 313

Project Read 25 104 . 27 121
... Trade books and other | S
commercia.lly Prepa.red D

_.v‘Teacher-madsfMé.ter‘i}‘als‘_ o 56 - 23.3 Sy 2L0-
_.Workbooks N o ':’__: o _' 25 _191.1}‘1 . ..23....:.10.3
..'_"'Weekly Rea.der o o '.:’ ; 23 96 el 10,7

| _Audlovisua.l Ma.terials S k2 AT 390 Atk




Most teachers indicated that they used two or more approaches in their
classes. Basal readers were used more frequently in second grade than

in first gfade; the reverse was true of trade books and other commercially
prepa.red Iﬁé.terials. A sma.llei' proporfion of teachers on these grade
levels reported “usingltea.cher-_made materials than was noted on the
kindergarten level.

Few teachers reported use of individualized or small group insti-uction
to foster reading growth. Thirty-one first grade teachers, 12.9 per cent
of the total, noted use of individualized or small group instruction,

30 (12.5%) reported use of phonetic approach. On the second grade
level, individualized instruction was reported by 27 (12.1%) of the
téadhérs , small groub instruction by 26 (411.6%), and a phonetic approach
by 12 (5.h4).

Teachers were also asked to rate fhe adequacy of the materials with
which they had worked during the year with regard to sufficiency,
quality, variety, and usefulness. Their responses are summarized in

Teble VI-1l..
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Table VI-11

Ratings Assigned +to Materials Used by First and
Second Grade Teachers

Per Cent of Teachers Assigning Ratings

. Very. . - Very No |
First Grade Good - Good Fair Poor ~Poor - Response
sufficiency 0.5 36.7 23.8 10.0 3.8 3.3
Quality oh,2 52,5 17.9 0.8 1.3 3.3
Variety 20.4  37.1 28.8 8.3 1.7 3.8
Usefulness 0.4 4.0 17.1 1.7 0.8 5.0
Second Grade o . .
sufficiency d 19.6. ho‘._éls 25.9 7.6 | b.5 “ : 1.8
Quality | 161 '58.5 | 22,3 O, 9 | 1.8 0.
Variety ._ . o 1.9 366 . 339 9.8 1.3 | Ok
Usefulness - ,‘_:.F._9-._2 | ‘5‘1.‘.'3’_ ,.2“ 6 27 0. 9 ) - 1.3

In general, the ratings assigned to materials by the first grade
teachers paralleled those made ‘oy the kindergarten teachers; the -
distribution of responses was virtually identical. Teachers on the
kindergarten and first .grade levels generally considered the materials
available to them as "good" or “very good" in the four characteristics
rated. On the second grade level, however, ratings tended to fall

into the “fair“ and “good" categories. ~ Fewer than 20 per cent of the

: second grade teachers used the "very good" category to designate the -

adequacy of materials in any of the four characteristics.
Comments made by teachers concerning ma.terials are of interest

Approximately fifteen per cent of the first and second grade teachers

' 1ndicated that they needed more audiorvisual materials a.nd more

x: '1




manipulative games. Materials for use.in the mathematics program were

also considered in short supply.

2. Effectiveness of the Program, as Reported by Teachers

The teachers were asked to estimate the effect of the Program on
the learning achievement, behavior, and reading readineés and/or
reading achievement of their pupils; responses are summarized in

Table VI-12.

R i1 7ex Provided by ERIC



Table VI-12

Effect of SECE Program on Pupils,
Second Grade Teachers

As Rated by First and

98

Per Cent of Teachers Assigning Rating

- Type of Class Very . No Negative No
Effect on Assignment (a) Good Good Fair Effect Effect Response
Tirst Grade |
Learning P(76) 31.6 36.8 15.8 6.6 2.6 - 6.6
Achievement SP(117) 5.6 Li1,0 17.0 11..1 0.0 5.1
sNp(40) 17.5 35.0° 17.5 20.0 0.0 10.0
Total(2k0)*  26.3 38.8 16.7 - 11.3 0.8 6.7
Behavior P(76)° 19.7 35.5 21.1 13.2 5.3 5.3
SP(117) 05,0 3bh.2 145 28.2 3.b 3.k
snp(ko) 12.5 30.0 10.0 2T.5 5.0 15.0
Total(240)*  17.1 3kh.2 15.4 22.9 4,6 5.8
Reading P(76) 26.3 3.4 17.1  T.9 0.0 5.3
SP(117) 31,6 38.5  12.0 12.8 0.0 5.1
SNP(40) 20.0 32.5 15.0 12.5 0.0 20.0
Total(240)* . 28.3 38,8 13.8 11.7 0.0 7.5
Second Grade
Learning P(49) 42,9 28.6 6.1 12.2 0.0 10.2
Achievement Sp(119) 23.5. 37.8 28.6 5.9 0.8 9.2
SNP(L6) 10.9 L41.3 19.6 15.2 2.2 10.9
‘Total(22L)**  25.9 34,8 21.0 10.7 0.9 6.7
Behavior ~ p(k9) 1.2 L4h.9 224 12,2 0.0 8.2
SP(119) 9,2 37.8 21.8 25.2 3.h4 2.5
SNP(46) 13.1 32.6 19.6 17.4 4.3 13.1
| Total (22k)** 11.6 37.1 20.5 21.9 2.7. 6.3
Reading P(L9) 34,7 38.8 102 8.2 0.0 8.2
o SP(119) 06,1 h1.2 20.2 6.7 1.7 4.2
SNP(L6) 19.6 45.7 10.9 13.0 0.0 10.9
- Total(22h)**  27.2 39.7 16.1  9.b 0.9 T.7 -
(a) P indica.tesi'p‘aired teachers o g
SP indicates single teacher with paraprofessional

% Includes ;_re‘SponseS’ of six ratio_teaChers'
*% Includes responses of ten ratio teachers

’

e

SNP indicates single teacher, no paraprofessional ass

ighed )




The teachers most frequently characterized the Program's effect as
good in each of theselareas; however, their ratings of effect of the
Program on behavior were much less favorable than those assigned in
other areas. Indeed, approximately L4O per cent of the respondents
indicated that the Program had only a slight effect, no effect, or a
negative effect oh pupil behavior.

On both grade levels, too, single teachers with no paraprofessionals
sssigned to their classes were less enthusigstic than their colleagues
sbout tha effects of the Program. This was particularly true on the
first grade level. On the second grade level, the responses of the -
paired teachers were the most favorsble. |

The comments made by teachers in discussing their ratings are
revealing‘ The:positive effects of the Program on the behavior of
the chlldren were generally ascribed to the presence of another adult,
thus maklng 1t poss1ble to gIve more individual attention and guldance
to troubled chlldren w1thout disrupting the activities of the rest of
the class. TIn classes with paraprofessional assistance, comments such
v as theselwere common: ' "more individual attention can be given to
childreh ﬁith“academic and/or emotionaleproblems;" "the parasprofessional
prov1des many opportunltles for ach1ev1ng success," "the paraprofess1onal
prov1des a greater sense of emotlonal security." In classes where teachers,
were palred, the comments had &-somewhat different flavor: . v"both:teachers
can be d1sc1p11nar1ans," "1t is easier to handle d1srupt1ve chlldren,
"the extra eyes on ‘the class helps," or "the ‘second - teacher ‘can’ 1solate
Iand work w1th 8 Chlld who is'a behav1or problem because he cannot keep

up w1th a lesson.. Whlle 1t 1s unw1se to' stress thls dlffErence in:

15,3.
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response unduly, the presence of the-paraprofessional may, as suggested
by these responses, hawve had a positive effect on the attitudes of
teachers toward the acting-out child.

The effect of the FProgram on_the learning achievement of the
children was, again, ascribed to the individualized and small group
instruction facilitated by the extra teacher or paraprofessional on
hand, and to the individual attention that the extra adult was able to
give to children needing remedial help. It should be noted, however,
that few teachers looked upon this extra help in terms of its effect
on the individual child; rather, they were more likely to note the
advantage to the total class group, in terms of facility for the group
to procede under their tutelage without disruption.

On the first grade level, where teachers referred to factors
other than the assistance of an extra adult in fostering learning
achievement, the factor most frequently mentioned was the differential
effect of the SECE Progra.m on children who had previously had, or had
not-"; had, kindergarten experience. It was in this regard that .
teachers often referred to "street children," noting that these children
were not able to keep up with the others and were therefore more likely
to become discipline problems.

With regerd to reading readiness or achievement, camnents
regarding the services of paraprofessionals dominated in the responses
of those teachers to whom such sssistance had been afforded. In many
classes, paraprofessionals assumed responsibility for a small reading
group, including day- -to-day planning and evalua.tlon of pupil progress ’

under the direction of the teacher. In others s the pa.raprofessiona.l

s
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virtually half the day.

the total effectiveness of the SECE Program.

Table VI-13.

Table VI-13

was abie to undertake a great deal of individual remedial instruction.

time for joint planning, and they were alone in the classroom for

Paired teachers were generally wnable to organize such instruction; the
number of children in a given room was much too large, paired teachers

were generally assigned different lunch and "prep" periods, had little

Here, too, it is of interest to consider teacher responses to a

question asking them to identify the one element that contributed most to

Responses are summarized in

Element Contributing Most to SECE Program, as Reported by
First and Second Grade Teachers

Per Cent of Teachers Responding

(Continued)

Element Paired Single Para. Single No Para. Total¥*

Grade 1
Reduced class size 4.4 10.2 25.0 16.3
Assignment of ratio :

teachers 18, Lxx 5.1 37.5 10.8
Enthusiasm of teachers

and other staff :

members 25.0 7.6 12.5 12.1
Help of paraprofessionals 7.8 64.9 10.0 36.7
More and better materials 11.8 , .2 12.5 7.9
Involvement of parents 0.0 0.0 2,5 0.8

No Response 22.3 5.1 12.5 15.4




Element Paired Single Para. Single No Para. Total*

Grade 2

Reduced class size 18.4 15.1 8.3 18.8
Assignment of ratio |
teachers 30.6%* 8.4 17.4 15.6
Enthusiasm of teachers
and other staff members 8.2 6.8 15.2 8.5
Help of paraprofessionals 2.0 56.3 8.7 33.0
More and better materials 8.2 6.8 | 4.3 6.3
Tnvolvement of parents 4.1 5.0 2.2 4.0
No Response 28.6 1.7 23.9 13.8

* Tncludes the responses of seven ratio teachers on the first grade level
and ten ratio teachers on the second grade level

¥% "paired" teachers were referred to as "ratio" teachers in some schools

The teachers' responses regarding the element making the greatest
contribution to the Program differed in terms of class organization.
Teachers who had been afforded paraprofessiona.l assistance overwhelmingly
considered the help given by pa.raprofessiona.ls to0 be the most important
factor; paired teachers and teachers without paraprofessional help
referred to reduced class size, assignment of ratio teachers, and teacher
enthusiasm as important factors. It is significant, too, that the
proportion of non-response was Very much higher in these two groups of
teachers.

on the first grade level, 139 (57.9%) of the 20 teachers had been
assigned some paraprofessional help; mean paraprofessional service of
19.5 hours per week was reported. The teachers were asked to indicate

three ways in which the pa.raprofessionals had been most helpful. The

- &
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proportion of teachers citing specific aspects of service was as follows:
relieving teacher of routines - 65.5 per cent; teaching children - 58.3
per cent; preparing materials - 56.1 per cent; controlling behavior - 35.3
per cent; keeping records - 26.6 per cent; handling audiovisual materials -

13.7 per cent.

On the second grade level, paraprofessionals had been assigned in 137 «

(61.2%) of the classes; these paraprofessionals gave an average of 19.6

hours per week of service to the teacher. The specific areas of service

cited by the second grade teachers in discussing help given by parapro-

; fessionals was as follows: teaching children, reported by 68.6 per cent

;'! of the teachers; relieving teacher of routines - 62.0 per cent; preparing

;-': materials - 53.3 per cent; keeping records - 40.1 per cent; controlling
behavior - 27.7 per cent; and handling audiovisual materials - 10.9 per cent.
The role of the paraprofessional was apparently much the same on the twq
grade levels, ”

On these levels, too, the assistant principals who rated the

instructional effectiveness of personnel tended to confirm the judgments
of teachers concerning the effectiveness of paraprofessionals. In genersal,
there was little difference in the mean ratings assigned to paraprofessionals,
paired teachers, and ratio teachers. The single teacher was rated more

highly than any other type (Table VI-14),




104

Table VI-1k

Tnstructional Effectiveness of First and Second Grade
Personnel, as Rated by Assistant Principals

Grade 1 Grade 2

No. of Mean No. of Mean

Ratings Rating Ratings Rating
Paired teachers 39 4.0 29 3.9
Single teachers | 81 4.2 79 4.2
Retio teachers 73 4.0 70 3.9
Paraprofessionals 79 3.9 76 4.0
Student teachers | 36 4.0 32 4.1

3. Effectiveness of Program, as Ra.t’éd'by Non-Teaching Personnel

! Here, too, school and district ﬁon-teaching personnel were asked to
rete the effectiveness of the tdtal SECE Program in grades 1 and 2.
Responses are summarized separately in Teble VI-15 and VI-16. In each

instance, ratings of teachers have been added to serve as a basis for

comparison.
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Table VI-15

Ratings of Effectiveness of Total SECE rrogram
in Grade 1, in Per Cent

Strongly Somewhat Somewhat Strongly Don't
Rated By N Positive Positive Neutral Negative Negative Know
District ECE _
Supervisor 15 6.7 46.7 6.7 0.0 0.0 0.0
Principal 106 60.4 34,9 3.8 0.0 0.0 0.9
Assistant
Principal 90 51.1 36.6 6.6 1.0 0.0 4.4
ECE Coordinator 61 65.5 29.5 3.2 0.0 0.0 1.6
Grade 1
teachers 2Lo* 32.8 41.3 12,5 2,9 0.0 11.3
Paired teachers 76 32.9 39.5 13.5 7.9 0.0 6.6
Single teachers
with Parapro-
[ fessional 117 35,1 2,7 13.7 0.8 0.0 7.7
;[ Single teachers
'r without Para-
| professionals 40 22.5 47.5 7.5 2.5 7.5 12,5

* Includes the responses .of seven ratio teachers

165
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Table VI-16

Ratings of Effectiveness of Total SECE Program
in Grade 2, in Per Ceat

Strongly Somewhat Somewhat Strongly Don't

Rated By N Positive Positive Neutral Negative Negative Xnow
District ECE

Supervisor 15 20,0 46,7 20.0 0.0 0.0 13.3
Principal 106 48,1 41,5 8.5 0.0 0.0 1.9
Assistant :

Principal 90 Ly L 38.8 10.0 1.1 0.0 5.5
ECE Coordinator 61 57.3 29.5 26.2 0.0 0.0 3.2
Grade 2

teachers 2ol 31.3 36.2 15.6 2.2 1.8 12.9
Paired teachers 49 51.0 22,4 - 8.2 8.2 0.0  10.2
Single teachers

with Parapro-

fessional 119 28.6 b, 5 16.8 0.8 0.8 8.4
Single teachers

without Para-

professional 46 15.2 37.0 15.2 0.0 6.5 26,1

# Includes the responses of ten ratio teachers

On the first grade level, the ratings of the non-teaching personnel
tended to be much more favorable than those of the classroom teachers,
with the ratings of the priucipal and school ECE coordinator being the
most favorable of all. Teachers tended to avoid takinrg an extremely
positive position; single teachers without paraprofessional assistance
were much less positive than paired teachers or teachers with paraprofessional

help.
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The patte‘rn of ratings was much the same, with only minor variations,
on the second grade level., Again, the ratings of non-teaching personnel
tended to be more favorable than those of teachers s taken as a group, and
the ratings of téachers without paraprofessional help tended to be less
positive than those of their coileagues who had such help or who were
paired, Rafings of non-teaching personnel tended to be less positive
on the second grade than 6n the first grade level. -

Non-teaching personnel were also asked to rank varidus aépects of. |
the SECE Prograu in order of greatest improvement., A sumr_né.rj of their

responses is presented in Table VI-17,

Table VI-17
Areas of Greatest Improvement: First Grade Level

Mean Renking Assigned by School Personnel*

. District ECE Assistant School ECE
Areas of improvement Supervisor  Principal Principal Coordinator
First Grade |
General academic progress 2.3 | 2.9 2.4 2..1&
Social behavior 2.0 3.3 34 b.o
School-parent relations 2.3 h,1 3.6 4.3
Instruétional techniques
of teachers 2.3 3.6 3.5 3.1
Teachers' control of class 3.8 3.7 3.7 L.2
Materials of instruction used 2.4 2.8 3.7 3.6
Individualization of instruction 1.3 2.9 2.7 2.7
Creative expression of children 2.6 4.7 b7 | 4.3
Progress in reading 1.4 3.4 2.9 2.3
(Continued)
SRR 2N
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: District ECE Assistant School ECE

Areas of Mment Coordinator Principal Principal Coordinator
Second Grade
General academic progress 2.0 2.5 2.5 2.2
Social behavior 1.9 3.2 3.5 /'3.5
School-parent relations 2.7 - 4.0 3.2 b3
Instructional techniques | _:

of teachers 2.3 3.6 3.3 , 2.8
Teachers' control of class 3.7 3.5 3.7 3.3
Materials of instruction used 2.1 3.9 3.7 3.3
Individualization of inst.ruction 1.7 2.8 2.9 2.6
Creative expression of children 2.6 4.6 4.6 3.8
Progress in reading 1.1 2.8 3.2 2.1

% Lowest mean ranking indicates gréa.test improvement

On both the first and second grade levels, thosg a.gpects in which
the greatest improvement were made included, in order, individualization
of instruction, progress in reading, and general academic progress. Use
of materials, instructional techniques, and teacher's control of éla.ss ’
and creative expression of children, however, were not regarded as having

improved to any great extent.

i. Problems in Implementing the Program

As on the kindergarten level, both teaching and non-teaching personnel
vere asked to identify significant problems in organization and implemen-
tation of the program at the first and second grade levels. Responses of
participating personnel concerning the first grade level are presented in

Table VI-18; for the second grade level in Table VI-19.
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Table VI-18

Significant Problems in the Organization and Implementation of
the SECE Program on the First Grade Level

109

. Per Cent of Participating Personnel Citing Problem Area

District ECE Assistant School ECE Grade 1
Problem Area Conrdinator Principal Principal Coordir_lator Teachers*
Classroom and
other space 71.4 67.0 61.1 63.9 Lok
Class size 50.0 43.4 51.1 49.1 45.0
Materials, including
audiovisual 14,3 17.9 17.7 13.1 = 28.3
Parent relations 14,3 15,1 12,2 14,7 9.6
Community relations 0.0 9.4 8.8 6.5 (a)
Staff relations 14.3 16.0 12,2 8.1 6.3
Teacher training
(methods) 28.6 28.3 26.6 13.1 (a)
Teacher training
(management,
discipline) 28.6 23.6 25.5 16.3 (a)
Overemphasis on
reading 7.1 4,7 5.5 6.5 7.5
Underemphasis on -
on reading 14.3 3.8 3.3 3.2 0.8
Teacher turnover 35.7 24,5 25.5 26.2 (a)
Pupil mobility 28.6 41.3 65.5 59.0 39.6

{(a) teachers were not asked to indicate problems in this area

* Includes the responses of seven ratio teachers
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Table VI-19

Significant Problems in the Organization and Implementation of
the SECE Program on the Second Grade Level

Per Cent of Participating Personnel Citing Problem Area

District ECE Assistant School ECE Grade 2
Problem Area Coordinator Principal Principal Coordinator Teachers¥
Classroom and
other spece 64.3 59.4 60.0 55.7 33.5
Class size 42,9 41.5 4.7 52,4 L4.6
Materials, including
| audiovisual 4.3 18.9 17.7 11.4 25.9
Parent relations 7.1 16.0 12.2 14.7 14.3
Community relations 7.1 9.k 7.7 8.1 (a)
‘ Staff relations 14.3 16.0 12.2 6.5 5.8
t Teacher training :
i (methods) 21.h4 34,0 30.0 6.5 (a)
Teacher training
(management , .
discipline) 21.h4 32.1 35.5 16.3 (a)
Overemphasis on
reading 7.1 18.9 5.5 6.5 6.3
Underemphasis on
reading T.l )"07 303 302 2.7
Teacher turnover 42,9 33.0 32.2 24.5 (a)
- Pupil mobility 28.6 64.2 61.1 60.6 h1.1

(a) Teachers were not requested to indicate problems in this area

* Includes the responses of ten ratio teachers

On the first grade leve, the numbers of children in a given class unit,
assigned to the same classroom, was considered a significant problem by

approximately one-half of the administrators, coordinators, and teachers

ERIC - 1#




participating in the SECE Program. Classroom and other space was

considered a problem by more than 60 per cent of the administrators and
coordinators, Teachers were somewhat less involved with this difficulty.
However, problems with materials were noted more frequently by teachers
than by other per.éonnel.

Pupil mobility was regarded as a significant problem by approximately
60 per cent of the principals, assistant principals, and school ECE
coordinators and by 40O per cent of the teachers. In general, pupil
mobility became more of a problem in first grade than in kindergarten.

Problems related to teacher training and teacher turnover were also
of greater concern in the first grade than on the kindergarten level;
ai)proximately one-fourth of the administrators and coordinators reported
this as a significant problem.

On ﬁhe second grade level, difficulties relating to classroom and
other space, and the size of classes were frequently cited as significant
problems in the organization and implementation of the Program. These
problems were noted only slightly less frequently on the second grade
than on the first grade level, despite the fewer number of "paired"
teacher situations, where many of these problems are centered. Pupil
mobility was noted as a significant problem; teacher turnover posed a
greater problem on the second grade level than on first. Not surprisingly,
in 1ight of the problem of teacher turnover and the greater number of
second grade teachers who had not had pﬁé\fious K-2 teaching experience,
problems in teacher training were also hiéher on the second grade level
than on the first.

It may also be noted that an overemphasis on reading was considered

& problem at the second grade level by almost one-fifth of the principals,
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although not by other personnel directly involved in the Program.

These principals did not indicate the causes of this dissatisfaction,
and, in relation to the SECE's emphasis on reading, this response seems
high; however, in rc.ation to the findings that other subject matier areas
have been somewhat neglected in the concentration upon reading in the
SECE Program, it comes into focus. Another source of the principal's
perception of an overemphasis on reading may be through his contacts
with parents and the community; a number of teachers reported that the
school had been under considerable pressure to "teach the children to
read" and that this pressure had caused a switch in emphasis from the
"development of learning through experience" to an emphasis on specific
reading programs.

Tables VI-20 and VI-21 present the responses of first and second
grade teachers, respectively, concerning significant problems in the
organization and implementation of the SECE Program. . In these tables,
the responses of paired teachers, single teachers with paraprofessionals,

and single teachers without paraprofessionals are reported.

pys
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Significant Problems in Organization and Implementation of
SECE Program, as Reported by First Grade Teachers

Per Cent of Teachers Citing Problem Area

Table VI-20

Paired Single Teachers Single Teachers Total

Problen Area Teachers With Para Without Para Teachers*
Use of classroom

and other space 7.4 35.9 37.5 L4o.h
Class size 34.2 50.L4 50.0 45.0
Materials 27.6 29,1 27.5 28.3
Parent relations 5.3 12.0 10.0 9,6
Relations between

staff members 5.3 6.8 5.0 6.2
Discipline of children 27.6 28.2 32.5 28.3
Overemphasis on reading 5.3 8.5 10.0 7.5
Underemphasis on |

l‘ea-ding 0.0 0.9 205 0.8 '.’
Individualization of

instruction 18.4 24.8 25.0 21.7
Pupil mobility 2,1 39.3 b2,.5 39.6

* includes the responses of seven ratio teachers
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Table VI-21

significant Problems in Organization and Implementation of
SECE Program, as Reported by Second Grade Teachers

Per Cent of Teachers Citing Problem Area

Paired Single Teachers Single Teachers Total

——

Problem Area Teachers With Para without Para Teachers*
Use of classroom 5

and other space h7.1 30.3 30.L4 33.5
Class size 46.9 46.2 45.7 k4.6 :
Materials 20.4 32.8 17.4 25.9
Parent relations 1k.2 18.5 6.5 14.3
Relationships between

staff members L1 7.6 4.3 5.8
Discipline of children 26.5 4,5 32.6 32.5
Overemphasis on reading k.l 7.6 4.3 6.3
Underemphasis on

reading 2.0 1.7 4.3 2.7 :
Individualization of " :

instruction 16.3 26.1 32.6 2h.6,

i

Pupil mobility 16,9 b41.9 34.8 B1.1 j

* Includes the responses of ten ratio teachers

With the group of first grade responding teachers broken down according
to class type, some differences in their perceptions of problems may be

seen. Although class size was somewhat less of a problem to paired teachers

than to single teachers, the use of classroom and other space was more {
frequently a source 9f significant difficulty.

Although 37.5 per cent of the single teachers who had not been

assigned the assistance of a paraprofessional considered reduction in
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class size as being the element making the greatest contribution to the
Program, 50.0 per cent of these teachers still reported that class size
was a significant problem. Discipline of children and individualization
of instruction were more of a problem in these classes than in paired
classes or single classes with paraprofessional'assistance, despite the
comnon practice of assigning more able students to these classes.

On the second grade level, single teachers with paraprofessional
assistants, perceived greater difficulty in the area of materials,
discipline of children, and overemphasis on reading, as well as parent
relations. These problems apparently stem from the practice of
homogeneous grouping; children who are slow, immature, have difficulties
learning to read or who speak English haltingly are more frequently
assigned to classes with s paraprofessional assistant. It was not
uncommon, on the second grade level in a school for the "low exponent"
classes (a euphemism for the more able students in 2-1 or 2-2) to be
large classes with a single teacher working alone, and the "high exponent"
classes to be much smaller in size with the help of a paraprofessional.
In the light of homogeneous grouping, then, the larger incidence of

problems in these classes is understandable.
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CHAPTER VII

ACHIEVEMENT TEST DATA

A, SECOND GRADE

Scores on the Word Knowledge and Comprehension subtests of the
Metropolitan Achievement Test (MAT), administered to second grade pupils
in the SECE Program as part of the city-wide testing program of the
Board of Education, were obtained for children in second grade classes.
These children constituted the total population of the schools wnich
comprised the "core sample" and which were visited by the observers.

The analysis of ‘variance technique was employed to determine
gtatistically the differences between the test scores of children in
different types of classes; in order to include as large a number of
classes as possible, the class means on each of the two subtests were
analyzed, rather than the scores of the individual pupils. The use of
class means, although reducing the amount of variation generally, does
not affect the statistical outcome of the analyses of variance, nor the
jnterpretation, since overall administrative questions are under
consideration rather than the performance of jndividual children.

Several analyses were performed, each designed to determine whether
statistically significant differences existed between "paired" classes,
sinlgle classes with paraprofessional assistance, and single classes without
pa.t}aprofessiona.l assistance, between classes in schoc.s in vwhich second
gr%de was organized flexibly and those organized inflexibly, and between
classes to which different numbers of children had been assigned. All

clesses in the core sample schobls were used in the analyses; in those

129~




analyses in which single classes with paraprofessionals were considered,

an independent random sample of 50 per cent of the classes were employed
for each analysis.

It will be remembered that in many schools, the "low exponent"
classes to which more able students were assigned, were more likely to
be comparatively large classes without paraprofessional assistance while
the "high exponent" classes frequently were small, had been afforded
paraprofessional assistance, and had a large proportion of children with
special needs and problems that were expected to interfere with learning.
Unfortunately, since tests were nct administered to these children as
first graders, a pre-test - post-test technique, or analysis of covariance
was not possible. Throughout this analysis, it was expected that the
common practice of homogeneous grouping, and adjustment of the class size
and class type to the needs of the children would be a large, immeasurable
source of variation in their second grade reading test scores.

In order to analyze the mean test scores of paired classes (P),
single classes with paraprofessional (SP), and single classes with no
paraprofessional assigned (SNP) in schools in which the second grade
level was organized flexibly or inflexibly, two-way analyses of variance
were performed on the class means of the Word Knowledge and Comprehension

subtests. Table VII-1 presents the means, standard deviations, and

number of classes which formed the basis of the Word Knowledge analysis.




Table VII-1

MAT Word Knowledge Scores, by Class Type anc

Organizational Pattern
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Class Type
P SP SNP Total
Organizational
Pattern Mean SD N Mean SD RN Mean SD 1  Mean s I
Flexible 2.37 0.35 12 2.39 0.95 25 2.12 0.59 23 2.33 0.63 A0
Inflexible 2.40 0.72 22 2.43 0.61 25 2.11 0.75 15 2.41 0.69 62
Total 2.38 0.54 34 2.1 0.78 50 2.31 0.67 38 2.37 0.66 122

The source table for the analysis of variance is shown below; it will
be noted that significant differences were not found between different
types of classes, nor between different organizational patterns in the

scores on the Word Knowledge subtest.

: SOURCE TABLE VII-1

SOURCE SS DF MS F~-ratio
SSy 62.15 121. --
SSy, 0.58 5. 0.17
SS, 0.21 1. 0.21 0.40 n.s.
S8, 0.19 2. 0.10 0.19 n.s.
SSpe 0.18 2. 0.18 0.17 n.s.
SS, 61.57 116. 0.53

In Table VII-2 the means and standard deviations of the scores on the
Comprehension subtest and number of classes used in analyzing the results
of this subtest according to class type and organizational pattern are

presented.

122
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Table VII-2

MAT Comprehension Gcores, by Class Type and Organizational Pattern

Class Type
P SP SNP Total
Organizational
Pattern Mean SD N Mean SD N Mean SD H Mean SD N
Flexible 2.540.42 12 2.41 0.7925 2.31 0.65 23 2.43 0.62

Inflexible 2.24 0.84 22 2.50 0.6125 2.43 0.60 15 2.39 0.68 62

Total 2.390.63 34 2.46 0.7050 2.37 0.64 38 2.41 0.05 122

The Source Table for the analysis of variance of the Comprehension
Subtest scores are presented below. Again, it will be noted that there
were no significant differences between the mean scores of paired classes,
single classes with paraprofessicnal assistance and single classes without
paraprofessional assistance, nor between the mean scores of classes in
schools in which second grade classes are of one type only (inflexible)

or of different types (flexible).

SOURCE TABLE VII-2

SOURCE SS DF MS F-ratio
S8, 58.58 121, --
S8y, 1.23 5. 0.25
SSy .0.03 1. 0.03 0.06 n.s.
SSe 0.15 2. 0.08 0.16 n.s.
8S.., 1.04 2. 0.52 1.06 n.s.
85y, 57.35 116. 0.49

The means of the children's test scores for Word Knowledge or

Comprehension then, did not differ significantly according to class type

Q. 123
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cr organizational pattern; despite the expectation that single classes
without paraprofessional assistance would score higher as & result bf
the selection procedure mentioned previously. It is also interesting
to note that children performed equally well, on the average, whether
they were assigned to classes taught by two teachers, or by a teacher

and paraprofessional.
Another set of two-way analyses were performed on the Word Knowledge

and Comprehension subtests in order %o study the combined effects of

: class size and class type on these test scores. Paired classes were
eliminated from this analysis; the large size of the combined registers

of most paired classes prevented adequate comparisons.

Table VII-3 presents the means, standard deviations, and numbers of
classes which were utilized in the analysis of the Word Knowledge subtest
scores between single teacher classes with and without paraprofessional
assictance, and between classes of less than 25, 25-29, and 30 or more

"children on register.

Table VII-3

MAT Word Knowledge Scores, by Class Type and Class Size

Class Type o,
SP SNP Total
Class Size Mean S.D. K Mean S.D. XN Mean S.D. R
Less than 25 2,06 0.45 23 2,28 0.50 22 2.17 22
25.29 2.60 0.82 2b 2.4y 0.69 22 2,52 46
30 or more 3,38 1.18 1k 2.,l8 0.89 17 2.58 3
61 61 122

The source table for the analysis of variance of Word Knowledge subtest

class mean scores for clasces of different sizes and types is presented below.




SOURCE TABLE VII-3

30URCE 88 DF MS F-ratio
5S¢ 90.15 121. --
8s,, 20.70 5. b.1h
SSp (class size) 15.79 2. 7.90 , 13.19%
SS, (class type) 1.15 1. 1.15 ;’! 1.92 n.s.
SSpc 3.76 2. 1.88 li 3.1L=
8S,, 69.45 116. 0.60

* significant at .05 level
*»* significant at .01 level

This analysis reveals that, on the average, the perfcrmarce of
children in the larger classes was significantly higher than that of
children in the smaller classes; undoubtably, the practice of selective
placement affected these results. Children in single classes with
paraprofessionals did not perform significantly better, on the whole,
than did those in single classes without paraprofessionals; however,
the significant interaction, and study of the cell means reveals that
in classes under 25, SNP classes did better than SP classes, whereas in
classes with more than 25 on register, the performance of children in.
SP classes was superior,

The same analysis was performed on the Comprehension subtest scores;

the resulting tables are presented below (Table VII-k).




MAT Comprehension

Class 3ize

Under 25
25=-29
30 or more

Total

P

S8

SSpe

o0

o
;}w

»* gignificant at the .0l level

Mean

SP

s.D.
2.14 1,15
2.64 0.67
3.20

2.66

1.00

0.71

sS
68.87
12.14
8.83
0.31
3.00
56.73

scores, by Class Type and

=

23
2L
L
61

Table VII-L

Class Type

SNP
Mean S.D.

0.59
0.62

2,43
2.51
0.82
0.68

2.71

2.55

SOURCE TABLE VII-b

DF
121.
5.

2.

N
22
22
17
61

- an

2.43
L.b1
0.31
1.50

0.l9

Class Size

Total

Mean

2.29
2.58
2.95
2.61

s.b. R
0.52 U5
0.63 U6
0.91 31
0.69 122

F-ratio

9.03 **

0.6k

n.s.

3.07 N.S.

The pattern of performance revealed in this analysis follows the

direction of the results of the Word Knowledge suttest analysis; children
in larger classes performed signi

smaller classes;

but did not reach, significance at the .05 level.

1%

ficantly better than children in

the interaction of class size and class type approached,
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Another set of analyses, was performed to study the effects of class
size on children's performance in second grade in the SECE Program on
the Word Knowledge and Comprehension subtests. In this case, the class
mean scores of paired classes were included. Despite the assignment of
two teachers to a single classroom of 30-4O children, it had been found
that many of these classes spent nearly half of the school day with but
one teacher. Thus, the combined register of paired classes was used
in determining the size of a paired class for this analysis; the class
size, here, then, is the "head count," on number of children assigned
to a particular classroom.

The means, standard deviations, and numbers of classes in this
analysis of the Word Knowledge subtest scores, and the associated
source table for this one-way analysis of variance are presented below;
the differences between the means of the scores of classes of different

sizes were highly significant.

Table VII-5

MAT Word Knowledge Scores, by Class Size

Class Size Mean S.D. N

Under 20 2.34 0.LY4 15
20-2k4 2.08 0.L49 30
25-29 2.51 0.75 Lo
30-~3b 2.8k 0.98 39

35 or more 2.29 0.65 21
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SOURCE TABLE VII-5

SOURCE ss DF MS F
SSy. 90.08 142 --
SSp - 11.05 Y 2.76 L, 90%x*
ss,, 79.03 138 0.56

** significant at .0l level

Remembering that the larger classes were, because of the selective
assignment procedures, expected to perform at a higher level, it was not
surprising to find that between class sizes of 20 and 35, the larger the
class size, the better the mean test scores. However, this analysis
reveals an impofta.nt finding which cannot be attributed to selective
assignment.

Despite the assignment in many cases, of children with special
needs to small classes, children in classes of less than 20 outshone
those in classes of 20-24 children. Children in ciasses of 35 or more,
despite the assignment of two teachers to many of these classes, did
not score as highly as did children in classes of 30 to 34,

The one-way analysis of variance performed on the Comprehension

subtest scores according to class .size are presented in Table VII-6.
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Table VII-6

MAT Comprehension Scores, by Class Size

Class Size Mean S.D. N
Under 20 2.50 0.52 15
20-24 2.17 0.51 30
25-29 2.49 0.60 Lo
30-34 2.89 0.83 39
35 or more 2.3k 0.54 21
SOURCE TABLE VII-6
SOURCE SS DF MS F
SS, 67.14 142 -
S 9.10 L 2;28 s;ul **
8S_ 58.04 138 0.42

*¥ significant at .01 level

‘A similar pattern is revealed by the analysis of the Comprehension
subtest scores; the expected association between mean scores and
class size was found for classes between 20 and 35 children; above that
size, performance dropped, below that size, performance rose.

Although an interpretation of these analyses must, of course, be
tentati\fe because of the lack of svatistical control of the selective
é.ssignment of children to different classes, several things are apparent.

In general, the children in paired classes, single classes with
paraprofessionals and single claéses withoul paraprofessionals perform

equally well on the Word Knowledge and Comprehension subtests of the

A%
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“etropolitan Achievement Test, as do children in schools whose second grades
are flexible and inflexibly arranged. |
The most potent source of variance identified in these analyses was

that of class size; except for classes which were very large or very

small, the larger the class, the better the performance. In single

teacher classes which had 25 or more children on register, the presence

of a paraprofessional had a positive influence on the children's test

scores; in classes of under 25, children in classes without parasprofessional

assistance did better than those classes to which paraprofessionals had

been assigned.

B. THIRD GRADE
At the request of the Bureau of Educational Research, a special
analysis was made of the test scores obtained by a group of pupils,
presently in the third grade in the SECE Program, who had been in
second grade classes in the same school. A total of.9’+3 such pupils
in nine schools were identified, and the progress shown by these students
from the da:te of testing in second grade to the date of testing in third

grade, a period of one year, was determined, The results are presented

in Table VII-T.




T i b A PR
e et

127

Table VII-7

Mean Growth in Reading Shown by Pupils Presently Enrolled
in Grade 3 in Sample Schools

Mean (Grade 2) Mean (Grade 3) Mean Gain
Word Word Word
School N Knowledge Comprehension Knowledge Reading Knowledge Comprehension
171M 71 2.4 2.6 3.1 3.3 0.7 0.7
5TM 135 2.6 2.6 3.k 3.3 0.8 0.7
1hox 90 2.7 2.7 3.6 3.5 0.9 0.8
2K 126 3.5 3.1 5.2 4.0 1.7 0.9
9K 120 3.1 3.3 3.8 3.7 0.7 0.k
250K 124 2.7 2.7 3.3 '3.3 0.6 0.6
26K 92 2.k 2.2 3.0 2.9 0.6 0.7
2h1k 112@ 3.0 2.9 4.8 3.8 1.8 0.9
116Q 73 2.4 2.5 3.5 3.4 1.1 0.9
Total 943 2.8 2.8 3.8 3.5 1.0 0.7

For the groups as a whole, the growth shown was one full year in Word
Knowledge and seven months in Coinpréhension. Considerable variation was
noted from school to school. 1In general, in those schools in’ which
pupil performance was below grade (2.7) in the second grade, performance
in the third grade was as good as, or batter than, one would normally
expect; in those schools where initial performance was above grade in the
second grade, third grade performsnce was somewhat disaﬁpointing. It is
difficult to interpret these findings in terms of the objectives of the
SECE Program without considerable study in depth of the reading program

in each of the participating schools. Unfortunately, the evaluation

. By




design made no provision for such an intensive analysis.

Tn all but one of the nine schocls, growth in Word Knowledgé proved
to be equal to, or greater than, growth in Comprehension. One possible

factor leading to such a pattern of performance might be overemphasis

on mechanics of reading. This possible overemphasis has already been

considered, it will be remembered, in discussion of the reports made

by the observers of classroom activities, and of the evaluations made

by school principals and assistant principals. :
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CHAPTER VIII

ORIENTATION AND TRAINING OF STAFF

1. Training of School ECE Coordinators

Of the 15 District ECE Supervisors who provided information regarding
the organization and effectiveness of the SECE Program in their districts,
only ~our (26.7%) reported the organization of training programs for

teachers who would serve as school ECE coordinators during the current

. i
academic year at the district level.

In one district, the training program had been ongoing since the
beginning of the SECE Program. Guidelines and job descriptions were

prepared. The group of school ECE coordinators met once monthly; the

agenda for the meetings were prepared after consultations with administrators

and teachers in the SECE Program. In another district, monthly training
sessions were held and individual conferences with school ECE coordinators
were conducted during the district supervisor's visit to the school. In
another district, workshops for teacher trainers were held by the; District
ECE Coordinator. B |

Of the 61 school ECE Coordinators in the sample, 18 (29.5%) reported

that their district had organized training programs for school ECE

o

coordinators. Each of the 18 reported that they had participated in the

training program.

Table VITI-1 presents the effectiveness of the District training

programs for school ECE Coordinators as rated by District and school ECE

Coordinators.
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Table VIII-1

|

}

Effectiveness of District Training Program for School ECE {

Coordinators, as Rated by District and School ECE Coordinators |

|

‘ Per Cent of Personnel Assigning Rating |

1 Very Don't
i Excellent Good TFair Poor Poor  Know

District ECE

£ Coordinator (N=4) 50.0 25.0 25.0 ~0.0 0.0 0.0
School ECE
Coordinator (N=18) 33.3 50.0 11.1 5.6 0.0 0.0

_ The samples are much too small to permit generalization.

-~ 2, ECE Teachers

Training and orientation programs for teachers in the SECE Program

were held at both the district and the school level.

On the district level, 11 (73.3%) of the 15 district ECE supervisors
reported that training programs for ECE teachers were organized. In two
of these districts, however, monthly sessions were held for teachers of
pre-kindergarten only.' Tn three districts, newly appointed teachers
attended training sessions at the district level.

Workshops and conferences in jndividual schools were most frequently
_ reported; these were scheduled according to the needs of the schools and
o were not uniform throughout the district. Of the 11 District ECE
supervisors, one (9.1%) rated the effectiveness of the district training
program for ECE teachers as excelléht, 6 (54.5%) as good, 3 (27.3%) as
fair, and 1 (9.1%) as poor.

Ofientation and training programs for ECE teachers were held in mc;st
schools. Eighty (76.9%) of the principals reported orgahization of these

programs, and furnished brief desc’rip’cions'of the nature of these programs.

ERIC C 434
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Ascistant principals, ECE ccordinators, and teachers were also asked
to indicate whether or not such programs were conducted in their schools.

Table VIII-2 presents this data.

Table VIII-2

Number of Participating Schools in which Orientation
or Training Programs were Conducted for ECE Teachers

Prcgrams Conducted

As Reported By: N "Yes" Per Cent '"No" Per Cent Resggnse Per Cent
' Principals 106 80 76.9 2k 23.1 2 2.5
Assistant Principals 90 57 63.3 32 35.5 1 1.1
ECE Coordinators 61 4%  75.4 14 22.9 1 1.6
kindergarten Teachers 185 Lk 23.8 139 75.1 3 1.6
Grade 1 Teachers 2bo 79 32.9 156 65.0 ;5 2.1
Grade 2 Teachers 22k 7Y 33.0 lko  63.4 , 8 5.6

District ECE Supervisors (N=10) reported that, of the average 21.8
schools in their districts, 14.6 conducted training programs for Early
Childhood teachers. An average of 12.6 schools in each district » however,
participated in the SECE program; it was not known in what proportion of
participating and non-participating schools these programs were conducted,
Five responding District ECE Supervisors did not furnish this information.

Only a small percentage of SECE teachers reported that they had
participated in an orientation or training program in their schools; it
is apparent that individual and group conferences and workshops were not
perceived by teachers as part of a._'specia.l training program for ECE teachers.
Of the 185 kindergarten teachers, 22 (11.9%) reported participation in an

orientation or training program; of the 240 first grade teachers,
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»

participation was reported by 43 (17.9%). Of the 22l second grade
teachers in the sample, 39 (17.4%) reported participation.

It is very evident that, for the most part, the principals indicating
that a training program had been organized in his school did not look
upon training of ECE teachers as distinct from other teacher-training
activities that were conducted by the school. Thus, approximately
60 per cent of the respondents indicated that training took the form of
group conferences (generally grade conferences) held on a regular schedule,
while approximately one-half referred to individual conferences with
teachers, generally following classroom observations. The organiza.j:ion

i
of workshops and inservice courses Was mentioned b3'r 40 (50.0%) of tfae
principals but, here too, the description of workshop content, wheﬁ given,
made it clear that the workshop was not limited to ECE teachers.

Twenty principals, constituting one-fourth of the group, indicated
that training of ECE teachers was delegated to the ECE coordinator or to
the school's teacher trainer. Approximately 20 per cent of the respondents
referred to an orientation program for teachers conducted prior to the
opening of school; again, it was not evident that this orientation program

was limited to ECE persomnel (See Table VIII-3).

136
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Table VIII-3

Provision for Training ECE Teachers, as Reported by Principals

PYYRyI

Principals Reporting

Apfroach Used N Per Cent
Group or grade conferences 39 37.5
Workshops, in-service courses 27 26.0
Individual conferences, based on observation 27 26.0
Demonstration lessons 13 12.5
Conferences with ECE coordinator 8 7.7
" Pre-session orientation 9 8.7
Intervisitation 9 8.7
Conferences with teacher. trainer 6 5.8
Provision of materials 4 3.8
Miscellaneous Y 3.8
No teacher training program ' 2L 23.0

The effectiveness of the training program for teachers in the SECE
Program was rated by administrators and teachers. Table VIII-4 presents
the distribution of ratings of effectiveness assigned to the training

Program by these personnel.
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Tgble VIII-U

Distribution of Ratings of Effectiveness of Orientation or Training
Program for ECE Teachers in Participating Schools

Per Cent of Personnel Assigning Rating
Very Don't

Personnel N Excellent Good Fair Poor  Poor  Know
Principal 80 22.5 62.5 13.7 0.0 0.0 1.3
Assistant

Principal 57 15.8 73.7 7.0 0.0 0.0 3.5
ECE Coordinator L6 15.2 76.0 6.5 0.0 0.0 2.2
Kindergarten

teacher 22 9.1 77.3 9.1 0.0 4,8 0.0
crade 1 teacher U3 20.9 8.8 27.9 0.0 0.0 2.3
Grade 2 teacher 39 7.7 66.7 20.5 2.6 2.6 0.0

In general, then, it may be concluded that although little in the
way of special training was provided for the teachers in ECE classes,
other than in those schools that had a staff position for an ECE
coordinator, the training thet was provided was generally looked upon

favorably for participants.

3. Educational Assistants

a. Programs organized at the district level. All 15 District ECE

Supervisors responding to the questionnaire reported that training or
orientation programs for paraproféssionals assigned to early childhood ’
classes were organized on the district level during the current school
year, although one described training sessions for pre~kindergarten

paraprofessionals only.

Responsibility for the training of educational assistants in the

1 S TR Wy e -
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the districts was, in most cases, shared by the District ECE coordinator
and professional teacher ang auxiliary trainers who were assigned to the
district and met, with paraprofessionals in more than one school. District
curriculum and guidance specialists, in some cases, assisted the District
ECE personnel in Providing paraprofessionsal training. 1In addition, several
District ECE personnel cited the participation of paraprofessiongls in

the City University Career Le.dciers Program as contributing to their
Preparation.

Most training programs for pareprofessionals noted by the District
ECE Supervisors, . hovever, were conducted within the individual schools
under the direction of the school ECE coordinator.

In most cases, paraprofessionsals attended weekly meetings. Development
of knowledge and skills in curriculum, methods, human relations and child
development formed the basis of the training sessions 5 workshops,
lectures, demonstrations, and conferences provided the basic format
for the training sessions at the district level,

The District ECE Supervisors rated the district-level training foxr
ECE paraprofessionals; five (33.3%) as excellent, seven (46.7%) as gocd,
two (13.3%)'“ fair, one (5.7%) as poor. Two (13.3%) did not provide
ratings.

In addition, individual schools in 10 of the 14 diétricts, according
to the District ECE Supervisors providiag this information, also organized
brograms to train ECE paraprofessionals; an average of 13.2 schools in

each of the eleven district conducted such programs,
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b, Programs organized at the school level. A total of 105 principals

responded to a question dealing with the organization of a training
program for educational assistants in their schools. Seventy-two (68.5%)
of these principals indicated thet such a training program was organized

in their schools. Thirty-two (Lk.0%) of these respondents noted that

the programs in their schools were organized in conjunction with or

as a supplement to a training program organizecd by the district office.

Thirty-three (31.0%) of the principals indicated that no training program
for educational assistants had been instituted in their schools. Of this
group, 17 (52,0%) noted that the educational assistants in their schools
participated in the district program. |

Assistant principals and teachers were also asked to indicate
whether training programs for paraprofessionals had been organized in

their schools. Their responses are summarized in Teble VIII-4. Many

teachers were evidently not cognizant of the existence of such training

programs in their schools.,

Tgble VIII-4

Programs to Train Educational Assistants Assigned to ECE Classes

Programs Conducted

As Reported By N "yes" Per Cent "No' Per Cent Resggnse Per Cent
Principal 106 72 68.6 33 3Ll 1 0.9
Assistant Principal 90 56 62,2 31 341 3 3.3
Kindergarten

Teachers 185 103 55.7 79  ha.T7 3 1.6
Grade 1 Teachers 2LO 117  u48.8 95  39.6 28 11.7

Grade 2 Teachers 224 135 60.3 73 32,6 16 7.1
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A summary of the specific approaches to training of educational

assistants that were orgenized in the respondents' schools is presented

in Table VIII-5.

Table VIII-5

Provisions for Training Educational Assistants,
As Reported by Principals

Principals Reporting

Approach Used N Per Cent
Group Conferences 25 21.0
Individual Conferences 11 9.0
Workshops . 1h 12,0
Demonstration Lessons _ 6 5.0
Miscellaneous 18 15,0
Not Indicated 13 11.0

No treining program at school level 33 - 28.0

By far the most common form of training .utilized by the indiw}idual
schools was the group conference a.nd/ or workshdp, which was cited,
either singly or in combination, by 47 (48.0%) of the principals.
This generally took the form of a group meeting with the assistant
principal or school ECE coordinator, and was given over to a discuss_ion
of common problems, to consideration of techniﬁues of working with
small groups, or to a general orientation in some curriculum ares.
Stress was generally placed upon techniques for individua.li_zation of
instruction in the sessions conducted by the assistant principal or
ECE coordinastor; at times, another member of the school staff was the
major resource person that was called upon. In' some instances, both

teachers and paraprofessionals attended thé training sessions.,
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A smaller number (17 - 16.0%) of the principals cited individual

conferences with teachers as a technique used in training of parapro-
fessionals. Here, of course, it is difficult to separate specific }

training sessions from the usual teacher-paraprofessional conference

involving procedures to be utilized in furtherance of normal classroom
routines, specific activities in a given lesson, and the like. In a
sense, then, this is really on-the-job training, and should not be
looked upon as a formal, structured training progran.
The indications are, then, that the training program for educational
assistants tended to be more directive and more closely related to the
' immediate problems of working with children in eariy childhood giiasses
! than that directed to ECE teachers.
The training programs for educational assistants were more: formally
organized than those for teachers; thus, even the teachers tremselves
were more aware of the paraprofessional training programs thé.n the

procedures instituted for their own orientation and training. It should

be noted, however, that only & small proportion of the WC% teachers in . !

the sample were inexperienced, 4,9 per cent of teachers in kindergarten,

8.3 per cent and 12.5 per cent of first and second grade teachers

respectively.




139

CHAPTER IX

THE ROLE OF THE ECE COORDINATOR

The school ECE coordinator played a central role in the conduct of
the ECE Progrem. In many cases, her responsibilities paralleled or
overlapped those of the assistant principal assigﬁed to the early grades.
The ECE coordinator generally worked most closely with, and received the

greatest amount of assistance from, the primary assistant principal.

1. Role and Relationships

Fifty-four ECE coordinators provided information on the amount of
time they spent, on the average, in conferences with supervisors and
other school personnel; those who did not respond found it impossible
to estimate the amount of time spent in conferences., The average number
of hours per week spent in conference, as reported by the group of ECE
coordinators, was 3.1 hours. Ranking & list of school personnel in order
of the frequency of contact, the ECE coordinators provided further data

regarding their time spent in conference s a3 reported in Table IX-1.

Table IX-1

Conferences Between ECE Coordinators and Other Personnel

Personnel Mean Ranking¥*
Assistant Principal 1.34
Principal 1.96
NE Coordinator 2.09
Guidance Counselor 2.88
School Nurse, Dc;ctor | 3.09
District ECE Coordinator 3,14
School Secretaries 5.27

* Lowest ranking indicates greatest frequency of contact
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Of the 61 ECE coordinators responding, 55 or 90.2 per cent said that
their role and that of the assistant principal assigned to the primary
grades had been clearly differentiated. In each of these cases, the
working relationship was perceived as compleméntary. Areas of overlapping
responsibilities, mentioned by fewer than five ECE coordinators in each
case, were testing, guidance, placement of students, supervision and
training of teachers and paraprofessionals, and administrative duties.
One ECE coordinator commented that her philosophy and that of the
primary assistant principal differed; another indicated that oue of the
assistant principals with whom she worked was reluctant to delegate
guthority; however, these were the only negative coﬁnnents made about
the relationship between assistant principals and ECE coordinators in the
Program.

Of the 61 principals who were able tO appoint ECE coordinators, 15
(24.6%) reported that this assignment made the work load of the primary
assistant principal much lighter. Twenty-nine (47.5%) indicated that the
g >signment of an ECE coordinator lightened the assistent prinqipa.l's
workload somewhat, nine (14.8%) reported that the assistant principal's
workload had remained the same, and four (6.6%) that the workload had
become heavier.

Thirty (62.5%) of the 48 assistant principals in schools in which
ECE coordinators had been assigned found that their workloads had been
lightened somewhat by this assignment; 10 (20.8%) indicated that their
workloads had become much lighter. six (12.5%) stated that their workloads
remained the same, and five (10.4%) that they had more work to do as a |

result of the assignment of the ECE coordinator.
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Responses to this question, of course, were dependent upon the
relative complexity of school organization and the number of special
programs and innovations conducted before and after the appointment of
the ECE coordinator. Since no assistant principal regretted the
coordinator's appointment, it must be assumed that, in the case of the
gssistant principals reporting e heavier workload, new approaches and
techniques were being tried, crgeating extra administrative work
for the assistant principal.

A1l but two (59, or 92.2%) of the principals who had been able to
assign ECE coordinastors indicated that the role of the coordinator and
that of the primary assistant principel had been clearly diffeientiated.
In no case was conflict between coordinator and assistant principal
reported; two principals mentioned that the assistant principal and
the ECE coordinator shared responsibilities in working with teachers,
paraprofessionals and parents, Forty-eight assistant principals
reported that ECE coordinators had been appointed in their schools;

L6 (95.8%) stated that their roles had been clearly differentiated.

Again, although a few assistant principels reported that overlespping of
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responsibilities occurred in the areas of teacher-training and guidance of

children, the two assistant principals reporting that responsibilities had

not been clearly defined did not cite specific areas of role conflict
between assistant principal and ECE coordinator.

In short, the primary assistant principals and ECE coordinators in
the schools were able to work together, sharing responsibilities in some
areas and dividing responsibilities in others without conflict. The
appointment of an ECE coordinator generally reduced the workload of the

primary assistant principal; in cases where the agsistant principal's




work remained the same Or increased, tasks that had remained undone for

1ack of time were receiving greater attenvion.

o, Effectiveness

Each principal was asked to rate the effectiveness of his primary
assistant principal and ECE Coordinator in furthering the obj=ctives
of the ECE program in his school; 92 principals provided ratings of
assistant principals. Of the 61 principals who had ECE coordinators,
50 (82.0%) provided ratings. The distribution of ratings of primary
assistant principals and ECE coordinators presented in Table IX-2
indicates that the principals viewed them, by and large, as doing an

excellent Job.

Table IX-2

Effectiveness of AP's and ECE Coordinators in
Furthering the Gbjectives of the ECE Program, in Per Cent

N Excellent Good Fair Poor
Assistant Principal 92 68.5 25.0 6.5 0.0
ECE Coordinator 50 66.0 32.0 1.9 0.0

3. Participation of the ECE Coordinator in Planning

Of the 61 ECE coordinators, 55 (90.2%) were involved in planning for

the ECE Program for the current year in their schools. The mejor types

of activities in which they participated are reported in Table TX-3.

B .
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Table IX-3

Participation of School ECE Coordinator in
Planning of School ECE Program

ECE Coordinators Reporting

Type of Participation N Per Cent
Consulting with ECE teachers 55 100.0
Consulting with school principal on

teacher needs, class orgenization, etc. 53 96.3
Consulting with paraprofessionals i 4.5
Determining school needs for personnel

materials, space, etc. 40 72.7
Organizing workshops for parents 35 63.6
Consulting with district ECE coordinators 34 61.8
Orgenizing workshops for ECE teachers 31 : 56. 4
Organizing workshops for paraprofessionals 28 50.9

Preparing written guides for utilization
of space and materials 23 41.8
In addition, 27 ECE cnordinators reported that they had participsted
in other activities related to planning the ECE program. Most of these
(16, or 59.3%) reported the examination, distribution and demonstration
of materials, or the instruction of teachers and paraprofessionals.
Other activities mentioned included the te:/cj.ng and grouping of children

for instruction, as well as working with other funded programs in their

schools.

4, Time Allocations by Grade Level
The school ECE coordinators were requested to indicate the proportion of

their time which had been devoted to the various Early Childhood Education
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progrems in their schools. Cn the average, the group of 61 ECE
coordinators devoted 3.5 per cent of their time to pre-kindergarten
programs , 16.0 per cent to kindergarten, 40.2 per cent to Grade 1, and

28.1 per cent of their time to Grade 2. An additional 10.0 per cent

of the time of the ECE coordinators as a group was spent on activities

not related to early childhood education during the current school year.
There was, however, additional variation in the assignment of responsibilities
to the ECE coordinators in different schools; not all ECE coordinators were
assigned to tasks at each grade level. Only 13 (21.3%) of the ECE coordi-
nators were involved with pre-kindergarten programs, 43, 57, and 51

(70.5, 93.4 and 83.6%) had responsibilities for kindergarten, grade 1 and
grade 2 programs, respectively. Thirty-seven (60.7%) of the ECE
coordinators reported time devoted to activities other than Early Childhood

Education; only 2L (39.3%) devoted their time exclusively to pre-kindergarten

through second grade activities,

5, The Role of the ECE Coordinator in Teacher Training

Three quarters (46, or 75.4%) of the ECE coordinators reported that
training programs for ECE teachers were organized in their schools. Only
thirty-five (76.1%), however, participated in this training program. Of
these, 21 reported that they had spent, on the average, 3.33 hours per
week in this training program with kindergarten teachers, 35 spent a meaﬁ
of 7.34 hours per week in the training program with first grade teachers,
and 31, an average of 6.39 hours per week with teachers on the second
grade level. A total of 14.06 hours per week, on the average, was
reported spent in training or orientation programs for kindergarten, grade

i

1 and grade 2 teachers by the 35 ECE coordinators.
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The ECE coordinators worked closely with the school's primary
assistant principal; in fact, all 35 of the ECE coordinators who
participated in teacher training programs in their schools indicated
that they had received help in organizing this program from the assistant
principal,

The assistant principal, as reported by the ECE coordinators, consulted
with and advised the ECE coordinator, participated in workshops and
conferences and assisted with the organization and coordination of programs,
with materials, and with supervision of teachers, evaluation, and guidance

(See Table IX-kL).

Table IX-U

Ways in Which Assistant Principal
Helped ECE Coordinator with Teacher Training Program

ECE Coordinators Reporting

Area of Assistance g Per Cent
Consultation and advice 12 34.3

Organizing and coordinating programs,
arranging schedule changes, demonstration

lessons, etc. 11 31.4
Participating in workshops and conferences 11 31.4
Assistance with materials . 8 22,9
Supervision, evaluation, guidance 6 17.1

Nineteen of the 35 ECE coordinators who had responsibility for teacher
training programs noted the assistance of the principal in organizing
the programs; suggestions made by the principals during discussions
(37.1%) with the coordinator were the main forms of assistance reported.

Five ECE coordinators (14.3%), indicated that the principsl had organized
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or coordinated the programs; three others (8.6%) noted that the principal

had assisted with general supervision or evaluation. The District ECE

supervisor was reported to have given assistance to the ECE coordinator

in eleven cases (31.4%); suggestions and recommendations of materials and
techniques were made through discussions and demonstrations. Two ECE
coordinators noted that the District ECE supervisor had presented
guidelines for workshops to foster parental involvement and paraprofessional
training.

Many District ECE supervisors, it will be remembered, directed most
of their attention to those schools in their districts which did not have
the services of an ECE coordinator.

Teacher trainers were mentloned by four ECE coordinators as assisting
in the conduct of teacher tralnlng programs; and administrative assistant,
TESL, consultents from the NYC Division of- Personnel, and a book company,
were each cited as help_i‘ul in teacher tra.ining by one ECE coordinator
each in the selection, demonstration, and ordering of new materials and
supplles. A representative of the District Title I offlce .was noted as
prov1d1ng teacher training as51stance by settlng up tramrng sesslons
and observations in model schools. -

Although only 35 (57.4%) of the ECE coordinators responding reported

-

v having; pa.rticipa.ted in teacher training- programs in their -scho'_ols-,-,‘ 50

of the 61 (81 9%) mdicated that they had part1c1pated in teacher training

'actlvitles, apparently, many ECE coordlnators d1d not percelve the1r
. ass1stance and recommendatlons to ind:.v:Ldual teachers as be:mg pa.rt of

a formal traming program. An avera.ge of 10 36 hours per week spent 1n .
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also ranked various teacher training activities in order of the amount

of time spent at each activity. Table IX-5 presents the mean of each

activity ranked.

Table IX-5

Time Spent at Teacher Training Activities
by ECE Coordinators (N=50)

Activity Mean Ranking¥*
Training individual teachers 2.31

Helping teachers with learning problems
of individual children 2.42

Giving demonstration lessons . 3.06

Helping teachers with behavior problems
of individual children . . 3.19

Training groups of teachers : 3.21
* Lowest ranking indicates greatest amount of time spent

‘I'ne (20.0%) of the ECE coordinators reported sponta.neously tha.t the
ordering, preparatlon, and d1str1butlon of materla.ls ‘were among their
teacher training activities; ten of the 13 -who reported administrative
re'sponsibilities ’ a.lso cited the distribution of ma.teriais as among their
ta'Sks';' These activities, it seems, were among the importe.nt responsn.b111tdes

- of some of the ECE coordmators and considered to be elther a part of

their teacher tralnmg or their adm:.nlstratlve respons1b111t1es.

6 Adm1n1strat1ve Respons1b111t1es of the ECE Coordinator
| Forty-nlne (80 3%) of the 71 ECE coordinators 1ndicated that they
‘,spent t:Lme at adminlstrat:.ve tasks' 6 98 hours ’y on the average, was =
: ‘reported Adm1n1strative act1v1t1es were ra.nked by these ECE cmrdmators.

" Their mean ranklngs are reported 1n Table D(-6 S
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Table IX-6

Time Spent in Administration by ECE Coordinators

Activity Mean Ranking¥*

t Assigning personnel (including paraprofessionals 1.52
and student teachers)

: Assigning use of classroom space 1.93

Grouping classes 2,01

Ordering books and equipment 2.0l

Scheduling and arrenging trips 2.32

2,54

Writing reports
% Lowest ranking indicates greatest smount of time spent

’ ' Forty-eight (78.7%) of the ECE coordinators reported that they

\ _‘ spent time in evalustion. Of these, an average of 3.79 hours per:
week wes spent in this area. The activities related to evaluation

: wére ranked in order .of the greé.tes‘c‘ amount of time spent; the means

of these rankings are presented in Table X7,

Table IX-T7

Time Spent in Evaluation by ECE Coordinators

Activity | | esn Ranking
Grouping or i‘egroupihg | 1.55 | .
Prepai'ihg teachers for test administratidn - ' 1.83
Stulying records of children | 1.85
Constfucting tests L . 0 2413
Giviné _.teélﬁs S | N | o o ' »2.J>.9 _

" % Lowest ranking indicates ‘greatest amount of timé ‘spent
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Seven ECE coordinators also noted that they were engaged in the
observation and evaluation of teachers, student teachers, and
paraprofessionals.

A mean of 3.02 houl;s per week was spent working with parents by
45 (73.8%) of the ECE coordinators. Ranked in order of the greatest

amount of time spent with parents, these activities are reported in

Table IX-8.
Table X-8 |
Time Spent with Parents by ECE Coordinators
Activity ’ Mean Ranking¥*
Conferences about individual pupil 1.ko
Relationship between pa.re.nt and teacher 1.68
Interpreting school program }, ‘ 1.81

* Lowest ranking indicates greatest amount of time spent

Other activities in which the ECE coordinators noted that they
engaged in with pa.rents_ included workshops and group conferences. One
school ECE coordinator reported that she was highly involved with the
District-wide program to foster pa.renta.i involvement and that most of

her time was spent with parents.

7. The Teaching Rele of the School ECE Coordinator
In some schools, the ECE coordinator taught classes in the ECE
program on a regular schedule;_ in others, she substituted for absent

classmom, ratio, or cluster teachers on rare occasions. In 29 (47.5%)

of the schools in which there wé.s an ECE coordinator,' she ‘had no direct .

‘teaching role.
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Although 32 (52.5%) of the 61 ECE coordinators responding reported
that they spent time in teaching, only 24 (39.3%) were scheduled on &
regular basis for total class, small group, Or individual instruction.
Of these, five spent 15 hours per week or more teaching children; and
were less involved with teacher training, administrative, and other
duties. The teaching role of the eight ECE coordinators who did not
teach regularly was limited to demonstration lessons or series of

demonstration lessons in the presence of classroom teachers.

T,

8. Summary

The ECE coordinators, as & group spent their g.z.-ea.test amount of
time in teacher training, (8.49 hours per week) and perceived that to
be the area in which their greatest contribution to the program was
made. Administrative duties, particularly the selection, ordering,
distribution and demonstration of materials and equipment absorbed
the.next largest portion of the time, (5.61 hours per week) of the
coordinators as a group, and were regarded, after teacher training,
as the area in which greatest contribution had been made.

Approximately half (52.5%) of the coordinators reported teaching
duties; this group was more involved in teaching than with administrative
responsibilities,

Table IX-9 summarizes the data regarding the ECE coordinator's

participation in the various activities of the SECE Program.




151

Teble IX-9
ECE Coordinators Reporting Participation in Various Activities

Coordinators Participating

Activity N Per Cent
Teaching 32 52.5
Teacher Training 50 82,0
Administration 49 80.3
Evaluation - 48 | 78.7
Conferences with School Personnel 52 85.5
Parents 45 - 73.8

The ECE coordinators reporting responsibilities in these areas spent
varying amounts of time in each area, The hours per week spent in each
area, is presented in Table IX-10 in terms of the mean number of hours
spent by those actually participating, and in terms of the mean number

of hours spent by the group of ECE coordinators as a whole.

Table IX-10

Mean Hours Per Week Spent in Various Activities by ECE Coordinators

Of Those Reportiag » of the Total Group
Activity N Meen Hours N Mean Hours
Teaching - 2 sl 6Lk
Teacher Training 50 10.36 - 61  8.49-
Administration b 6.98 6L 5.61
‘Evaluation = 48 - 3.79 - 2.98
Conféf_’gﬁces with o S o - S
School Personmel . 52 3,25 ' 6l 2.77
- Pa.;‘éﬁtsl By w5 302 - e 2.3
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The ECE coordinators ranked these areas of activities in order as

to the areas in which they were able to make the greatest contributinn
to the ECE Program. The mean rankings assigned by the ECE Coordinators

to these areas are presented in Table IX-1l.

Table IX-11

Greatest Contribution to ECE Program by ECE Coordinators

Areas Mean Renking by ECE Coordinators
(N=61) * |
Teacher Training 1.90
Materials and equipment - 2.90
Contacts with supervisors 3.01
Administration : 3.22
Contacts with parents | 3.68
Evaluation 3.78

v Ay & e it T e m
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* Lowest ranking indicates greatest contribution
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CHAPTER X

THE ROLE OF THE PARAPROFESSIONAL

The evidence presented thus lfa.r in this report indicates that the
presence of the paraprofessional assistant in the early childhood
classroom has helped to strengthen the educational program, either
through direct teaching of a small group or through individualized
remedial work with the slower children. The pa.raprofessioha.l also
contributed to the program indirectly, by feiieving the teacher of
routine chores, such as the i)reparation of materials and maintenance
of records, so that the teacher wé.s' able to. devote more time and
attention to teaching.

The pararrofessional obtained most of her training '"on-the-job,"
or in workshops or training sessions difectly oriented to classroom
functions., Thuis, the amount of experienée thé_ paraprofessional had
in her role directly affected her usefulness and her ability to take
over routines and teaching functions. According té one assistant
principal, "the para.professiona.i has been an invalugble asset in the
early childhood classroom. We try to be sélective in hiring .our'
educational assistants but we have found -i-_,hére is tremendous turnover.

Perhaps with a better pay scale and an extension of the Career Ladder

Program to include many more paraprofessionals, the staff may become
‘more stable, With stability, our educational assistants will be a
more experienced group, and, therefore, a more capable group. Although

I do appreciate ‘the ekf_cra. materials and “sup'p;'ies which the Strengthening

~ Early Childhood Program has given the schools I would prefer that ‘money. -

spent for _materiéls' and suppliés be u_sied‘ to build up the Career Ladder |

T T
o '




Program. The presence of the Educational Assistant in the classroom is
o far more veluable item than all the extra materials.”

Of the 331 paraprofessionals responding to the questionnaire, 309
(93.4%) reported previous experience as an educational assistant or
teacher aide; of these, a mean of 2.43 years of experience was reported.
Despite reports of high turnover and dissatisfaction with the employment
situation, particularly the lack of security and adequate compensation,
the schools appear to have build up a relatively stable, dedicated staff
of paraprofessionsals.

Thus, in the three years since the SECE Program was first instituted,
the paraprofessionals have becaome a valuable, if not indispensablé part
of the Early Childhood Program. Many teachers, in fact, take their
assistance for granted, not realizing that the paraprofessional is a
part of an innovative, experimental program. Most teachers who had
the assistance of a paraprofessional regarded that help as contributing
most to the Program (58.9% of all the kindergarten teachers, 64.9% of
all first grade_and 56.3% of all the second grade teachers cited this
assistance); others cited the small group and individual instruction
which were, again, facilitated by the presence ofthe‘;m:apnofessional.

In genera.l, paraprofessionals were of most help in relieving teachers
of routines, preparing materials end teaching children; the'emphaéis .
gradually shifted from heip with routines and materials to teaching in
the‘first und second grade.

Iable X-1 p;gsents‘a distribution4pf‘responseskpf teachers invregarq
to phézqrgggzof_asgistqnce;»thgseﬁpesponsesvwére_discussed,_also,_in.the
chappgrsxpégarding'thg effectiveness:of thglPrpgrgﬁ,at the:gifferenﬁjgrade

levels. .
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Table X-1

Aspects of the SECE Program in which Paraprofessionals Were
Most Helpful, as Reported by Teachers

Per Cent of Teachers Citing Aspect

Aspect of Program Kindergarten Grade 1 Grade 2
Controlling behavior of children - 33.5 35.3 27.7
Teaching children L1 58.3 68.6
Keeping records o 31.8 26.6 40.1
Preparing meterials - 87.2 56.1 53.3
Hanlding audiovisual materials 7.3 13.7 10.9
Relieving teachers of routines, etc. | - Th.9 65.5 62.0

Table X-2 presents the responses of the adininistrators and coordinators
in regard to areas of paraprofessional assistance; their perceptions do

not differ from those of the teachers',

Table X-2

. Aspects of the SECE Program in which Paraprofessionals Were
Most Helpful, as Reported by Administrators and Coordinators

Per Cent of Persomnel Citing Aspect

: District ECE Assistant School ECE
Aspect of Program - Coordinator  Principal - Principal Coordinator
Controlling behavior . '
of children Lo.0 ho,5 - 3hb b2
Teaching children - 87.7 - 66.0  50.0 159.0
Keeping records ' -~ = 0.0 . 9.k 16.6 . 22.9
Preparing materiglg____ : . 60.0. - 622 ‘5_5'.'.5. o . 54,0
. Hendling sudiovisual -« S -
materdals . 0.0 132 " 1550 6.5

_Relie\'ring' téachers | S o _ x ' I
-of routines - o 877 . 821 73.3 . T78.6
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The paraprofessionals themselves were asked, on the questionnaire,
to "write in" their most important duties. Although & wide range of
sctivities was reported, the perception of the paraprofessionals in
regard to their responsibilities did not differ from those of the
professional personnel; the responses reveal a similar distribution.

Tt was decided to report the paraprofessionals' responses in a more
comprehensive manner, however, providing & more detailed perspective of
the paraprofessionals' activities in kindergarten, first, and second .

grade. Table X-3 presents these responses.

Table X-3
Assistance to Class Group, As Reported by Paraprofessionals
Kindergarten Grade 1 Grade 2

N Per Cent N Per Cent N Per Cent

Help with routines,

snacks, money 42 28.8 12 12.5 9 10.3
Help with trips, library,

errands within school 7 L.8 4 L.2 6 6.9
Help with clean-up, : .

housekeeping, free play 15 10.3 =~ 1 1.1 0 0.0
Covering class, N .
 keeping order . 4 9.6 1k 1h.6 12 13.8
Preparing materials 32 21,9 25 260 - 12 13.8
Handling audiovisual _ _ | :

materials 6 L. 2 2.2 0 0.0
Clerical work, attendance _ .
~ records o 4o 27.4 32 333 23 26.4
»Di»spla.ying chj,-lgiren's work, o N

decorating room 13 8.9 13 13.5 10 11.5 .
Bc_aading grdup'or : o ' o , SR o
“readiness activities | 12 8.2 43 44,8 - 31 35.6

(Continﬁéd) i
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Kindergarten Grade 1 Grade 2

N Per Cent N Per Cent N Per Cent

Mathematics group 8 5.5 15 15,6 20 22.9
Other language arts instruction 47 32.2 22 23,0 17 19.5
Planning with teacher 5 3.4 0] 0.0 2 2.3

Gave children confidence,
affection, attention,

reassurance 13 8.9 8 8.3 6 6.9

Help with health records,
A tests, problems 8 5.5 1 1.0 7 8.0
| Remedial instruction - slow

learners, absentees 21 144 16 16.7 22 25.3
Advanced work for able pupils 1 0.7 0 0.0 2 2.3
Grading of papers, homework,

workbooks 1 0.7 15 15.6 18 20.7
Individvualized reading, ‘

mathematics 12 8.2 20 20.8 12 13.8
Help with teacher-initiated _

parent-teacher communication U4 2.7 2 2.2 0 0.0
Help with parent-initiated

parent-teacher communication 2 . 1.h4- 1 1.1 Y 4.6
Help improve parent-teacher

commnication 7 48 - 6 6.3 3 3.4
Alert teacher to community

and individual needs - 5 3.4 1 1.1 3 3.b
Translate for teacher and ‘ _

non-English child and parent 3 2.1 L 4,2 3 3.h
Teach English to non-Engllsh v : o

speaking child . - 8 5.5 7 7.3 5 5.7 |
General help for non- Engllsh L o . : o S
: speaklng child - 13 8,9 - 6 6.3 Lk L6
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Although most of the paraprofessionals were assigned full time to a
single classroom, they frequently had other school responsibilities to
fulfill When added to part1C1pation in training programs or the Career
La.dder Program during school hours, the time spent at out of-classroom
duties reduced the number of hours actua.lly served on classroom duty.
Table X-4 presents _the responses of the paraprofessionals regarding the

"out of classroom" duties to which they were assigned.

Table X-k
Out of Classroom Duties Reported by
Paraprofessionals

Kindergarten Grade 1 Grade 2

N Per Cent - N | Per Cent | N  Per Cent
Bus and Hall Duties 26' 17.8 | 22 | '22.'9 pL 16.1
Lunchroom : “ 9 62 35 36'. 5 28 32:2
School Libra.ry B A' 2 Ly 5 5.2 B '2.3
Sehool Office _ Y 8.2 6 6.3 | 5 5.7
Duties in More than : | | - B |

One Classroom | 2 1.4 10 10.b 1 12,6

No Outside'Duties 100  68.5. . 18 18.8 27 " 31.0

In general, para.professional_s asSigned to kind’erga.r'ten' classes were
not requested to fulfill many other responsibilities, while most of
those serving first and second grade classes had other duties which-cut '

into classroom time. (A paraprofessiona.l serving on lunchroom duty, of

L course, must take her own lunch hour dura.ng class time )

One problem noted by paired tea.chers was ‘that the “diff‘usion of '
authority“ between two adults of equal authority in the cla.ssroom

confused the. chlldren, _and had a detrimental .effe_ct on their behavior.




This difficulty was rarely noted in teacher-pavaprofessional situations.

The suggestions made by paraprofessionals for improvement of the

program included the institution of joint workshops and conferences for

teachers and pa.raprofess:.onals and the pla.nnn.ng of the instructional

program as a team (teacher and paraprofessional). Of the 68 suggestions

made regarding teacher-paraprofessional conmrunication,ﬁB (70.6%) were

made in this regard. Some paraprofessionals, however, indicated that

they were included in planning; one stated that she knew she was helpful

because the teacher "includes me in planning, and we work together on

everything that is done in the classroom," another, that "we work

together and she plans her program so tha.t we both fit in, and the

children look up to both of us." .

In genera.l, the problems wh:.ch the paraprofessionals stated were

| associated with the early childhood education progrem in the schools

reflected attitudes which were not critical of the school program, bu‘d

| indicated an awareness of the same difficulties which have long been

recognized by profess1ona.l personnel, few of which are under the dlrect

~ control of the school.

Table X-5 presents the perceptions of the responding paraprofessionals

regafr.ding problems in the SECE pfogra.m in the classrooms to which they

had been assinged. -
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Table X-5

Problems in the Classroom, as Perceived by Paraprofessionals

Behavior of disruptive or
) disturbe‘d children

Special needs of non-English
speaking children

Lack of parental involvement
Overcrowding

Insufficient materials, fa.vcilAities
Teacher-paraprofessional commnication
Out-of-classroom duties

Other |

No problems

Paraprofessionals Reporting

N - Per Cent
5k Lo.6
19 14,3
15 - 11.3
9. 6.8

(. 5.3

p) ' 3.8

3 2.3
10 ' 7.5
11 . 8.3
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CHAPTER XI

PARENT INVOLVEMENT PROGRAMS

i

!
H

1. DPrograms Organized at the District Level',"'

Nearly all of the 15 District ECE Super};isors responding to the
questlonnalre (13, or 86.7%) reported that programs to foster parental
involvement in the education of their young children were orga.mzed by
their districts., Their descriptions of these p_rograms, however,
indicated that, with few exceptions, these parent involvement programs
were organized and conducted in the individual schools. Two District
ECE Supervisors had the assistance of paraprofessional 'Parent Program
Assistants" who organized workshops, brought in spee.kers; _a.nd took
parents on educa.tlona.l and cultural trips. In a.noﬁher district, a
Parent Program A331sta.nt worked primarily with the fa.mlly assistants
on the pre-kindergarten level; four dlstrlct wide sessions were held
to share the ideas, techniques, and resource information of family
a.ssista.nte assigned to each school. | |

In several schools in which fhe position of ECE coordinator had been
filled, workshops were held for parents on an on-going ba.sis _under the
direction of the school ECE coordinator§ one District ECE Supervisor
indicated that she organized parent workshops irr those schools that did
not have the services of an ECE coordinator. ~ Another District ECE
Supervisor reported that efforts by the district to organize a parent
involvement program & few years ago had fa.iledf however, she conducted

parent workshops on ea.rly chlldhood educa.tlon when requested to do so

by the schools. In a.nother dlstrlct the District. ECE Super\rlsor worked

with personnel within each school to coordinate their own several parent
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programs; most District ECE coordinators deécribed _the various parent
involvement activities organized and qonducted within the individual
schools as having been organized 5y the district.

It is not surprising that the District ECE coordinators, who -
perceived the parent involvement programs as organized by the district,
also rated the effectiveness of the programs highly. Of the 15 District
ECE coordinators who provided ratings, 3 (20.0%) rated them as excellent,

8 (5‘3.3%) as good, and 3 (20.0%) as fair.

700

' 2. Programs Organized at the School Level

Principals, assistant principals, and teachers in the sample of
participating schools were asked to provide information regardin.g
the implementation and effectiveness of Parent Invol\lrement Programs
organized within the individuai' schools. In Teble XI-1,. the extent to
which pi‘ogranis were org_a.nized in schools, as .reported by several"\.'.a.tegoriés
‘of personnel, is summarized, It is evident tha.t-eithef’many teachers '
were unaware of the existence of a >progra.m of paren‘b involvement in their . .
schools, or that they failed to cons1der what was being done in the

| way of seek:n.ng to involve parents as equlvalent to a "program."

Table XI-l

Parent Involvement Progra.ms in Partlclpe.tlng Schools '

Progra.ms Conducted No Progra.m . No Resp‘onse

As ieported by N Per Cent’ N Per Cent N Per c¢ht
Pr1n01pa.l (N—106) 9% o .814.9:{.l_. 13  _12...3_ 3 2.8 |
vASS1sta,nt Pr1nc1pa.l (N—90) T2 80.0 B 1;7 _ _.18.»:9-_ 1 . l.l
Klndergarten teachers, (N=185)A. 107 ' 57.8 S ..l+1.6 1 .5
Grade 1 teachers (N_zho) 129 538 1ot l}h;é b 1.7

- Grade 2 teachers (N_zeh) - 1123".;.7‘. 5145 '* 92h11 'll.bv hS :




(Teble XI-2).

Table XI-2

as Reported by Principals (N=106)

Activities to Foster Parent Involvement,

Approach Used - - -_ ' N
Workshops | 46
Parent Association meetings _ 36
Social Activities (teas, etc.) | 17
Trips | | _ | 9
Mothers Clubs . .. L
Family Rooms | .8
Family Assistants, Social Workers ” 11
Parent Educat“ion" program - oy
" Classroom Ob'sérv"at'ioﬁs e . 15
' i’ai‘ent;‘feacﬂef' conferences - R 9
Di‘stri‘putiori of Br‘oc:'.hu._res‘ A o SR 5
Miécel;aneoué | e ) ) B . - 6"

| Not indleated 6
No ?a.re’nt. Involw._r'emenﬁv' Proéié_m- | - o v13'

Parent involvement programs in the individual -»schoolé, took many forms.
Principals, who described the nature of the Parent :Involvement Programs
in their schools, indicated that workshops (43.4%) and parent meetings
(33.4%) were the most common type of prdx}ision made to foster parent
involvement. Social activities, trip~s and mothers' clubé, were also
organized in 28.3 per cent of the schools; The provision of a family
room was reported by eight (7.5%) of the principais; in eleven (10.L4%)

of the schools, family assistants and social workers worked with parents

Principals Reporting.

- Per Cent
43k
~33.h.
16.0
8.5
3.8
7.5
0.k -
3.8
4,2 -
8.5
4.8
s.7
5.7
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The Parent Involvement Progrems were rated by principals, assistant
principals, and teachers in the sami:le schools. The effectiveness of the
programs for parental involvement in the participating schools, as

perceived by these administrators and teachers, is presented in Table XI-3.

Table XI-3
Ratings of Effectiveness of Parent Involvement Programs

Per Cent of Personnel Assigning Rating

, , Very ‘No-
Rated By ' Excellent Good .Fair Poor DPoor Response
Principal (N=92) 12,2 411 38.8 kA 1.1 2.2
Assistant Principal (N=T72) 18.1 43,1 26.4 11.1 1.b 0.0
Kindergarten Teachers .  10.3 34,6. 22.4 18.7 .9 13.1
(N=107)

Grade 1 Teachers (N=129) 7.0 30.2 31.8 10.9 3.1 17.0
Grade 2 Teachers (N=122) 4.1 37.7 27.0 12.3 3.3  15.6

In genera.l, special prograxrs des igned to foster parental involvement
>dld not recelve hlgh ra.tmgs for ef‘fectlveness. Many principals and : T
assistant principals noted that a.lthough the progra.ms were well pla;rmed,
a.ttenda.nce wa.s very poor.

Responses to a questlon dlrected to tea.chers, concernlng the effect

/

of‘ the SECE Program on the tea.chers rela.tlonshlp to parent a.nd

communlty, are of mterest here. These responses ‘are suxmna.rlzed in

Table XT-b. | o lﬂ,' N

7 L, N .
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Table XI-U

Perceptions of Teachers in Regard to Effect of SECE Program on
Relatlonshlp of Teacher to Parents and Community, in Per Cent

Program Had  Program Had Not

N - Effect No Effect Sure
Kindergarten Teachers 185 62.7 - 4.1 23.2
Grade 1 Teachers _
Paired 76 6.8 22, 40.8
Single with Paraprofessional 117 4o.2 28.2 31.6
Single, No Paraprofessional 40 40.0 22.5 37.5
Total Grade 1 Teachers(8) 210 40.4 2k .6 35.0
Grade 2 Teachers ‘
Paired | ) L0.8 2h.5 34.7
Single, with Paraprofessional 119 45,4 -31.1 23.5
Single, no Paraprofessional - 46 45,7 15.2 39.1
Totai Grade 2 Teachers(P) 22l 42.9 26.3 30.8

(a) Includes 7 ratio teachers
(b) Includes 10 ratio teachers

The schools spe01al program of parent 1nvolvement was generally noted |
more frequently and rated more highly by the klndergarten teacher than

by teachers in grades l and 2. Slmllarly, klndergarten teachers V1ewed

the total effect of the SECE PrOgram on parental and communlty relatn.onships
more favorable tha.n the1r colleagues in the other ECE grades 5 62 7 per cent
of the k1ndergarten teachers felt that the Program had been effectlve in
this respect s &S 0pposed to approximately hO per cent of flrst and second
grade vachers. | o

It should be noted that many teachers 1ndicated that the paraprofessional
was able to “act as a liaison in interpreting the school's program to the |

parents " and in mterpreting the connmmity to the teacher. (“The para-

" professiona.l has been . able to :Lnform me as to the needs and feellngs of

:'I"‘
b
i
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the community of which she is a resident.")

To many teachers, the paraprofessional was an important factor in
the development of sound relationships witl_n parents. According to one
kindergarten teacher, "parents feel more comfortable relating to the
educational assistant since they know her as a member of the community.
This had had the effect of bringing more parents into the classroom to
observe our program, and has brought about a warmer relationship
between parent and teacher." A teacher of a second _gl;ade class »reports
"my pafaprofessional has helped.,very much to create a warm rela.‘cionshi?
between the parents and me." Another teacher reported "I spend more
time now in the commmity just chatting with kids and parents - it's
a tentative tie that will grow stronger buf I'felel encouraged because
the paraprofessional helped me feel good about getting more involved
with parents."”

Avenues of communiéa.‘cion do seem to be opening, nof throﬁgh specially
designéd parent workshops, but léss formally through the teachers, -
'pe.r‘cicularly those to whom paraprofessional assié‘cance is afforded. It
should be noted, however, that some' teachers may not be prepared to .
cope with the problems that will invé.riably accompany this communication.
Thus, .one teacher recommends "a program of .educafion, for newly arrived
perents, telling them héw to bbta._in, medical and éocia.l services, i‘ree
sc_hool lunéh, lega.l advice,. and‘:‘medicalia,s'si.sta.nce. I had seffefa;l l, farénts
come". to me"wivth" émblgms "- sick childréﬁ, no 'héa‘c‘ in‘wj.n‘cer, ’lo's,‘c_- jobs;
ete, " _0bviou$ly,‘ this .‘qeé@et,.éﬁd,nahy others like her, -vnéedh‘elp o

in le.a;rninfg: how to work: with: parents. - .:
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CHAPTER XII :

SPECTAL PROVISIONS FOR NON-ENGLISH SPEAKING CHILDREN

Many children in the SECE Program, mainly of Puerto Rican background,
face a special roadblock to learning the prerequisite of learning to
understend and communicsate in English as a second language in order to
function academically. Special provisions made in the school program .

to accelerate the learning of English, would certainly be considered

"in the interest of achieving the goals of the SECE Program. Assistant

200"

principals were asked, therefore, to describe the special arrangements
which had beer. made in their schools for the teaching of English to
children in the early grades who spoke English haltingly or not at all.
In all, 78 assistant principa.ls provided estimates of the percenta.ge

of children in their schools who spoke English ha.ltingly or not at a.ll.
The mean proportion of children in each grade level who were reported
as failing in this category were as follows: . kindergarten - 19.7 pe'r
cent; first grade - 17.8 per cent; second grade - 15.1 per cent. .In
12 additional schools, the ‘assistant principals were una.ble to provide
estimates‘.of the non-English speaking children on register, a.lthough

they reported that there were indeed such children in attendance, and .

described the special actiVities tha.t ‘had been arranged for them.
All of the schools which non-English speaking children attended
-' ma.de some special provision for teaching English to them. ~ In 55 (70. 5%)

of the schools 5 professiona.l personnel, either & non-English coordina.tor

“or a teacher of" English as a Second La.ngua,ge (TESL), or both, or a
bilingual teacher assigned as a cluster teacher worked with small groups

of non-English speaking childrer, usua.l]y on & regu.la,r schedule. In some
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schools, the children received this service daily; in others, weekly. In
most schools, children in ECE classes shared the services of the NE
coordinator and the TESL, who tended to focus their attention on children
in the higher grades, where the need to learn English was felt more
acutely. Few kindergarten children received the attention of these
specially trained and skilled personnel.

Placing the young non-English speeking child in a classroom served
by a Spanish speaking adult provides a means of overcoming the language
barrier. Not only can such an adult explain routines and tasks to the}
new arrival, but she can help him learn, using Spanish if necessary,
and bolster the child's self-esteem during this difficult time by
providing encouragement and a model of bilingual ability.

Blllngual paraprof=ss1onals aSS1gned to ECE classes were cited by
34 (43, 6%) of the assistant principals as a major resource in the teaching
'~ of English as a second Ianguage. In 1b (18.0%) of the schools, bilingual
paraprofeSS1onals were employed under separately funded programs, “such -
as the "Language Helper Program", in whichtbilingual parapmofessionals
were specially trained and met with small'groups'of'non-Emglish speaking
chlldren. In 11 (1k. l%) of the schools, classroom teachers were ”
responsible for teachlng Engllsh to these chlldren' speclal “language
emphas1s“ lessons were given da1Ly in nine of these schools.l Only rarely

were speclal classes formed for chlldren learnlng Engllsh as a second

language.‘

R 4
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CHAPTER XIII

RECOMMENDAT IONS

In the opinion of the evaluation team, the program to Strengthen

Early Childhood Education in Poverty Area Schools should be recycled.

This recommendation, however, does not mean that the program, taken as

a whole, is not without weaknesses. There are some elements in the program

that have very positive e%?ects; there are others where the effectiveness

of current practices may be questioned. The discussion that follows is

directed to a consideration of relected aspects of the total program, and

to the development of a series of recommendations which, it is felt, will

serve to improve the existing program.

1. Program Organization

At the present time, the SECE Program operates, in large measure, on'

a decentralized basis. The individual district superintendents are given

cons1derable leeway in organiZing classes and aSSigning personnel Within

the general guidelines established by the Board of Education. ThlS

constitutes an excellent arrangement, and 1t should be continued as the

Program is recycled

The members of the evaluation team feel, however, that this process
of decentralization should be extended still further, and that the |

individual school be given cons1derably more freedom to organize classes

and assign personnel in accordance With its needs, as deternuned by its

i

own administrators and staff. At present the district office may
'Virtually control the total organization of the. ECE classes in & given
school by Virtue of its control of personnel' in many instances, principals

felt that the pattern of organization mandated in this fashion was not as
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suitable for their schools as some .other approach might have been.

It is highly likely that, had the individual schools been given
greater freedom in class organization by the local district, fewer
paired classes would have been established. In. too many instances, this
approach to reducing class size or pupil-teacher ratios proved to be
ineffective. Téa.chers, in some cases; found that conflict deveiope'd
when two persons of equivalent authority sharéd a room§ 'equal_ division
of responsibilities was a difficult task; childién, at tinies, found the
situation confusing. _Pe'rhaps most damaging was the need to supervise
extremely large gfoups wheﬁ one‘teacher was out of the room, for a
preparation period, for lunch. or for some other reason. Many i:eé.chers
reported that, in effect', they taught a class of 40 éhildren for more
tha.n“ haJ_f a day, when assigned as a pa.iréd tea.éher.

The observers would hésitate to recommend the abolition of paired
classes in every instance; in some s.chools s the pairéd class was é.
highly succ:essf‘ul‘énfity; they wouid reconimend, howevér, thé.t the
individual school be given érea.ter latitude iﬁ determining wﬂe;cher it
should organize paired classes, in ineeting the standard of 4O per cent
of classes at & maximum level of 15 in grade 1 or 20 in grade 2.

One other concept in the total 6rga.nizationa.l structure of the
SECE Program needs considerable clarification - the "patio" or
"cluster'" teachers. In many of the individual schools, the classroom
teacher is cox?pletely unfamiliar with these terms,' and often uses
them interchangeably with such terms as "quota'" teacher, "above quota'
teacher, "absence" teacher, or "prep period" teacher., In other schools,

where the meaning of ratio teacher is clear, their use in the classroom

leaves much tc¢ be desired. The ratio teacher, in such cases, tends to

174+




be used as a replacement for the classroom teacher during lunch, "prep"

periods, a.d;ninistrative assignments, and the like. It was unusual to
find the ratio or cluster teacher being used as a member of a team that

was charged with respons.ibility for the activities of a group of children.

Recormendations

8. Extend decentralization of the SECE Program from the local school
dlS'tr:LC't to the individual school, by permitting the school
greater leeway in organization of SECE classes and assignment
of personnel, in accordance with the needs of the school.

b. In organizing ECE programs in individual schools, the inclusion
of paired classes within the total organizational structure
should be approa;ched cautiously; a decision to orgenize such
classes should be based upon the combined judgment of the
administrative and teaching staff of the school, and should not
be mandated by the local school district.

| c. Individual school principals should make the role of each staff
member within the ECE program clear to all other staff members;
in pa.rticuia.r, the duties and f‘unctions of the '"ratio" teacher

must be clarified, eand a program in which the ratio teacher is

utilized as a team member, rather than as a replacement, must be.

developed.

2. The Kindergarten Program

Of all the aspects of the kindergarten programs observed, instruction

in content areas, such as mathematics, science, etc., were observed less

frequently and rated less highly than any other aspect of the Program. It




would appear that opportunities to achieve the objectives of the SECE

Program in language and concept deveiopment have been lost in the failure
to organize well structured Programs vin content ‘area.s, which would provide
experiences upon whivch language léa.rnings are built and reinforced. Therev
are a wealth of materials available fbr'COncept development in these areas
for young children; it might be of value to utilize the ratio or cluster
teacher as a resource peréon in these content areas. This approach migh't
well serve the dual purpose of increasing the effectiveness of the ratio

of cluster teacher (which was not rated highly in the present study') and
of reducing what to many teachers was the éresent overemphasis on reading
and reading readiness activities on the kindergarten level.

Play and learning, for children of kindergarten age, genéraliy merge,
particulariy if the child has the opportunity to pia.n his activities.
Although the play activities in which the children participating in the
SECE Program engaged were generally rated as excellent, the ratings of
the observers indicate that opportunities for planning were rarely provided.
The picture presented by the observer is one in which the teacher is firmly
in command of the selection and pla.ﬁning of activities in which the children
engaged, and that, for the most part, the children were directed to quiet
play and language development activities. Although the children enga.ged
in conversation with the teacher, the paraprofessional, and with each
other freely and without restraint, structured situations, in which
language was developed around a common expérience, were not encountefed
frequently. The ra.tings_ assigned by the observers indicate that the
teachers' and other adults' use of experiences to develop observation and

verbalization was less than "good." The development of structured and

7
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sequential experiences that combine play and learning in content areas

might well benefit the program on the kindergarten level. The activities
described in existing Bulletins prepared by the Bureau of Curriculum
Research, if impiemented, would go far to improving the effectiveness of
the Program on éhis level.

Turning from the instructional aspects of the Program to an
administrative consideration, it had been expected that a larger
proportion of non-English speaking children would be found in kindergarten
classes, and decreasing proportions in first and secomd grade. On the
whole, such a gradual decrease was noted, but in one-fourth' of the schools
with a population including non-English speeking children, the proportion
of children learning English as a second langasge actually increased between
kindergarten and first grade. This, of course; reflects 'flhe failure of
many parents to enroll their children in kindergarten. Yet, even with
the best of intentions, the SECE Program cannot provide for children
who do not attend.

The problem of non-attendance was noted frequently by first grade
teachers, who often referred to children who entered school in the first
grade as "street" children, or ''children from the street,” a particularly
unfortunate term. Many children who had not been exposed to a kindergarten
experience evidenced difficulty in first grade; almost 15 per cent of
first grade teachers felt that one of the major determinants of the
child's reading progress in that grade was his attendance or non-
attendance in kindergarten. Many of the teachers indicated that they
had not been prepared to éope with the problems presented by these children.

Admittedly, the problem of non-enrollment is not an easy one for the

B Ve
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school to zolve. In view of the pressing nature of the problem, however,
the schools must take every step they can to insure that many children
who are eligible for kindergar-ten:as possible are permitted to register.
This would entail the elimination of waiting lists for enrollment in

kindergarten in all poverty area schools.

It may be possible, too, to enlist parents in a program designed

to stimulate enrollment and regular asttendance, The school's parent
involvement program might inlcude such activity as a segment; certainly
the services of family assistants, if available, might be utilized to
this end. Where possible, special provisions might be made for children
whose parents must leave for work at unusual hours; some schools already
have special arrangements for the care of children before or after the
kindergarten session. Flexibility in scheduling is to be encouraged, as

is parental involvement in child care ventures.

Recommendations

a. Modification of the existing emphasis in current kindergarten
programs, to include: |
(1) Reduction of emphasis on reading readiness end/or reading
activities, to be replaced by
(2) Greater emphasis on structured and sequential activities
in content areas
b. Exploration of the use of ratio teachers as resource personnel

in content areas

c. Greater implementation of existing curriculum bulletins

applicable to ECE classes.
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d. Elimination of waiting lists for admission to kindergarten in
poverty area schools

e. Exploration of the use of family assistants and of parents in
a program designed to improve kindergarten enrollment

£. Permit wide measure of flexibility in organizing time schedules

of kindergarten classes to permit increased registration

3. The Program in the First and Second Grades

To some extent, observations of the program as it was developed in
the first and second grades led to much the same conclusion as observation
of the kindergarten program - the teachers tended to function more
adequately in the content areas, such as social studies, mathematics, and
science. Here, too, the major emphasis on reading achievement seemed
to have been achieved at the expense of other areas of learning.
Recommendations on this level, then, would be much like those presented
for the kindergarten level.

It was quite evident to the observers that the overall quality of
teaching on the first grade level was somewhat below that noted in
kindergarten clases, and that the quality of teaching in second grade
was below that in first grade. In particular, grouping for instructional
purposes was far from common. For the most part, total group instruction
was the prevailing approach. The indications are, then, that a large '
proportion of the teachers are in need of furthering training in some
areas - in providing for individual differences, in drawing on the
experiences of children in lesson presentation, in providing for follow-up
activities, in integration of curriculum areas in instruction.

A definitive judgement of the relative effectiveness of various types

e
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of class organization (paired teé’l,chers, single teachers with paraprofessionals,
single teachers without paraprofessionals) could not be made on the basis

of the data available. There are many trends within the da.té. that lead

to the conclusion that there are many advantages that accrue when first

and second grade teachers are afforded the services of a paraprofessional,

and that many difficulties accompany the organization of paired classes.
Differences may be seen in the reactions of observers and the expressed
attitudes of participants. Again, the indications are that the practice

of organizing paired classes should be examined very critically by school
administrators and staff before a final decision is made to utilize this

pattern of organization.

Recommendations

a. Modify existing emphasis in first and second grade programs, to
include:
(1) Reduction of emphasis on the mechanics of reading
(2) Greater emphasis on structured and sequential activities in

content areas

b. Explore the use of ratio teachers as resource personnel in content
areas.

c. Provide for greater implementation of curriculum bulletins dealing
with ECE classes.

d. Provide a comprehensive program of teacher training on the first
and second grade levels. One element of this program should be
directed to training of first grade teschers to work with children

without previous experience in school.
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e. Undertake & very critical examination of prior experience with

paired classes prior to establishing class organization for the

coming school year.

4, Training Programs

In general, training programs for personnel associated with the SECE
program tended to be poor. Indeed, in many schools, training programs for
teachers and paraprofessionals were non-existant, iq spite of the school
principals' assurance that they were. In some cases, newly-appointed
teachers were unaware that they were participating in a training program' -
it is not surprising that they failed to consider the monthly conference
a training session, as did so many principals.

The complete lack of training programs in virtually one-fourth: of
the schools, and the weaknesses noted in such programs as were in

existence, leads to the following recommendations :

Recommendations

a. Organize effective training programs in all schools for teachers
and paraprofessionals participating in the SECE Progran.

b, Budgetary allotment should bte made available for the services
of a teacher trainer, who would work with the principal and with
the assistaat principal in charge of ELCE classes to formulate a -

program designed to meet the needs of the participants.

5. The Role of the School ECE Coordinator
Ir. the early stages of the SECE Program, the position of school ECE

Coordinator was mandated, and provision for such a position was made in

determining the organization of t:.:e ECE program in each school. In the

1969-1970 school year, provis’on of such a position was permissive, and

181



177

many districts (and/or schools) elected to organize without providing for

an ECE coordinator.

In the opinion of the evaluation team, thé failure to mandate
aséignment of an ECE coordinator in every school participating in the
Program was an error. The services of the ECE coordinator, particularly
within the area of teacher training, were seen a4s extremely valuable by

teachers, administrators, and observers.

\
Recommendations

a. Mandate the establishment of a position for an ECE coordinator
in every school participating in the SECE Program.

b. The duties of the ECE coordinator should include a large
measure of teacher training. (If an ECE coordinator is provided,
the services of the teacher trainer referred to in the previous

section need not be provided.)

6. The Role of the Paraprofessional

The fact that the paraprofessionals' perceptions of their.role,
their relationship with the teachef, and the problems encountered in
the classroom do not differ substantially from the perceptions of
professional personnel is important in the light of the role of the
paraprofessional as "liason" between school and co~wmunity. Not only
are the paraprofessionals in a position to interpret the needs of the
commnity to the teacher, but they may become effective change agents
within the commnity with their experience and familiarity with school
procedures and problems behind them. The school cannot perform miracles;

its effectiveness relies greatly upon the quality of care the children
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receive within the community. The paraprofessionals, with increasing
insight into school and community, increasing experience and respect
from the commnity may well cause important changes which will result
in more effective education for the children.

The presence of & familiar, motherly figure in the classroom who
respects the teacher and yet works well with her may have subtle,
beneficial effects on the children's attitudes toward school a.nd
themselves.

In all respects, through individualized and small group teaching
in the instructional program, in relieving the teacher of non-teaching
routines, in serving as liason between school and éommunity, and as &
model for the children's development of pos itive self-attitudes and
attitudes toward school, the position of the paraprofessional in the
SECE Program was judged to be highly worthwhile, and the paraprofessionals
holding these positions were considered as a group, to be highly -effective.

They may well become more effective with greater experience.

Recommendations

a. The practice of assigning paraprofessionals to all kindergarten
classes should be continued,
b. The assignment of paraprofessionals to all classes in the SECE

Program is recommended.

7. Parent Involvement Programs

It was very evident that the failure to develop an effective program
of parent involvement was a major weakness of the SECE Program. The
special activities described by principals were generally school-wide in

nature, and not limited to parents of children in ECE classes. To such
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parents, participation in a meeting discussiﬁg requirements for transfer
to a Jjunior high school may seem impersonal, artificial, and far removed
from the needs of their children. Programs centered around each individual
class, under the direction of the teacher, seem to have been much more
effective, judging from teacher responses t_o interviews and questionnaires,
as a means of encouraging positive parental involvement.,

Class visits, by parents, followed by a social gathering or a more

formal workshop session, were reported as an effective device for enlisting

parental involvement; the experience of planning and preparing for the
occasion may benefit the children directly. Perhaps the best program
of parent involvement is an "open door policy." As one teacher stated,
"the parents are always welcome in the room, and they know this." Or
again, "the parents love coming to our little festivals at holiday
time - our door is open..."

This stress upon the role of the individual classroom teacher in
building relationships with parents should not be construed to mean
that formal programs of parent involvement should be curtailed or
dropped. To be sure, many teachers were unaware that a p¥ogram of parent
involvement had been undertaken in their schools. This simply means that
there is great need for the involv;ament of all ECE teachers in programs
specifically designed to meet the needs of parents of children enrolled
in ECE classes.

Involvement of teachers, however, cannot be accomplished by fiat.

Many teachers are not yet ready for working in the area of parent and

community relations. Teachers, no matter how experienced, may well

benefit from training in encouraging parent contact and participation,

« 8 .




in referring parents for services, in responding.to criticism raised

by perents, and in utilizing paraprofessional assistance most effectively

in these respects.

)

Recommendations

a. Programs of parental involvement should be established in those
schools in which they do not exist.

b. Existing programs of parental involvement should be strengthened,
and efforts should be made to enlist the pa.rticipation of all
ECE teachers in these Programs .

c. A training program in the area of parent and conmunity relations
should be organized for teachers.

d. The concept of the "open door" should be stressed in all programs

seeking to develop parental involvement.

8. Programs for Non-English Speeking Children
One of the major problems of the SECE Program, as reﬁorted by
paraprofessionals (including many non-Spanish paraprofessiona:l.s) was
that of meeting the needs of the non-English speaking child. The numbers
of such children in poverty area schools was large, ranging from an
estimated 15 per cent of the pupil population in grade 2 to an estimated
20 per cent in kindergarten. ’
In each of the schools for which information was available, non-
English speaking children received some special attention to help them
learn English. For the most part, this took the form of small group
instruction by an NE coordinator or TESL. Principals generally felt,

in evaluating this type of approach to meeting the needs of the children,
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that the services of the Ne coordinators were excellent, but that the
quantity of such service available to their schools was far from
sufficient. As a consequence, there was a tendency to concentrate

such services as were available in the upper grades, where the problem
was more acute. In some schools, an attempt was made to compensate for
this lack of trained personnel by placing non-English speaking children
in classrooms where the services of a bilingual paraprofessional were
available. This, of course, did not constitute a solution to the
problem; these bilingual paraprofessionals generally had no training
for the task of working with the non-English speaking child, As a matter
of fact, none of the descriptions of programs for training of teachers
and of paraprofessionals in the SECE Program that were available made
any reference to a consideration of methods and materials for teaching

ron-English speaking children.

Recommendation

2. In order to supplement the limited available services of NE

Coordinators and Teachers of English as a Second Language, it is

recommended that training programs for teachers and paraprofessionals

assigned to ECE classes include an introduction to methods and materials

for teaching English as a Second Language.
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FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
IISTITUTE FOR RESEARCH AND EVALUATION
ECE QUESTIONNAIRE - ELEMENTARY SCHOOL PRINCIPALS
School District Principal
A. TRAINING AND EXPERIENCE
1. Undergraduate: College Degree Year
2. Graduate: College Degree Year
Total Rumber of Graduate Credits
3. TYears of experience as principal prior to current year:
b, Years of experience in this school prior to current year:
5. Years of experience as AP:
6. Years of experience as elementary school teacher (Rg-6):
|
y' 7. Years of experience as Early Childhood Education teacher:
|
B. PROGRAM ORGANIZATION AND EFFECTIVENESS
1. Were you able to assign a teacher as an ECE coordirator in your schiool?

Yes Ko

If "yes," how has the assignment of a coordinator affected the work
load of your primary assistant principal (check one):

8, Much heavier d. Somewhat lighter

b, Somewhat heavier e. Much lighter

Ccs The same f. I don't know
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2. Have the roles of the coordinator and of the ECE assistant principal

been clearly differentiated?

Yes

No

If "no," please indicate areas of conflict or overlapping:

a.
b.
Ce.

3. Please rate the effectiveness of your

primary assistant principal

and of your coordinator (if any) in furthering the objectives of
the ECE program in your school (check one):

d.

€e

f.

L, Did your school organize an

A.P,
Excellent
Good
Fair
Poor
Very Poor

I don't know

Yes

Coordinator

a, Excellent

b. Good

c, Fair

d. Poor

e. Very Poor

f, I don't know

orientation or training program for ECE
teachers during the current academic year?

No

If "yes," please describe ihe nature of the program:

Please rate the effectiveness of this training program (check one):

a.

IO
.

Excellent
Good

Fair

d.

€

f.

Poor
Very Poor

I don't know
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C.

1.

Did your school organize a training or orientat.ion program for
educational assistants assigned to early childhood classes during
the current academic year?

Yes llo

If "yes," please describe the nature of the program:

Please rate the effectiveness of this training program (check one):

a. Excellent d. Poor
b. Good e, Very Poor
c. Fair f. I don't know

Did your school organize a program to foster the greater involvement
of parents in the early childhood program?

Yes No

If "ye.s ," please describe the nature of the program:

Please rate the effectiveness of this program of parent involvement
(check one):

a. Excellent d, Poor
b. Good e. Very Poor
c. Fair f. Idon't kww

PROGRAM EFFECTIVENESS

What has been the effect of the total Strengthened ECE Program upon
the kindergarten, grade 1, and grade 2 programs in your school?
(Check cne in each column):
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Q.

b.

£,

2.

3.

8,
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Ce
do
€,
fo
go
ho
io
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Kindergarten Grade 1 Grade 2

Effect

Strongly positive

Somewhat positive

Neutral

Somewhat negative

Strongly negative

I don't know

What one element do you think has contributed most to the program?
(Check one):

Reduced class size

a.

b. Assigmment of ratio andfor cluster teachers
c. Enthusiasm of teachers and other staff members
d. Help of paraprofessionals

e. More and better materials

£. Involvement of parents

e v e et oy

g. Other (Specify)

How would you characterize the quantity and the gquality of the service
given to the program and the children by the following personnel?

(Check):
! Quantity Quality

Enough Little Rone Good Fair Poor

District ECE Coordinator
School Psychologist
School Social Worker
Guidance Counselor

NE Coordinator
School Doctor
School Nurse
other (Specify)
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a.
b.
C.

f-
g-
h-
i-
J-
k-

189

In what aspects of the program have the paraprofessionals been most
helpful? (Check three):

a. Ccntrolling behavior of children

b. Teaching children

c. Keeping records

d. DPreparing materials

e. Handling audiovisual material

f. Relieving teacher of routines (milk, etc.)
Other (Specify)

L

h.

Considering each grade separately, what aspects of the program have
shown the most improvement in your school? (Number the list below,
using 1 to show the greatest improvement, etc.)

Kg Grade 1 Grade 2

General academic progress of children
Social behavior of children
Relationship between school and parents
Instructional techniques of teachers
Teachers' control of class

Materials of instruction used
Individualization of instruction
Creative expression of children
Progress in reading

Other (3pecify)

Of the following, check all of the items that have presented
significant problems in the organization and implementation of the
program in your school during the course of the year.

Kg Grade 1 Grade 2

Classroom and other space

Class size ,
Materials, including audiovisual
Parent relations

Community relations

Staff relationships :
Teacher Training (methods) !
Teacher Training (management, discipline)
Overemphasis on reading |
Underemphasis on reading !
Teacher turnover (transfers, leaves, etc.) ’
Pupil mobility (transfers)

Other (Specify)
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Please give any additional comments that you feel may help the survey
team evaluate the Program to Strengthen Early Childhood Education.

(Use reverse side of page, if necessary)
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FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
INISTITUTE FOR RESEARCH AND EVALUATION

ECE QUESTIONNAIRE - ELEMENTARY SCHOOL ASSISTANT PRINCIPALS

Total Rumber of Graduate Credits

3. Years of experience as AP prior to current year:

5. Years of experience as elementary school teacher (Kg-6):

6. Years of experience as Early Childhood Education teacher:

B. SCHOOL ORGANIZATION

Grade 1, and Grade 2?7
Kg Grade

School District Ass't Principal Sex __
A, TRAINING ARD EXPERIENCE

1. Undergraduate: College Degree Year

2. Graduate: College Degree Year

L. Years of experience as AP in this school, prior to current year:

1. How many staff positions in your school are currently allotted to Kg.,
1 Grade 2

a. Paired teachers

b. Single teachers

c. Other teachers (Ratio, cluster, etc. list
by type of position)

; d. Paraprofessionals

e. NE Coordinator

f. Guidance Counselor -

| g. Other (Specify):
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o e

Homogeneous grouping (reading ability)
flomogeneocus grouping (other area ability)
Homogeneous grouping (adjustment)
Homogeneous grouping (age)

j Heterogeneous grouping

other (Specify):

Was a teacher assigned as an ECE coordinator in your school?

Yes No

——

If "yes," how has the assignment of a coordinator affected your
work load? ({Check one):

a. Much heavier d. Somewhat lighter
b. Somewhat heavier e. Much lighter
. The same f. I don't know

——

.

Has your role and that of the coordinator been clearly differentiated?

Yes No

if "no," please indicate areas of conflict or overlapping:

In which of the following bases were pupils assigned to first and
second grade classes at the beginning of the school year? FPlease
sndicate number of classes on each grade to which pupils were
assigned on the basis of:

Grade 1 Grade 2

L
T




If any regularly scheduled subgroups in subject matter areas werc
organized on the first and second grade levels in your school, please
indicate the number of such group:; and their approximate size:

No. of Approximate
Area Subgroups Size
Reading
Arithmetic

Other (Specify):

In your opinion, how effective was the technique of forming subgroups
in fostering pupil achievement? (Check one):

a. Very effective d. Somewhat ineffective
b. Somewhat effective e. Very ineffective

c. Neutral f. I don't know

Approximate percent of children who speak English haltingly or not
at all in:

Kindergarten Grade 1 Grade 2

Is any special provision ma.de for teaching English to those who spea.k
it haltingly or not at all?

Yes No

If "yes," please describe:

Did your school organize an orientation or training program for ECE
teachers during the current academic year?

Yes No

If "yes," please describe the natwure of the program:
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Lo

Flease rate the effectiveness of this tralning program {check one):

a. FExcellent d. Poor
b. Good e. Very Poor
¢, Fair f. I don't know

Did your school organize a training or orientation program for
educational assistants assigned to early childhood classes during

the current academic year?

Yes No

If "yes," please describe the nature of the program:

Please rate the effectiveness of this training program (check one):

a. Excellent d. Poor

b. Good e. Very Poor

¢. Fair f. I don't know

Did your school orgenize & program to foster the greater involvement
of parents in the early childhood program?

Yes No

If "yes," please describe the nature of the program:

Please rate the effectiveness of this program of parent involvement
(check one):

a. Excellent d. Poor
b. Good e. Very Poor
¢, Fair : f. I don't know

I Al e
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a.
b.
c.
d.

f.

gl
h.

2.

a.
b.
C.
d.
e.
f.
g.
h.

a.
b.
c.
d.
e.
f.
g.
h,

-

PROGRAM EFFECTIVENESS

In general, how would you characterize the instructional effectiveness
of the teachers assigned to kindergarten classes? (Check one for each
category present in your school):

Very Very
Good Good Fair Poor Poor

\h
st b g

Paired teachers
Single teachers

Ratio and cluster teachers

Paraprofessionals

Student teachers

Guidance Counselor

NE Coordinator

Other (Specify):

In general, how would you characterize the instructional effectiveness
of teachers assigned to first grade classes in your school?

Very Verxry
Good Good Fair Poor Poor

Paired teachers

Single teachers

Cluster and ratio teachers

Paraprofessionals

Student teachers

Guidance Counselor

NE Coordinator

Other (Specify):

In general, how would you characterize the instructional effectiveness
of teachers assigned to second grade classes in your school?

Very Very
Good Good Fair Poor Poor

Paired teachers
Single teachers

Ratio and cluster teachers

Parsprofessionals

Student teachers

Guidance Counselor
NE Cuordinator
Other (Specify):




L. wWhat has been the effect of the total Ctrengthened ECE Program upon
the kindergurten, grade 1, and grade 2 programs in your school?
(Check one in each column):

Effect Kindergarten Grade 1 (Crade 2

a. Strongly positive

b. Somewhat positive

c. Neutral

d. Somewhat negative

e. Strongly negative

f. I don't know

5. What one element do you think has contributed most to the program?
(Check one):

a. Reduced class size

b. Assignment of ratio and/or cluster teachers
c. Enthusiasm of teachers and other staff members
d. Help of paraprofessionals

e. More and better materials

f. Involvement of parents

g. Other (Specify):

6. In what aspects of the program have *he paraprofessionals been most
helpful in the classroom? (Check three): '

a. Controlling behavior of children

b. Teaching children

c. Keeping records

d. Preparing materials

e. Handling audiovisual material

f. Relieving teacher of routines (milk, etc.)
g. Other (Specify):
h.




a.
b.
Ce
d.
e.
f.
g.
h.

i.
Je
k.

Conzidering each grade separately, what aspects of the program have
shown the most improvement ln your school? INumber the 1ist below,
using 1 to chow the greatest {mprovement, etc.

Kg arade 1 Lrade 2

General acadenlc progress of children
Social behavior of children
Reletionship between school and parents
Instructional techniques of teachers
Teachers' control of class

Materials of instruction used
Individualization of instruction
Creative expression of children

(art, music, dance)

Progress in reading

Other (Specify)

Of the following, check all of the items that have presented significant
problems in the organization and implementation of the program in your
school during the course of the year.

Kg Grade 1 Grade 2

Classroom and other space

Class size

Materials, including audiovisual

Parent relations

Community relations

Staff relationships

Teacher Training (methods)

Teacher Training (management, discipline)
Overemphasis on reading

Underemphasis on reading

Teacher turnover (transfers, leaves, etc.)
Pupil mobility (transfers)

Other (Specify)

Please give any additional comments that you feel may help the survey
team evaluate the Program to Strengthen Early Childhood Education.
(Use reverse side of page, if necessary)
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FORDHAM UNTVERILTY
SCHOOL OF =IUCATION
DISTITUEx FOR fESFARCH AND =W ATUATION

QUESTIONNAIR: = DISTRICT SUPERYIC.HS, “ARLY CHILDHOOD FDUCATION

District# Number of Schools: In Distrint Participating In Progran

Name of Supervisor

A.

1.

TRAINING AND EXPERIENCE

Undergraduate: College Degree Year

Graduate: College Degree Year

Total Number of Graduate Credits

Years of experience as District ECE supervisor, prior to current year: _

Years of experience in this district, prior to current year:
Years of experience as elementary school teacher (Kg-6):

~

Years of experience as ECE teacher:
PROGRAM ORGANIZATION AND EVATLUATION
Were you involved in planning for the recycling of the Strengthened

Early Childhood Program for the current school year?

Yes No

If "yes," what was the nature of your participation in the planning
phase? (Check those activities in which you. engaged)

a. Organizing workshops for school early childhoo'ﬁ coordinators

b. Organizing workshops for early childhood teachers

c. Organizing workshops for paraprofessionals

d. Consulting with school early childhood coordinators

e. Consulting with early childhood teachers

f. Consulting with paraprofessionals
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Conzulting with school princlnals on teacher needs, =las:

§lo
organizaction, etc.

h. Preparing wrltten gutdes for utlilization of space and materials,
etc,

1. Determining school and district need:z for personnel, materials,
space, etc.

J. Organizing workshops for parents

k. Other (please specify)

What proportion of your time has been devoted to the various early
childhood education programs in your district during the current academic

year?

Program Time
a. Prekindergarten

b. Kindergarten

c. Grade 1

LkaaLa

d. Grade 2

What proportion of your time has been devoted to district activities
not related to early childhood education during the current academic

year?
%

Did your district organize & training program for teachers who would
serve as school ECE coordinators during the current academic year?

Yes No

If "yes," please describe the nature of this training program:

Please rate the effectiveness of this training program for school
ECE coordinators (check one):

a. Excellent , d. Poor
b. Good e. Very Poor
c. Fair _ fo I don‘t now

oh
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ol your ilztel:ot orpanlize a realning or ortentation progran for early
ntlilhood teachers luring the current aceademls year?

e ..
(el )

If "yes," please des:ribe the nature of thiz tralnling progran:

Please rate the effectivenesz of this training program for :CE
teachers (check one):

a. Excellent d. Poor
b. Good e. Very Poor
c. Fair f. I don't know

a—

Did your district organize e training or orientation program for
early childhood paraprofessionals during the current academic year?

Yes No

If "yes," please describe the nature of this training program:

Please rate the effectiveness of this training program for
paraprofessionals (check one):

a. Excellent d. Poor
b. Good e, Very Poor

¢, PFair f. I don't know

Did your district organize a program designed to foster parental
involvement in the early childhood program?

Yes No

If "yes," please describe the nature of the program:




10.

Pleaze rate the effectivenez: of "hia program of parental lnvolvemen::

a., xeellent 4. Foor
b. Good e, .ery foor
¢, Falr f. I don't know

How many schools in your district organized a training program for
carly childhood teachers? for educational assistants?

Teachers: Number of schools
Educational Assistants: Number of schools
What has been the effect of the total Strengthened ECE Program upon
the kindergarten, grade 1, and grade 2 programs in the schools in
your district? (Check one in each column):
Kindergarten Grade 1 Grade 2

a. Strongly positive

b. Somewhat positive

c. Neutral

d. Somewhat negative

e. Strongly negative

f. I don't know

What one element do you think has contributed most to the program?
(Check one):

a. Reduced class size

b. Assignment of ratio and/or cluster teachers

c. Enthusiasm of teachers and other staff members
d. Help of paraprofessionals

e. More and better materials

f. Involvement of parents

. Other (Specify) :

|0Q
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12.

fn what acpe:ts of the program have the paraprofesslonals been most
help®™il in =he =laszzroom? (Check three):

n. Controlling behavior of chililren

L., Teaching children

c. Keeplng records

. Preoparing material:s

. Handling audiovisual materials

. Relieving teacher of routines (milk, etc.)
. Other (Specify)

|

L

Considering cach grade separately, what aspects of the program have
shown the most improvement in your district? Number the list below

using 1 to show the greatest improvement, etc.)

Kg Grade 1 Grade 2

ST

General academic progress of children

Social behavior of children

Relationship between school and parents

Tnstructional techniques of teachers

Teachers' control of class

Materials of instruction used

Individualization of instruction

Creative expression of children
(art, music, dance)

Progress in reading

Other (Specify)

Of the following, check all of the items that have presented
significant problems in the orgaenization and implementation of the
program in your district during the course of the year:

Kg Grade 1 Grade 2

Classroom and other space

Class size

Materials, including audiovisual

Parent relations

Community relations

Staff relationships

Teacher Training (methods)

Teacher Training (management, discipline)

Overemphasis on reading

Underemphasis on reading

Teacher turnover (transfers, leaves, etc.)

Pupil mobility (transfers)

Other (Specify).
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Please give any additional comments that you feel may help the survey

team evaluate the Program to Strengthen Early Childhood Education.
(Use reverse side of page, if necessary)

A~
: {"’!
D

. -
P W\




1 204

‘ FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
INSTITUTE FOR RESEARCH AND EVALUATION

AP o

QUESTIONNAIRE - SCHOOL ECE COORDINATOR

School District Name Sex

A. TRAINING AND EXPERIENCE

1. Undergraduate: College Degree Year

2. Graduste: College Degree Year

Total Number of Graduate Credits
3., Years of teaching experience, prior to current year:

Kg - Gr. 2 Gr. 3 - 6 Secondary

4. Years at this school:

5, Years as School ECE coordinator:
B. YOUR ROLE AS ECE COORDINATOR
1. VWere you involved in planning for the Early Childhood Program for the

current year in your school?

| . Yes No

If "yes," what was the nature of your participation in the planning
rhase? (Check those activities in which you engaged)

a. Organizing workshops for early childhood teachers
b, Organizing workshops for paraprofessionals
_____¢C. Consulting with district early childhood coordinators
d. Consulting with early childhood teachers
e. Consulting with paraprofessionals
f. Consulting with school principal on teacher needs, class
organization, etc.
. Preparing written guides for utilization of space and
materials '
h. Determining school needs for personnel, materials, space, etc.
i. Organizing workshops for parents
j. Other (Please Specify)

|0Q
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2. What proportion of your time has been devoted to the various early
childhood education programs in your school during the current academic
year?

Program Time
a. Prekindergarten %
b. Kindergarten %
¢, Grade 1l %
d. Grade 2 %

3. What proportion of your time has been devoted to school activities
not related to early childhood education during the current academic
year?

%

4, Did your district organize a training program for teachers who would

serve as school ECE coordinators during the current academic year?
Yes . No

Did you participate in this program? Yes No
If "yes," please rate the effectiveness of this training program
(check one):

a. Excellent d. Poor

_b. Good e, Very Poor
c. Fair f. I don't know
5.

Did your school organize a training or orientation progrem for early
childhood teachers during the current academic year?

Yes No

If "yes," please rate the effectiveness of this training program for
teachers (check one):

a, Excellent d., Poor
b. Good e. Very Poor
¢, Fair f. I don't know




How many hours per week did you spend in this training program with:

what other personnel helped you with orgaiizing this training program?

Kindergarten teachers
First Grade teachers
second Grade teachers

Total

(Check and indicate nature of help):

Principal How?

_____ AP How?
_____ ECE Supervisor How?
____ Other (Specify) How?
How?

How many hours per week do you -sperd in teaching classes?

What is your teaching role (what classes do you teach? How often? etc.)

How many hours per week, on the average,

training?

Number this list in order of emount of time spent, using 1 for the
greatest amount of time and 6 for the least amount of time:

8.
.b'
0a
d'

=

f. .
g

Treining groups of teachers
Tragining individual teachers
Giving demonstration lessons
Helping teachers with learning problems of individual

children

Helping teachers with behavior, problems of individual

children
Other (Specify):

do you spend in teacher
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12.
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How many hours per week, on the average, do you spend in
administration?

a. Grouping classes

b. Ordering books and equipment

c. Assigning personnel (include paraprofessionals and student
teachers)

d. Writing reports

e. Assigning use of classrooms and other space
f. Scheduling and arranging trips

g. Other (Specify)

fay

How many hours per week, on the average, do you spend in evalustion?

8. Studying records of children

b. Grouping or regrouping

c. Preparing teachers for test administration
d. Giving tests

e. Constructing tests

f. Other (Specify)

How many hours per week, on the average, do you spend in conferences
with supervigors and other school personnel, exclusive of teachers
and paraprofessionals?

Number this 1list in terms of frequency of contsct, using 1 for the
greatest number of contacts: '

a. Principal e. NE Coordinator

b. AP's f. 3chool Nurse, Doctor
c. District ECE Coordinator g. School Secretaries
d. Guidance Counselor h. Other (Specify)

How many hours per week, on the average, do you spend in working with
parents?

Number this list in terms of amount of time spent with parents, using
1 for the greatest amount of time:

212
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14,
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a., Interpreting school program

b, Conferences about individual pupil

o. Relationship between parent and teacher
d, Other (Specify)

e,

Number in order of importance, using 1 as most important, the areas
in which you have been able to make a contribution to the ECE program:

s, Teacher Training

b, Administration

¢, Evaluation

d. Contacts with supervisors
e, Contacts with parents
Materials and equipment

|

.

Have the roles of the coordinator and of the primary assistant principal
been clearly differentiated in your school?

Yes No

If "no," please indicate areas of conflict or overlapping:

a,

C.

o'

PROGRAM EFFECTIVENESS

What has been the effect of the total Strengthened ECE Prog:am upon the

kindergarten, grade 1, and grade 2 programs in your school? (Check one
in each column): ’
Effect Kindergarten Grade 1  Grade 2

Strongly positive

Somewhat positive

Neutral

Somewhat negative

St rongly negative

I don't know
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a.
b.
c.
d.
e.
f.
g.
h.

i.
Je
k.

What one element do you think has contributed most to the program?
(Check one):

a.. Reduced class size

b. Assignment of ratio and/or cluster teachers

c. Enthusiasm of teachers and other staff members
d. Help orf paraprofessionals

e. More and better materials

. Involvement of parents

. Other (Specify)

In what aspects of the program have the paraprofessionals been most
helpful in the classroom? (Check three):

a. Controlling behavior of children

b. Teaching children S

c., Keeping records
d. Preparing materials
e. Handling audiovisual meterial
£. Relieving teacher of routines (milk, etc.)
g. Other (Specify)
h,

»

Considering each grade separately, what aspects of the program have
shown the most improvement in your school? Number the list below,
using L to show the greatest improvement, etc.)

Kg Grade 1 Grade 2

General academic progress of children

Social behavior of children

Relationship between school and parents

Instructional techniques of teachers

Teschers' control of class
Meterials of instruction used
Individualization of instruction
Creative expression of children
(art, music, dance)

Progress in reading

Other (Specify)

T e, DT TS S T TR AT T S AT T s T ST T T
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5, Of the following, check all of the items that have presented significant
problems in the organization and implementation of the program in your
school during the course of the year.

Kg Grade 1 Grade 2

a. (lassroom and other space

b, Class size

c. Materials, including audiovisual

d. Parent relations

e. Community relations

Staff relationships

g. Teacher Training (methods)

h. Teacher Training (menagement, discipline)
i, Overemphasis on reading

j. Underemphasis on reading

k. Teacher turnover (transfers, leaves, etc.)
1. Pupil mobility (transfers)

m. Other (Specify)

H

6. Please give any additional comments that you feel may help the survey
team evaluate the Program to Strengthen Early Childhood Education.
(Use reverse side of page, if necessary)

m
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FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
INSTITUTE FOR RESEARCH AND EVALUATION

2ll

QUESTIONNAIRE - ECE TEACHERS

School District Teacher ' Sex
Class Type (Check): Paired Single Other
Register Paraprofessional Assigned (Check): Yes No
License now serving under: Regular Sub.
‘ Ratio or
Position (Check): Classroom Teacher Cluster Teacher Other
A. TRAINING AND EXPERIENCE
1. Undergraduste; College Degree Year
2. Graduate: College 7 Degree Year
Total Number of Graduste Credits
3. Years of teaching experience, prior to current year:
., Years of teaching experience in this school prior to this year:
5. Years of experience as elementary school teacher (Kg-6): .
6. Years of experience as Early Childhood Education Teacher:
B. PROGRAM ORGANIZA'TION AND EFFECTIVENESS
l‘. Did your school organize an orientation or-training program for ECE

teachers during the current academic year?

Yes No

Did your participate in this training program? Yes No

If "yes," please rate the effectiveness of this training program
(check one):

a, Ixcellent d. Poor

b, Good ' e. Very Poor
' c, Fair f. I don't know

%15
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Did your school organize a training or orientation program for
paraprofessionals assigned to early childhood classes during the
current academic year?

Yes No

If "yes," please rate the effectiveness of this training program
(check one):

a. Excellent d. Poor
b. Good e. Very Poor
¢, Fair f. I don't know

Did your school organize a program to encourage greater involvement
of parents in the early childhood program?

Yes No

If "yes," please rate the effectiveness of this program of parent
involvement (check onej:

o. Excellent , d. Poor
b. Good e, Very Poor
¢, Fair f. I don't know

——

How would you characterize the effect the ECE Program in your school
has had on the learning achievement of the pupils in your class, in
general? (Check one): :

Very No Negative
Good Good Fair Effect Effect

Please comment:

How would you characterize the effect the ECE Program in your school
has had on the behavior of the pupils in your class, in general?
(Check one): ,

Very ‘ No Negative
Good Good Fair Effect Effect

Please comment:

. oL
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How would vou characterize the effect the ECE Program in your school
has had on the reading readiness and/or reading achievement of the
pupils in your class, in general? (Check one):

Very No Negative
Good Good Fair Effect Effect

To what aspects of the program do you ascribe this effect?

What reading readiness and/or reading materials and method have you
used this year?

What do you think of these materials.and method?

If you shared a classroom with another teacher, please describe the
ways in which you shared the responsibility for,instruction, etc.

' What were the major problems that arose as a result of sharing a room?

(Consider class size, scheduling, storage, use of materials, grouping,
etc.) Please describe:

If a paraprofessional was assigned to your classrbbm; please indicate
the number of hours of service per week: hours

In what aspects of the program was the paraprofessional most helpful?
(Check three): ,

a. Controlling behavior of children

b, Teaching children

c. Keeping records -

d. Preparing materials

e. Handling audiovisual material ,

f. Relieving teacher of routines (milk, etc,)
g. Other (Specify)
h.

218




10.

11.

13. .

21k

In general, how would you rate the books, audiovisual equipment, and
other materials that you had to work with this year, in terms of
a. sufficiency; b. quality; c. variety; and d. usefulness in your
program:
Very very
Good Good Fair Poor  Poor

a. Sufficiency
b. Quality

c. Variety

d. Usefulness

Please comment:

Do you think that the Program has had any effect on the relationship
of the parents and the community with you as a teacler?

Yes Mo Not sure _

Please comment:

A1l things considered, what has been the effect of the total ECE
Program upon your class? (Check one):

a. Strongly positive d. Somewhat negative
b, Somewhat positive e, Strongly negative
¢, Neutral £, I don't know

What one element do you think has contributed most to the program?
(Check one):

a. Reduced class size .
b, Assignment of ratio teachers, cluster teachers
c. Enthusiasm of teachers and other staff members
d., Help of paraprofessionals

e. More and better materials

£, Involvement of parents

g, Other (Specify)

L a9
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Of the following, check all of the items that have presented significant
problems in the organization and implementation of the program in your
class during the course of the year:

1k,

a. Use of classroom and other space

b. Class size
¢. Materials, including audiovisual

d. Parent relations

e. Relationships between staff members
f. Discipline of children

g. Overemphasis on reading

h. Underemphasis on reading

i, Individualization of instruction

j. Pupil mobility (transfers)

k. Other (Specify)

1.

15.- Do you think the program should be continued next year?

Yes No

If the program is continued next year, what recommendations wbuld
you make for changes in the way the program is carried out?

16. Flease give any additional comméhté that you feel may help the survey
team evaluate the Program to Strengthen Early Childhood Educa.tion.
- (Use reverse side of page, if necessary)

5t




FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
INSTITUTE FOR RESEARCH AND EVALUATION

QUESTIONNAIRE - PARAPROFESSIONALS ASSIGNED TO ECE CLASSES

School

District Name Sex

A. EDUCATION AND EXPERIENCE

1. How many years of school have you completed (Check ong,):

I completed elementary school

a.

b. I completed one year of high school

c. I completed two years of high school
d. I completed three years of high school
e. I have a high school diploma

f. I have completed some college work

g. I have a degree from a two year college
h. I have a degree from a four year college

How many years of experience have you had as an educational assistant
or a teacher aide, not counting this year? years

How many years of experience have you had in this school? | years
YOUR DUTIES

How many hours per week do you worx in this school? hours

week you spend in each of the following activities):

a. Helping in kindergarten classes

b, Helping in first grade classes

c, Helping in second grade classes SR

d. Helping with school supplies, audiovisual equipment, etc,
e, Bus and hall duty

f, Lunchroom duty .

g, Collecting funds (milk, lunch, ete.)

h. Helping in school library _

1, Helping with clerical work in school office

j. Assisting on trips -

k. Other (Describe): '

.

- —— -t
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Were you assigned to helping in & class for most of the time?

Yes No

If you answered '"yes," please check the grade'level of the class:
Kindergarten _ Grade 1 _ Grade 2 _ __ Other

What type of class were you assigned to?
Class with one teacher __ Paired class (two teachers)

What were the most important ways in which you helped the teacher or
teachers in the class? (List in order of importance):

a.
b.
c.
d.
e.

Do'you think that the teacher felt that you helped her? Why?

'WHAT YOU THINK ABOUT THE PROGRAM

What do you think have been the best things about 'the classroom in

which you spent the most time this year?

‘What do you think have been the most important problems in the class-

room in which you sPent the most time?

What suggestions do you have for ways in which you could help in
the classroom next year?

What suggestions do you have for improvmg the ear].y ChlldhOOd
progra.m in this school next year‘? !
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FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
INSTITUTE FOR RESEARCH AND EVALUATION

OBSERVATICN OF KINDERGARTEN CLASSES

Ob sei'ver Date - School

Note if
Class Register Attendance AM, ™M, All Day
Name of Name of Student

Teacher 1 Teacher 2 Check: Para __ Teacher

Directions: Rate the foliowing aspects of the class observed, using the
following scale: : ‘

Almost Always - 5 = Excellent
Usually - 4 - Good
"Occasionally - 3 - Fair
Seldom - 2 - Poor
~ Almost Never - 1 - Very Poor
Not Appliceble - O - Not Appliceble

A, NATURE OF PLAY EXPERIENCE AND ACTIVITIES

1. Children participate in planning play experiences with the
opmrtlmity fOl' Self-seleCtion Of aCtiVitieS s s 0000000 BB R8s s

5. Children are free from strain, smile or laugh, chatter ,.... Seo
3. Children are actively engaged in some satisfying activity .....
4, Play materials in use suitable to age level of children .......

5.- Play materials easily accessible and in ‘good’ cond'it‘i_c'm_‘. for use '

LT

6. Use of available PLAY SPACE s ereesssssassssssasssscosaasnasses

N WS
AERY
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7. Play equipment in use (Check one space for each item):

: In Available, Not
Equipment designed tc: Use Not in Use Available

a. Stimulate large muscle activity (climbing,
lifting, pulling, pushing)

b. Promote cooperative play

c. Promote dramstic play

d. Stimulate 'expression of ideas and féélings
(blocks, music, clay, paints) :

e. Encoura.ge quiet activities (pictures, books,
flannel board)

f. Encourage manlpulatlve skill (puzzles, nest:mg
blocks, cones, cylinders)

g. Encoura.ge "looking~glass self" (Negro dolls,
books with illustrations of black and FR
- children)

8. Range of content of play activity (check those observed)

a. Domestic

b. Construction :
. Toys (trains, boats, cars, etc.)

d. Dramatic (puppets, costume play, etc.)

e. Manipulation (puzzles, pegboards, etc.)

f. ©Sand table, water play

S : ~ g. PRhythms (instruments, rccking horse, etc. )
RV h., Art (clay, dough, crayons, pa.lnts, collage)
T ‘ ‘ i. Dictated writing

j. Library (books, story records, f:.lmstrips)
k. Outdoors play -

1. Other (Specify) .-

|

‘9. OVERALL RATING OF PLAY EXPERIENCE ..evevesensnnsioonesenionnns _




. Puppet show
. Poetry '

LANGUAGE IN THE CLASSROOM

Teachers (other adults) ask questiona that stimulate oral
response.m’ld diSCuSSion ll........ll..........l.........l......

-

Responses and gestures of teachers (other adults) indicate
that they are listening to child and understand what he is

Sa.ying n.lllalln........l.llll......ll.l.l.l..ll.l...nnnlll..ll

Teachers (other adults) give specific attention to language
development of non-English speaking children (identifying
objects by name, encouraging child to talk, supplying words,

etc.) l.l.........l...l.lll.l.........l....l............l.....l

Teachers (other adults) use incidental and planned experiences
to develop observation and related verbalizetion .ec.eeeeeeccres

Child-teacher (-adult) commnication ig free and open, without
apparent hesitation and restriction ... Veeesesccessssssaseveses

Child-child communication is active, vital, and flowing eeeecee
Specific language activities engaged in by children, with or

without adult supervision (check either or both media, and
indicate if supervised by teacher of pa.ra.professional):

Supervised by

Activity

PSS d

220

Rating

e

Conversation

Teacher Para

Planning

‘Explaining

Discussion

Telling stories

Retelling stories

Telephoning

Dramatization

Speaking to groups

Asking questions

Stating needs

Greetings, farewells

Telling experiences

Giving directions

Delivering messages

Radio

v o

Music, rhyt

Movies

I

other. (Specify). .. ... ...

I
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Teachers (other adults) structure experiences that focus upon

‘Teachers (other a.dul‘cs) guide children in finding sa‘clsfaction
andpleasue mmic ....;......................................

‘ Tea.chers (other a.dults) use a.rt experiences to mcplore media. v :
. independen‘c of a.dul‘c m’cervention and. qual:.‘ca.‘cive ,judgment cesens

OVERALL RATDIG OF INSTRUCTION IN O'I'HER CONTEN‘I' AREA.S cesecssscans

221

Reading Readiness Activities observed (such as auditory discrimination,
visual discrimination, directionality, alphabet, etc.): Describe
briefly, indicating activity, materials used, number of children
participating:

Beginning Reading Activities Observed (such as experience charts,
bacic reader, word cards, phonics, ITA, etc.). Describe briefly,
indicating activity, materials used, number of children participating:

OVERALL RATING OF LANGUAGE IN THE CLASSROOM ...ccveevoscreescoscs

OTHER CONTENT AREAS
: : Rating

Teachers (other adults) structure or take advantage of

on-going classroom activities to build understa.ndlng of basic
mathematical concepts (asks "how many," "which one'"; one-to-one
correspondence - one child, one chair, etc.; calls attentlon

to sets of objects and children; geometricel shapes; contrasts,
such as big-little, heavy-light; ordinals, first block, second
block, etc.; games, such as dominoes; uses number line; counting
for attendance, SnackS, €tC.) .....etvececoccscscooscocrssssnonss

Teachers (other adults) structure specific group activities;
to develop science concepts (use of simple machines to do work;
experiments with plants; floating objects; magnets; etc.) ..e....

the children's own and differing environment (pictures,
discussion, trips, @ests) l.l.ll...l.lllllllllll..l.ll.lll.l.lll'

Teachers (other adults) encourage good health and safety practices
inclassroomliVing ® 0 0 0 000 0 00000 00000000009 00000 00000000000 00000

Teachers (other a.duits)' use literature in a way that creates
enthusiasm and enjoyment of litera.ture (picture storybooks,
s‘cory-telling, poetry, fingerplay)

226
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CLASSROOM MANAGEMENT
Children are given responsibility for routine activities
(clean-up, watering plants, pouring juice, serving cookies, etc..

Character of transitions (play to clean-up, clean-up to snack

t:i-me’ etcl) acnnconuonnlcncnn.lcnnl00000000000000naaalncaannaaaaa

meacher flexibility (in routine activities, arrangement of
furniture, use of materials, €tC.) .evescscssccsscansoanaszaneees

Teachers (other adults) utilize classroom living procedures
and attitudes to foster sharing, acceptance of rights and
responsibilities of gelf and OthersS «icececeescssorsecacccaaccnccse

OVERALL RATING OF CLASSROOM MANAGEMENT «.veveascscocsnasenacceees

RATmG OF OVML OBSERVATION lll.lll...l......llllllll..ll.....l

Ra.ting




FORDHAM UNIVERSITY
SCHOOL OF EDUCATION
INSTITUTE FOR RESEARCH AND EVALUATION

OBSERVATION OF LESSON - FIRST AND SECOND GRADES

Observer Date School

Note if

Class Register Attendance AM or PM only

Student

Teacher 1 Teacher 2 Check: Para Teacher

1.

Type of lesson observed, including aim of lesson:

Brief description of lesson content taught by teacher(s):

Duration of lesson: From to Total Time (minutes)

Pattern(s) of orgenization used during lesson (circle appropriate
letters): '

'a. Total class instructiori by one teacher

b. Two groups; each with adult (Specn‘y adults R size of groups,
' activity of each group):

c.v Two groupS° one with adult other working independently (Specify

size of groups, activity of each group) :

~d. More than two. group5° each with adult (Specify adultS°‘size of

. groups, - activity of each group)

PO T N T\ N

""e. Independent study; all children using same materials (Describe):

......
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] £, Individualized study; children using varied materials; adults
3 circulating (Describe):

F g. Any other pattern (Describe):

XY RPN

Please rate the following aspects of the lesson observed, using the
following scale:

Excellent - 5 Poo'rn- 2
Good = 4 Very Poor - 1
Fair - 3 Not Applicable -~ O

1. Lesson is well planned and Organized ...eeeseccccsscesaorosconee

o, Lesson type and level of content are suitable for children in

claSS ....‘OO.....O....l‘..‘..l......‘.....OOO.........0.0....l..
3, Lesson is paced to needs and pei'sonality of children .cceececeee
ly, Teacher evaluates and encourages children to evaluate learnings.

5. Emphasis of lesson is on development of concepts and under-
standings rather than only on drill and memorization ....ccce.ce.

6. Experiences of children are AYBWD ON +eoseseorcacoancrsososroce

7. Provision is made for follow-up based on 1nterest or needs cesss
Describe:

8. Teacher uses opportunities to relate concepts and lea.rnlngs to
other areas of curriculm ...O......‘....O.........O......OOO... " t‘

9, Children are aware of what they are lea.rnmg .

10. Teacher talks clearly and at a suitable VOlUME coveescovcsccssce

11. ‘Teacher encoura.ges th:.nking a.nd ora.l la.nguage through use of
a stimulatlng quest:Lons

12. iTeacher uses praise and encoura.gement' av01ds reproof as’ much
a8 poss1b1e eeeessene

‘
= L

13 Ma.ny children pa.rtlcipa.te, comment, explam, ask questlons,
diSCuss’demonstrate .......O.....O.....l................l‘.‘...‘

-




15.

16.

17.

18.

19.
20,

21.

22,

23.
24,

Teacher uses good techniques for involving slower as well as
fa.ster learners .'.........'....l!0..._..........!.....00!'.....
Most children are alert, interested, eager, but not tense .

dllring instruction ..l................................0........

In generxs
to teach

s children appear to have learned what teacher aimed

Materials used during lesson suitable in content and level of
difficulty ............0..!............o...............‘........

When total class is not taught as a single group, activities .
provided for other children are suitable, worthwhile ..........

Materials usec by independent groups or individuals are
suitable in content and level of AifficUlty ...eevececococeecocas

Independent groups or individuals work consistently at assigned
or other tasks

Work done by independent groups or individuals is checked and
supervised in some way (State how):

General estimate of teacher's instructional ability, based on
thls lesson ......‘.........................0.................’

General estimate of teacher s control of clase durlng lesson .

General estimate of teacher s use of paraprofessional durlng

225
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FORDHAM UNIVERSITY -
SCHOOL OF EDUCATION
INSTITUTE FOR RESEARCH AND EVALUATION

OVERALL APPRAISAL OF CLASS AND TEACHER - FIRST AND SECOND GRADE

Observer Date | School o Cless

_ _ : _ S Student |
Teacher 1 Teacher 2 Check: Para Teacher

A. Rate the following aspects of the cle.ss observed, using the following

S ~ scale: |
| Almost Always 5. Selam-2
Usually - b o  Hardly Ever -1 -

Occasionally - 3 Not Applicable = O

Rat ing

1. Relationships between children are friendly, coopera.tive ceseaee

2. Children communicate ﬁ'eely, w:Lth little yelling, pushing,
- interrupting .............................l.....l...l.....l...l.

3. Children show mdependence and help one a.nother in dress:mg,
working’ etc. ..................................................

PR

Sk, Child.ren tend to use sentences ra,ther tha.n words or phra.ses '
in comicatlng .............................'................. s

5. Child.ren appea.r to like school general a.tmosphere of class
' free ﬁomtenslon .........Ql..l...............l.........l......

6.4 Children are friendly a.nd courteous to tea,cher a.nd other a.dults. ‘

7o Child.ren show confidence 1n teacher and other a.dults? ask for _
help when needed, a.re not unduly demandn.ng

< 8. _Children a.ccept directions of a.dults promptly, without -' _
’ hostili*y .;..‘l..0......................l...............ll......

l_"_;_:vTeacher a.voids overdomina.tion, children given opportunities for



Relationship between teacher and paraprofessional is friendly,
cooperative’ confident llllll_l.lllllllll.llllll..l.lllllllll.lll

12, Emotional climate of «classroom is warm and positive ....eeeveees

| 13. Quiet learning activities are interspersed with play, body
aCtiVity, or rest l.llllll...ll...lllllllllllll..lll.l""llllllll

14. Grouping patterns vary with different activities ...............

15. Attention is given to learnings of individual. children as well
as total Class andsm&ll groups ® 0 0 000 00 00 00 0000 900 P P PPN 00

16. Classroom routines and management by teacher are well developed
aIld effective ® O 000 0 000 0000 0 00 P00 P OO OO P OO PO PN PO 0l 0 PN

17. Paraprofessional actively participates in children's
functioning and learning activities cieveeecceoosoceoseoorcssoness

18. Room is attractively furnished and dec-ora.ted, not cluttered. coes
19. Furniture is suitable to childrens; functionally arranged .......
. 20, Classroom space is well uﬁiiized e teeenerecieeeasaenenrntsonnns
21, _Toilet", and washing facilities are easily accessible ..evieivecsns
22, Exit to street is easily accessible ..... cectesssssssenssse

23. Safety precautions appear to be well observed both in ph;ys:Lca.l
’ faCJ.lltles and Class mmlagement .....ll..lllll..........ll.l...l




Moterials (books, audiovisual, creative, etc.)
hand with classroom (check appropriate column)

Plentiful,
Varied

228

observed in use or on

Sparse,

Adequate Not Present

Reading (1library or recreational
reading)

Reading (workbooks)

. Reading (readers and other skills

material)

Other Language Arts

Science

Math

Art

- Music

Phys ical Activities

Other (Specify)

Activities observed that involved 5 or more children, and lasted at

least five minutes (Check):

1. Planning 10.
2. Discussion 11.
. La.ﬁguage Development 12,
. Demonstration by child 13.
Phys'ical education | 1k,

. ?lay ' | 15. |
7. Rés“c" . ' 16.
8. Research - 17.

9. ‘"prinl" - 18,

Art

Music

Stqry‘tell ing

Teacher reading aloud
Experimentation

Recreational reading

‘Dancing

Other (Specify)




D.

Teaéhing individuals

Other (Specify)
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Grouping Patterns: Note approximate proportion of total observation

time in which pupils learned:
1. As a total class group
2. In small groups

3. As individuals

i

4. In a combination of 2 and 3

Activities: Mark the following activities in order (1, 2, 3, 4, etc.)
of time spent by adults in classroom, using 1 for greatest:
Student

Teacher 1 Teacher 2 Para Teacher

Teaching class

Teaching small groups

Discipline

Housekeeping

Checking work

Record keeping

TR IR




