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Note: This evaluation report concerns the Program to Strengthen Early

Childhood Education in Poverty Area Sdhools in those districts which

opted for central evaluation of this Title I Program. These districts,

and the functions for the Program in the districts are noted below:

District Function Madber

1 33-11603

2 35-11604

4 39-11605

5 41-11605

9 49-11605

10 51-11604

11 53-11603

15 61-11603

17 65-11604

18 67-11604

19 69-11604

20 71-11603

21 73-11603

27 85-11604

28 87-11605

30 93-11604

31 95-11603
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. .

AN EVALUATION OF.THE. PROGRAM TO STRINGTHEN EARLY

CHILDHOOD EDUCATION IN POVERTY AREA SCHOOLS

EXECUTIVE SWART

A. PROGRAM DESCRIPTION

Previous research and evaluation has highlighted. some of the basic

needs of children enrolled in early childhood classes in poverty areas:

a. Need. to overcome deficits in verbal, conceptual, and cognitive

development

b. Need for developing personal and interpersonal relationships

with peers as well as with adults in the insnediate environment

c. Need to develop critical thinking and problem solving

d. Need for further development of a sense of self-worth, a healthy

self concept, and an internalized code of behavior

e. Need to improve vocabulary, concept development and other skills

requisite for success in reading

f. Need for. parental and ,community involvement-as a means of provi-

ding insights into their children's learning .

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

provide more- small group and individualized. instruction by placing an ed-

ucational assistant, in wrery kindergarten class in. poverty area schools .

An individualized, multi-medta approach. was. to be utilized to. afford chil-

dren opportunities: for'. yaried, perceptual. experiences (auditory, visual,

tactile) and development of the cognitive skills of naming and. classifying.

Curriculum 'guides approPriate: to;.tthe- kindergarten level were to be. imple-

,

On the.. first :grade aevel, rthase. needs ,were.,:to be met- _by! reducing pupil-

teacher ratios ,and.:br:Troviding.:;educational:,assistant, services.; . _For 4o

/..



per cent of grade 1 and grade 2 classes, a pupil-teacher ratio of 15 to 1

in grade 1 and of 20 to 1 in grade 2 wu to be established. For the re-

maining 60 per cent of grade 1 and grade 2 classes, a pupil-teacher ratio

of 27.2 to I was to be established, plus five hours of educational assis-

tant time. The educational assistant wu to work in close relationship

with the teacher, assisting in the performance of monitorial, clerical,

and administrative duties, in providing small group instruction, in sup-

ervising games, in handling audio-visual materials, and the like. The

functioning of professionals and paraprofessionals as a team wu to enrich

the quality of the program on these grade levels, and give the teacher

mximum time for the developsent of a,sound educational. program for the

children.

B. PROGRAM OBJECTIVES

The Program to Strengthen Early Childhood Education in Poverty Area

Schools has the following stated objectives:.

a. To develop at the earliest possible stage an awareness of the

.printed word and a readiness for reading through many experiences

s- with stories, poetry,. books.

b. , To.develop listening and speaking skills so that a child can com-

municate with peer groups and adults, follow directions 1. an& en-

joy and retell stories and poems in proper sequence.-

c. . To develop a' larger .vocabulary-and learn beginning comprehension

,..skills so: that pupils . arky progress from readiness.,.to beginning

.reading

.: To:provide at:each child's- level:opportunities: to observe;:dis.!--

cover, explore .experisient, classify, draw conclusions and/or....

; tO mks this.. possible through, :experiences; in

*mathematics science; art, -and-other creative expression.



e. To strengthen child's sense of self-worth and internalized code

of behavior so that child can select and attack an appropriate

task and pursue it to its completion.

C. EVALUATION OBJECTIVES AND PROCEDURES

The evaluation design has two major facets:

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.

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 partici-

pating in program to determine nature or organizational patterns

established in kindergarten, grade 1, and grade 2; assignment of

paraprofessionals and ratio teachers

b. Questionnaires to key personnel in participating schools to deter-

mine nature and extent of instructional and staff developnent pro-

grams

Observation of class oiganization patterns in sample of 30 schools.

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

in attaining its ntted 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 in-

structional materials; use of classroom space; use of community

and school resources; use of audiovisual aids; provision for ex-

-* I
4, , '

periential learning, etc.); to role of 'paraprofessional and ratio

teacher in instructional program (nature of activities to which

-3-
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assigned, rapport with pupil, liaison activities with community,

role in small group instruction, etc. ).

b. Interviews with and/or westionnaires to participating profes-

sionals (early childhood coordinator, classroom teachers, para-

professionals, ratio teachers, administrators) - to determine

data concerning training and experience, role in program, reac-

tion to program, etc.

c. Analysis of Test Results - to determine pupil growth. The New

York City Prereading Assessment test was administered. to one

kindergarten class, and the Metropolitan Achievement Teat (Prim-

ary I) in Reading was administered to one first grade class in

each of the 30 sample schools, and the results analyzed. The

performance of second grade pupils on the city-wide administra-

tion of the Metropolitan Achievement Test in Reading was anal-

yzed. As special substudies, growth as measured by the Metro-

politan Achievement Test in Reading of a sample of pupils

now in third and fourth grade who had previously participated

in the program was studied.

d. Administration of Rating Scales and Checklists -,scales designed

to determine the teachers' perceptions of pupil improvement in

attitudes to self and school were administers& and the findings

analyzed.; In addition, a checklist designed to determine cog-

nitive and linguistic abilities and skills of the participating

pupils was administered, and the findings analyzed.

D. Num Pupil=

1. The program, as projected in the request for fUnding, was substan-

tial.ly implemented.

13



2. On the kindergarten level, ratingi assigned to play activities and

langimsge activities were generally "good" or "excellent;" learning

attivities in other content areas, such is mathemtics, science, and

social studies were somewhat leis well developed. The development of

cognitive skills did not seem to receive emPhasis in'the implementa-

tion of the program, and the program did not meet its Objectives in

this area.

All but a smill rroportion of the teachers shoved good command of

techniques of claSs management. Materials were conSidered 'in good

supply and adevately utilized: The paraprofessional; in the eyes of

both observers and. yrofessionals, was a potent force in the develop-

ment of the program.

The same comments may be made concerning the program on the first and

second gTade level. On these grades, as on the kindergarten level,

there were some indications.that reading, and/or reading readiness ac-

tivities were.overemphasized, and that implementation of the sugges-

tions made in curriculum guides concerning development of activities

in other.content areas and in cognitive skills 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 classes sharing a

single room were organized.

The professionil.services.of
ratio.teachers in the Program have not

been fullyutilized.inmanrschools..-

:Test indicated. n rea4ing.was sat-

Pli'SMOrlirelatiwely,:greater progresswas;shown
,J.p..wor.d. Knowledge than

,in Comprehensiox4,perhapsreflecting)tgreaterstress cal, mechanics of

.reading thWon underatanding,,<triticalthinking.and problem:solving..



6. Training programs for personnel involved in the Program were a major

weakness; in some instances, these programs were too general to meet

the specific needs of Early Childhood personnel; in others, the pro-

grams were directed at new personnel alone.

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

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

8. A program of parent involvement was virtually non-existent; those

school programs that were organized were not considered effective.

9. Little special provision was made for the non-English speaking child

in the Program, or for the child who enters school for the first

time in first grade.

E. RECONMINDATIONS

1. The Program to Strengthen Early Childhood Education in Poverty Area

Schools should be recycled.

2. Individual schools should be given greater leeway in the organiza-

tion of ECE classes and assignment of personnel; local school' dis-

tricts should not mandate a Particular type of organization on the

schoill level.

The practice of orginizing paired classes should be critically ex.,

mined, in the light 'of previous experience in the school, before

such classes are established for a'successive year.

The duties and functions of the ratio or cluster teacher shoulti be

clarified, and a program in which' the ratio teacher is used as a team

member, rather than as a "fill-in;" shoUld be developed.'

CUrrent. kindergarten PrOgrams "should be mOdifiedrto reflect lois esi-

phasis on feeding'and/or" reading:readineis,1 aid greeter iinplu:sis on

eitruCtUrid Ind sequential activities inA cOntent'ariii'and in cogni-

zive.' skin diVelopment in -criticalAhinking :$od problem solving.



6. Similar revisions should be made 'of the existing programs in first

and second grade.

7. Provide for a compTehensive program of training of pcummnnel parti-

cipating in the program; if possible, provide a position of teacher

trainer.

Mandate. the establishment of a position of ECE coordinator in all

schools participating in the pmgram.

9. Continue the present practice of assigning a paraprofessional to

every.kindergarten class; ,extend the assignment of paraprofessionals

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

10. Establish programs of parent involvement in all schools participa-

ting in the program; strengthen existing programs involving parents.

U. Provide training in teaching English as a Second language in all

schools in which a substantial proportion of the children are non-

Ebglish sPeaking.

12. Eliminate kindergarten ymiting lists; conduct an intensive and con-

tinuous drive for kindergarten registration.

16
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CHARM I

INTRODUCTION

The Program to Strengthen Early Childhood Education in Poverty Area

Schools (SIZE) organised by the Board of Education of the City of key

York during the 1970-1971 school year constituted a recycling of a sim-

ilar program conducted during the previous school year. The 1968-1969,

1969-1970 and 1970-1971 programs were funded under Title I of the Elem-

entary and Secondary Education Act (ESEA).

The MICE Program was planned through the joint efforts of the Bureau

of Early Childhood Education, the Office of Elementary Schools, the Pro-

gram Development Unit of the Office of State and Federally Assisied WO.;

grams, the Bureau of Special Reading Services, and the Auxiliary Educa-

tional Career Unit.

A. Program awls

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 Education classes. The basic needs common to such children

in poverty area schools were identified as follows:

1 Need to overcome deficits in verbal, conceptual, and cognitive

development; limited vocabulary, paucity of names for every de47

objects;

2. Need for developing personal and interpersonal relationships with

a peer group as well as with adults in the immediate environment;

social and emotional development;

Need to develop critical thinking and problem solving;

Need to develop a feeling of self-worth and an internalised code

of behavior;



5. Need for parental and community involvement as a means of pro

viding insights in their children ' s learning.

Consideration of these needs led to the formulation of the following

major objectives of the SECE program, sunznarized. in the request for fund-

ing submitted by the Board of Educations

1. To develop at the earliest possible stage an awareness of the

printed word and a readiness for reading through many experiences

with stories, poetry, books.

2. To develop listening and speaking skills so that a child can com-

municate with peer groups and adults, follow directions, and en-

joy and retell stories and poems in proper sequence.

3. To develop a larger vocabulary and learn beginning comprehension

skills so that pupils nay progress from readiness to beginning

reading.

To provide at each child's level opportunities to observe, dis-

cover, explore, experiment, classify, draw concluaions and/or

find solutions; to make this possible through experiences in

mathematics, science, art, and other creative expression.

To strengthen child's sense of self-worth and internalized code

of behavior so that child can select and attack an appropriate

task and pursue it to its completion.

B. Program Procedures

The objectives stated above were to be achieved by the allocation of

additional professional and peraprofessional personnel to those elementary

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

Additional teachers and paraprofessionals were to be assigned as follows:

1. An educational' assistant was to be assignid to each kindergarten

class;



2. For 40 per cent of grade 1 and of grade 2 classes, a pupil-teacher

ratio of 15 V3 1 (in grade 1) and of 20 to 1 (in grade 2) was to

be established;

3. For the remaining 60 per cent of grade 1 and grade 2 classes, a

pupil-teacher ratio of 27.2, plus 5 hours per day of educational

assistant time, was to be established.

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 as-

signed in lieu of educational assistants. In instances where such a con-

version vas made, one teacher was considered as replacing ZO hours of ed-

ucational assistant time daily.

The Kindergarten Program. Wherever possible, kindergarten classes were to

be organized on a 2i hour basis rather than on the usual 3 hour A.M.,. 2

hour P.M. session. The teacher, assistel by the assigned paraprofessional,

was to provide more individualization of instruction for each pupil. A

multi-media approach was to be institutel, in order to provide children

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

perceptual skills, and of the cognitive skills of naming and classifying.

The Prekindergartenglindergarten Curriculum Guide, Language Arts, Family

Living, Science K-2, and the Kindergarten History and Social Science bul-

letins were to be implemented.

In addition, kindergarten 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 sehooland.the



home. When requested by parents, the teacher was to organize meetings

ir.-.7olving other bureaus and agencies.

The Program in Grade 1 and Grade 2. The program on these grade levels was

to stress reading, methods of teaching reading, and diagnosis of reading

difficulty. The paraprofessional, in those classes where an educational

assistant was assigned, was to work in a close relationship with the teach-

er, assisting her in developing improved attitudes, skills, and habits:

The paraprofessional was also to relieve the teacher of some monitorial,

clerical, and administrative duties. Under the direction of the class-

room 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 bilingual instruction where required.

Training of Paraprofessionals. The funding proposal submitted for the

SECE Program describes an inservice training program for educational as-

sistants in considerable detail. The adequacy of this inservice program

is evaluated elsewhere.



CHAPTER II

EVALUATION DESIGN AND PROCEDURE

Seventeen Edstricts elected to arrange for central evaluation of the

SECE Program. Considerable variation in the manner in which the program

vas implemented was to be expected, as the prescription for implementation

was flexible. Individual Districts, depending on their needs and resources,

could elect to provide either paraprofessional or ratio teacher assistance

to a larger number of first and necond grade classes than the proportion'

specified in the project proposal. Moreover, these personnel might be as-

signed to a wide variety of tasks.

The design developed for the evaluation of the SECE program had two

major facets:

1. Deterudnation of the extent to which the program was implemented

with respect to:

a. Assigning a paraprofessional in kindergarten classes

b. Eatablishing a pupil-teacher ratio of 15 to 1 in 40 per cent

of first grade classes

c. Establishing a pupil-teacher ratio of'20 to 1 in 40 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.

2. Determination of the extent to which the wogramwas successful

in attaining its stated goals. These specific objectives, and

the criteria used to evaluate their attainment were:

a. To develop at the earliest possible stage an awareuess of the

printed woi:d and a readiness for reading through =LAY experi-

-12-
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ences with stories, poetry and books..

Criterion of acceptable performance: 75 per cent of pupil

population will develop the ability to mite from readiness

to the beginning reading of a sight vocabulary.

b. To develop listening and. speaking skills 'BO that a child can

comminicate with peer groups and adults, follow directions,

and enjoy and retell stories and. poems in Proper sequence.

Criterion for acceptable performance: 75 Per cent of the

sample population will develop the ability to retell stories

and/or poems in proper sequence.

C. To develop a larger vocabulary and learn beginning comprehen-

sion skills so that pupils may progress from readiness to be-

ginning reading.

Criterion for acceptable performance: 75.per cent of the

children participating will achieve scores reflecting normal

growth on the Pre-Reading Assessment Test (Kindergarten),

Metropolitan Achievement Test Primary I (Grade 1), or Upper

Primary. Test (Grade 2).

d. To provide at each child's level opportunities to observe,

discover, explore, experiment, classify, draw conclusions and

/or. find solutions; to ,make this possible through experiences

in mathematics,. science, arts, and. other creative expression.

Progreso vao judged by rating each child's. progress in !skills

of observation, discovery, .exploration and experiientation by

observing the child's use of and. manipulation of materials and

his consents about them. A sPecially prepared check list was

used to quantify teacher's observatiCii.

CriteriOn Of'acceptable Performance: aitisfacioniir.iehievement



as judged by the teachers for 75 per cent of.,the children.

*. To strengthen child's sense of self-worth and internalized

code of behavior _so that child can select end attack an ap-

propriate task and pursue it to its .conpletion. Progress was

judged by noting the degree of change in each child8 self-

attitudes and attitudes toward school tasks. A specially

prepared rating scale of pupil behavior.was used to quantify

observation of teachers.

Criterion of acceptable performance: satisfactory growth as

judged by the teachers for 75 per cent of the children.

A. Samples Used in the Evaluation

Three different samples were utilized in various phases of the eval-

uation:

1. Total Sample - in order to obtain data concerning ieveral aspects

oi the eitent of implementation of the program, total sample,

comprising all participating schOols was used.

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

concerning effectiveness of the program by means of observation

and interviews with administrators,' teachers, and paraprofession-

alas a sample of 30 schools was selected. This' iample included

tram one to three schOOls representig each of "the 17 districts

participating in the program.

QUeitiOniatire (ital.") Simple tailed qUestioiniires were sent

..,

to all prticipating gichools other thin themieli the intensive

ewe" eiMpie.
s : '

Data Collection Techniques,

A mariety,.otapproaches were \utilized in the collection of data for



the evaluation:

1. Analysis of official records - in order to obtain data' concern-

ing implementation of the program, a data sheet, calling for a

summary of the organizational pattern in ECE classes and. assign-

ment of paraprofessional and ratio teachers was sent to the total

sample of 150 schools particirating in the program.

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

gram in operation, qualified observers visited each of the 30

schools in the intensive sample for an average of 6 days. In

each school, two kindergarten, three first grade, and three sec-

ond. grade classes were observed.. In each of the first and. second

grade classes, one lesson in reading and one lesson in some other

subject area were seen. A specially prepared observation sched-

ule wu utilized to summarize observed lessons. In addition,

an overall appraisal of the educational functioning of eich class-

room was made by the observer, again utilizing a specially pre-

pared form. (Copies of the instruments used by the observers ap-

pear in the Appendix). An orientation session was conducted for

the observers, at which the objectives of the program were des-

cribed and the instruments to be used were discussed,.

The 18 observers included 10 members of the staffs of teacher

training institutions in the Metropolitan area, all of whom had

had considerable experience on the early childhool level, two

former principals of New York City public schools, a former di-

rector of reeding services, five former teachers in,New York City

schools. All of the observers had ha.& extensive experience on

the ICE 'level and had done responsible work in teacher training

and onrrieultia 'development.

- .7175-
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3. Questionnaires - in order to obtain additional data concerning

program implementation, as well as .the reactions of program par-

ticipants , a series of questionnaires were sent ..to the .principal,

assistant principal, school ECE Coordinator (ifany) and to sel-

ected classroom and. ratio teachers and. educational-.assistants in

each of the remaining participating schools. (Copies of ,the ques-

tionnaires may be found in the Appendix)..

Interviews - in add.ition to observing classes, in.,the intensive

sample of 30 schools, the observers conducted a .series of .inter-

views with .school personnel. Using.the questionneires..,described

above as interview schedules the observer., interviewed.the prin-

cipal assistant principal, school- ECE .coordinator. (if .any) and

the classroom teachers ratio teachers and paraprofessionals in

the classes that were observed.

Analysis of Test Results - the New York ?rereading Assessment

Test was administered to one kindergarten.class, and the Met-

ropolitan Achievement Test in Reading (Primary I) was.,adminis-

tered to one first grade class, in each..of the 30 schools in the

intensive sample: In addition, the performance of second grade

pupils on the city-wide administration of Metropoliten Achieve-

ment Test in Reading.,was analyzed. As special,substudies, more-

over, the growth of pupils now in the .third.grede who:were in

the Program during the 1969-1.970 school year, Ankthat.of pupils

noV in the fourth grade..who,participated:in the .Progrem,during

the 1969-1969. school year were studied too,...the :perfor-

mance of these pupils on the Metropolitan. Achieve,ent Test in

Reading was analyzed.

Administration of Rating Scales =4 Cilw141.011. scales designed



to determine the teachers' perception of pupil inprovement in

attitudes to self and school were administered, and. the findings

analyzed. In adation, a checklist designed to determine cog-

nitive and linguistic abilities and skills of the participating

pupili was administered, and the findings analyzed.

C. Data Analysis

The instruments described above provided a wealth of detailed des-

criptive data concerning the nature and extent of implementation of the

program reactions of participating personnel and observers concerning

the effectiveness of the program as well as information regarding the

attitudes, needs, skills, and performance of pupils.

Using as criteria the appraisals furnished. by school personnel and

by the observers, as well as the achievement scores of the children in

the intensive sample of participating schools, a mutter of subgroup com-

parisons concerning the effectiveness of the program were made. The spe-

cific questions to which attention was directed may be summarized as fol-

lows:

1. Are there significant differences in the effectiveness of the SECE

Program, as measured. by the criterion ratings and the achievement

test scores between:

a.

b.

Classes with paraprofessionals and classes .without parapro-

fessionals

Classes 'of afferent sizes.

Where appropriate, analysis of variance was employed to determine the

significance of.differenees between groups and interactions. between,,them.

In those instances -in which the assumptions of a,parametric test wore not

met, a ehi-square approach was, utilised.



CHAPTER III

TIE SAMPLE OP 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 questionnaires that were mailed.

In each of the 30 intensive, or "core" sample schoolt, .interviers

were conducted by a member of-the observation team, where possible,.'with

the principal, the primary assistant principal and- the ECE Coordinator. .

(if any), as well as with-the classroom teachers.and paraprofessionals

in each of' the two kindergartens and three first ,and. second .grade* classes

in which observationa were conducted, and with ratio teachers assigned. to

those grade' levels.

Questionnaires were sent to all other 120' participating schools to.:be

returned by the principal, the assistant:principal, the ECE Coordinator,

by 'tWo teachers:on each of the kindergarten first, and. second...grade..lev-

els by three paraprofessionals and three. ratio .teachers assigned *. to:.'ECE

classes.

The questionnaire form mailed to administrators. and teachers in the

"mail!' sample, and the interview Schedule utilized, by the' observers in

the "core" sample were identical; thus , detailed .information. regarding

the:implementation arid' effectiveness' of the.'progracr was- solicited from a

total of 150 schools.

Data regarding the SECE programs was furnished by &total of 117 prin-

Cipais' of rarticipating schools. Information was also collected' !ran

total of 90 usistant principald and from 143 ICE 'Coordinators,having some

responsibility for the early childhood classes in their schools.

Questionnaire or interview responses were 'received from 192 kinder-



garten teachers; 221 first grade, and. 207 second grade teachers in the

participating schools; responses from 186 ratio teachers were also anal-

yzed. Responses from a total of 354 paraprofessionals were available

for analysis; of these, 140 (42.0%) were assigned to kindergarten, 106

(31.8%) were assigned. to first grade classes, and 87 (26.1%) to second

grade classes.

BACIO3ROUND OF THE PARTICTPANTS

1. Principals

Of the 117 principals in the sample schools, 111, or 94.8% reported

that they held graduate degrees. The average number of graduate credits

completed wa? 68.1.

A total of 97 (82.9%) reported previoua experience as principal; of

these, the average number of years of experience prior to the current

school year as principal was 6.6 years. A total of 109 principals re-

ported prior experience as assistant principal; 0: these, a mean of 7.2

years of experience as assistant principal was reported.

Previous experience as elementary school teachers (K-6) was reported

by 82 (70.1%), of the principals; these princirals had served, an average

of 9.1 years as elementary, school teachers. Only 15 principals (12 8%)

indicated prior experience teaching as Early Childhood Education teachers.

The principals with such experience had. served an average.of 4.7 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 relatively .emr had served as, ECE teachers.

Assistant Principals
. ,

InforiatiOn reording the beckircnnill and experience of 90 aesisteit



princi;als involved vith the SECE program was obtained.

Of the 90 assistant princire.ls, 27 (30.0%) were male, and 63170.0%)

female. A mean of 57.3 graduate credits was reported by 86 (95.5%) of

the respondents; 80 (88.9%) held a graduate degree.

A total of 82 (91.1%) of the aSsistant principals reported prior ex-

perience in this role; of these, a mean of 4.5 years of experience was

reported. All but three of the assistant principals with prior experi-

ence aerved previously in this capacity in the same school.

Nearly all (84, or 93.3%) of the assistant principals responding re-

ported previous experience as elementary school (k-6) teachers; 13.8 years,

on the average. An average of 6.7 years of previous experience in teach-

ing early childhood classes was reported. by 47 of the 90 respondents.

The assistant principals, too, constituted. a group with considerable

experience both in their present position and. as former elementary school

teachers. Slightly more than one-half of the assistant principals had

served in ECE classes.

'ECE, Coordinators

Of the le WE coordinators for whom information was aVailible, 25

(58A.%3'i held a graduate degree. A mean of 47.8 graduate credits was'

reported .by 35 respondents.

'All but three'''ECE.coorditiators: had previously taught 'in.kindergarten

through second grade, for an average of 11.7 years. A total of 26 -(60.5%)

bad bad eXperience teaching. in.gradet 3.thrOugh' 6. An average:of .11.4

years of pieririouir eXperience in the' same school.' was reported .by the-43

coordinators. All hati'PreiriOuslyi served ita. WE. cOordinator;j.the 'mean

ntmber of years of prior experience as Bele coordinator reported was 2.6

years. In wiew of the relatively short length of time that' the schOols



have been able to assign a teacher to serve as an ECE coordinator, this

represents considerable ,prior.experience.

4. Teachers .
.

Of the 192 kindergarten teachers.. -sampled, 91 (47.14%). held. a graduate

degree. A total of 151 (78.6%) had completed graduate courses; a mean

of 32.8 graduate credits had been completed. Graduate degreei were held.

by 85 (38.5%) of. the 221 responding first grade teachers. A mean* of 25.6

graduate credits were reported by 183 (82.8%) of the grade 1 teacherr..

Seventy (33.8%) of the 207 second grade teachers held graduate degrees.

A mean of 27.14 graduate credits was reported by the 172 (83.1%) of the

second grade teachers responding.

Of the 186 teachers serving ECE classes as ratio, cluster, or floater

teachers for whom information wu. available; .514 (29.0%).. held a graduate

degree. A mean of 29.13 graduate credits was reported by 138 (74.2%)

ratio teachers.

All kindergarten teachers, all but four of the first grade teachers

and. all but six of the second grade teachers were female. Nine of the 186

ratio teachers were male.

Information regarding the licenses under which the participting teach- :

era served are presented in Table III-1.

1



Table III-1

Teaching License of Participating Teachers

Early Childhood

Per Cent

Kindergarten (N=192) 1148 77.1

Grrade 1 (N=221) 71 32.1

Grade 2 (N=208) 53 25.6

Ratio Teachers (N=186) 43 23.1

Common Branches . Not.Given*

N Per-Cent N Per Cent

44 12.5 20 10.4

123 55.7 27 12.2

141 68.1 6.8

100 537 43 23.1

Table 111-2 presents data regarding the prior teaching experience

reported by teachers serving in the SECE program.

Table III2

Prior.Teaching Experience of Participating Teachers.

Teachers with

Kindergarten

N

(N=192)

Per Mean
Cent Years N

Grade 1
(N=221)

Per Mean
Cent Years

Grade 2

(N=208)

Per Mean,
N. Cent Years N

Ratio
(N=180

Per Mean
Cent Years

prior experience 185 96.4 9.3 206 93.2 5.6 192 :92:8 5..8 149 ..80.1 .7..0

Teachers with.,
prior experience
in same school 178 92.7 6.3 198.89.6 4.0 182 87.9 3.9 127 68.3 5.6

Teachers with
K.-2 experience 187 97 4 8.5 210 95.0 5.1 192 92.7 4.5 148 79.6 5.0

Teachers with no
prior experience 7 3.6 15 6.8 15 7.2 37 19.9

Again, the mean experience reported by the group is relatively high.

Very few of the respondents are beginning teachers and, particularly on

the kindergarten level, are weal beyond the probationer level. Interes-

tingly, the pattern of variation in experience was rather unusual among



the ratio teachers who responded to the questionnaire. ;Ifear34, go per cent

ct.the ratio teachers wereAmtginning teachers, whileabout 7 per cent of

first and second grade .teacheruhad:no;prior experience.. On the. other

hand, those ratio. teachers who reported prior experiencmthadeerved longer

(7 yeere), on the average, than had.classroom teachers on the first and

second grade levels (5.6 and:5.8 years -respectively).

Paraprofessionals

Data were available regarding the background and experience of 354

paraprofessionals; all but four of whom were female.

Data regarding the educational background of the 354 paraprofession-

als are presented in Table 111-3.

Table 111-3

Highest Level of Schooling Completed by

Paraprofessionals Participating in SECE Program (N-354) .

Per Cent

No High School Diploma 6 1.7

Held High School Diploma 120 33.9

Completed Some College Work 199 56.2

Held Degree from a Two Year College 23 6.5

Held Degree from a Four Year College 5 1.4

Of the 354 paraprofessionals, 344 (97.2%) had had experience as edu-

cational assistants or teacher aides prior to the current school year.

Those with such experience had served an average of 3.1 years in this

capacity. A total of 347 paraprofessionals reported prior experience in

the same school; some includsd their association with the school as par-

ents volunteers. A mama 3.4 years of prior experience in the same



school was reported.

The paraprofestionals also:tend. tO:be4'-relativay-experienced.groUp,

when Viewed in termivof'the length:ofAime such assignments have been.,

available:in theAchools.HIn-terMs Of:educational,background too, the .

grOUp shOws-schooliforkvellabove.the-average.ofthe:AwuallaymanAll

but 6 respondents reported'holding.a'high school-diplomai,WhileA4most'::,

two-thirds of the respondents noted that they had completed some college

work. It is probable that', for most of the paraprofessionals, this col-

lege work represents participation in the Career Ladder Program.

,



..CIIAPTER

.IMPLBUNTATION.OF. THE . PROGRAM

A. SOURCES OF DATA

Information gathered through qustionnaires sent to all schools par-

ticipating in the program, and through telephone interviews in instances

where the questionnaire data were incomplete, provided the data upon

which this chapter is based. In the 17 districts covered by this oval-
.

uation, 150 schools were designated as eligible for participation in the

program; of these, eight schools reported that they had no classes below

grade 3. Three schools reported that they were not covered by this eval-

uation, u they were participating in other programs, such as PEP.

Complete data regarding implementation of the program wu received

frce a total of 133 schools.

District No. of Schools District No. of Schools

1

2

5

9

1.0

11

15

14 17. 10.

7 18 1

15 20

16 20

10 21

3 .27

1 28 5

14 30 5

31 6

B. DermorrATIoN AT Tick KnammaAnnt LEVEr,

1. Assignment of Paraprofessionals

On the kindergarten level a tatil. cif 760 classes were organized in



the participating schools. Of these, 611 (80.4%) were classes taught by

a single teacher, and had been allotted the.services of an educational

assistant. In four (0.5%) of the other classes taught by a single teacher,

the services of two paraprofessionals were provided; in 28 (3.7%) of these

classes, paraprofessional assistance was provided for half or leas than

half the length of the kindergarten session; generally, two classes shared

the paraprofessional's services. In 35 (le.%) of the classes, no para-
..

professional services were provided.

A total of 82 (1008%) of the kindergarten classes were taught by "paired°

teachers (two teachers sharing a single classroom); of these, only two (0.3%

of the total number of classes) had not been assigned paraprofessional as-

sistants. In 146 paired classes (6.1% of the total), one paraprofessional

assisted both teachers; in 34 paired classes (4.5% of the total), two

paraprofessionals were assigned. In addition, nine full time kindergarten

classes and six non-graded primary classes were organized; these classes

are not included in this evaluation report.

No paraprofessional assistance was provided in only 37 classes; full

time or part time paraprofessional services were allotted to 95.6 per cent

of the 760 kindergarten classes in the participating schools. In 669 clas-

ses (88.0% of the total), the full time assistance of one or more para-

professionals was assigned for each paired or single class. A total of

28 (3.7%) of the single classes had part time paraprofessional services.

Of the 23 paired classrooms (46 paired classes) served by a single

paraprofessional, only two had combined registers of less than 35 pupils;

in all other classroom, groups of 37 to 50 children were assigned to two

teachers and one paraprofessional.

These data are summazized in Table IV-1.



Table IV-1.

Paraprofessional Assignments - Kindergsrten

Cue
None nal-t11110

Dist Percent I Percent

1 3 14.8 53 85.5

2 26 86.7

4 3 4.4 61 89.7 4 5.9

5 44 97.8

9 9 11.4 44 55.7

1.0 8 40.0

4 100.0

15 9 8.9 88 87.1

1.7 61e 88.9

8 100.0

3.9 110 87.3

20 12 100.0

22. 10 100.0

27 4 33.3 8 66.7

28 4 u.8 24 70.6 1 2.9

30 23 54.8 15 35.7

33. 3 8.6 32 91.4

Total 35 4.6 611 80.1e 28 3.7 4

(a) 9 full day classes not included

(b) 2 non-graded Glasses not included

(c) le non-graded classes not included

One
Part-tine

Percent
Two

N Percent

2 3.2

1. 2.2

1 2.9

Paired Classes

None One Two Total
N Percent N Percent N Percent Classes

4 6.5 62

4 13.3 30

68

45(a)

2 2.5 12 15.2 12 15.2 79(b)

4 20.0 8 1e0.0 20

14 14.0 161(c)

8 11.1 72

8

1.6 12.7 126

12

10

12

2 5.9 2 5.9 314

4 9.5 142

35

0.5 2 0.3 46 6.1 34 4.5 760

36



It would appear, then, that the objective of providing a paraprofes-

sional in each kindergarten class was, substantially met. It must be re-

membered that these data were collected early in the school year, and

that some schools msy not yet have recruited their 'full' allotment of

paraprofessional assistants at that time.

2. Pupil-Teacher and Pupil-Adult Ratio

In each district, additional teaching personnel variously referred

to as "ratio," "cluster," or "floater" teachers, were assigned to kin-

dergarten classes on a full-time or part-time basis. Data were collec-

ted regarding the ratio teacher time allotted to kindergarten classes in

each school. The fractional equivalent of full-time service provided by

ratio teachers to kindergarten classes vas then computed, after setting

the nail-time services of a ratio teacher at 20 hours per week. Table

IV-2 presents summary data regarding the number of schools, single and

paired classes, and number of ratio teachers assigned on the kindergar-

ten level.



!Faber "of Ratio' Teachers- Aisigna to Xindeigartit Classes

District
No. of Schools

Reportins

1 14

2 7

4 14

5 13

9 10

10 3

11 1

15 14

17 10

18 1

19 20

20 1

21 2

27 3

28 5

30 5

31 6

No. of Classes No. of
Ratio TeachersSingle Faired Total

58 4 62 7.30

26 4 30 1.61

68 0 68 3.88

45 0 45(a) 7.23

,53 26 79(h) 5.53

8 12 20 1.62

4 0 4 0.00

96 4 100(c) 7.01

61e 8 72 18.46

8 0 8 1.00

110 16 126 10.80

12 0 12 4.00

10 0 10 1.08

12 0 12 .30

30 4 34 1.60

38 4 42 3.01

35 0 35 4.05

(a) 9 full day ki..ergarten classes not included

(b) 2 non-graded primary classes not included

(0) 4 non-graded primary classes not included

For each district, a mil-teacher ratio, based on the ratio of the

total amber of pzpils to the total number of classroom teachers and ratio

teachers on the kindergarten level, vas computed. An adult-pupil ratio,



based on the ratio of the total number of pupils to the total number of

professional and paraprofessional personnel was also determined. Average

class registers, pupil-teacher ratios, and adult-pupil ratios for each

district are presented in Table iv-3.

Table IV-3

Class Registers, Pupil-Teacher Ratios, and Fupil-Adult Ratios

On Kindergarten Level

No. of
Classroom

Dist Teachers

No. of Total
Mean Ratio NO. of

Register Teachers Teachers

Pupil- No. of Total Pupil-

Teacher Parapro- No. of Adult
Ratio fessionals Adults,Ratio

1 62 18.84 7.36 69.30 16.85 59 128.30. 9.10

30 19.66 1.61 31.61 18.65 30 61.61 9.57

68 20.52 3.88 71.88 19.41 63 134.88 10.34

5 45 21.97 7.23 52.23 18.92 46 98.23.10.06

9 79 19.97 5.53 84.53 18.66 62 146.53 10.76

10 20 22.60 1.62 21.62 20.90 18 39.62 11.40

11 4 17.25 0.00 4.00 17.25 4.00 17.25

15. 101 22.79 7.01 108.01 21.31 92 200.21 11.50

17 72 22.46 18.46 90.46 17.87 68 158.46 10.20

18 8 25.00 11,00 9.00 22.22 8 17.00 11:76

19 126 21.38 10.80 136.80 19.69 118 254.80 10.57

20 12 24.83 4.00 16.03 18.62 12 28.00 10.43

21 10 21.40 1.08 11.08 19.31 10 21.08 10.15

27 12 28.58 .3o 12.30 27.88 8 20.30 16.89

28 314 22.49 1.60 35.60 21.147 29.50 65.10 11.74

30 42 20.27 3.01 45.01 18.91 32.50 77.51 10.98

31 35 21.77 4.0 39.05 19.51 32 71.0 10.72



For maw:yetis, it'll's' been theprectiCe inliew York dity to'sain-

tain a register of 25 pupils in kinderiCktenclasieó: -In view of the

needs' of children, inIoverty.tretLachoOls,'it'irould be-iMperatiVe to

seek to reduce clats:size Mythis 1044,1:whenever possible. The'data

summarized in Table'3 indicate that the schools have been very succes-

ful in attaining this desirable end. Mean class size is very low; a

mean register of 25 is exceeded'in only one district. /t is apparent

that a major effort vas'made to miintain low registers On the kinder-

garten level, and that the results have.been highly successful.

The data are'even'more striking when the pupil-teacher ratios, which

reflect assignments of ratio teachers to kindergarten classes, are con-

sidered. The pupil-teacher ratio exceeds 25 in only one district, and

falls below 20 in 12. districts.

Pupil-adult ratios, wtich take into consideration the assignment of

paraprofessionals to kindergarten classes, are even lower. In only two

instances does this ratio exceed 12. In all of the other districts, the

pupil-adult ratios are considerably below this level, and actually fall

below 10 in two districts. These low pupil-adult ratios, which approx-

imate one-half of the mean registers, reflect the fact that a parapro-

fessional was assigned to almost every one of the participating kinder-

garten classes.

C. /KPLEKINTATION OM THE FIRST GRADE LEVEL

The goal of the Strengthening Early Childhood Education wogs., at

the first grade level, wes to establish a pupil-teacher ratio of 15 to

one in e0 per cent of the classes; in the remaining 60 per dent, a pupil-

teacher ratio of 27.2 to one, with an additional full time assignment of

paraprofessional assistence to these classes.



A total of 851 first grade amigo' wel.**

the districts covered by this evaluation.
.

pained in the chools in

In order to deter:situ, whether the criterion of.establishing a ratio

of 15 to, I in 110 per. cent of grade 1 classes, and & pupil-teacher ratio

of 27.2 to 1 in the remaining 60 per cent vas met, the following proce-

dures were followed:

1. Within each district, the pupil-teacher ratio of each class was

adjusted to take into account the number of hours per reek ratio teachers

were assigned to first, grads classes in that district.

2. The firet grade classes were arranged in order of their adjusted

pupil-teacher ratios and divided.at the leOth percentile.

3. Mean pupil-teacher ratios for the Unrest la per cent of classes,

and for the highest 60 per Cent of classes were computed; Table 11/-14

presents the resulting data.



Table IV-le

Pupil-Tescber Ratios, ,in ,First Oracle Classes

.sClasaiee with Lowest Classes with Highest

Dist. No. of Classes P-T Ratios (40%) P-T Ratios Zni%)
N

1. 80 35

2 32 13

4 75 31

5 66 26

9 99 1+2

10 14 6

11 le 2

15 98 40

17 73 29

18 9 4

19 156 61

20 20 8

21 9 4

27 16 6

28 32 13

30 33 13

31 35 14

Hew N

12.81 , 45 22.50

16.60 19 22.56

11.67 44 20.47

14.36 40 18.33

13.147 57 22.77

18.94 8 19.72

17.34 2 21.78

13.07 58 21.79

17.83 44 21.72

25.84 5 27.89

11.84 sl 22.78

13.85 12 15.18

35.03 5 17.64

18.03 10 29.27

19.22 19 21.63

14.01 20 19.97

10.22 21 15.62

In 10 of the 17 districts, a pupil-teacher ratio of 15 to 1 in 140

per cent of the first grade classes was achieved. In all but one dis-

trict, the pupil teacher ratio of the largest 60 per cent of the classes

also net the criterion of 27.2 to 1. lamination of Table IV-4 reveals,

also, that in some districts with relatively high pupil-teacher ratios

in the lower 140 per cent of the classes, the pupil-teachwr ratios in the
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upper 60 per cent.were very low (Districts 2, 10, 11, 17 emal 21). These
. , .

districte cannot be said to Nave been unsuccessful in meeting the objec-

tives of the Program without interpreting those objectives mere strictly

than had been the.intent of ths progimm's planners.

Further information regarding the assignment ot paraprotessiamals to

first grade classes indicates that, Lamm cases, the flexibility pro

vided by the option of assigning either paraprofessional or additional

professional help resulted in the organisation of many smaller classes

with pezaprofessional assistance, and large classes vithout such assis-

tance, depending on the special needs of the individual schools, their

teachers and their pupils.

lamination of Tables 5.and 6 reveals that in all but four districts,

paraprofessional assistance was made available, on a full-time or part-

time basis, to a malority of the classes with the largest pupil-teacher

ratios, and to a large proportion of small classes as well The vide*

variety in the manner in which the Programmes implemented attests to

the value of the inherent flexibility in the Program's provisions, and

the resourcefulness of the individual Districts and schools'in shaping

the program to meet local needs and in taking advantage of local strengths.



Tbl.. 1V-5

Type.go.f. Class .Organisation in 40 Per cent or First Grade

Classes with lowest Pupil-Teacher Ratios

Single Single Paired Other

Single Part-time FUll-time

No Para . Para" Para

Tbtal Per Per Per Per Per

MAL Classes, N Cent N Cant N Cent N Cent N Cent

1 35 4 11.4 5 14.3 11 31.4 6 17.1 9 25.7

2 13 6 46.1 1 7.6 6 46.1 o 0.0 o 0.0

4 31 11 35.4 o 04 1 3.2 19 61.2 0 0.0

5 26 6 23.0 0 0.0 15 57.6 ..0 0.0 5 19.2

9 42 17 40.4 o 0.0 o 0.0 25 59.5 o 0.0

lo 6 1 16.6 4 66.6 1 16.6 o o.o o o.o

11 2 0 0.0 0 0.0 2 100.0 0 0.0 0 0.0

15 4o 4 10.0 0 0.0 6 15.0 30 754 o 0.0

17 29 1 3.4 2 6.9 22 68.9 4 1.3 o 0.0

18 4 0 0.0 1 25.0 3 75.0 0 0.0 0 0.0

19 61 23 37.8 3 4.9 3 4.9 32 52.4 o 0.0

20 8' 8 404 o 0.0 o 0.0 8 100.0 0 omo

21 4 2 50.0 0 0.0 2 50.0 0 0.0 0 0.0

27 6 2 33.3 2 33.3 2 33.3 0 0.0 0 ox

28 13 2 15.3 1 7.7 3 23.0 7 53.8 0 0.0

30 13 2 15.3 2 15.3 5 38.4 4 30.7 o fox

31 14 2 14.2 , 2 14.2 2 14.2 8 57.1 o 01.0

i



ava -iv-6

Type'ottlasi'OrganisatididIv60per,Cedt of Pirit'Oride

Claisseavith Hiliblit4011-Teaeher Natio.

Dist..
Total,

Classes

1 45,

2 19,

4 44.

5 40

9 57

10 8

11, 2

15 58,

17 44

18 5

19 95

20 12

21 5

27. lo

28 19

30 20

31 21

Single.
No Part

Per
I Cent

lo 22.2

4 21.0

8 4.1

7 17.5

26 45.6

3 37.5

2 100,4

11 18.9

9 20.4

o o.o

23 24.2

O 0.0

3 6o.o

2 20.0

3 15.7

0 5.0

12 57.1

'Part-thew
Pare'

Sing e

Per\
Cent

single

Paired

I-,
Per
Cent*.

Paired

N_
Per
CentI

Peza'
Per'
Cent

5 11.; 30 66.7 .o 0.0 0 0.0

,6 31.5 9 47.3 o 0.0, o 0.0

2 4.5 31 70.4 3 6.8 o 0.0

0 0.0 33 82.5 ,0 0.0 0 0.0

o 0:0, 18 31.5 3 5.2 lo 17.5

1. 12.5. 4 50.0 o 0.0 o 0.0

0 070 .9 0.0 0 0.0 0 0.0

o 0.0 39 67.2 .8 13.7 o 0.0

2 4.5 33 75.0 o o.o o o.o,

o 0.0 5100.0 o 0,0 o o.o

24 25.2 35 36.8 .13 13.6, o 0.0

0 0.0 0 0.0 12 100.0 0 0.0

o 0.0 2 4o.o o o.o o

8 80.0 o 0.0 0 0.0 0 0.0

1 5.2 14 73.6 ,1 5.2 0 0.0

1 0.6 19 95.0 0 0.0 0 0.0

6 28.5 2 9.5 3. 4 7 0 0.0



D. DEPLIKENTATION OE ME SECOND WADE LEVEL

On the second grade level, implementation of the SECS program called

for the establishment of a pupil-teacher ratio of 20 to one in 110 per cent

of second grade classes, and a pupil-teacher ratio of 27.2 to one, plus

full time paraprofessional help, in the remaining 60 per cent of the clas-

ses.

A total of 775 second grade classes were organised in these districts.

In order to determine whether these criteria were met, procedures par-

allel to those followed in computing pupil-teacher ratios on the first

grade level were used. The data resulting from this anatysis are presen-

ted in Table IV-7.



Table IV-7

Pupil-Teacher Ratios in SecOnd Grade Classes

Dist. Classes Classes
Pe? Ratio

N

with Lowest
(40%)

Per Cent

Classes
PT Ratio

N

with Highest
(60%)

Per Cent

1 68 27 12.56 41 22.54

2 32 13 17.66 19 25.78

4 55 22 17.76 33 23.42

5 69 28 12.62 41 19.59

9 83 33 14.73 50 25.03

10 16 6 13.20 10 20.73

11 5 2 18.18 3 24.24

15 84 34 18.19 50 25.44

17 72 29 19.45 43 24.70

18 10 4 20.83 6 22.22

19 146 58 15.70 88 22.38

20 13 5 19.73 8 22.38

21 9 4 18.21. 5 20.46

27 14 6 20.75 8 29.65

28 28 u. 21.90 17 25.43

30 23 9 17.28 14 23.38

31 38 15 13.57 23 20.54

Itemization of Table IV-.7 indicates that the objective of establish-

ing a pupilteacher ratio of 20 to 1 in the lowest 4o per cent or zarti-

Upating classes was wet in all but three districts; these three dis-

tricts fell short by a very small amount. Purtbensore, in two of these

districts, the pupil-teacher ratio in the higher E0 per cent of second

grade classes was quite low. The objective of attaining an average pupil-

teacher ratio of 27.2 in the latter group of classs was net in all but

478-



one district.

Analysis of data showing the assignment of paraprofessionals to sec-

ond grade classs reveals that, in fUlly 70.3 per cent or the classes

with the lowest pupil-teacher ratios, paraprofessional help had been as-

signed. In the larger group of classes, 59.3 per cent had paraprofess-

:.3nal help. Thus, there were a good many relatively large second grade

classes which had no such assistance, while many small cameos were as-

signed this help. Tables IV-8 and IV-9 present these data:



Table IT-8

Type of Class Organisation ikis0 Par Cent of Second Grade

Classes with,Lowest Adjusted Registers

Single Single
Single Pert-time lu 11-tine
No Para Pere Para Paired Other

Total Per Per Per Per Per
Dist. amLs gga Cent X Cent I Cast I Cent

1 27 6 22.2 0 0.0 8 29,6 1 14.8 9 33.3

2 13 5 38.4 1 7.6 7 53.8 0 0.0 0 0.0

22 7 31.8 1 4.5 13 59.0 1 4.5 0. 0.0

5 28 2 7.1 0 0.0 17 60.7 3.4.2 5 17.8

9 33 5 15.1 2 6.0 2 6.0 24 72.7 0 0.0

10 6 0 0.0 0 0.0 66.6 2 33.3 0 0.0

2 0 0.0 0 0.0 2 100.0 0 0.0 0 0.0

15 34 9 26.4 0 0.0 21 614 1.1.7 0 0.0

29 11 3.4 0 0.0 14 48.2 13.7 0 0.0

18 4 3 75.0 0 0.0 1 25.0 0 0.0 0 0.0

19 58 16 27.5 16 26.0 T 12.2 19 33.3 0 0.0

20 5 1 20.0 0 0.0 4 80.0 0' 0.0 0 0.0

4 2 50.0 g 50.0 0 0.0 0 0.0 0 0.0

27 6 3 90.0 0 0.0 3 50.0 0 0.0 0 0.0

28 if 2 18.1 7 63.6 2 18.3. 0 0.0 0 0.0

30 9 0 0.0 1 11.1 8 88.8 0 0.0 0 0.0

31 25 5 33.3 2 6.7 3 20.0 6 40.o 0 0.0



Table IT-9

Me of Class Organisation in 60 Per cent of Second Grade

Classes vith Nialumit ANGUS. Rmiaters

Single
Single Part-tIne
No Para Para

Total Per Pwr
MiLL't Classes It Cent N Cent

7.3

21.0

9.0

51.2

6.o

30.0

0.0

0.0

2.3

0.0

21.3

0.0

0.0

0.0

52.9

14.2

26.0

1 41 35 36.5 3

2 19 2 10.5 4

4 33 4 12.1 3

5 hi 20 48.7 21.

9 50 25, 50.0 3

10 10 5 50.0 3

11 3 3 100.0 o

13 50 32 64.0 o

17 43 14 32.5 1

18 6 5 83.3 o

19 88 27 30.7 19

20 8 2 25.0 0

21. 5 3 60.0 o

27 8 8 100.0 0

28 17 4 23.5 9

30 14 1 7.1 2

31 23 14 60.8 6

Sinai
Pull-time

Para
Per

Paired
Per

N Cent it Cent

23 56.0 o 0.0

13 68.4 0 0.0

24 72.7 2 6.0

o 0.0 o 0.0

18 36.0 1 2.0

2 20.0 0 0.0

o 0.0 o 0.0

18 36.0 o o.o

28 65.1 o o.o

1 16.6 o o.o

27 30.3 15 16.8

6 754 o o.o

2 40.0 0 0.0

0 0.0 0 0.0

4 23.5 o 0.0

11 78.5 0 0.0

3 13.0 o o.o

Other
Per

if Cast

o 0.0

o o.o

o o.o

o 0.0

3 6.0

0 0.0

o 0.0

o o.o

o o.o

o 0.0

o 0.0

o 0.0

0 0.0

0 0.0

o 0.0

0 0.0



The lane proportion of small classes with paraprofessional usis-

tance and large classes without such assistance on the first and second

grade levels reflects thoughtna istplementation of the Program on the

District and school level, and adjustment of the specifications of the

Prograa to meet local needs. For instance, in schools with extra phys-

ical space, an additional ratio teacher rather than paraprofessionals

can be assigned as a classroom teacher, thus reducing class registers;

in more crowded schools, it wu decided that five paraprofessionals could

provide more useftl supplementary assistance in the classrooms than could

one ratio teacher. In luny schools, classes were organized on the basis

of special pupil needs - for language training, for emotional support,

for remediation of deficiencies due to lack of kindermirten experience.

Such classes were most often $mall, and were assigned the help of a

paraprofessional. In these schools, the larger classes were not given

such assistance.

51
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CHAPTZR V

TRE KEMDIRMARTER PROGRAM

Data regarding the implementation and effectiveness of the SECE Pro-

gram on the kindergarten level were gathered through observations that

were conducted in each of the 30 "core" gaggle schools. Specialty pre-

pared observation schedules were used in a total of 59 observations of

kindergarten classes. Additional data were develoind through a series

of interviews with principals, assistant principals, =coordinators,

teachers, and paraprofessionals in these schools, and through question-

naires to the same personnel in the remaining 120 participating schools.

A. OUDIVATION OF THE PMXMAIK

Observations were conducted in a total of 59 kindergarten classes,

ayproxisatety half in the earning and half in the afternoon. Itrapro-

fessionals were in attendance in 49 (83.1%) of the classes; in three

classes, two paraprofessionals were in attendance. In two instances,

both paraprofessionals and student teachers were present in classes that

were visited.

The observation schedule that vas used in kiodergarten classes direc-

ted the attention of the observer to four major areas; each of these areas

(Play aperience and Activities; Language Activities; Other Content Areas;

Classroom Management) will be considered separatety.

1. Play Rrperience and Actirity

A summary of the types of play activity in which the children partici-

pated in the kindergarten classy's that were observed is presente4 in Table



Table V-1

Types of Play Activities Observed in Kindergarten Classes

Activity /I Per Cent

Domestic 37 62.7

Construction 45 76.3

Toys 39 66.1

Dramatic 26 44.1

Manipulative 38 614.4

Sand and Water 7 U.9

ftithma 23 39.0

Art 144 74.6

Outdoor Play 7 11.9

The kindergarten children in the classes observed participated in

many different kinds of play activities, and used a wide range of mater-

ials. About three-fourths of the observers reported the use of art ma-

terials, such as clay, dough, crayons, paints, or collage. Art activi-

ties were observed in 74.6 per cent of the classrooms; construction,

blockbuilding, was reported by 76.3 per cent of the observers.

Also noted in more than three-fifths of the classes was the use of

manipulative games, such as puzzles, pegboards and the like, as well as

play involving the use of toys such as cars, trucks, and trains, and dom-

estic objects, as in a "doll corner." Rhythmic activities and dramtic

play were observed in somewhat less than one-half of the classes observed.

The use of sand and water and outdoor play was noted relatively infre-

quently, although the observations were conducted during May arid 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



summarizes the data concerning equipment available and used in the classes

that were observed.

Table V-2

Play Equipment Available and in Use in Kindergarten Classes

(In Per Cent)

Equipment Designed to:

Available
In Use Not /n Use

Not
Observed

Encourage quiet activities 55.9 33-9 10.2

Stimulate expression of ideas

and feelings 74.6 20.3 5.1

Promote cooperative play 76.3 20.3 3.4

Encourage manipulative skill 66.1 27.1 6.8

Encourage "looking-glass self" 40.7 42.4 17.0

Stimulate large muscle activity 35.6 28.8 35.6

Equipment for al1 of these activities was available in a large pro-

portion of the classroom observed; nearly all children had an opportun-

ity to participate in various types of play activities. The observers

reported most frequently that the children were engaged in activities

using art materials and blocks for construction. Somewhat less frequent-

ly noted in use were materials designed for solitary quiet use by one

child. The art experiences noted were regarded by many observers as hav-

ing the primuy purpose of stimulating ideas and feelings, rather than

providing quiet "seat-work."

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

ing from Excellent (5.0) to Very Poor (1.0) to rate play experiences pro-

vided for children in the classes observed. A summary of the ratings as-

signed to various characteristics of the lessons observed is presented in

Table V-3.



Table V-3

Ratings Assigned to Plmy Uperiences and Activities

Children participate in
planning, self-selection
of activities

Children free from strain;
laugh cad chatter

Children actively engage
in satisfying activity

Play materials suitable
to age level

Play materials easily
accessible, in good
condition

Use of available play
space

Distribution of Ratings (in Per Cent)
Very Not

Excellent 00od =. Poor bar Redd

32.2 37.3 13.6 5.1 3.4 8.5

559 35.6 6.8 0.0 1.7 0.0

47.5 40.7 8.5 0.0 1.7 1.7

67.8 20.3 8.5 0.0 1.7 1.7

55.9 35.6 5.1 0.0 1.7 1.7

40.7 39.0 15.3 1.7 0.0 3.4

Although the quality of the play experience and activities provided

for the children were generally rated as good or excellent, the observers

were somewhat leas enthusiastic about the children's opportunity to parti-

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

themmelves.

2. Language Activities

Most crucial to the objectives of the ACE Program at the Kindergar-

ten 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 dif-

ficulties will be encountered in learning to read.

The play activities already discussed, of course, provided experien-

r



ces through which children learned the use of language in communication

with others; particularly those which were conducive to cooperative play

and role playing. Ihe results of the observations indicate that in more

than three quarters (76.3%) of the classrooms, equipment specifically de-

signed for this type of plsy vas in use; in most classrocms, several dif-

ferent types of cooperative plsy activities were noted.

Specific language activities in which the children engaged were re-

corded by the observers. The children used language during play aswell

as during classroom experiences expressly designed to stimalate verbal

expression sod use. The language activities observed are presented in

Table y-4.

Table tf-4

Observed Pirticipation by Kindergarten Children in Language Activities

Activity N Per Cent

Conversation 58 98.3
Explaining 46 78.0

Discussion 42 71.2
Asking questions 37 62.7

Manic, rhythms 28 47.5

Stating needs 26 44.1

Caving directions 28 47.5

Speaking to groups 29 49.2

Telling stories 24 40.7

Greetings, farewells 27 45.8

Planning 23 39.0

Dramatisation 20 33.9

Telling experiences 31 52.5

telephoning 17 28.8

Retelling stories 13 22.0

Delivering messages 5 8.5

Envies 7 11.9

Puppet Show 3 5.1

Poetry 10 16.9

T.Y. 10 16.9

Radio 3 5.1



In more than half of the kindergarten classrooms, the children were

observed to participate in conversing, explaining, discussing, asking

questions, and telling experiances. SomeOhat less frequently noted was

the use of language in specially structured activities, such as planning,

story telling, dramatization, ar speaking to groups.

It is of interest to define the role of the teacher and of the para-

professional in supervising language activity. In most situations, either

the classroom teacher supervised the language activities of the children,

or the children's languagewas expressed during unsullervised 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 vas likely to be approached. Indeed, one may

advance the generalization that the less structured the situation in which

languagevas used, the more likely was the peraprofessionalito be involved.

A summary of the relevant data concerning supervision of language ac-

tivities is presented in Table ,f-5.



Table V-5

Teacher and Paraprofessional Supervision of Children Engaged

in Language Activities (In Per Cent)

Activity
Supervised Supervised by
by Teacher Paraprofessional

Supervised
by Both Unsupervised

Conversation 44.1 0.0 37.3 15.3
Explaining 44.1 1.7 25.14 6.8
Discussion 32.2 1.7 22.0 15.3
Asking questions 28.8 3.4 .... 22.0 8.5
Music, rhythms 30.5 0.0 11.9 5.1
Stating needs 8.5 1.7 23.7 10.2
Giving directions 22.0 0.0 18.6 6.8
Speaking to

groups 18.6 5.1 18.6 6.8
Telling stories 27.1 3.4 10.2 0.0
Greetings ,

farewells 16.9 1.7 16.9 10.2
Planning 16.9 0.0 13.6 8.5
Dramatization 15.3 0.0 11.9 6.8
Telling

experiences 33.9 3.4 13.6 1.7
Telephoning 1.7 0.0 8.5 18.6
Retelling stories 8.5 3.4 6.8 3.4
Delivering

messages 1.7 0.0 6.8 0.0
Movies 5.1 0.0 5.1 1 .
Puppet Shows 1.5 0.0 3.4 0.0
Poetry 8.5 1.7 3.4 3.4
T.V. 3.4 3.14 6.8 3.4
Radio 0.0 0.0 5.1 0.0

In general, the children's language activities were more likely to

occur in the absence of direct supervision, as during cooperative play,

than to be supervised by the paraprofessional alone. In structured sit-

uations expressly designed to stimulate verbal expression, such as dis-

cussion, story telling, and. planning, the teacher was generally in com-

mand. In very few cases was the responsibility for overseeing the chil-

dren's use of language delegated to the paraprofeiaional.

a. Rating of language Experiences. Observers alSo. rated the quality of

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

assigned is presented in Table V-6.



Table V-6

Ratings Assigned to langtmge Experiences

Distribution of Ratings (In Per Cent)
Very Not

Characteristic Rated Lxcellent Good Fair Poor Poor Rated

Adults ask questions that
stimulate discussion 42.4 39.0 8.5 6.8 0.0 3.4

Adults listen to and
understand children 50.8 33.9 8.5 3.4 1.7 1.7

Adults give specific
attention to language
developnent of non-English
speaking children 28.8 288 13.6 5.1 3.4 20.6

Adults use experiences to
develop children's
observation and
verbalization 33.9 35.6 16.9 6.8 1.7 5.1

Child-adult communication
unrestricted 44.1 45.8 10.2 0.0 0.0 0.0

Child-child. communication
active, vital, flowing 50.8 28.8 13.6 6.8 0.0 0.0

Again, ratings assigned tended to be "good" l'excellent." It should

be noted, however, that more than 20 per cent of the ratings fell below

the "good" level when "specific attention to language development of non-

English speaking children" was rated. In addition, in 20 per cent of the

observations, the observer preferred not to rate this item, probably be-

cause he had. not observed activities in this area. It would. appear, then,

that too little stress was placed on performance in this area.

Other Content 'Areas

In kindergarteh, 'classroom activities and eXperiences ire intended tO

provide the .1opPortunity for children to deVelop concepts and interests in
1

subject ma-tiler areas 'sticir as mathematics, science, social studies, health



and safety, and the arts. Although the early stages of learning and ap-

preciation in these areas ordinarily take place through informal, un-

structured, exploratory activities, it was felt that disadvantaged chil-

dren, with more limited backgrounds of experience and less verbal facil-

ity, were in need of more hielly structured activities, and direction

from the teacher in the develorment of these concepts and attitudes.

With the emphasis on specific language activities and reading readi-

ness in the SECE kindergarten program, the opportunity for the simultan-

eous development of language, readiness, and concepts in other areas ap-

pears to have been neglected in some classrooms, as experiences in these

areas were observed far less frequently and, where observed, rated some-

what less favorably than more specific langus.ge or play activities.

Table V-17 presents the observers' ratings of the quality of the ex-

periences observed. Where these activities were observed, however, teach-

er performance here was rated as "good" to "excellent," with a larger

proportion of "fair" ratings than was assigned to play or langwsge ac-

tivities. The paucity of lessons in science is worthy of note.
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Table V-7

Ratings Assigned to Experiences in Other Content Areas

Characteristic
Rated

Distribution of Ratings (In Per Cent)
Very Net

Excellent . Good Fair Poor Poor Rated

Teachers build
understanding of
basic mthematics
concepts 27.1 33.9 20.3 3.14 3.14 11.9

Teachers structure
spcific group
activities to
develop science
concepts 20.3 16.9 13.6 6.8 6.8 35.6

Teachers structure
experiences that
focus on the
environment 23.7 35.6 16.9 3.14 5.1 15.3

Teachers encourage
good health and.
safety practices 37.3 33.9 11.9 3 .14 1.7 11.9

Teachers use liter-
ature to create
enthusiasm and
enjoyment 32.2 32.2 8.5 1.7 0.0 2 .14

Teachers guide
children to find
pleasure in music 32.2 28.8 10.2 1.7 3.14 23.7

Teachers use art
experiences for
children to
explore media 305 30.5 15.3 3.4 3.14 16.9

14. Classroom Management

The misagement of classroom routines and, procedures in kindergarten

was most often rated by the observers as excellent or good. Table V-8

presents this analysis.
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Table V-8

Ratings Assigned to Classroan Management

Characteristic
Rated

Distribution of Ratings (In Per Cent)
Very Not

Excellent Good Fair Poor Poor Rated

Children given
responsibility
for routine
activities 32.2 35.6 18.6 1.7 1.7 10.2

Character of
transitions
between
activities 32.2 50.8 13.6 0.0 1.7 1.7

Teacher flexibility 32.2 45.8 11.9 3.4 1.7 1 . 7

Positive attitudes
toward sharing,
responsibilities
and rights for
self and others
are fostered 33.9 44.1 15.3 1.7 1.7 3.4

5. Overall Ratings

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

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

ing of the quality of the classes they had observed. A summary of these

overall ratings is in Table V-9.



Table v-9

Overall Observer Ratings of Kindergarten Program

Distribution of Ratings (In Per Cent)

Very Not

Area Excellent Good Fair Poor Poor Rated

Play 32.2 44.1 15.3 1 . 7 1.7 5.1

language 40.7 33.9 13.6 3.4 1.7 6.8

Other Content Areas 25.4 40.7 22.0 3.4 3.4 5.1

Classroom Management 32.2 49.2 13.6 1.7 1.7 1.7

Overall Observation 27.1 52.5 10.2 1.7 1.7 6.8

For the most part, ratings assigned by observers were "excalent" or

"good."

B. RESPONSES TO niTERviEws AND QUESTIONNAIRES

In view of the fact that responses to questions in both the interview

situation and on the questionnaire were very similar, the answers given

by the the teachers and other personnel were pooled. In all, 192 teachers

responded to questions; of these, 184 (95.8%) had. available the services

of a paraprofessional. All of' the respondents were female; the average

register in their classes was 25.4. Thirty-eight (19.8%) of the respon-

dents taaght paired classes; 154 (80.2%) were single classroom. teachers.

The interviews and questionnaires directed. to participating person-

nel were concerned with a wide range of kindergarten practices and their

effectiveness.

The kindergarten teachers were asked '. to rate various characteristics

of the materials that they had. worked with during the school year. No

restriction was placed. on the curriculum area to which the materials re-

lated. Teacher responSes are summarized in Table V-10.



Table V-10

Ratings Assigned to Materials Used by Kindergarten Teachers

Per Cent of Teachers Assigning Ratings
Very
Good Good Fair Poor

Very

Poor

No
Response

Sufficiency 25.5 32.3 27.6 9.9 2.6 2.1

Quality 24.5 46.9 21.9 4.2 1.0 1.6

Variety 18.8 40.1 27.6 10.9 1.0 1.6

Challenge to pupil 17.2 56.3 16.7 4.7 3.1 2.1

Fosters language
developuent 28.6 41.7 21.4 2.6 3.6 2.1

Fosters group play 22.9 47.4 20.3 4.7 1.6 3.1

Fosters muscular
coordination 12.0 35.4 34.9 9.4 4.2 4.2

Fosters positive
self-concept 12.5 51.6 22.4 5.2 3.1 5.2

Materials used were generally considered "good" or "very good," how-

ever, teachers were somewhat less enthusiastic about the variety of the

materials they used with pupils than about the quality and sufficiency of

the materials. Similarly, a relatively small proportion of' ratings of

"very good" were assigned to the materials in terms of their challenge to

pupils and usefulness in fostering muscular coordination or in developing

positive self-concept.

In addition to rating materials used, teachers were asked to gauge

the effect of the Program on the learning achievement, behavior, and read-

ing readiness and/or reading achievement of their pupils. Their responses

are summarized in Table V-11.- In general, the teachers tended to rate the

effect of the Program as "very good" or "good."
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Table V-11

Effect of SECE Program on Pupils, As Rated by Kindergarten Teachers

Per Cent of Teachers Assigning Rating

Effect on
Very
Good Good Fair

No
Effect

Negative
Effect

No
Response

Learning Achievement 38.5 41.1 10.9 2.6 1.6 5.2

Behavior 27.1 140.6 12.5 12.0 2.6 5.7

Reading Readiness and/or
reading achievement 34.9 44.3 8.3 5.7 1.0 5.7

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 reac-

tion to the assistance provided by the paraprofessional, whose presence

made it possible to give extra attention to the pupils in the form of in-

dividualized and small group instruction.

Regarding the behavior of pupils, teachers again attributed the pro-

gram's positive effect to small group and individual attention, which was

facilitated by the presence of the paraprofessional, although the effect

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 class-

room, 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

readiness or reading achievement to the individualized and small group

instruction made possible by paraprofessional assistance. Special reading

and other curriculum prograus were also frequently cited as contributing

to the achievement of the children. The high quality of reading readi-

ness materials available vas also cited.



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 Table V-12.

Table V-12

Element Contributing Most to SECE Program, as Reported

by Kindergarten Teachers

Element

Teachers
N

Reporting
Per Cent

Reduced class size 17 8.9

Assignment of ratio teachers 6 3.1

Enthusiasm of teachers and
other staff members 14 7.3

Help of paraprofessionals 123 64.1

More and better materials 13 6.8

Involvement of parents 1 0.5

Assignment of ECE Coordinator 1 0.5

No Response 17 8.9

By far the largest proportion of teachers (64.10 singled out the

help of the paraprofessional as the one factor contributing to the suc-

cess of the program. When asked to indicate the five aspects of the pro-

gram in which paraprofessionals were most helpful, the teachers stressed

working with individual pupils (79.1%), small groups (76.5%), helping chil-

dren to work and play harmoniously (57.8%), and assisting in large group

activities (52.4%). The paraprofessionals were
also considered to be par-

ticularly helpful in relieving teachers of routines and serving as a source

of affection and comfort to children (48.7% and 48.1%; respectively, of

, -
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the teachers cited these areas). Table KI-1 (p. 127) presents complete

data regarding these teacher perceptions.

The high esteem in which teachers held the paraprofessional was sup-

ported by ratings of the instructional effectiveness of kindergarten per-

sonnel assigned by 90 assistant principals who returned questionnaires.

Using a five point scale, from EXcellent (5.0) to Very POor (1.0), the

assistant principals assigned the ratings indicated in Table V-13.

Table V-13

Instructional Effectiveness of Kindergarten Personnel

As Rated by Assistant Principals

N
Very
Good Good Fair

Poor or
Very Poor

ECE Coordinator 25 72.0 16.0 12.0 0.0

Paired teachers 24 60.0 25.0 8.3 4.2

Single teachers 78 53.8 42.3 2.6 1.3

Ratio and cluster teachers 66 140.9 45.5 9.1 4.5

Paraprofessionals 84 36.9 56.0 4.8 2.4

Student teachers 31 32.3 61.3 6.5 0.0

The paraprofessionals received a greater proportion of "good" or "very

good" ratings than did any project personnel other than the single teacher.

Two approaches to evaluating the effectiveness of the Program were em-

bodied in questions directed to non-teaching personnel. 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 Posi-

tive to Strongly Negative. Their responses are summarized in Table 11-14.

A comparison with teacher responses to the same question is also provided.



Table V-14

Ratings of Effectiveness of Total rECE Program on Kindergarten Level,

In Per Cent

Rated by N
Strongly
Positive

Somewhat
Positive Neutral

Somewhat
Negative

Strongly
Negative

Don't
Know

Principal

_

117 74.4 17.1 2.6 0.0 0.9 2.6

AP 90 62.2 27.8 1.1 0.0 0.0 6.7

ECE Coord. 43 48.8 27.9 2.3 0.0 0.0 20.9

Kg. teacher 192 47.4 35.4 7.8 .L.6 2.1 5.7

While it is evident that all of the participating personnel tend to

feel that the Program has been effective, the classroom teacher was far

less positive about the values of the program than administrative per-

sonnel. Indeed, it would appear that the farther removed from the class-

room situation, the more a given category of personnel is apt to view the

Program in strongly positive terms.

Another approach to evaluating the effect of the provam was embodied

in a question directed to school non-teaching personnel, who were asked

to rank selected aspects of the kindergarten program in order of great-

est improvement. Responses are sumnarized in Table V-15.



Table V-15

Areas of Greatest Improvement in Kindergarten Program

as Rated by Non-Teaching Personnel

Areas of improvement Principal
Assistant
Principal

School BCE
Coordinator

General academic progress 4.2 3.9 37

Social behavior 2.6 3.4 3.9

School-parent relations 3.8 4.2 3.9

Insiructional techniques
of teachers

4.8 4.o 3.8

Teethers' control of class 5.3 5.1 6.0

Material of instruction
used

5.1 4.6 3.6

Individualization of
instruction

3.2 3.5 3.0

Creative expression of
children

4.4 5.5 4.9

Progress in reading 5.3 5.6 4.8

*Lowest mean ranking indicates greatest improvement

In general, the greatest improvements, as perceived by the non-teaching

personnel, were in +social behavior and. individualization of instruction.

A common question addressed to teaching and. non-teaching personnel

ticirating in the Program asked thea to identify significant problems in/

organization and implementation of the program at the kindergarten level.

Their responses are sumarized in Table v-16.



Table 11-16

Significant Pfoblems in the Oreinization and. Implementation of the

SECE Program on 'the Kindergarten Level

Problem Area

Classroom and.
other space

Class size

Assignment of
ratio teachers

Materials,
including
audiovisual

Parent relations

Community
relations

Staff
relationships

Teacher Training
(methods)

Teacher Training
(management ,

discipline)

Training of para-
professionals

Overemphasis on
reading

Underemphasis on
reading

Teacher turnover

Puzil mobility

Discipline of
children (b)

Individualization
of instruction (b)

Assistant School ECE Kindergarten

Principal Principal Coordinator Teachers

(N-117) _008.90) (Nal9) (NE192)

r

33.3 40.0 25.6 26.6

18.8 23.3 20.9 46.4

6.0 5.6 4.7 8.3

31.6 25.6 18.6 32.3

5.1 7.8 4.7 3.6

14.3 4.4 4.7 (a)

10.3 5.6 2.3 6.8

17.1 7.8 4.7 (a)

8.5 7.8 14.0 (a)

23.9 20.0 16.3 18.2

4.4 0.0 20.3

3.14 2.2 4.7 3.6

12.0 8.9 7.0 (a)

17.9 34.4 25.6 21,4

0.0 0.0 0.0 17.2

0.0 0.0 0.0 21.4

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

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



Principals, assistant principals, BCE coordinators and kindergarten

teachers reported somewhat different problems in the organization and im-

plteentation of the SECS Program. In general, the non-teaching personnel

found that insufficient classroom and other space, materials, training of

paraprofessionals, and pupil mobility represented the greatest concerns,

while teachers moist frequently cited class size (another side of the coin,

in some respects, to problems of space), meterials, classroom and other

space, and pupil mobility, in that order. They also perceived problems

in the individualization of instruction, and considered overemphasis on

reading a problem far more frequently than other personnel.
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in 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 grade lev-

el paralleled those utilized on the kindergarten level. Observations were

conducted in 90 first grade and 85 second grade classrooms, and a total of

221 first grade and 207 second grade teachers responsed to questions pre-

sented via interviews or questionnaires. The data collected via these

approaches was supplemented by information gathered through interviews

and questionnaires directed to other school personnel.

A. ORGANIZATION OF THE PROGRAM

The typical first grade organizational pattern in a given school, as

reported by 50 assistant principals, consisted of six single classroom

teachers, three teachers who served as ratio or cluster teachers, and

four paraprofessionals. In 23 (25.6%) of these schools, there was at

least one clascroom shared by two "paired" teachers.

Of.the 221 first grade teachers who responded to questionnaires and

interviews, 35 (15.8%) were paired, 183 (82.81) were "single" teachers.

A total of 159 teachers (71.9%) worked with a paraprofessional assigned

to their classes; 59 (26.71) had no praprofessional assistance. All but

three first grade teachers Were female.

The typical second grade organizational pattern consisted of six single

classroom teachers, three ratio or cluster teachers, and four paraprofes-

sionals. In 14 (15.6%) of the schools for which data were reported, class-

room teachers were assigned as paired teachers in a single classroom.

Of the 207 second grads teachers who were interviewed or who respon-

ded toquestionnaireit, 20 (9.7%) were paired; 183 (88.14) were single
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teachers. A total of 140 (67.6%) had paraprofessional assistance; 65

(31.4%) did not have the services of a paraprofessional.

1. Paimi Teachers

A total of 62 first and second grade teachers who shared their rocas

with other teachers in "paired" situations, but were not referred to as

ratio teachers, 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. In some, sep-

arate groups inmathematics were also organized.. A total of eight teach-

ers reported that they divided the wcTkload between Uhemselves; science,

social studies, mathematics, music, and art were taught only by one or

the other teacher. In moot cases, the paired teachers relieved each

other for preparationperiOds; joint planning was reported by only three

raired teachers.

Most of the paired teachers reported that.the large number of chil-

dren in their classrooms caused problems of noise, space, and scheduling.

Additional problemm noted by teachers assigned as paired teachers were

those of conflicting points of view regarding education, or personality

conflicts between the tr) teachers. several inexperienced paired teach-

ers reported that they felt like teacher assistants.

Evidently, a combination of factors - in most instances, teachers

have little or no opportunity for joint planning; the joint classes are

large; both teachers are present in the room for about half the day yet

schedules mmat be met - made the instructional program in paired classes

less flmible rather than more flexible in providing suitable small group

and, individual instruction for the children.



2. Grouping of Children

First grade children were grouped heterogeneously in one-third of the

schools; second grade children were so grouped in only 18.9 per cent of

the schools. The bases on wtich children were homogeneously grouped is

presented in Table VI-1.

Table VI-1

Bases for Homogeneous Grouping,

As Reported by 90 Assistant Principals (in Per Cent)

Bases for Grouping

Principals (in per cent)

Grade 1 Grade 2

Reading Ability 48.9 76.7

Non-English Children 18.9 13.3

Adjustment 11.1 10.0

Age 18.9 7.8

Heterogeneous Grouping 33.3 18.9

It will be noted that the percentages add up to more than 100 per

cent. Many assistant principals indicated that more than one technique

was used in grouping pupils. /n many cases, a single class of children

with special needs was organized, the remainder of the classes were grouped

heterogeneously or homogeneously on some other basis.

B. OBSERVATION OF THE PROGRAM

1. Type of Lessons Observed

Observations were conducted in 90 first grade and 85 second grade

classrooms in the 30 "core" sampla sehools. On the first grade level,

113 language arts and reading lessons ware observed, A total of 75 para-

professionals were present in the classrooms during these lessons. In



35.5 per cent of the classes, a second teacher, stua4nt teacher, or vol-

unteer was also on hand. Of the 113 lessons in reading and language arts

that were observed, 96 (76.1%) were characterized by the observer as read-

ing 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 lemons in other subject matter ereas were observed in

54 classes i tht core sample school.. In 26 (48.1%) of the classes,

paraprofessionfAls were.present; in 16 (29.6%), a second teacher or other

adult was present. The lessons observed were mainly devoted to instruc

tion in rathematics; 30 (55.6%) of all other subject matter lessons were

in thir4 area. Other lessons observed included eight (14.8%) in science,

two (3.7%) in social studies, one (1.9%) in music, and six (11.1%) in art.

Observers were unable to categorize the subject matter emphasis in seven

other lessons that were observed.

On the second. grade level, reading and language arts lessons were ob-

served in 118 classes. Forty-nine Paraprofessionals and 3 ratio teachers

were present in the classroom during these lessons.

Lessons in subjects other than reading were observed in 51 second

grade classrooms. Of these, 37 (72.5%) were in mathematics; le (7.8%)

in social studies, 4 (7.8%) in science, 1 (2.0%) in music, 1 (2.0%) in

art. Again, observers were unable to categorize four additional lessons

in terms of subject matter emphasis.

Insights into patterns of classroom organization may be gleaned from

consideration of observer, reports of the proportion of time different

grouping latterns were in evidence during the period that they observed

classes in action. Theis data ars waisted in Table V/-2.



Table VI-?

Grouping Patterns.Used in Grades .1 and .2, as Reported by Observers

Total Small Small Groups

Class slroue Individuals and Individuals

Grade 1 (N=-94) 75.5 60.6 44 7 34.0

Grade 2 (N=86) 70.9 48.8 31.4 25.6

The most comnon grouping pattern observed in first and second grade

classrooms was that of total class instruction. Small group instruction

or a combination of small group and individual instruction was also ob-

served in most classes. The use of individualized, instruction was less

frequently noted.

The Observers also noted the percentage of time different grouping

patterns were observed during their visits. The means of these percen-

tages, for the total number of classes observed Fire presented 4.n Table

Table VI-3

Mean Percentage of Time Spent in Various Grouping Patterns

Grade 1 (Nrs94) Grade 2 (N286)

Total Class Group 40.47 41.09

Smell Groups 31.34 29.64

Individual 9.89 8.67

Combination of &all
Group and Individual 16.97 13.06



It is evident that a very large proportion of the classroom instruc-

tion in these first and second grade classes took the form of.total class

instruction. Individualized instruction was relatively uncommon, in spite

of the presence of large numbers of paraprofessionals in the classroom.

Although teacheri and paraprofessionals reported that the presence

of an additional teacher in a "paired" 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 indi-

vidualized. instruction, these instructional.patterns were not observed

to be implemented during major portions of the class time. In most cases,

the extra adults were used as "trouble shooters," preventing disruption

and interruption of the main, total class lesson.

2. Observer Ratings of Teacher Performance

Observers rated various aspects of the lessons they observed in read-

ing and other areas on a scale ranging from Excellent (5.0) to Very Poor

(1.0). Mean ratings assigned to first and second grade teachers are sum-

marized in Table VI-4.
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Table VI-4

Mean Ratings Assigned to Various Characteristics of Lessons

Observed in First and Second Grade Clasi3es

Lesson is well

Mean Rating
Grade 1 Grade 2

Reading Other. Readiag Other

planned and organized 4.20 4.02 3.99 3.79

Lesson type and level
of content suitable
for children in class 4.23 4.32 4.04 3.88

Lesson is paced to the
needs and the per-
sonality of the children 3.97 3.91 3.86 3.57

Teacher .evaluates and
encourages children
to evaluate learnings 3.87 3 76 3.75 3.60

Enphasis of lesson is on
the development of con-
cepts and understanding
rather than drill and
memorization 3.98 4.00 3.86 3.79

Experiences of children
are drawn upon 3.80 .3 47 3.62 3.43

Provision is made for :

follow-up based on
needs and interests
of the children 3.59 3.52 3.41 3.46

Teacher used opportunities
to relate concepts and
learnings to other areas

: of curriculum 3.54 3.02 3.38 2.91

Children are aware of what
they are learning 3.97' 3.85 3.93 3.51

Teacher talks clearly and
at a suitable volume 4.29 4.07 4.07 4.02

Teacher encourages thinking
and oral language through
use of stimulating questions 3.96 3.65 3.86 3.54



Teacher uses praise and en-
couragement; avoids re-

Otade 1

Ammlim laltu
Grade 2

&sum_ segit.ier

proof as much as possible 4.00 3.94 3.93 3.69

Many children participate,
comment, explain, ask
questions, discuss, dem-
onstrate

3°82 3.82 3.70 3.56

Teacher uses good techniques
for invol' %ng slower as
well as faster learners 3.58 3.53 3.45 3.18

Most children are alert, in-
terested, eager, and not
tense during instruction 3.94 4.04 3 84 3.67

Children appear to have
learned what teacher
aimed to teach 3.94 3.79 3.83 3.58

Materials used. during les-
son are suitable in.con-
tent and level of difficulty 4.07 4.30 4.02 3.74

When total class is not twught
as a total group, activities
provided for other children
are suitable and worthwhile 4.16 3.89 3.96 3.55

Materials used by independent
groups are suitable in con-
tent and level of difficulty, 4.14 3.92 3.94 3.74

Independent groups or indivi-
duals work consistently at
assigned or other tasks 4.00 3.65 3.88 3.73

Work done by independent groups.
or individuals is chocked and
supervised in sone way. 3.98 3.71 3.76 3.38

General estimate of teacher's
control of class during leason 4.12 3.96 3.99 3.65

General estimate of teacher s
lisle of paraprofessional

during lesson. 4.11 3 73 4.13 3.50

General estimate of teaoher's

instrucilonal abilit,,,Dased
on this lesson 3.87 3.85 3.80 3.55

ON.



Ratings in regard to the variouwaspects of a lesson were, in general,

"fair' to "good." In. almost .all instances., ratings., assigned to lessons

given in first grade clastrooms were more favorable than those given on

the second grade level. Lessons in reading were generally more highly

rated in most areas, than..lessons in other subject areas:. The. least sue-

cesstll aspects of the lessons observed regarded the relating of the con-

cepts and learnings involved in the lesson to other areas of the curricu-

lum.

These lower ratings point to a lack of sequential, structured exper-

fences in subject matter areas, and the isolation of one area of knowl-

edge from another, both within and between subject areas. 'this fragmen-

tation of the children's learning experiences was noted by the observers

in the kindergarten program as well, and point, to a serious defect in

the program; the indications are that emphasis is 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 fre-

:

quency with which teachers specifically cceplained about the insufficiency

of materials in subject matter areas also point..to the general conclusion

that school subjects other than reading and language arts.instruction

were given leas emphasis, and 'that opportunities 'to develop language and.

comprehension through.= integration and enrichMent of the child's vari-

ous experiences and learning. in' school and ,elsewhere-were minimized.

a. Overall Rating. Observers , in :addition tci :ratine the lessons they

observed, appraised eaCK classroom visited in regard to the general re-

..

lationships betweervidUlts and children, classroom ,climate, ,anduse .:of

the physical plant. The meanc>ot..these ratings are presented in Table

VI-5; the scale employed was: alwaysor5 usuall,y=4 occasionally-3, gel-

domm2 hardly everel.



Table VI-5

Mean Ratings Assigned to Various Characteristics of Classes

Observed in Grades 1 and 2

Characteristic Grade 1 Grade 2

Relationships between
children are friendly,
cooperative 4.19 4.14

Children coumunicate free-
ly with little yelling,
pushing, interrupting 4.02 4.01

Children show independence
and help one another, in
dressing, working 3.74 3.79

Children tend to use sen-
tences rather than words
or phrases in communica-
ting 3.65 3.69

Children appear to like
school.; general atmos-
phere of class free
from tension 4.10 4.07

Children are courteous to
teachers and other adults 4.15 4.07

Children show confidence in
teacher and other adults,
ask for help when needed;
'are not unduly demanding 4.03 3.96

Children iccept directions
of adults promplty, with-
-out hostility 4.11 4.01

Teacher avoids -over-domina-
tion; children given op-
portunities "for' ihitia-

tive or leadership 3.65 3.53.

Re3Ationship .between teachers
4"..46 .4.50



Characteristic Grade 1 Grade 2

Relationship between teacher

and paraprofessional VI
friendly, cooperative,
confident

Emotional climate of class-

, .

4.31

......

14.147

room is warm and positive 4.02 3.86
. . -

Quiet learning activities are
interspersed with play, body
activity or rest 3.68 3.147

Grouping patterns vary with
different activities 3 69 3.66

Attention is given to learning
of' individual children as

well as total class and
small voups 3.86 3.60

Classroom routines and management
by teacher are well developed

and effective 4.10 3.89

Rtraprofessional actively
inrticipates in children's

functioning and learning

activities 4.20 4.17

Room is attractively Airnished
and decorated, not cluttered. 14.19 3.93

Aumiture is suitable to
dren; functionally arranged 4.28

Classroom space is well utilized 4.23 4.06

Toilet and washing facilities
are easily accessible 4.21 4.05

Exit to street is easily

accessible

Safety precautions appear
to be well observed both
in physical facilities
and class managesent

14.35 14.20

4.32 4.23.



The overall appraisals made by the observers in regard to various

characteristics of the'classrocom observed revealed that, in general, in_

terrelationships between adults and children were positive; however,

ratings that would indicate that children were being given opportunities

for initiative, independence, assistance to others, or leadership were

somewhat less favorable.

3. 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 v1-6.



Table V/4

Observer Ratings. of Materials .."-failable in First.aud

second Mide tlasset '(in Per Cent)

First Grade

/

. 1
. .

'Plentiful,

Varied Adequate .

Sparse , or
Not Observed

Library, recreational read.ing 46.8 .34.0 19.1

Reading workbooks 50.0 43.6 6.4

Readers and other skills Iraterials,. 46.8 41.5 11.7

Other language arts 31.9 39.4 28.7

Science 11.7. 42.6
.:

45.7

Mathematics 20.2 56.4 . 22.3

Art .19.1 47.9 31.9

music 9.6 34.0 56.4
/

Physical Activities //8.5 33.0 58-5

/
Second Grade

Library, recreational reading 32.6 39.5 27.9

Reading workbooks 38.4 52.3 9.3

Readers and other skills materials 37.2 53..2 u.6
Other language &rts 32.6 34.9 32.6

Science 15.1 24.4 60.5

Matheatics 17.4 53,,5 29.1

Art 18.6 41.9 39.5

Music / 5.8 25.6 68.6

Physical Mctivities 8.1 11.6 80.2



In general, materials for reading and language arts were judged to

be at least adequate in seventy per cent or more of the first grade and

in 65 per cent or more of the second grade classes; materials in other

areas were less frequently observed and less often rated as "plentiful

and varied." The paucity of material seems to have been a problem on
f

the second grade level. BoCks*r recreational reading seemed sparse

or were not observed at all in more than one4ourth of the seeond grade

classtooms.

Teachers were asked to rate the adequacy of the materials with which

they had worked during the year with regard to sufficiency, qmlit4r, var-

iety, Challenge to pupils, and usefulness in fostering development of

language, group interaction, muscular coordination, and positive self-

concept. Their responses are suMmarized in Table VI-7.



Table VI-7

Ratings Assigned to Materials Used by First and.

Second- Grade Teachers'

Per Cent of Teachers Assigning Ratings
VerY- Very No

Grade 1 Good Good Fair Poor. Poor Response

Sufficiency 19.0 32.1 31.2 14.0 2.7 0.9

Quality 21.3 53.8 14.9 7.2 2.3 0.5

Variety 16.3 34.8 .30.8 14.0 3.6 0.5

Challenge 18.1 50.2 24.0 5.4 0.9 1.4

Language Development 22.6 41.6 26.2 8.1 0.9 0.5.

Group Interaction .15.8 33.9 33.9 11.3 1.8 3.2

Muscular Coordination 7.7 28:1 32.1 19.0 7.7 5.4

PositiVe Self-Concept 13:6 38.5 31.7 10:4 ' -2.7 3.2

Grade 2

Sufficiency 15.9. 31.3 37.0 9.1 5.8 1.0

QualitY 18.3 45.7 28.4 4,3 1.9 1.4

Variety 15.9 36.1 32.7 9.6 4.8 1.0

Challenge 13.9 46.2 30.3 6.7 103 1.9

Language Development 15.4 37.5 39.4 4.8 1.0 1.9

Group Interaction 9.6 32.7 38.9 13.0 2.4 3.4

Muscular Coordination 4.3 22.1 36.5 21.6 9.1 16.3

Positive Self-Concept 10.1 37.5 35.1 8.7 2.4 6.3



In general, the ratings assigned to.materials by the first grade and

second grade teachers . were less positive than those made.by the kinder-

garten teachers. Teachers.,on the, firstand second grade levels general-

ly considered the materials available to them as "fair" or "good" in re-

gard to the characteristics rated. On the second grade level, however,

ratings tended to fall into the "fair" and."gdod" categories. The. only

characteristics rated. as "very good by more than 20 per cent of the first

grade teachers were those orquality" and "usefulness in language devel-

opment." Fewer than 20 per cent of the second graft teachers used the

II
very good" category to designate the adequacy of materials in regard to

any of th,I characteristics.

4. Activities of Children

Observers were asked to note the activities in which the.children,en-

gaged during the course of the period of observation of the class. Those

activities which lasted five minutes or more and involved more than five

children, were to be recorded. A sumumry of the observere notations is

presented in Table VI-8.



Table VI=8

Activities Observed in First Ind Second Grade Classrooms,

by Per Cent of Classrooms

Activity First Grade Second Grade

language development 90.14 88.14

Discussion 77.7 69.8

"Drill" 62.8 64 .0

Demonstration by child 39.4 38.4

Play 23.14 12.8

Rest 18.1 14.0

Music 10.6 3.5

Planning 114.9 17.4

Teacher reading aloud 29.8 16.3

Storytelling 17.0 14.0

Art 10.6 15.1

Physical education 11.7 9.3

Dancing 0.0 4.7

Recreational reading 18.1 16.3

Research 2.1 4.7

Deperimentation 16.0 2.3

On both the first and:second grade levels, most of the classroom ac-

tivities engaging group; 'for any length of tills were involved with some

aspect of language development, although a vide variety of other activi-

ties were observed. Th very large stress upon "drill" ia bath first and

second grade is of particular interest', as is the larger number of classes

. ;.. . ;

on the first grade level in which "experimentation" vas observed..



It would appear that teachers.were very resourceful in introducing

activities, even.when they had very little in .the.way of adequate mater-

ials with which'to work. The availtbility.of materials, however, most

likely influenced the types of activities planned.

5. 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 readiness and/or reading achieve-

ment of their pupils; responses are sunuarized in Table VI-9.

Table V7-9

Effect of SECE Program on Pupils, as Rated by First and

Second Grade Teachers

Effect on

First Grade

Per Cent of Teachers Assigning Rating
Very No Negative No
Good Good Fair Effect Effect Response

Learning
Achievement 30.8 36.7 19.5 7.2 0.9 5.0

Behavior 18.6 38.0 15.4 19.5 2.3 6.3

Reading 29.4 39.8 18.1 6.8 0.5 5.4

Second Grade

Learning
Achl.evement 28.8 37.5 15.9 9.1 0.5 8.2

Behavior 20.2 314.6 19.2 1.9 5.3

Reading 27.47 39:4 15.9 .6 .1.0 6.7

The teachers most frequent* characterized the Program s effect'as

good in each of these.areai; however, their raiings ok ekkiat Of tfie

Program on behavior weremmich less faVorable than:thoie assigned in other

t,!!

areas. Indeed almost 40 per cent of the reapOndents indicated'that the

Program had only a slight_effect no:effect, or a negative effect on pupil

behavior.



The comments made by teachers in discussing their ratings are reveal-

ing. The positive effects of the program on the behavior of the children

were generally ascribed to the presence of another adult, thus making it

possible to give more individual attention and guidance to troubled chil-

dren without disrupting the activities bf the rest of the class. In clas-

ses with paraprofessional assistance, comments such as these were common:

"the paraprofessional makes it possible to give more individual attention

to children with academic or emotional problems;" "the paraprofessional

gives the children many success experiences;" "the paraprofessional makes

the children feel more secure." In classes where teachers were paired,

the comments had a so wmehat different flavor: "we can both be disciplin-

arians;" "two teachers make it easier to handle trouble-makers;" "an extra

pair of eyes is always helpful;" or "my partner can work with the child

who can't keep up, and becomes a problem." While it is unwise to stress

this difference in response unduly, the presence of the paraprofessional

may, as suggested by these responses, have had a positive effect on the

attitudes of teachers toward the acting-out child.

The contribution that the Program made to the learning achievement of

the children generally was ascribed to the individualized and small group

instruction that was made possible by the extra teacher or paraprofession-

al assigned, and to the individual attention that the extra adult vas able

_

to give to children in need of remedial help. It should be noted, however,

that few teachers looked upon this extra help in terms of its efl'ect on

the individual child; they were more likely to note the effect on the tot-

e

al class grmgp which could now procede under their tutelage without dis-

ruption.

On the first grade level, when factors other than the assistance of an

extra adult in fostering learning achievement were cited the factor most



frequently mentioned was the differential effect of the SECE Program on

children who had previously had, or had not had, kindergarten experience.

Teachers noted that children without previous kindergarten experience

often were unable to keep up with the others and were more likely to be-

come discipline woblems.

With regard to reading readiness or achievement, comments regarding

the services of paraprofessionals dominated in the responses of those

teachers to whom such assistance had been afforded. In many classes,

paraprofessionals assumed responsibility for a small reading group in-

cluding day-to-day planning and evaluation of pupil progress, under, the

direction of the teacher. In others, the paraprofessional was able to

undertake a great deal of individual remedial instruction. Paired tea-

chers were generally unable to organize such instruction; the number of

children in a given room was much too large, paired teachers were goner-

ally assigned different lunch and "prep" periods had little time for

joint planning, and they were alone in the classroom for virtually half

the day.

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

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

total effectiveness of the SECE Program. Responses are summarized in

Table VI-10.



Table VI-10

Element Contributing Most to SECE Program, as Reported' by

First and Second Grade Teacherd

Element

Per Cent of Teachers Responding
Grade 1 Grade 2

Reduced class size -23.1 24.5

Assignment of ratio teachers 14.5 3.4.9

Enthusiasm of teachers and
other staff members 4.1 4.3

Help of paraprofessionals 39.4 39.4

More and better me.terials 3.6 6.3

Involvement of parents 0.0 0.0

Assignment of ECE Coordinator 3.2 1.9

No response 12.2 8.7

Teachers on both grade levels were most likely to regard the help of

paraprofessionals as the one element which contributed moat to the effec-

tiveness of the program. For nearly a quarter of the teachers, a reduc-

tion in class size was the greatest contributing factor. None of the tea-

chers referred to parent involvement as the most important element in the

program.

On the first grade level, 159 (71.9%) of the teachers had been assigned

some paraprofessional help. On the second grade level, paraprofessionals

had been aisigned in 1140 (67.6%) of the clastes. These teachers were

asked to indicate five ways in which paraprofessionals had been most help-

ful. The areas of service in which paraprofessionals were most helpful.

were: vorkintwith small groups and individual pupils, serving as'a

source of affection aPi'd comfort to the children, assisting in large group

activities relieving teachers or routines and preparing and caring for



materials and equipment. Table XI-1 (p.127 ) summarizes their responses.

It is interesting to note that the proportion of second grade teachers

who considered the paraprofessionals to be of greatest help in working

with small groups was somewhat lower than the proportion of first grade

teachers citing the same area; on the other hand, a greater proportion

of second grade teachers cited "teaching entire class groups's as an im-

portant area of assistance.

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

tional effectiveness of personnel tended to confirm the judgments of tea-

chers concerning the effectiveness of paraprofessionals. Although para-

professionals received a slightly lower proportion of ratings of "very

good," than did other personnel, most received a rating of "good," des-

pite the fact that they did not have primary responsibility for the in-

structional program. These ratings are presented in Table VI-11.



Table VI-11

Instructional Effectiveness of Personnel, as Rated by

Assistant Principals (NR90)

Very Very Number of

First Grade Good Good Fair Poor Poor Ratings

ECE Coordinator 72.0 16.0 12.0 0.0 0.0 25

Faired Teachers 62.5 25.0 8.3 4.2 0.0 24

Single Teachers 53.8 42.3 2.6 0.0 1.2 18

Ratio and Cluster
Teachers 40.9 45.5 9.1 3.0 1.5 66

Paraprofessionals 36.9 56.0 4.8 1.2 1.2 74.

Student Teachers 32.3 61.3 6.5 0.0 0.0 .31

Second Grade

EC3 Coordinator 77.14 19.6 3.2 0.0 0.0 31

Paired Teachers 46.7 40.0 10.0 3.3 0.0 30

Single Teachers 44.7 48.2 3.5 0.0 35 85

Ratio and Cluster
_.

teachers 38.5 48.7 7.7 1.3 3.8 78

Paraprofessionals 30.9 59.3 14.9 0.0 4.9 83.

Student Teachers 25.6 58.1 8.5 0.0. 7.0 43

It will be noted that ECE coordinators and first grade paired. and.

single teachers were rated.more highly than other categories of personnel.

Effectiveness of Program, as Rated by Non-Teaching Personnel

School non-teaching personnel were asked to rate the effectiveness

of the total MICE Program in grades 1 and 2. Responses are summarized.

in Table 111-12 In each instance ratings of teachers have been added

to serve as a basis far casparison.



Table VI-12

Ratings of Effectiveness of Total SECE Program (in ,Per Cent)

N

.
.

.

'

Strongly

Positive

.

.

.

Somewhat
Positive

.

.

/
Neutrel

Somewhat
Negative

Strongly
Negative

Don' t

Know

Grade 1

Principal 117 76.9 17.1 0.9 0.9 2.0

Assistant
Princii:al 90 70.0 24.4 1.1 0.0 0.0 2.2

ECE Coordinator 43 65.1 30.2
,

4.7 0.0 . 0.0 0.0

Grade 1 teachers 221 33.9 - 43.4, 15.4 2.3 0.9 4.1/
Grade .2 , -

Principal 117 . 69.2 22.2 2.0 0.9 , 0.9. 2.6

Assistant
Principal 90 62.2 25.6 3.3 0.0 -0.0 6.7

,
ECE Coordinator 43 55.8 20.9 7.0 4.7 0.0 11.6

Grade 2 teachers 208 32.2 38.0 13.5 3.4 0.5 12.5

On both the first and second grade levels, non-teaching personnel

tended to give much more positive ratings 'to the effectiveness of the

program than did the teachers. The first mute program received some-
.

. ,

what higher ratings from non-teaching personnel than did the second grade

:F

Non-teaching personnel were also tasked to rank:various,aspects, of the

SECE Program in order of greatest improvement. A 'summary of their respon-
: cj

ses is presented in Table VI-13.

' v

"



Table VI-13

Areas of Greatest Improvement

Assistant School ECE

Areas of improvement Principal Coordinator

First Grade

.1frincipal,

General academic progress 3.3 3.5 2.9

Social behavior 3.9 4.7 4.7

School-parent relations 5.3 5.2 5.6

Instructional techniques
of teachers 4.3 4.2 3.9

Teachers' control, of class 4.9 5.5 5.7

Materials of instruction used. 5.0 44 4.0

Individualization of instruction 3.0 3.3 2.9

Creative expression of children 5.6 6.6 6.0

Progress in reading 3.7 3.4 2.6

Second Grade

General acimhmatc progress 3.4 3.6 2.9

Social behavior 4.2 4.7 5.3

School-parent relations 5.6 5.4 5.8

Instructional techniques
of teachers 4.3 4.3 3.8

Teachers' control of class 5.2 5.6 5.5

Materials of instruction used 5.0 4.6 3.7

Individualisation of initruction 3.5 3.5/ 3 3

Creative expresaion of children 5.4 6.8 6.0

Progress in reading 3.7 3.6 2.4

inarest mean ranking indicates greatest improvement



On both the first and second grade levels, those aspects in which

non-teaching personnel felt that the greatest *movement had been made

included individualization of instruction, progress in reading, and gen-

eral academic progress. School-parent relations, teacher's control of

class, and creative expression of children, however, were not regarded

as having improved to any great extent.

The School ECE Coordinators. perceived improvement in materials of

instruction used on the second grade level; other personnel did not con-

sider the use of materials to have greatly improved.

7. Problems in Implementing the Program

AA on the kindergarten level, both teaching and non-teaching person-

nel were asked to identify significant problems in organization and im-

plementation of the program at the first and second grade levels. Res-

pcmses of participating personnel concerning the first grade level are

presented in Table VI-14; for the second grade level in Table V1-15.



Table VI-14

Significant Problems in the Organization and Implementation of

the SECE Program on the First Grade Level

Per Cent of Pezticirating Personnel Citing Problem Area

Assistant Cchool ECE
Problem Area Principal Principal Coordinator

Classroom and
other space 50.4 55.6 37.2

Class size 45.3 46.7 41.9

Materials, includ-
ing audiovisual 32.5 30.0 30.2

Parent relations 6.8 10.0 9.3

Ccesnunity relations 3.4 5.6 4.7

Staff relations 6.8 11.1 u..6

Teacher training
(methods) 22.2 20.0 20.9

Teacher training
(management ,
discipline) 19.7 18.9 25.6

Grade 1
Teachers

34.4

46.6

30.8

8.1

(a)

6.8

(a)

(a)

C/eremphasis on
reading

Underemphasis on

4.3 6.7 9.3 7.2

reading 2.6 2.2 o.5

Teacher turnover 18.8 12.2 11..6 0.0

Pupil mobility .47.9 47.8 30.2 30.8

Training of para-
professionals 20.5 22.2 30.2 11.3

Assignment of ratio
teachers .12 8 12.2 ,.9.3. ,

(a) Teachers were npi asked to indicate problems in this area.

T°



Table VI-15

Significant Problems in the Organization and Implementation' of
. .

the SECE Program on the Second Grade Level

Per Cent- of Paiticipating Personnel Citing Problem Area

Problem Area Principal
Assistant
Principal

School rECE
Coordinator

Grade 1
Teachers

Classroom and
other space 47.9 46.7 25.6 25.0

Class size 34.2 45.6 32.6 45.2

Materials, includ-
ing audiovisual 33.3 28.9 25.6 33.7

Parent relations 5.1 10.0 9.3 13.0

Community relations 2.6 4.4 4.7 (a)

Staff relations 5.1 7.8 . 4.7 4.3

Teacher training
(methods) 22.2 23.3 16.3 (a)

Teacher training
(management ,
discipline) 21.4 22.2 25.6 (a)

Overemphasis on
reading 3.4 5.6 4.7 5.8

Underemphasis on
reading 3.4 .2.2 4.7 1.9

Teacher turnover 21.4 17..8 16.3 0.0
. , , .

Pupil mobility 46.2 50.0 18.6 31.3

Training of para-
professionals 20.5 23.3 27.9 12.5

,

Assignment of ratio
teachers 7.7 12.2 7.0 6.3

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



On the first grade level, classroom and other space, class size, and

pupil mobiliV were considered major problems by approximately one-half

of the supervisors and one-third of the teechers and ME coordinators.

Teacher and paraprofessional training also were cited as lignificant

problems by approximately 20 per cent of the supervisors and ICE coor-

dinators. .These problems were also 'identified as most prevalent on the

second grade level; in general, however, fewer respondents cited such

problems as me.jor .deficits of the program on the second grade than on

the first grade level.



ORA/13R 'VII

S D :ENTATION"'

A. rROVIDIRCI FOR VIE 11011-IMGLISH SPRAKING claw _

Many children in the SEGE Program, mainly, of Puerto Rican background,

face a special roadblock to learning - the prerequisite, of- learning to

understand and comma:dente in English as a second ,language in order to

Ainction 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 SECS Program. Assistant principals

were asked, therefore, to describe the special arrangements which had

been lade in their schools for the teaching of English to children in

the early grades who spoke English haltingly or not at all.

In all, 614 (71.1%) of the assistant principals provided estimates of

the percentage of children in thir schools who spoke English haltingly

or not at all. The mean proportion of children in each grade level who

were reported as failing in this category were as follows: kindergarten -

28.14 per cent; first grade - 27.6 per cent; second grade - 23.7 per cent.

The proportion of non-English speaking children in this year's study sam-

ple was approximately 10 per cent higher than that noted last year.

AU of the schools which non-English speaking children attended made

some special provision for teaching English to thess. In 104 (68.8%) of

the schools, professional personnel, either nOn-English coordinator or

a teacher of English as a Second language (TESL), or both, or a bilingual

teacher assigned as a ,cluster teacher worked with small groups of non-Eng-

lish speaking children) 'usually on a regular schedule. In some schools,

the children reaeived this Service daily; in others, 'weekly. In most
.

schools, children in ICE classes shared the 'services of the NI wording-



tor 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 speaking child in a classroom servei

by a Spanish speaking adult was looked upon as providing a means of over-

coming the language barrier. Not only can such an adult explain routines

and tasks to the net 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.

Bilingual paraprofessionals assigned to ECE classes were cited by 16

(25.0%) of the assistant principals as, a major resource in the teaching

of English as a Second Language. In 7 (10.9%) of the schools, classroom

teachers were responsible for teaching English to these children. In 5

(7.8%) of the schools, special materials, to be used by classroaa teach-

ers, were distributed. The help of volunteers was cited by 2 (3.1%) of

the respondents. Evidently, no school organized special classes for chil-

dren learning English as a second language.

B. PRIOR SCHOOL EXPERIENCE OF PARTICIPANTS

It must be noted that the benefits of the SECE Program were reaped

more fully by some children than others. The organization of prekinder7

garten programs in many schools had a positive effect on the quality of

the SECS Program. On the other hand, approximately one-fourth of the

first grade children had not previously attended school, and required

special "'remedial" attention

.;

It is difficult to determine the reasons for the failure of so many

parents to have taken advantege of tabs opportunity to enroll their chil-



dren in .kindergarten. To some, degree,,-.. the school may have. Cantributed

to the prftblem.._ Although.on4 nine: (74 7%) of the,principals reported

that it had been necessary to limit the. numbar of kindergarten claises.

that they could oMiganize because of the need. to organize small first end

second grade classes, a total of 37 (31,611) of the principals noted. piOb-

lens. of overcrowding that affected the program: While' some% parents nay'

have felt .that cluses were overcrowded and kept-their children home,

it is =eh more likely% that other factors were operative .in 'the situation..

In many.of the participating schools (73, or 62.4), ,principals re-

ported that- Prekindergarten Programs were in operation. Of these, only

two principals indicated-that the Prekindergarten Program had not had in

effect ,on the ECtprogram. Table vn-1 summarizes the responses of the

principals In, regard to the weTs in which the Prekindergarten 'affected:.

the ICE program. .

Table VII-1

Effect of Prekindergarten Program on ECE Program,

as Reported by Principals (P117)

Effect

Helped in adjustment to school

Increased ability to speak and read

Promoted health and social development

Improved school-parent ralationships

Enriched ICE Program ,

I 4

Helped teachers understand childran

General beneficial\ offset

32

16

6

9

2

5

45

10

.

Per Cent

27.4

13.7

5.1

16.2

7.7

1.7

14.3

38.5

8.5



Th principals also provided information:regarding the proportion of

children entering firstr.gradeiwithout:previouslkindergarten experience.

In the 117 sample schools, a mean percentage .of: 25.24 per cent of their

first grade pupils had not 'had preWiaus kindergarten experience. A tot-

al of 104 (86.9%) oithe principal, noted.that, special provisions had

been made for these children. Table VII-2 presents their responses.

Table V/I-2

Special Provisions for Pint Grade Children

With No Prior School Experience

A. Reported by Principals (N117)

Provision N Per Cent

Specl individual or small group helP
within regular class 25 21.4

Slower program in smaller class 59 50.14

Placed with younger children 2 1.7

No special provisions 12 10.3

All children have had Kg. experience 3 2.6

Other 3 2.6

No response 13 11.1

In light of the fact that special. , attention mast be paid to these

children, attention which is generally regarded as "remedial help" by

the teacher, it should be stressed that.non-attendance at Prekindergar-

ten or Kindergarten seems to put these children 118 a disadvantage by

first grade and say well affect their academic progress. The children

way develop negative attitudes toward themselves and toward school as

they are called upon to engage in total-class activities during which

they connot expect to experience success in relation to their peers, who

have had the benefit of prior school experience.



CHAPTER VIII

OILIINTATICIUMID TIMM OF STAFF

A. TRAINDIG OF SCHOOL WE COORDINATORS

Of the 43 school BCE Coordinators in the sample, only four (9.3%)

reported that their district hid organised training programs for school

BCE Coordinators. Each 'of the four reported that they had participated

in the training program. Of these; one rated the program as excellent,

two u good, and one as ,fair.

B. TRAINING OF ICE TEACHERS

Of the 117 principals responding to the questionnaire, 47 (40.2%)

reported that a District-sponsored orientation or training program had

been organised specifically for ICI teachers during the current school

year. Of those, 8 (17.0%) rated the program as "excellent," 32 (68.1%)

as "good," 2 as "fair;" 5 (10.6%) did not provide ratings.

School-sponsored orientation and training progress for ICE teachers

were held in approximately one-half of the schools. Fifty-nine (50.14)

of the principals reported organisation of such programs, and furnished

brief descriptions of the nature of these programs.

Assistant principals, ECE coordinators, and teachers were also asked

to indicate whether or not such programs were conducted in their schools.

Table presents this data.



Number of Peiticipaiing ichools in Which Orientation

Treining Programi 'were Conducted for ICE Teachers

A. Reported &vs N "Yes" Per Cent "No" Per Cent
No

Response Per Cent

Prim:1341e 117 59 50.4 55 47.0 3 2.6

Assistant Principals .90 57 63.3 33 36.6 0 0.0

ICE Coordinators 43 29 67.4 14 32.6 0 0.0

kindergarten Teachers 192 30 15.6 135 70.3 28 14.6

Grade 1 Teachers 220 67 30.5 123 55.9 30 13.7

Grade 2 Teachers 208 61 29.3 116 55.8 31 14.9

Only a eas31 percentage of 8ICE teachers reported that they had parti-

cipated in u orientation or training program in their, schools; it is ap-

parent that individual and group conferences and workshops were not per-

ceived by teachers as part of a special training progna for ICE teachers.

Of the 192 kindergarten teachers, 22 (11.510 reported participation in an

orientation or training progran; of the 221 first grade teachers, partici-

pation was reported by 67 (30.310. Of the 207 second grade teachers in

the sample, 61 (29.5%) reported participation.

It is very evident that, for the wet part, the principals indicating

that a training program had 'bun organised in their schools did not look upon

training,of lel teachers as distinct fru other teacber-training activi-

ties .that were conducted by the school. Thus, 39 (33.3%) of the respon-

dents indicated that training took the form of occasional group confer-

ences, demonstrations, meetings with supervisors or individual conferen-

ces with Umbers, generally following eleseroes observations. Only 13

(11.1%) mistimed regularly scheduled meetings or conferences.
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The effectiveness of the training program for teachers in the SZCZ

Prograa was rated by administrators and teacher!. Table VIII-2. presents

the distribution of ratings of effectiveness assigned to the training

program by those personnel.

Table 11111-2

Distribution of Ratings of Effectiveness of ,Orientation or Training

Program for ECZ Teachers in Rirticipating Schools

Personnel N

Per Cent of Personnel Assigning Rating
Very

Excellent Good Pair Poor Poor
Don't
Mow

Principal 59 27.1 66.1 8.5 0.0 0.0 1.7

Assistant
Principal 57 33.3 50.8 15.8 0.0 0.0 0.0

ECE Coordinator 29 27.6 65.5 6.9 0.0 0.0 0.0

Kindergarten
teachers

22 18.2 54.5 13.6 0.0 13.6 0.0

Grade 1 teachers 67 9.8 60.8 21.6 0.0 7.8 0.0

Grade 2 teachers 61 28.2 141.0 20.5 5.1 5.1 0.0

As one would expect, teachers tended to look upon .the training pro-

gram in which theY had participated far less favorably than did non-teach-

ing personnel. Yet, few of the ratings assigned by teachers fell below

the "fair" category, and approximately TO per cent were "good".or higher.

Although little in the way of special training was provided for the tea-

chers in NCI classes, other than in those schools that' had a staff posi-

tion for an WI Coordinaior, the training that vas Providad was generally

looted upon favorably by participants.
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C. TRAINING OF EDUCATIONAL ASSISTANTS

A total of 117 Principai resionded io a question dealing with the

organization of a training' program for educational assistants in their

schools. Sevanty-four (54.7%) of these principals indicated that such

a training program was organized in their schools. Fifty-one (43.6%) of

the principals indicated that no training program for educational assis-

tants had been instituted in their schools.

Assistant principals and teachers were also wilted to indicate whether

training programs for paraprofessionals had been organized in their schools.

Their responses are summarized in Table VIII-3. Many teachers were evi-

dently not cognizant of the existence of such training programs in their

schools.

Table VIII-3

Progress to Train Educational Assistants Assigned to ICE Classes

As Reported By: "Yes" Per Cent "No" Per Cent Don't Know Per Cent

Principal 117 64 54.7 51 43.6 2 1.7

Assistant Principal 90 57 63.3 33 36.6 0 0.0

Kindergarten
Teachers 192 87 45.3 75 39.1 26 13.5

Grade 1 Teachers 221 117 53.7 46 21.1 55 24.9

Grads 2 Teachers 207 9i.. 46.2 39 18.8 73 35.1

A surly of the specific approaches to training of educational u-

sistants that were organized in the respondents' schools is presented in

Tab ls VIII-4.



Tnbls 17111-4

Provisions for Training lducational Assistants

. As Reported by Principals

Airroach Used N Per Cent

Scheduled Group Casferences or Workshops 21 17.9

Individual Conferences 10 8.5

Occasional meetings, conferences, workshops 32 27.4

Demonstrations 5 4.3

Teachers provided training 3 2.6

Not indicated 3 2.6

No training proven at school level. 48 41.0

By far the most common form of training utilised by the individual

schools vas the group conference and/or workshop, which was cited, either

singly Or in combination, by 53 (45.3%) of the principals. This gener-

ally took the form of a group meeting with the assistant principal or

school ICI coordinator, and vas given over to discussion of common

problems, to consideration of techniques .of working with small groups,

or to a general orientation in some curriculum area. Stress vas gener-

ally placed upon techniques for individualisation of instruction in the
sessions conducted by the assistant principal or ICI coordinator; at times,

another member of the school staff was the major resource person that was

called upon. In same instances, both teachers and paraprofessionals at-

tended the training sessions.

Only five of the principas indicated that the classroom teachers pro-

vided most training for paraprofessionals. Mere, of course, it is diffi-

cult to separate specific training sessions from the usual teacher-para-

professional conference involving procedures to be utilised in fUrther-
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ance of normal classroom routinely- epecific activities in a given

lesson, and the like. In a sense,'then, this is really on-the-job train-

ing, and should not be looked upon as a formal structured training ;TO-

gram.

The indications tune, 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 early,childhood classes

than that directed to ECE teachers.

The training programs for educational assistants wevi more formally

organized than those for tesOhers; thus, even the teachers themselves

were more aware a the paraprofessional training programs than the pro-

cedures instituted for their own orientation-and training. It should be

notedy.howevery,that Only a small proportion Of the ECE teachers in the

sample were inexperienced, 3.6 per cent of teachers in kindergarten, 6.8

per cent and 7.2 per cent of first and second grade teachers respectively;

very few paraprofessionals (2.8%) were newly employed. Most paraprofes-

sionals were participating in the Career Ladder Program.

-101 -
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. CHATTER IX

THZ ROLE all TO .ZCZ COORDINATOR

7

The school ECE coordinator played a central role in the conduct of

the ECE Program. In many cases,. her responsibilities paralleled or over-

lapped those of the assistant principal. assigned to the early grades. The

ECE coordinator generally worked most closely with, and received the great-

est amount of assistance from, the primary assistant principal.

A. ROLE AND RELATIONSHIPS

1. Participation of the ECE Coordinator in Planning

Of the 143 ECE Coordinators, 39 (90.7%) were involved in planning for
the BCE Program for the current year in their sohools4 Th major types
of activities in which they participated ars repose eci ft Table IX-1.



Table rksl-

Participation of School ECE Coordinator in

Planning of School ECE Program

ECE Coordinators Reporting
Trim of Participation N Per Cent

Consulting' with BCE teachers

Consulting with school principal on

39 100.0

teecher needs, class organization, etc. 38 97.4

Consulting with paraprofessionals 32 82.1

Determining school needs for personnel,
materials, space, etc. 31 79.5

Consulting with district ECE coordinators 23 59.0

Organizing workshops for paraprofessionals 22 58.4

Preparing written guides for utilization
of space and materials 22 56.4

Organizing wortshops for ECE teachers 20 51.3

Organizing workshops for parents 20 51.3

In addition, 27 ECE coordinators reported that they had particiTated

in other activities related to planning the ICE program. The exaninetion,

distribution and demonstration of materials, the inetruction of teachers

and paraprofessionals, and the testing and grouping of children for in-

struction were among other activities undertakon_ by the ECE coordinators.

Forty-one ICE coordinators provided information on the amount of time

they spent, on the average, in conferences with supervisors and other

school personnel; those who ad not respond found it impossible to esti-

mate the amount of time spent in conferences. The average amber of

hours per week spent in conference, as reported by the group of WE coor-

dinators, was 3.4 hours. Ey ranking a list of school personnel in order

of the frequency of contact, the Ea coordinators provided further data



regarding their time spent in conferences. Their reports are summarized

in Table IX-2.

Table EX-2

Conferences Between ICE Coordinators and Other Personnel

Personnel Milan Ranking* .

Assistant Principal 1.92

Principal 2.00

Guidance Counselor 2.60

School Secretaries 4.18

School Nurse, Doctor 5.07

Edstrict ICE Coordinator 5.24

NI Coordinator 5.25

* Lowest ranking indicates greatest frequency of contact

2. Time Allocations by Grade Level

The school ICE coordinators were requested to indicate the proportion

of their time which had been devoted to the various Early Childhood Edu-

cation programs in their schools. On the average, the group of 43 ICE

coordinators devoted 3.5 per cent of their time to pre-kindergartimmpro-

grams, 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 ICE coordinators, as a group, was spent in activities not re-

lated to early childhood education during the current school year. There

was, however, additional variation in the assignment of responsibilities

to the ECK coordinators in different schools; not all ECE coordinators

were assigned to tasks at each grade level. Only 10 (23.31) of the ICE

coordinators were involved with pre-kindergarten programs, 29, 40, and



37 (67.4, 93.0 and 86.0%) had responsibilities for kindergarten, grade

1 and grade 2 programs, respectively. Twenty-seven162.8%) of the ECE

coordinators reported time devoted to activities other than Early Child-

hood Education; only 16 (37.2%) devoted their time exclusively to pre-

kindergarten through second grade activities.

3. The Role of the ECE Coordinator in Teacher Training

About two-thirds (29, or 67.4%) of the ECE coordinators reported that

training or orientation programs for BCE teachers were organized in their

schools. Of the 29 ECE coordinators who indicated that a teAcher train-

ing or orientation program wu conducted in their schools, 8 (27.6%) rated

it as excellent, 19 (65.9%) as goal, and 2 (6.9%) as fair. A total of

15 ECE coordinators reported that they had spent, on the average, 5.47

hours per week in this training program with kindergarten teachers, 25

srent a mean of 8.24 hours per week in the training program with first

'grade teachers, and 23, an average of 7.00 hours per week with teachers

on the second grade level. A total of 17.18 hours per week, on the av-

erage, VS8 reported spent in training or orientation programs for kin-

dergarten, grade 1 and grade 2 teachers by the ECE coordinators.

The ICE coordinators worked closely with the school's primary assis-

tant principal; in fact, 17 (58.6%) of the 29 ECE coordinators who par-

ticipated 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, consul-

ted with and advised the ECE coordinator, helped with administrative mat-

ters, and participated in workshops, training-sessions and conferences.

Nineteen of the 29 ICE coordinators who had responsibility for teacher



training programs noted the assistance of the principal in organizing the

programs; the establishment of guideline.; and objectives by the principals

during discussions with the coordinator were the main forms of assistance

reported.

The District ECE supervisor was reported to have given assistance to

the ECE coordinator in seven cases; suggeotims and recommendations of

materials and techniques were made through discuscions and workshops.

Many District ICE supervisors, it should be noted, directed most of their

attention to those schools in their districts which did not have the ser-

vices of an ECE coordinator.

Although only 29 (67.4%) of the BCE coordinators responding reported

having participated in teacher training programs in their schools, 40

(93.0%) of the 43 indicated that they had participated in teacher train-

ing activities; apparently, many ECE coordinators did not perceive their

assistance and recommendations to individual teachers as being part of a

formal training program. An average of 7.90 hours per week spend in tea-

cher training was reported by this group of ECE coordinators; they also

ranked various teacher training activities in order of the amount of time

spent at each activity. Table IX-3 presents the mean of each activity

ranked.



Table IX-3

Time Spent at Teacher Training Activities .by ECE Coordinators

Activity Mean Ranking*

Training individual teachers 2.15

Helping teachers with learning problems
of individual children 2.55

Helping teachers with behavior prOblems
of individual children 3.02

Training grams of teachers 3.57

Giving demonstration lessons 4.27

* Lowest ranking indicates greatest amount of tisme spent.

Many of the ECE coordinators reported spontaneously that the selec-

tion, ordering, preparation, and distribution of materials were among

their teacher training activities; several of the coordinators who repor-

ted administrative responsibilities also cited the distribution of mater-

ials as among their tasks. These activities, it seems, were among the

important responsibilities of some of the ECE coordinators, and considered

to be either a part of their teacher training or their administrative re-

sponsibilities.

4. Administrative Responsibilities of le ECE Coordinator
i

Thirty-six (83.7%) of the 43 ECE c rdinators indicated that they

spent time at administrative tasks; 6.4 hours, on the average, was re-

ported. Administrative activities were ranked by these SCE coordinators.

Their mean rankings are reported in Table IX-4.



Table DC-4

Time Spent in Administration by ICZ Coordinators

Activity Mean Ranking*

Organizing classes 2.52

Ordering books and equipment 2.67

Assigning personnel (including parapro-
fessionals and student teachers) 2.89

Writing reports 3.93

Assigning use of classroom space 4.o4

* lowest ranking indicates greatest amount of tine spent.

Thirty-five (81.4%) of the ECR coordinators reported that they spent

time in evaluation. Of these, an average of 3.72 hours per week vas

spent in this area. The activities related to evaluation were ranked

in order of the greatest amount of time spent; the means of these rank-

ings are presented in Table IX-5.

Table IX-5

Time Spent in Evaluation by MCI Coordinators

Activity, ALIIILIMMILINgt

Grouping or regrowing 2.00

Studying records of children 2.09

Giving testa 3.14

Proper* teachers for test adainistration 3.37

Constnicting tests 4.20

* limit ranking indicates greatest amount of time spent.



Seven ECK coordinators also hoted that they were engaged in the ob-

servation and evaluation of pupil progress through observation and anal-

ysis of test results.

A mean of 2.82 hours per veek was devoted to working with parents;

this vu reported by 38 (88.14) of the ICI coordinators. Ranked in order

of the greatest amount of tine spent with parents, these activities are

repo:Pted in Table IX-6.

Table 1X-6

Time Spent with Itrents by ECE Coordinators

Activity Mean Ranking*

Conferences about individual pupil 1.46

Interpreting school program 1.94

Relationship between parent and teacher 2.36

11 lowest ranking indicates greatest amount of time spent.

Other activities in which the ICE coordinators noted that they en-

gaged in with parents included workshops and group conferences.

5. The Teaching Role of the School ICI Coordinator

In sone schools, the NCR coordinator taught classes in the ICE pro-

gran on a regular schedule; in others, she substituted for absent class-

room, ratio, or cluster teachers on rare occasions. In 19 (44.2%) of

the schools in which there was au ZCI coordinator, she had no direct teach-

ing role.

Of the 43 ICE coordinators, a (55.80 reported that they spent time

in teaching classes, small groups, or individual children on a regular

basis. A total of 15 taught regularly for 10 hours per week ot sore.
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D. EFFECTIVIN188

Each principal was asked to rate the effectiveness of his primary

assistant principal and Ka coordinator in furthering the objectives of

the ECK program in his school; 100 principals provided ratings of assis-

tant principals. Of the 145 principals who had WE coordinators, 14 (88.9%)

provided ratings. The distribution of ratings of primary assistant prin-

cipal and ICE coordinators presented in Table xx-7 indicates that the

principals vieWed thu, by and large, as doing an excellent job.

Table IX-7

Effectiveness of AP's and ICE Coordinators in

Furthering the Objectives of the ECE Proves, (in Per Cent)

N Excellent Good Fair It=

Assistant Principal 100 71.0 22.0 5.0 2.0

ICE Coordinator 40 77.5 22.5 0.0 0.0

Of the 45 principals who were able to appoint En coordinators, 28

(62.2%) reported that this assignment had markedl,y increased the effec-

tiveness of the primary assistant principal. Thirteen (28.9%) indicated

that the atsignment of an MT coordinator had increased the assistant

principal's effectiveness somewhat; three (6.7%) reported that the as-

sistant principal's effectiveness had remined the same.

71renty (58.8%) of the 34 assistant principals in schools in which

ICE coordinators had been assigned found that their workloads had been

lightened somewhat by this assignment; 5 (14.7%) indicated that their

workloads had become such lighter. light (23.5%) stated that their work-

loads remained the sam.



C. SUMMARY

The ECE coordinators, as a group, spent their greatest amount of time

in teacher training, (7.90 hours per week) and perceived that to be the

area in which their greatest contribution to the program was made. Ad-

ministrative duties, particularly the selection, ordering, distribution

and demonstration of materials and equipment absorbed the next largest

portion of the time, (6.44 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.

Approximate/4 half (55.8%) of the coordinators reported teaching duties;

this group was more involved in teaching than with administrative respon-

sibilities.

Table /X-8 summarizes the data regarding the ECE coordinator's parti-

cipation in the various activities of the SECE Program.

Table IX-8

ECE Coordinators Reporting Participation in Various Activities

Activity,

Coordinators

X
Participating

Per Cent

Teaching 24 55.8

Teacher Training 40 93.0

Administration 38 83.7

Evaluation 35 81.4

Conferences with School Personnel 41 95.3

Parents 38 88.4
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The NCR 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 /X-9 in terms of the mean number of hours

spent tor those actually purticipating, end in terms of the mean number

of hours spent by the group of ICS coordinators as a whole.

Table IX-9

Mean Mars Per Meek apent in Various Activities by BCH Coordinators

Activity
Of Those
N

Reporting
Mean Hours

Of the
N

Total Group
Mean Hours

Teaching 24 9.96 43 5.56

Teacher Training 40 7.90 43 7.35

Administration 36 6.44 43 5.39

Evaluation 35 3.71 43 3.02

Conferences with
School Personnel 141 3.37 43 3.21

Parents 38 2.82 43 2.50



CHAPI'ER X

THE ROLE OF THE RATIO TEACHER

In the proposal for implementation of the SECE program, teacher-pupil

ratios were to be reduced through the assignment of additional profession-

al personnel to the staffs of the participating schools.

where space was not a problem, additional classes were or

or more grade levels. Here, the services of professional

In some schools,

gsnized at one

laersonnel am-
!

ployed under the SECE program (and thus technically "ratio" teachers) were

used in a regular classroom assignment, reducing the registers of all. clas-

ses on those grade levels.

In other schools, where extra space was not available, two teachers

were assigned to a classroom (usually a large room) with a conbined class

register ranging from 25 to 4o or more. In each of these cases, one of

the paired teachers was, technically, a "ratio" teacher.

In still other schools, the services of these additional "ratio" teach-

ers were used in a variety of non-teaching assignments. In several large

schools, a teacher, generally one with suweral years of experience in teach-

ing the early grades in her school, was assigned as an ECE coordinator,

again, a "ratio" teacher position in a technical sense. Many of the teach-

ers assigned as coordinators spent a good deal of time teaching children

on a regular basis.

It proved to be very difficult to determine how the services of these

additional teachers were being used, since the school rarely regarded a

person assigned to a classroom position as a "ratio" teacher. Moreover,

the schools rarely made any distinction between two types of "extra" teach-

ing personnel, those provided from the SECE budget, and those provided to

",cover" classes during the teachers' preparation periods, and paid from



tax-levy funds. Compounding tile difficulty was the fact that the terms

"ratio, " "cluster , " "quota, " "floater ," "MP, " "ATR , " and the like , were

used interchangeably in different schools.

Many ratio teachers were themselves unaware of their position in the

Program. Four ratio teachers, in fact, thought that the SEM program was

exclusively a paraprofessional program; their responses to questions re-

garding the effectiveness of, and difficulties in the SECE program reflec-

ted this impression.

Thus, in interpreting the data summarized in this chapter, it must be

borne in mind that the persons responding to questions regarding the role

of ratio teachers in the SZCZ program did not share the same frame of ref-

erence.

A. ROIZ AND RESPONSIBILITIES

A total of 186 teachers who were identified by their principals as

SECE ratio teachers responded to a questionnaire designed to determine

the role which these teachers filled in the SECI program. Of these teach-

ers, 67 (36.0%) indicated that they had been assigned to classroom duties

as "paired" teachers. The 119 (64.00 reported that they were assigned

to work in two or more NCI classes. Table X-1 summarizes these assign-

ments.



Table X-1

Assignment of Ratio Teachers (Na186)

Type of Assignment
Ratio Teachers Reporting

Per Cent

One Classroom 67 36.0

no, to Five Classrooms, One Grade Level 33 17.7

Six or Mbre Classrooms, One Grade Level 15 8.1

Tvo to Five Classrooms, Tvo or More Grade Levels 19 10.2

Six or Mbre Classrooms, Two or More Grade Levels 52 28.0

It is evident that ratio teachers were used in a variety of ways in

their schools. Mbre often than not, they served on a single grade level,

but more thima one-third of these teachers were not specialized in terms

of grade level.

The 119 teachers who served two or more classes were called upon to

participate in the planning of learning activities for the children in

the classes they served to varying degrees. A total of 71 (60.7%) stated

that they "always" or "usually" participated, 20 (16.8%) participated in

planning "occasicoally." Twenty-two (18.5%) relorted that they "seldom"

or "never" participated in planning. It is likely, however, that all

teathers planned the lesions for which they had direct responsibility.

Where overall plans were made for the children without the participation

of ratio teachers, the use of a team approach was not in evidence; pro-

fessional skills were not beimg used.

1. Classroom Duties

The ratio teachers were asked to indicate the nature of their class-

rocetwork; the responses of those serving in more than one classroom are

presented in Table X-2.
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Table X-2

Nature of Classroom Work of Ratio Teachers (11119)

Classroom Wbrk
Ratio Teachers
N

Reporting
Per Cent

Reading Readiness 10 8.4

Reading 55 46.2

Remedial Reading 12 10.1

Langusge Arts 37 31.1

Nathematics(Remedial) 13 10.9

Science 19 16.0

Social Studies 15 12.6

Physical Activities 8 6.7

Library 5 4.2

TESL 5 4.2

Enrichment (Art, Nbsic,
Sewing, COoking, Drama) 22 18.5

Teacher Training Demonstration
liessons 5.9

Since some teachers indicated that the nature of their work varied

in different classes, the percentage of teachers citing different types

of work adds up to more than 100 per cent.

Nbst ratio teachers served as teachers of reading or language arts;

the teachers stated that, in most cases, the ratio teacher worked with

one small group of Children in each of several classes on a regular basis,

while the classroom teacher worked with a second group.

2. Other TeachingAssignments

The ratio teachers were asked to indicate teaching assignments they

fulfilled other than classroom teaching; 84 did not have any other as-
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signment. A total of 25 (13.4%) however, reported that they taught small

groups of children in remedial reading mathematics, or speech in out-of-

classroom locations. The responses of the other ratio teachers were var-

ied; assembly programs, rehearsals, music, music clubs, parent workshops,

were each cited by a small number of teachers.

3. Non-Teaching Activities

The ratio teachers were asked to describe their non-teaching activi-

ties; 123 (66.1 1) reported that they fulfilled one or more of such duties.

Table X-3

Non-Teaching Activities of Ratio Teachers

Aetivity
Ratio Teachers
N

Reporting
Per Cent

Lunchroom Duty 47. 25.3

Stftirway, Lobby, Basement,
Bus or Yard Duty 56 30.1

Assist in Gymnasium 6 3.2

Administrative Work 13 2.2

Testing 6 3.2

Office Work 5 2.7

None 63 33.9

Most ratio teachers, particularly those who did not serve as class-

room teachers, perform non-teaching chores, which must be considered a

waste of professional expertise.

4. Special Responsibilities

The ratio teachers wt...e asked to report instances in which they had

been relieved of their regular assignments at some time to undertake spec-

ial responsibilities. Their responses are summrized in Table X-4.

-117r.
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Table X-4

Special Responsibilities Reported by Ratio Teachers

Respons ibility
Ratio Teachers

N
Reporting
Per Cent

Class Coverage 54 29.0

substituung for Absent Teacher 77 41.4

Office Work 11 5.9

Tripe 22 11.6

Other 7 3.8

None 31 16.7

B. IPTICTIVENESS

Assistant principals were asked to rate the instructional effective-

ness of the ratio teachers as well as other teaching personnel on each

grade level. These ratings are presented in itne X-5.



Table X-5

of,,Program Personnel

..as,Rated by Assistant Principals

Very
Good Good Fair

Poor or
Very Poor

Kindergarten

ECE Coordinator 72.0 16.0 12.0 0.0

Paired Teachers 60.0 25.0 8.3 4.2

Single Teachers 53.8 42.3 2.6 1.3

Cluster and. RAtio Teachers 40.9 45.5 9.1 4.5

Grade 1

ECE Coordinator 77.4 6.7 3.2 0.0

Faired Teachers 146.7 40.0 10.0 3.3

Single Teachers 44.7 48.2 3.5 3.5

Cluster and Ratio Teachers 38.5 48.7 7.7 5.1

Grade 2

ECE Coordinator 81.8 40.9 4.5 0.0

Paired Tettchers 28.6 52.4 14.3 4.8

Single Teachers 39.1 51.7 5.7 34

Cluster or Ratio Teachers 37.7 60.9 14.5 1.4

Paired teachers, a desigrurtion that included many ratio teachers,

and cluster and ratio teachers, were generally rated as less effective

than other teaching personnel. This was particularly evident on the

second grade level.

Each principal, assistant principal, and ECE Coordinator were asked

to indicate five aspects of the SECE program in which ratio teachers weTe

most helpful. These non-teaching personnel most frequently cited the as-



sistance of the ratio teacher in working with small groups and individual

pupils, yresenting lessons in special content areu, and surprisingly,

participating in planning. Their responses are summarized in Table x-6.
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Table X-6

Aspects of the BICE Program ii Which astio Teachers Were Host Helpful,

as Reported by Administrators and ECE Coordinators

Per Cent of Personnel Citing Aspect
, Assistant School ECE

Princiima Princiral Coordinator

Participation in planning 42.7 45.6 46.5

Teaching entire class groups 37.6 37.8 48.8

Assisting in large group activities 23.1 22.2 32.6

Presenting lessons in special
content areas 41.9 51.1 62.8

Working with small groups 61.5 58.9 69.8

Working with individual pupils 144.14 42.2 48.8

Orienting new teachers

Helping children to work and play

13.7 7.8 16.3

harmoniously

Serving as sourCe of affection and

27.4 24.4 16.3

comfort to children 17.9 17.8 9.3

Working with N-E children 17.1 18.9 7.0

Relieving teachers of routines
(milk, snack, etc.) 2.6 1.1 4.7

Keeping records 5.1 4.4 4.7

Preparing instructional materials 31.6 33.3 32.6

Controlling behavior of children 11.1 8.9 u.6
%king care of supplies and equipnent 2.6 5.6 4.7

Substituting for absent teachers 13.7 14.4 14.0

Translating foreign language 0.9 1.1 0.0

Hiking home visits 0.9 0.0 . 0.0

Holding conferences with parents 2.6 3.3 2.3

Arranging or participating in work-
. shops for parents 6.0 4.4 2.3

Effecting liaison with coessmity
agencies

1.7 2.2 0.0



Clusroom teachers were also uked to indicate five areas in which

ratio teachers were most helpful. At each grade level, the largest pro-

portion of teachers regarded the presenting of lessons in special content

areas as most helpful. Working with small groups, individual pupils and

total class groups were also considered important aspects of the ratio

teachers' work. Table X-7 presents the teachers' responses.



Table X-7

Aspects of the SE= Program in Which Ratio Teachers

Were Most Helpful, as Reported by Teachers

Participation in planning

Teaching entire class groups

Assisting in large group activities

Presenting lessons in special content
areas

Working with small groups

Working with individual pupils.,

Orienting new teachers

Helping children to work and play
harsoniously

Serving an source of affection and
comfort to children

Working with N-E children

Relieving teachers of routines
(milk, snacks , etc . )

Keeping records

Preraring instructional materials

Controlling behavior of children

Taking care of supplies and equipment

Substituting for absent, teachers .

Translating foreign language

taking home visits

Holding conferences with parents

Arranging .or participating in work-
shops for pirents

Effecting liaison witli comimnitY
agencies

Per Cent of Teachers Citing Aspect
Kindergarten Grade 1 Grade 2

9.1 18.5 14.5

11.8 25.9 21.5

5.9 18.1 17.0

16.6 31.9 26.0

11.2 30.6 27.5

7.5 23.1 18.5

1.1 4.2 1.0

8.0 16.2 10.0

4.8 8.3 9.0

2.7 9.7 6.0

- 1 2 3 -

1.1 2.8 1.5

0.5 2.8 1.5

3.2 10.6 11.

2.7 6.9 5.5

1.6 2.0

7.0 10.6 12.0

1.6 2.3 2.0

0.5 1.4 0.5

1.3. 3.7 1.5

2.8 2.0

1.1 0 . 9 0.0



The ratio teachers, themselves, considered their greatest contribution

to the ICE program to be the individualized, personal attention and instruc-

tion they were able to give the children. Because of their freedom from

the day-long responsibilities of a single total class, they were able to

bring a fresh viewpoint and personal enthusiasm to each learning situation.

Several ratio teachers noted that their exposure to a large group of chil-

dren gave them a greater understanding of the needs and strengths of the

children; they felt that they had been able to use this knowledge in help-

ing individual pupils. For some ratio teachers, the ability to concentrate

all efforts in one subject area led to well panned, structured, and se-

quenced activities in that area, resulting in 1 enthusiasm and progress among

the children.

It is of interest to note, here, that many relatively new teachers re-

ceive assignments as ratio teachers. Some of these are paired, with more

experienced teachers, creating a sometimes successful, sometimes conflic-

ting master-apprentice relationship. Other inexperienced teachers are

used as "floatlrs," to cover claases for other teachers, to assist in

small group reading or language arts instruction. The more experienced

teachers who receive such assignments, not surprisingly, are likely to

be given responsibilities for teaching in one or more subject matter areas.

The relative merits of the assignment of new teachers as ratio teach-

ers versus the releasing of more experienced. teachers for these positions

should be weighed in the light of the particular needs of a given school.

The proportion of experienced to inexperienced teachers, the size of the

staff, the strengths of individual teachers should be considered. The as-

signment of profeisional versus paraprofessional help must be also deter-

mined locally. The relative advantages of employing fiv paraprofessionals

or one extra teacher must be considered in the light of the school's needs

and the propocid activities of the additional personnel.
-124-



CRAMER XI

THE ROLE 07 ME EARAPROTESSIONAL

The evidence presented thus far in this report indicates that the

presence of the paraprofessional assistant in the early childhood class-

room has helped to strengthen the educational program, either through

direct teaching of a small group or through individualized remedial work

with slower children. The paraprofessional also contributed to the pro-

gram indirectly, by relieving the teacher of routine chores, such as the

preparation of materials and maintenance of records, so that the teacher

was able to devote more time and, attention to teaching.

The paraprofessional served other purposes, as well. As one princi-

pal put it, "Paraprofessionals serve a very important function in ECE.

They help individual children. They offer another mother image in the

classroom. They speak the language of the children and often know the

parents from the neighborhood so that the transition from home to school

is eased. Educational assistants are inportant in establishing and. main-

taining relations with parents end community."

Of the 354 paraprofessionals responding to the questionnaire, 344 re-

ported previous experience as an educational assistant or teacher aide;*

of these, a mean of 3.12 years of experience was reported. Despite re-

ports of high turnover and. dissatisfaction with the employment situation,

particularly the lack of security and. adequate compensation, the schools

appear to have built up a relatively stable, dedicated staff of' parapro-

fessionals. A total of 123 (34.7%) of the paraprofessionals had children

attending the school in which they were employed.

Thus, in the four years since the SECE Program was first instituted,

the paraprofessionals have become a valuable, if not indispensable part

-125-
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of the Early Childhood Progrsm. Many teachers, in fact, take their as-

sistance for granted, not realizing that the paraprofessional is part of

an innovative, experimental program. Mbst teachers who had the assis-

tance of a paraprofessional regarded that help as contributing most to

the Program (64.1% of all the kindergar'cen teachers, 39.4% of all first

grade and the same percentage of second grade teachers cited this assis-

tance); others cited the small group and individual instruction which

were, again, facilitated by the presence of the paraprofessional.

In general, paraprofessionals were of most help in teaching small

groups and individual children, in helping children to work and play

harmoniously, and in assisting with large group activities. The para-

professionals also served as a source of affection to the children, and

aided in the instructional program by relieving teachers of routines, and

preparing and caring for supplies and equipment.

Table XI-1 presents a distribution of responses of teachers in regard

to the areas of assistance. These responses were discussed, also, in

Chapters V and VI, in which the effectiveness of the Program at the dif-

ferent grade levels was considered.



Table XI-1

Aspects of the SECE Program in Which Paraprofessionals Were

HelpfUl, as Reported by Teachers

Ptr Cent of Teachers Citing Aspect
Aspect of Program Kindergarten Grade 1 Grade 2 Ratio

Participation in planning 11.2 16.2 12.5 5.9

Teaching entire class groups 3.2 4.6 9.0 0.0

Assisting in large group activities 52.4 39.8 37.0 34.9

Presenting lessons in special content
grelts 9.6 3.7 4.5 4.3

Working with small groups 76.5 71.8 64.0 50.0

Working with individual pupils 79.1 72.7 71.0 51.6

Orienting new teachers 3.2 0.0 3.0 1.6

Helping children to work and play
harmoniously 57.8 37.5 36.5 22.0

Serving as tource of affection and
comfort to children 148.1 39.8 43.5 32.8

Working with N-E children 40.6 24.5 22.5 22.0

Relieving teachers of routines
(milk, snack, etc.) 148.7 36.6 34.5 25.3

Keeping records 17.6 15.3 17.0 12.4

Preparing instructional materials 28.9 24.1 26.0 16.1

Controlling behavior of children 19.3 16.7 15.0 20.9

Taking care of supplies andequipment 32.6 25.0 25.0 18.3

Substituting for absent teachers 2.7 2.3 1.0 1.1

Translating foreigu language 11.2 13.4 9.5 17.2

Making home visits 4.3 7.4 7.5 8.1

Holding conferencPs with parents 5.9 6.0 8.5 4.8

Arranging or participating in workshops
for parents 3.2 2.8 2.0 0.5

Effecting liaison with community agencies 4.8 7.9 7.0 0.0
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Table X/-2 presents the responses of the administrators and coordina-

tors in regard to areas of paraprofessional assistance; their perceptions

do not differ radically fron those of the teachers. The BCE coordinators,

however, were less likely to note the helpfUlness of the pervorofessional

in planning, in presenting lessoos in special areas, or in teaching total

class groups than were other personnel.

1



Table XI-2

Aspects of the SECE Program in Which Paraprofessionals Were Most Helpfav

as Reported by Administrators and Coordinators

Per Cent of Personnel Citing Aspect

Aspect of Program Principal
Assistant
Principal

School ECE
Coordinator

Participation in planning 13.7 12.2 0.0

Teaching entire class groups 0.9 2.2 0.0

Assisting in large group activities 34.2 30.0 25.6

Presenting lesRons in special content
areas 2.6 4.4 2.3

Working with small groups 83.8 80.0 72.1

Working' with individual pupils 81.2 83.3 74.4

Orienting new teachers 0.9 4.4 0.0

Helping children to work and paw
harmoniously 59.0 55.6 41.9

Serving as source of affection and
comfort to children 61.5 51.1 58.1

Working with N-E children 36.8 33.3 39.5

Relieving teachers of routines
(milk, snack, etc.) 54.7 52.2 48.8

Keeping records 11.1 11.1 9.3

Preparing instructional. materials 42.7 35.6 30.2

Controlling behavior of children 16.2 6.7 11.6

Taking care of supplies and equipment 20.5 17.8 30.2

Substituting for absent teachers 1.7 2.2 2.3

Translating foreign language 12.8 16.7 16.3

Making home visits 6.8 6.7 27.9

Holding conferences with parents 6.8 4.4 7.0

Arranging or participating in work-
shops for parents 6.0 3.3 2.3

Effecting liaison with community agencies 6.8 3.3 11.6



. ,

Although most of the paraprofessionals were usigned full time to a

single classroom, they frequently had. other school. responsibilities to

fulfill. When added to participation in training programs or the Career

Ladder Program during school hours, the time spent at out-of-classroom

duties reduced the number of hours actually served on classroom duty.

Table XI-3 presents the responses of the paraprofessionals regarding the

"out of classroom" duties to which they were assigned.

Table XI-.3

Out of Classroom Duties Reported by Paraprofessionals

Duties

Paraprofessionals Reporting

Per Cent

44 32.4Bus and Hall Duties

Lunchroom 63 17.8

School Library or Office 11 3.1

Duties in More than One Classroom 21 5.9

No Outside Duties 215 60.7

In general, relatively few paraprofessionals assigned to BZE classes

were requested to fulfill other responsibilities.

One problem noted by paired teachers was that the "diffusion of aUthor-

ity" between two adults of equal authority in the classroom confused the

children, and had a detrimental effect on their behavior. This difficulty

was rarely noted. in teacher-paraprofessional situations.

The suggestions made by paraprofessionals for improvement of the pro-

gram included the institution of joint workshops and conferences for teach-

ers and pezaprofessionals and. the planning of the instructional program

as a team (teacher and paraprofessional). Of the 68 suggestions made re-

garding teacher-paraprofessional communication, 118 (70.6%) were made in

-130_
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this regard. Some paraprofessionals, however, indicated that they were

included in planning and evaluation of progress; one stated that she

knew she was helpful because Nre often discuss the children's progress

and make out plans based on what we think the children need," another

that "we plan and. discuss everything together."

In general, the problems which the pe.raprofessionals stated were as-

sociated with the early childhood education program in the schools re-

flected attitudes which were not critical of the school program, but in-

dicated El awareness of the same difficulties which have long been rec-

ognized by professional personnel, few of which are under the direct con-

trol of the school.



CRAFTER m
PARENT INVOLVEMENT PROGRAMS

Principals, assistant principals, and teachers in the sample of par-

ticipating schools were asked to prolride information regarding the imple-

mentation and effectiveness of Parent Involvement Programs organized id:th-

in the individual schools. In Table XII-1, the extent to which programs

were organized in schools, as reported by several categories of personnel,

is summarized. It is evident that either many teadhers were unaware of

the existence of a program of parent involvement in their schools, or that

they failed to consider what was beimg done in the Way of seeking to in-

volve parents as equivalent to a "program."

Table nI-1

Parent Involvement Programs in Participating Schools

AA re;orted by

Programs

N

Conducted

Per Cent

No

N

Program

Per Cent

Don't

N

Know

Per Cent

Principal (W117) 87 74.4 29 24.8 1 0.9

Assistant Principal (N=90) 70 77.8 19 21.1 1 1.1

Kindergarten Teachers (N=191) 95 49.5 69 35.9 27 14.6

Grade 1 Teachers (N=221) 96 43.4 81 36.7 44 20.0

Grade 2 Teachers (N=208) 73 35.1 64. 30.8 71 34 .1

Parent involvement programs in the individual schools took many forma.

Principals, who described the nature of the Parent Involvement Programs

in their schools, indicated that workshops (43.14) and general periodic

parent of Parent Association meetings (14.9%) were the most common trpe

of provision made to foster parent involvement. Other parent meetings

were organized at individual grade levels; a total of 6 (6.9%)



of he principals specified these activities. Workshops or meetings were

frequently organized to discuss special funded programs, subject areas

such as reading and math, or around topics related to child developnent.

Family rooms, family or parent program assistants were noted by a total

of 19.5 per cent of the principals. Social activities, parent or mothers

clubs, and trips were other parent activities noted. The activities re-

ported as designed to foster parent involvement are presented in Table XII-2.

Table XII-2

Activities to Foster Parent Involvement

as Reported by Principals (NT87)

Periodic parent or Ihrent Association
general meetings

Principals

13

Reporting
Per Cent

114.9

Grade parent meetingc 6 6.9

Workshops 33 37.9

Parents or Mothers Clubs 5 5.7

Family or Parent Rooms 10 11.5

Family or Parent Program Assistants 7 8.0

Trips 6 6.9

Classroom or Demonstration Lesson
Observations 7 8.0

Parent-Teacher Conferences 12 13.8

Home Visits 1 1.1

The Parent Involvement Programs were rated by principals, assistant

principals, and teachers in the sample schools. The effectiveness of the

programs for parental involvement in the participating schools, as per-

ceived by these administrators and teachers, is presented in Table nI-3.



Table XII-3

Ratings of Effectiveness of Parent Involvement Programs

Very No
Rated pa/ Excellent Goad Fair Poor Poor Response

Principal (N=87) 25.3 41.4 28.7 2.3 2.3 0.0

Assistant Principal (N=70) 21.4 47.1 24.3 7.1 0.0 0.0

Kindergarten Teachers (N=95) 14.7 41.1 20.2 /1.6 3.2 9.5

Grade 1 Teachers (N=96) 6.3 31.3 37.5 9.4 3.1 12.5

Grade 2 Teachers (Nm73) 5.5 30.1 35.6 6.8 4.1 17.8

In general, special programs designed to foster parental involvement

did not receive very high ratings for effectiveness. Many principals and

assistant principals noted that although the programs were well planned,

attendance was very poor.

Responses to a question directed to teachers, concerning the effect

of the SECE Program on the teachers' relationship to parent and community,

are of interest here. These responses are summarized in Table XII-4.

Table XII-4

Nrceptions of Teachers in Regard to Effect of SECE Program on

Relationship of Teacher to Parents and Canmunity, (in Per Cent)

N
program Had
Effect

Program Had
No Effect

Not
Sure

No
Response

Kindergarten Teachers 192 54.2 16.1 16.7 13.0

Grade 1 Teachers 221 37.1 33.5 13.1 16.3

Grade 2 Teachers 208 35.6 26.0 26.9 11.5
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The schools' special program of parent involvement was generally noted

more frequently and rated more highly by the kindergarten teacher than by

teachers in grades 1 and 2. Similarly, kindergarten teachers viewed the

total effect of the SECE Program on parental and community relationships

more favorably then their colleagues in the other ECE grades; 62.7 per

cent of the kindergarten teachers felt that the Program had been effective

in this respect, as opposed to approximately 40 per cent of first and sec-

ond grade teachers.

It should be noted that many teachers indicated that the paraprofes-

sional Ifts able to "act as a liaison in interpreting the school's program

to the parents," and in interpreting the community to the teacher.

Avenues of communication do seem to be opening, not through specially

designed parent workshops, but less formally through the teachers, partic-

ularly those to whom paraprofessional assistance is afforded. It should

be noted, however, that some teachers may not be prepared to cope with

the problems that will invariably accompany this communication.



CHAPTER XIII

ATTAINMENT OF PROGRAM OBJECTIVES:

ACHYEVEMENT TEST DATA

As part of tfle evaluation of the SECE program for the 1970-1971 school

year, children in one kindervarten class in each of the 30 schools visited

by the observers were tested on the Prereading Aasessmnt Test. Children

in one first grade class in each of these schools were given the Metropol-

itan Achievement Test in Reading (Primary I, Form F). Scores on the Word

Knowledge and Reading Comprehension on aubtests of the Metropolitan Achieve-

ment Test (Primary II) given by the Board of Education to all children in

the 30 sample schools were obtained and analyzed. The results of these

tests were 4sed to determine the attainment of two of the objectives of

the SECE Program:

a. To develop at the earliest possible stage an awareness of the

printed word and a readiness for reading, and

b. To develop a larger vocabulary and learn beginning comprehension

skills so that pupils may progress from readiness to beginning reading.

The criteria for acceptable performance would be that 75 per cent of

the children participating will havt achieved scores reflecting normal

growth em each of the aforementioned tests.

A. KINDEMARTEN: PREREADING ASSESSMNT

A total of 711 children enrolled in kindergarten classes in the sample

of schools visited by the observers were tested on the New York City Pre-

reading Aasessment Test as a part of the evaluation of the SECE Program.

The raw scores on each of the subtests, language," and "Visual Diacrim-

ination," were converted into "Readiness Ratings." These readiness rat-

ings represent the norms developed for this assessment and are based on

136
;et. ...41c-



a stanine distribution (for ease of interpretation, this distribution

has been combined into five groups).

The nutber of children ip the standardization sample whose scores

placed them within the range represented by each readiness rating, and

the number of children in the sample tested in conjunctiori with this

evaluation in each group are shown in Table

Table XIII-1

Distribution of Scores on Prereading Assessment Subtests:

Standardization Sample and SECE Sample

Very
Poor

Belay Average
to Poor

Languso,

Kaove
Superior

High Nverage
to Low Avemit Verue

Standardization 5.0 18.0 53.0 16.0 4.0

Sample

SECE Sample 5.6 12.7 38.3 36 7 5.8

Visual Discrimination

Standardization 5.0 18.0 53.0 16.o 4.0

Sample

SECE Sample 8.9 28.7 46.o 18.5 7.5

Chi Square analyses to determine whether differences between the dis-

tribution of scores in the standardization sample and in the SECE sample

might have occurred by chanCe were performed. For the Language subtest,

X2 n 11.78; for the test of Visual Discrimination, X2 5.29. To consti-

tute a statisticany significant difference between these distributions,

Chi Square would have to exceed 9.488 for confidence at the .05 level, and

11.34 at the .01 level (4431). Thus, there.was no difference between the

standardization sample and the SECE sample in the distribution of scores

on the subtest in Visual Discrimination. Comparison of the two groups on



the language Subtest, however, revealed a highly significant difference.

EXamination of these distributions indicated that the difference was in

favor of the SECE sample; a far larger proportion of the children in the

SECE sample achieved "above average" scores than did those in the origi-

nal standardization sample.

Thus, the conclusion can be stated that, as a group, the children in

the SECE program in Kindergarten achieved norml progress in developing

reading readiness in the area of Visual Discrimination, and exceeded nor-

mal progress in reading readiness in the area of Language, as measured by

the Prereading Assessment Test. This progress far exceeded the 75 per

cent level as set as criterion for SECE program effectiveness.

It should be noted that the test was standardized on first grade

children during their fall semester of 1967; these kindergarten children

did as well and better than did those first graders. The fact that a

large number of pupils enter school for the first time in first grade

(in the SECE schools, the estimate was 25 per cent) and that the first

graders in the normative sample were tested shoray after entreace, may

have influenced these results.

B. FIRST GRADE

The Word Knowledge, Word Analysis, and Reading subtests of the Metro-

politan Achievement Test, Primary I, Form F, were administered in one first

grade class in 27 of the 30 sample.schools visited by observers. A total

of 712 rupils werr: tested. For each class, mean scores were computed for

the class as a whole and for the top 75 per cent of the class. Table

XIII-2 presents the grade equivalents of the mean scores for these groups.
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Table XIII -2

Mean Scores of First Grade MAT Reading Test

School N

Total

WK

Group

WA Read N WK

Top 75%

WA Read
.

A 25 1.9 1.8 1.8 19 2.0 1.9 1.9

B 27 1.6 1.6 1.7 20 1.7 1.7 1.8

C 19 1.7 1.7 1.6 14 1.9 1.8 1.8

D 20 1.4 1.4 1.4 15 1.5 1.5 1.5

E 30 2.1 1.7 2.0 23 2.1 1.9 2.2

F 33 3.0 2.5 2.7 25 3.0 3.0 3.1

G 27 1,9 1.7 1.9 20 2.0 1.9 2.1

H 22 1.9 i.7 1.9 17 2.1 1.8 2.0

I 27 1.9 1.8 1.8 20 2.0 2.0 1.9

3 22 2.0 1.9 2.0 17 2.2 2.1 2.2

K 21 2,1 1.8 2.0 16 2.3 2.0 2.2

L 33 2.0 1.9 1.8 25 2.2 2.1 1.9

M 25 1.6 1.5 1.6 19 1.7 1.5 1.7

N 20 1.8 1.9 1.8 15 2.0 2.0 1.9

0 24 1.6 1.6 1.5 18 1.7 1.7 1.7

P 21 2.1 1.9 2.0 16 2.5 2.1 2.1

Q 25 1.6 1.7 1.4 19 1.7 1.7 1.5

R 26 1.7 1.7 1.7 20 1.9 1.9 1.9

S 17 1.6 1.7 1.7 13 1.9 1.8 1.8

T 25 2.2 2.1 2.2 19 2.5 2.3 2.3

U 24 2.0 1.9 2.0 18 2.3 2.0 2.2

V 24 1.8 1.7 1.8 18 1.9 1.9 1.9

W 19 2.0 114 ..--.
2.2

X 19 1.6 1.5 1.6 14 1.8 1.7 1.7

Y 17 1.7 13 1.8

Z 22 1148 17 1.9

AA
24 1.4

-

1.7 -1394 18 1.6 1.8
IMA011M1



The results of these tests, administered in May, 1971, demonstrate

that the total group of first grade pupils tested achieved normal progress

(1.8 would be the norm for May testing) on the Work Knowledge and Reading

subtests; on Word Analysisl the total group was only one half month below

the norm. For the group of children comprising the top 75 per cent of

each class group, the criterion of a mean score of 1.8 was surpassed.

The criterion, then, of normal progress in reading on the part of

75 per cent of first grade children was met and exceeded.

C. SECOND GRADE

Scores on the Metropolitan Achievement Teat, Primary II subtests in

Word Knowledge and Reading Comprehension were obtained for pupils in the

observation sample of schools. For the, three classes in each school that

were visited by an observer and for these classes as a whole, the mean

scores of the highest scoring 75 per cent of the children in each class

were computed. The scores of 2,012 pupils ware analyzed. Table XIII-3

presents summary data for this analysis.

Table XTII-3

Mean Scoras on MAT Word Knowledge and Reading Subtests

of Second Grade Pupils in Sample Classes

Word
N ERTAIMUL Reading

Total Group 2012 2.80 2.50

Top 75% of 1496 3.00 2.70

Each Class



As these tests had been given in April, the criteria of normal prog-

ress was set at 2.7. For the group as a whole, scores in Word. Knowledge

surpassed this goal by one month; mean scores on the Reading Comprehension

subtest reflected achievement as a level two months below this norm. For

the group of pupils representing the highest scoring 75 per cent of each

class, the criterion of a mean score of 2.7 was surpassed by three months

in Word Knowledge, and met in Reading Comprehension.

1. The Effect of Class Size and Paraprofessional Assignment on Second.

Grade Test Scores

Scores on the Word Knowledge and Comprehension subtests of the Met-

ropolitan 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 30 schools which com-

prised the "core sample" and which were visited by the observers.

The analysis of variance technique was employed to determine statis-

tically the differences betWeen the test scores of children in classes

of different sizes, with or iithout paraprofessional assistants; 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 in-

dividual pupils. The use of class MUM although reducing the amount of

variation generally, does mit affect the statistical outcome of the anal-

ysis of variance, nor the interpretation, since overall administrative

questions are under consideration rather than the performance of indivi-

dual children.

It will be remembered that in many schools, the 'low exponent" clas-

ses 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, hid been afforded parapro-

fessional assistance, and had a large Proportion of children with special

needs and problems that were eXpected. to interfere with learning. Unfor-

tunately, since teits were.not adthinistered 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. Paired

classes were not included in these analyses.

In order to determine whether the mean test scores of classes with

paraprofessional assistance differed significantly from those of .classes

with no paraprofessional help, and whether the scores of such classes

differed according to class size, a, set of two way analyses were performed.,

one for each subtest. Table nII-4 presents the means, standard devia-

tions, and numbers of classes utilized in the analysis of the Word Know-

ledge subtest scores between classes with and without paraprofessional
assistance and between classes of 27 or less, 28-309. or 31 or more chil-

dren on register.



Table XIII-4

MAT Word Knowledge Scores, by Class Type and Class Size

Class Type

Paraprofessional
Assigned

No Paraprofessional.
Assigned

Class Size N Mean S.D. N Mean S.D.

27 or less 31 2.51 .67 29 2.44 .61

28 - 30 41 2.63 .70 31e 2.63 .91

31 or more 19 3.25 .89 20 2.69 .76

Total 91 2.80 83 2.59

The source table for the analyses of variance of Word Knowledge sub-

test class mean scores for classes of different sizes and. types if pre-

sented in Table XIII-5.

Table XIII-5

Analysis of Variance: MAT Word Knowledge Scores

Source SS df MS

Class Size (A) 6.99 2 3.50 5.88*

Class Type (B) 1.82 1 1.82 3.06*

A x B 2.53 2 1.27 2.13

Within 99.83 168 .59

* p 4.05

This, analysis reveals that, on the average, children in classes with

paraprofessionalm performed significantly better than did those in classes

without ,paraprofessionals. The performance-of:children in the larger, clas-

ses was significantly ,higher than that of children in the smaller classes;

-"

undoubtedly, the practice of selective placement, affected these, results .

cat-similar analysis inwperforeect.-.911

scoiee (Table xrn-6).
the.Reading, Comprehension subtest,



Table xni-6
MAT Reading Comprehension Scores, by Class Type and. Class Size

Class TYPe

Paraprofessional
Assigned

No Paraprofessional
Assigned

Class Size Mean S.D. N Mean S.D. N

27 or less 2.22 .44 31 2.25 .51 29

28 - 30 2.31 .46 41 2.41 .66 34

31 or more 2.94 .77 19 2.37 .40 20

The source table for the analyses of variance of mean scores on the

Reading Comprehension subtest of the MAT for classes of different sizes

and types is presented below in Table XIII-7.

Table XIII-7

Analysis of Variance: MAT Reading Comprehension Scores

Source SS df MS F

Class Size (A.) 5.00 2 2.50 8.09 **

Class Type (B) .88 1 ..882 2.86

A x B 3.62 2 1.81 5.87*,

Within 51.87 168 .31

414 1 p 4 .01

This analysis shows that children in larger classes performed signif-

icantly better on the 'Reading ColiprehensiOn subtest of the MAT than did

Children id smaller clastes and; that the. scores.,On this subtest- also dif-

fered as a fUnCtiOn of' the' cCabineds effeCts: Of class.- size -and. class type.,.

Examination' of Table XIII4'reVeils that .Childrei'in those Classes of 31..

or Mori Which' had'PaiaprOfesiiOnal aisle! taice did Much' better than did

children in. Bich'. Clines -"Witli nO;Paraprofeasional: assistance The mean



test scores in smaller classes were not positively affected by the as-

signment of paraprofessional help.

D. THIRD GRADE

An additional 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 1047

such pupils in 11 schools were identified., and the progress shown by these

students from the date 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

Table XII1-8

Mean Scores and Growth in Reading Shown by Pupils

Presently Enrolled in Grade 3 in Sample Schools

School Word Knowledie Reading_ Comprehension

Gmde 2 Grade 3 Mean Gain Grade 2 Grade 3 Mean Gain

A 60 2.37 3.19 0.82 2.79 3.24 0.45

B 110 2.56 3.79 1.23 2.63 3.05 0.42

C 73 2.60 3.82 1.22 2.61 3.32 0.71

D 108 3.07 4..02 0.95 3.02 3.72 0.70

E 82 3.12 5.11 1.99 3.27 3.47 0.20

F 116 2.51 2.84 0.33 2.29 2.74 0.45

G 138 3.61 4.22 0.61. 3.13 3.96 0.83

H 127 3.23 4.05 0.82 2.76 3.54 0.78

I 84 2.50 2.70 --'0.20 2.80 2.80 0.00

J 69 2.70 3.63. 0.93 2.83 3.59 0.76

K 80 2.10 2.70 0.60 2.20 2.40 0.20

Total 1047 2.83 3.69 0.86 2.77 3.29 0.52



For the groups as a whole, the growth shown was 8.6 months in Word

Knowledge and 5.2 months in Reading Comprehension. These findings, of

course, are disappointing.

It should be noted that a new edition of the Metropolitan Achievement

Test was usei during the current year. Lack of tsmilianlAy with the in-

structions, difficulties with format, etc., may have led to generally dis-

appointing results in this test, as well as others reported elsewhere in

New York City following the 1971 city-wide test adaniertration. It may

be that schools in which growth lagged had particular problems with the

administration of a new edition of this standardizei test.

In all but two of the 11 schools, growth in Word Knowledge proved to

be equal to, or greater than, growth in Comprehension. One possible fac-

tor leading to such a pattern of performance might be overemphasis on

mechanics of reading. This possible overemphasis has already been con-

sidered, 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.

E. num GRADE

A further analysis was nade on the scores of pupils presently in fourth

grade, who had participated in the Program in second grade,.were still in

attendance in the same schools, and for whom test scores were available

for each of the past three year. A total of 376 sudh pupils, attending 5

schools were identified. Table rIII-9 presents the mean second, third,

and,fourth grade scores of these pupils, the growth,achieved between second

and third grade, between third and fourth grade, and the net growth be-
.

tween second and fourth grade.
,



_Table XIII-9

Mean Scores and. Gains on MAT Reading Subtests

of Pupils Presently in Fourth Grade

School N
Mean Scores

Grade 2-3 Grade 3-4 Grade 2-4 Grade 2-3
Gain Scores
Grade 3-4 Grade 2-4

Word knowledge

A 101 2.42 3.18 4.07 0.76 0.89 1.65

B 54 2.76 3.48 4.05 0.72 0.57 1.35

c 85 3.55 5.36 4.45 1.81 -0.91 0.90

D 83 2.87 4.58 4.54 1.71 -0.04

E 53 2.43 3.56 3.83 1.13 -0.27 0.86

Total 376 2.83 4038 4.22 1.25 0.14 1.11

Reading, Comprehension

101 2.61 3.31 3.93 0.70 0.62 1.32

54 2.54 3.37 3-77 0.83 0.40 1.23

c 85 3.22 4.06 4.62 0.84 0.56 1.40

D 83 2.83 3.69 4.66 0.86 0.97 1.83

E 53 2.49 3.58 4.17 1.09 0.59 1.68

Total 376 2.77 3.61 4.26 0.84 0.65 1.49

These analyses reveal that, while this sample of children made large

gains in Word Knowledge between second and third. grade, and scored well

above grade level in three of the five schools on the MAT administered in

third grade, little or no gain was registered by children in these schools

in fourth grade. Since it is highly unlikely that a group of children en-

rolled in several classes, actuallyregress as much as. a year in reading

ability, it must be suggested, that, factors in the conduct of the testing

progrem itself influenced these scores unduly., Such artificial factors

as t.he presence of a large number of test,scores-at the extremes of the

-147-
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normtive distributions which ay be. unreliable or the administration of

succeeding editions of teats which are not comparable may have contributed

to the obtained results.

On the other hand, it may be that the slower, more steady progress of

the children on the Reading Comprehension subtest may well be the result

of firm groundwork laid down during the children's earlier years in the

ECE Program and built upon during the middle grades. The gains in this

area were larger and the fourth grade scores higher in Comprehension than

in Word Knowledge.

The results of these analyses, however, were quite discouraging. The

mean scores of these children were about 5 months below grade level.

These children must be considered a relatively "stable" group, having

attended one school for second third and fourth grade. The mean scores,

and. reading growth of their peers, who may have transferred from one school

to another several, times, should be studied to determine whether they are

indeed lower than those of the sore stable group.

P. CORREIATIONAL DATA

In order to find some answers to questions regarding the relationships

between .ao. Ihildren's test scores and various factors in the SEE Program,

a series of correlations were ccaputed. The seen scores on each subtext

of the NAT administered to those second grade clams which had been visi-

ted by an observer, were correlated with the follokting factors:

1. Class Register

2. Years of. Teacher Everienee-

of flours of:Paraprofessional Assistance

4 -No:. of. Hours Of Ratio Teacher- Assistince

5 moan' Obeerver'Nating$7.-oba scale of-',23' items, for reading

language-arts lessons: observed:

-1148-!
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6. Mean Observer Ratings on a scale of 23 items for other lessons

observed

7. Mean Observer Ratings on a scale of 24 items on an overall ap-

praisal of classroom functioning.

8. Average Attendance (in Percentage)

The correlations between each of these factors and the mean teat

scores for each of 85 classes are presented in Table

Table nn-lo
Correlations Between MAT Subtests

and Other Factors in SECE Program

Class Register

WE Reading

.34*.38*

Years of Teacher Ekperience .09 .06

NuMber of Paraprofessional Hours .04 ..03

Number of Ratio Teacher Hours .16 .06

Observation Rating Scale - Reading and L.A. .12 .06

Observation Rating Seale .13 .08

Overall Appraisal Scale .08 .08

Average Attendance (in Percentage) .40* .38*

* significant at .01 level

The only factOrs Which proved to be significantly correlated with

the mean teat scores wam the size of the class, (this relationship is

further exPlored in'anOther section), and the average percentage of chil-

drenattandingi

InfOrmatiOn'inie asO obtained fits the nage' of teachers responding

,
toAUeitioniairei-and interviews r the !nastier of children in their

classe.a whO ahr eVidenie'cif-a. need-froi/Sioemial help in"speech, language,



health care or guidance. Each of these factors, converted into a percen-

tage of the children on register in each of 79 classes, WIA correlated

with the mean test scores for each class. Table XIII-11 presents these

correlations.

Table XIII-11

Correlations Between Percentage of Children

With Special Heeds and Mean MAT Test Acores (N=79)

Percentage of Children
With Special Needs in:

Speech

Language

Health Care

Guidance

* Significant at .01 level
** Significant at .05 level

Word Knowledge Reading

-.291

-.30* -.28*

-.27** -.21

-.37* -.38*

The mean class test scores (N=79) were also found to correlate with the

percentage of children enrollel inthe free lunch program (with Word Knowl-

edge, r = -.31; with Reading, r = -.39), with the percentage of children

who enterel the class since the beginning of the year (with Word Knowledge,

r = -.30; with Reading, r = -.39) and with the percentage of children who

had left the class (with Word Knowledge, r = -.29, With Reading, .29).

These negative, correlations between mean reading achievement and the

percentage,of the..class receiving free lunch, ,and. between reading.achieve-
.,

ment .and the_ two _latter, measurkv, which are indications of pupil _mobility,

demonstrate that these factox's are inversely related the larger the niml-

ber, of pupils reoei freelunch, or .entering or leaving he class the

lover the Mem, test +Mores ofthat class ire likely to be. This finding,

should nOt be interprete& as pro ostic fOr individual children however.



CHMER XIV

Ammar CIF PROGRAM OBJECTIVES:

COGNITIVE SIMILS AIM ABILITIES

Among the objectives of the SECE program were those of providing, at

I

child's level, opportunities to discover, explore, and to learn to

m'Ldsrstand aspects of his environment. The skills of observation, dis-

covery, exploration, and experimentation were to be developed. In order

to determine the.extent to which these skills of conceptualization were

developed, a series of questions were answered by each of the.group of

twitters responding to questionnaires and interviews. Each teacher was

asked to indicate her present class register and the number of children

presently in her class who..were able to demonstrate satisfactory perfor-

mance in eadhle several conceptual.skill areas.

For each of these abilities, the total,number of children at each

grade level whom teachers considered able to perform was converted into

a percentageof: the total,nuMber'of children at that grade level.

It was striking to note that very few teachers seemed to employ.a

n response4ee.vhen providing ratings.' Each item seemed to have been

considered individually, and the numbers.of..children who were reported

to possess the listed skills varied considerably 'within each class. The

largc,numbers of strikeovers and corrected estimates also show' that

teachers gave a great-deal.of.attention and.concern to providing these

responses.
.

:.
The-percentages.Jof pupils repoted-by:theirtsochers:as able to .demon-

strati PerfOrmance On-each of-the selectied,cognitive.skills are presented

in Table-XIV-1.-

-151-
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Table XXV-1

Percentage of Pupils"Reported to Pbssess Selettei'COgnitive Abilities

Kindergarten Grade 1 Grade 2
Percentage of children who can: ,(N-182) TN-3-77 71,7057

1.

2.

3.

4.

5.

6.

7..

8.

9.

10.

U.

12 Give reasons w,by one'answer might'be
more gausible than another

. ,

Make accurate observations of
physical phenomena 71.9 81:3 81.6

1Wimribe.physical'phenomens
accurately 59.9 71.9 73.7

Classify physical properties of
phenomena accurately 53.3 66.9 69.1

Demonstrate how something works 51.6 60.3 65.0

EXplain why something works 41.9 50.5 54.7

Recall the sequence of an event 55.5 '69.9 72.3

Offer an' explanation of an event 50.3 62.7 65.3

Anticipate the outcome of an event 52.9 63.4 63.6

Ask questions which show insight into
a problem 40.4 46.1 48.7

Suggest ways of finding answers to a
question 38 7 45.2 49.3

Vblunteer alternative answers to a
question which has no, single right

answer 42.3 48.5 53.1

13. Support:opinion with facts or illus-
trations froa-experiende''' '

14. EXperitient`pur'pOsivelyth. physical'
and creative materials

15. Appear to enjoy individual
pro blel'eolving'pioCesieS'



The criteria for successful attainment of program objectives in re-."

gard to these cognitive abilities was that 75 per cent. of the pupils would

have achieved these skills. This criterion was met only in regard to the

percentage of children who were considered able to make accurate observa-

tions of physical properties; approximately 81 per cent of first and sec-

ond grade children were perceived as having this ability. In regard to

the other skills, far less than 75 per cent of the children were considered

able to perform the cognitive tasks involved at any grade level.

As expected, the proportion of children who were able to show capa-

bilities in these areas increased between kindergarten, first, and sec-

ond grade. It must be remembered, however, that teachers at each grade

level had a different frame of reference and set of expectancies which

influenced. their estimates. At each grade level, while the children's

skills may be increasing steadily, the expectations of the teachers also

rise, as they should. Therefore, a direct increase over the grade levels

may not be a direct indication of progress; absence of increase in pro-

portion of children rated as capable over the grades may not be indica-

tive of lack of progress on the part of the children.

Since the development of these skills were important goals of the ECE

Program, and fewer than 75 per cent of the children, even in second grade

had achieved them, the Program must be said to have failed in this regard.

One must note, inparticular, the fact that the percentage of children

who are seen to have attained these abilities did not rise to any great

extent in second grade, and, in the case of one item,"purposeful experi-

mentation with physical and creative materials," the percentage decreased

in second grade. As noted elsewhere, observers recorded a greater inci-

dence of experimentation in first grade classes than in those on the sec-
.

ond grade level.



Consideration of these and other findings must lead to the possibil-
;

ity' tiiat these skills are not being taught to an,y great degree in Esrly

Childhood classes. Although all' but' a few-teachers provided apparently

well 'thought-out ratings of the children's abilities, one second grade

male teacher declined to respond, stating "I should be able to do this,

but- I guess I don't really know the children well enough."

One ECE Coordinator commented, in regard to the program as a whole,

"I think the program should have establiShed goals and. the communication

of these objectives should be discussed and provision made for exchange

of ideas for their fuller acComplishment."

It is apparent that these specific goals of the SECE Program have

not been emphasized io any great extent, as have those in regard to the

goals in reading. It is apparent that all the goals of the Program might

well be enhanced if greater attention is paid tO these cognitive skills..

This might be most successfully accomplished within the framework of sub-

ject matter areas such as science, mathematics, social studies, etc.

These areas, it had been noted in the evaluation of the SECE Program last

year, had been somewhat neglected; it May be that the possibilities for

the development of these cognitive skills within these areas are still

not perceived by many classroom teachers, and learning situations over-

,

looked. With well-planned learning experiences and opportunities for

practice, children should be able to master these abilities, in regard

to concrete physical phenomena, in the early grades.

On the other hand, it may be ihat tfie 'critaiis set is indicative of

, . . , ,

program effectiveness - 75 per cent of the pupils would have achieved
.

these skills - were unreasonable, 'particularly in the light of the fact

that the children involved were dro;;In !tali pov ertY area schools. How-

ever, even when 50 per cent of the children is set as a criterion of



effectiveness, this lover level is not attained in 6 of the 15 cognitive

skills in kindergarten, in 5 of the 15 in first grade, and. in le in second

grade. Rven this marked reduction in standards does not give rise to s

more favorable picture of program effectiveness; one would still be forced

to conclude that the program had not been effective in this area.

1. Correlation Data

Correlation between 79 mean class test scores and the.percentage of

children in the class reported by teachers to possess selected cognitive

abilities were also computed. Table XIV-2 presents these data.

Table XIV-2

Correlations Between Mean MAT Subtext Scores and

Percentage of Children with Selected Cognitiie Abilities (11.79)

Percentage of children who can: Word Knowledge, Reading

1. Make accurate observations .29 .26

2. Describe physical phenomena .31 .26

3. Classify physical properties of phenomena 39 .34

4. Demonstrate how something works .32 .27

5. Explain why something works .38 .33

6. Recall the sequence of an event .50 .55

7. Offer an explanation of an event .44 .48

8. Anticipate the outcome of an event .21* .25

9. Ask questions which show insight .48 .19

10. Suggest ways of finding answers .50 .53

U. Volunteer alternative answers .41 .43

12. Clive roast= way one answer might be most

plausible .33

13. Support opinion with facts or illustrations .42

.29

37
14

15. Enjoy problem-solving 1:consoles

* not significant

ExperiMent purposively

.36

.43

.34

.42



.

All but one of these correlation coefficients prnved to be signifi-

cantly different from zero at the .05 or .01 level, indicating that the

relationship between the cognitive ability involved and score on the MAT

could not be attributed to chance. Few of these relationships, however,

could be considered as indicative of a substantial association between

the two variables studied. It'is of interest to note, however, that the

cognitive abilities showing the highest relationship to test scores in-

cluded. "recalling the sequence of an event," "suggesting ways of finding

an answer," "offering explanations of an event," and "asking questions

which show insight into a problem." Development of the first three of

these abilities are stressed in any reading programpand in the formu-

lation of a test designed to measure reading achievement; it is not sur-

lprising,Lthent. that such a relatively high relationshipmas noted.

.Again, it WOuld appear that major stresS-li being placed Upon the

reiding process-in these classes, and that-development or'cognitive-skills

other than those involved in'tiading are'somewhatmeglected.-



CHAPTER XV

ATTAIN/MT OF PROGRAM OBJECTIVES :

PUPIL ATTITUDES WARD SELF AND SCHOOL

In order to determine whether the children's sense of self worth and

internalized code of behavior kmul been strengthened, a scale designed to

elicit teacher ratings of pupil attitudes toward self and school was en-

ployed. Each teacher who responded to questionnaires or'interviews was

asked to rate the fifth boy and the third girl on her register on each

of the 20 items on the scale, in regard to his or her attitudes at the

beginning of the school year and at the end of the school year. A scale

from zero to 10 with zero the lowest rating, 10 the highest rating, and

5 representing an average rating was used.

Data regard.ing the attitudes of 386 kindergarten children, 435 chil-

dren in grade 1 and 382 chiliren in grade 2 were analrmmi. Ratings of

0-3 were categorized as "low," 4-6 as "moderate," and 7-10 as "high" rat-

ings on the attitude measure. Percentages of children assigned low, mod-

erate or high ratings at each grade level at the beginning and end of the

year were computed. Tables XV-1, XV-2, and XV-3 present this data.'



Table XV-1

Teacher Ratings of Pupil Attitudes Toward Self and School:

Kindergarten

Start of Year

Item Low Moderate nal

End of Year

Low Moderate nal

Attitudes Toward Self

Happy and relaxed 31.6 50.3 18.1 2.6 24.5 72.9

Tties new things 30.14 45.2 24.5 4.2 27.6 68.2

Works independently 30.5 48.0 21.6 4.7 31.3 64.0

Gets along with classmates 22.1 41.2 36.7 3.4 28.8 67.9

Confident in abilities 34.8 41.2 24.0 4.4 32.1 63.5

Care of dress and appearance 6.7 31.5 61.7 2.6 26.4 71.0

Takes pride in work 19.1 42.9 38.0 2.3 24.9 72.8

Friendly aml outgoing 28.8 39.1 32.1 5.2 28.8 66.1

Reacts well to frustration 29.7 48.2 22.1 6.8 43.1 50.1

Leadership qualities 37 4 45.5 17.1 18.1 41.7 40.2

Attitudes Toward School

Cooperates in working 25.5 43.0 31.5 6.2 31.2 62.6

Aecepts criticism 20.2 48.2 31.5 2.3 35.8 61.9

Completes assignmentk 21.2 44.1 34.7 4.9 29.1 66.0

Attends regularly 10.8 29.6 59.6 4.9 23.9 71.2

Controls behavior 21.3 39.6 39.1 4.7 31.9 63.5

Courteous toward others 11.0 35.2 53.8 2.3 26.0 71.7

Adjusts to limitations 19.2 45.8 35.0 3.4 32.7 63.9

Attentive to class activities 18.6 44.5 36.9 4.1 26.9 68.9

Gains satisfaction from work 17.2 45.7 37.1 1.6 24.7 73.8

Participates in class activities 21 .8 43.3 34.9 4 9 23.1 71.9



Table XV-2

Teacher Ratings of Pupil Attitudes Toward Self and Schodl:

First Grade

Item

Attitudes Toward Self

Happy and relaxed

Tries new things

Works independently

.Gets along with classmates

Confident in abilities

Care of dress and appearance

Takes pride in work

Friendly and outgoing

Reacts weu tO frustration

Leadership qualities

Attitudes Toward School

Cooperates in working

Accepts criticism

Completes assignments

Attends regularly

Controls behavior

Courteous toward others

Adjusts to limitations

Attentive to class activities

Gains satisfaction from work

Participaies in class activities

Start of Year End of Year

Low Moderate nu/L. Low Moderate Lig. 12

29.0 45.2 25.8 4.4 27.9 67.7

28.1 44.5 27.4 4.6 32.6 62.8

40.2 38.5 21.3 10:6 34.8 54.6

16.7 43.7 39.7 3.9 32.0 64.1

37.7 35.4 26.9 7.6 33.6 58.8

12.9 31.5 55.6 6.7 29.7 63.7

25.0 42.5 32.5 6.5 28.4 65.1

26.3 36.9 36.9 4.6 32.4 63.0

30.7 42.9 26.4 11.3 424 45 9

38.4 40.1 21.5 20.5 43.8 35.7

22.8 40.7 36.5 8.0 33.3 58.6

17.5 44.6 38.0 4.1 27.9 68.0

27.3 28.5 44.2 8.3 25.6 66.1

13.4 19.8 66.8 9.4 17.0 73.6

22.14 32.1 45.5 8.1 29.6 62.3

14.2 30.7 55.2. 5.5 24.7 69.7

17.7 42.1 40:2 6.7 33.14 59.9

24.5 36.2 39:3. 6.5 30.4 63.1

21.9 39.2 '38.9 5.5 22.4 .72.1

25.2 36.6 38.2 7.4 24.0 68.6



Table XV-3

Teacher Ratings of Pupil Attitudes Toward Self and School:

Second Grade

Start of Year

Item Um Moderate lilt

Ektd

Low

of Year

Moderate.Nt

Attitudes Toward Self

Happy and relaxed 30.1 45.4 24.5 5.8 33.5 '60.7

Tries new things 27.8 49.6 22 .6 7.1 38.6 54.3

Works independently 35.8 40.4 23.7 10.7 353 54.9

Gets along with classmates 19.7 39.9 40.4 8.1 32.5 59.8

Confident in abilitiös 34.6 42.2 23.2 32.0 35.9 53.1

Care of dress and appearance 11.6 31.5 56.9 7.1 30.2 62.7

Takes pride in work 22.4 144.9 32.7 8.7 32.0 59.3

Friendly and outgoing 23.5 144.2 32.3 8.9 33.4 57.6

Reacts 'well to frustration 31.5 45.4 23.1 16.8 143.4 39.7

Leadership qualities 37.8 43.8 18.4 23.9 145 7 30.4

Attitudes Toward School

Cooperates in working 19.8 45.8 34.4 10.5 34.3 55.2

Accepts criticism 18.1 32.2 142.4 5.5 34.3 58.9

Completes aisignments 25.14 32.2 42.14 9.4 27.6 63.0

Attends regularly 8.1 24.7 67.2 4.2 21.1 74.7

Controls behavior 21.1 34.1 44.9 11.1 30.3 58.6

Courteous toward others 13.2 31.14 55.4 7.9 25.7 66.4

Adjusts to limitations 21.1 36.8 42.2 13.4 310 55.6

Attentive to class activities 24.1 38.1 37.8 9.4 34.0 56.5

Gains satisfaction from work 19.8 142.9 37.2 6.6 31.1 62.14

Participates in class activities 22.6 42.1 35.3 8 7 31.4 59.9



Chi square analyses of each item revealed significant differences in

the distribution of ratings between the beginning and end of the school

year at each grade level. A greater number of children were given "low"

ratings at the beginning of the year than at the end of the year; more

children were assigned "high" ratings at the end of the year than at the

beginning. Satisfactory progress, then, may be said to have occurred in

these attitudinal areas over the course of the current school year, as

judged by teachers.

Since 75 per cent or more of the participating pupils were rated as

hawing moderately or highly positive attitudes toward self ark: school,

the criteria for successful attainment of the objectives of the SECE Pro-

gram in regard to children's sense of self-worth and attitudes toward

educational tasks may be said to have been attained for the current school

year.

FUrther examination of this attitudinal data, however, revealed an in-

teresting phenomenon. With a few exceptions, the distribution of low,

moderate, and high "start of year" ratings assigned by teachers on each

grade level were quite similar, whereas the end of year ratings on all

but two items demonstrated a consistently downward trend in attitudes

towazd self and school on the part of children from kindergarten through

first and second grade. These ratings would seem to indicate that fewer

children maintain highly positive attitudes toward themselves and toward

school, and more children develop negative attitudes, as revealed in out-

ward behavior and rated by teachers, as they progress through the early

grades. While it is very likely that the measure used is, at least in

part, a measure of teacher satisfaction or frustration with the fruits of

her year's labor, other data collected does, indeed, also reveal that the

SECE Program was more effective in kindergarten and first grade than in



second grade, and that these differences in program effectiveness reveal

themselves on this indirect attitudinal measure.

Tables XV-4 and XV-5 present these comerative data.

Table XV-4

End of Year Teacher Ratings of Pupil Attitudes Toward Self,

in Percentages, by Grade

Categorized Ratings Assigned by Teacher

Item Grade Low

Seems happy and relaxed K 2.6

1 4.4
2 5.8

Likes to try nev things K 4.2

1 14.6

2 7.1

Works independently without K 4.7

undue attention 1 10.6
2 10.7

Gets along with classmates K 3.4
1 3.9
2 8.1

Seems confident in abilities K 4.4

1 7.6

2 11.0

Takes good care of dress an K 2.6

appearance 1 6.7
'2 71

;Takes pride in ironic' K 2.3

Acts friendly and outgoing

Reacts well to frustration

Shosis 'leadership qualities

1 6.5

2 .8.7

K 5.2
1 4.6
2 8.9

K 6.8
1 11.3
2 16.8

.162

171

18.1
20.5
23.9

Moderate High

24.5 72.9
27.9 67.7
33.5 60.7

27.6 68.2
32.6 62.8
38.6 54.3

31.3 64.0
34.8 54.6
35.3 54.9

28.8 67.9
32.0 64.1
32.5 59.8

32.1 63.5
33.6 58.8

35.9 53.1

26.4 71.0
29.7 63.7
30.2 62.7

24.9 72.8
28.4 65.1
32.0 % -59.3

28.8 66.1
32.4 63.0

33.4 57.6

43.1 50.1

1+2.9 45.9
.;f'

f43.li. 39.7

41.7 40.2
43.8 35.7
45.7 30.4



Table XV-5

End of Year Teacher Ratings of Pupil Attitudes Toward School,

in Percentages, by Grade

Categorized'Ratings Assigned by Teachers

Item Grade Law M6derate Aligh

Cooperates in working K 6.2 31.2 62.6

1 8.0 33.3 58.6
2 10.5 34.3 55.3

Accepts criticism K 2,3 35.8 61.9
1 4.1 27.9 68.0
2 5.5 35.5 58.9

Completes assignments K 4.9 29:1 66.0

1 8.3 25.6 66.1

2 9.4 27.6 63.0

Attends regularly K 4.9 23.9 71.2

1 9.4 17.0 73.6
2 4.2 21.1 74.7

Controls inappropriate K 4.7 31.9 63.5

behavior 1 8.1 '25.6 62.3

2 11.1 30.3 58.6

Courteous toward teachers K 2.3

and classmates 1 5.5
2 7.9

Adjusts comfortably to K 3.4
limitations on behavior 1 6.7

2 13.4

Pays attention to class
activities

Appears to gain satisfaction
-from his w6rk

1
2

6.5
9.4

1.6

5.5
6.6

26.0
24.7
25.7

71.7
69.7
66.4

32.7 63.9

33.4 59.9
31.0 55.6

26.9
30.14

314.0

68.9
63.1
56.5

24.7 73.8
72.1

31.1 62.4

23.1 71.9
24:o 68.6
31.4 59.9

Participates in class
activitiei



CHAFTER XVI

RECOMMENDATIONS

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 free from weaknesses. For the most part., theprogram has

.had very positive effects; in some respects, however, the effectiveness

of existing practices may be.questioned. The discussion that follows is

directed to a consideration.of selected. 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

considerable leeway in organizing classes and assigning personnel within

the general guidelines established by the Central Board of Education. The

approach to be used in the coming year, it appears, will give the indivi-

dual Districts even more authority, in that the decision-to recycle the

program will rest with the District rather than the Central Board of Edu-

cation.

The members of the evaluation team feel that failure to recycle this

program in any.District in which it is currently operative you'd consti-
,

tUie a major error in evaluating program priorities. The SPICE Program

has amply demonstrated its cpntribution,:and merits reCyciing

The members of the evaluation team\-feel however, that this process

of decentralization should be extended stiliTUrther, and that the indi-

vidual school be given considerably more freedom to organize classes and

3



assign personnel in accordance with its needs as determined by its own

administrators and staff. At present, the District office can and, at

, .

times, does control the organization of the ECE classes in a given school

'by virtue Of its control of personnel; in many instances 'principals felt

that a more viable pattern of organization*might have been developed had

they been given more freedom to Organize their ECE classes.

While it appears that a Smaller number of paired classes were Organ-

ized during the 1970-1971 school year than during 1969-1970, it is higtay

likely that even fewer paired classes would haVe been established had the

individual schools been given gteater freedom in class organization. In

many instances, this approach-to reducing class size 'or pupil-teacher

ratios proved to be ineffective. Teachers, in some cases, foUnd that

conflict developed when two petty:ma ofequivalent authority shared a

room; equal division of responsibilities created mamy difficulties; chil-

dren, at times, found the situation confusing. Perhaps most damaging was

the need to Supervise extremely large groups when.one teacher was out of

the room fot a preparation period, for lunchs.or far some* other reason.

Many teachers reported that, in effect, they taught a class of 40 children

for almost half the day, when assigned as a paired teacher.

The observers would hesitate*to recommend the abolition of paired

classes in every instance; in some schools, the paired class was a highly

successful entity; they wcmad recommend, however, that the individual

school be given greater latitude in determining whether it should organ-

ize paired classes, in meeting the standard Of 40 1:er cent of'classes at

a maximun level of 15 in grade 1 or 20 in grade 2.

It was estimated in the course of this evaluation, that fully one-

fourth of allfirst grade children in the Program`had. not been previously

enrolled in kindergarten. While no direct evidence is available concern-
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ing the effect of this lack of previous school experience upon perform-

ance in the first and second grade many teachers connented on the diffi-

culties these children faced.in. competing with their peers. UnfOrtunately,

many parents, particularly in poverty areas, apparently feel that the kin-

dergarten has, little to offer their children; on the other hand, in some

instances, the school, because of lack of space cannot organize as many

kindergarten classes as are needed to serve the community. While it is

true that only nine of the principals of participating schools indicated

that they had not been able to ,.organize as many kindergarten groups as

they felt were needed, one wonders what an examination of kindergarten

waiting lists would reveal, or what a kindergarten registration drive

might accomplish.

One other concept in the total organizational structure of the SECE

Program needs considerable 'clarification - the "ratio" or "cluster" teach-

ers. In many of the, individual schools, the classroom teacher was com-

pletely unfamiliar with these terms, and often used them interchangeably

with such terms as "quota" teacher, "above quota" teacher, "absence" teach-

er, or "prep period" teacher. In other schools, where the meaning of ratio

teacher was clear, their use in the classroom left much to be desired. The

ratio teacher, in many instances, tended to be used as a replacement for

the classroom teacher during lunch, "prep" periods, administrative assign-

ments, 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 responsibility for

the activities of a group of children.

Recommendations

a. Extend decentralization of the SECE Program from the local school

district to the individual school, by permitting the school great-

er leeway in organization of SECE classes and assignment of per-
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sonnel, 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 approached with caution; a decision to organize 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. Every effort should be made to insure that as many children as

possible are enrolled in kindergarten classes. This implies, of

course, that the number of kindergarten classes organized in a

given school will permit and encourage the enrollment of all el-

igible children in the comunity.

d. Individual school principals should make the role of each staff

member within the ECE program clear to all other staff, members;

in particular, the duties and functions of' the "ratio" teacher

must be clarified., and 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

Progrelm in language and concept development were:Lost in the failure to

organize well, structured programs in content areas which would provide

experiences upon which language learnings are built and reinforced. There

are a wealth of materials available for concept developsent in these areas



for young children; it might berat value to utilize the ratio or cluster

teacher as a resource person in .these content areas. This approach might

well serve the dual purpose of increasing the effectiveness of the ratio

teacher and of reducing what to many teachers was the present overemphasis

on reading and reading readiness activity on the kindergarten level.

The general failure of the Program to achieve its objectives in the

development of cognitive skills also appears to be related to the general

stress that was placed upon development of skills related to the reading

process. Again, the development of such cognitive abilities might be

most successfully accomplished within the framework of the content arm's.

At the present time, few learning eneriences for kindergarten children

are organized in such areas.

Play and learning, for children of kindergarten age, generaLly nmnlge,

particularly if the child has the opportunity to plan his activities. Al-

though the racy activities in which the children participating in the SECE

Program engaged were generally rated as excellent, the ratings of the ob-

servers indicate that opportunities for planning m/tre rarely provided.

The picture presented by the observer is one in which the teacher is firm-

ly in comnand of the selection.and planning of activities in which the

children engaged, and that, for the most part, the children were directed

to quiet pl.ay and language development activities. Although the children

engaged in conversation with the teacher, the paraprofessional, and with

each other freely and without restraint, structured situations, in lidlich

language was developed aroumi a common experience, were not encountered

frequently. The ratings assigned by the observers indicate that the

teachers' anci other adults' use of experiences to develop observation and

verbalization wmx less than "good." The development of structured WA

sequential experiences that combine play and learning in content areas
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might well benefit the program on the. kindergarten level. The activi-

ties described in existing Bulletins Prepared by the Bureau of Curriculum

Research, if implemented, would go far to improving the effectiveness of

the Program on this level.

Turning from the instructional aspects of the Program to an adMinis-

trative 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 second grade. On the whole, such a

gradual decrease was noted. This data does not mean that the problem of

the non-English speaking child disappears as the children advance through

the grades. In the current year's sample, more than one-fourth of enter-

ing kindergarten children were considered non-English speaking; the pro-

portion of non-Wlish speaking children in first grade was lower, by

almost two percentage points, than that in kindergarten, but still en-

compassed more than one-fourth of the first grade children on register:

In one-fourth of the schools with a population including non-English

speaking children, the proportion of children learning English as a sec-

ond language actually increased between kindergarten and first grade. As

noted above, this reflects the failure of some parents to enroll their

chiTdren in kindergarten and the failure of some schools to organize

enough kindergarten classes to meet the needs of the community. Yet,

even with the best of intentions, the SECE Program cannot provide for

children who do not attend.

Admittedly, the problem of non-enrollment is not an easy one for the

school to solve. In view of the pressing nature of the problem, however,

the schools must take every step they can to insure that as many children

who are eligible for kindergarten as possible are permitted to register.

This would entail the elimization of waiting lists for enrollment in kin-
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dergarten in all.poverty area schools.

It may be.possible, too, to enlist parents in a program designed to

stimulate enrollment and regular attendance. The school's parent involve-

ment program might include such activity as a segment; certainly the ser-

vices of family assistants, if available, might be utilized to this end.

Where possible, special provisions, udghz be made for children whose par-

ents must leave for work at unusual hours; some schools already have spec-

ial arrangements for the care of children before of after the kindergarten

session. Flexibility in scheduling is to be encouraged, as is parent in-

volvement in child care ventures.

Recommendations

a. Modification of the existing eggiasis in current kindengarten

programs, to include:

(1) Reduction of emphasis on reading readiness and/or reading

activities, to be replaced by

(2) Greater emphasis on structured and sequential activities in

content areas

(3) Greater stress upon the development of cognitive skills and

abilities in areas not directly related to reading

b. EXgoration of the use of ratio teachers as resource personnel

in content areas

c. Greater implementation of existing curriculum bulletins applicable

to ECE classes

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



f. Permit wide measure of flexibility in organizing time schedule.

of ktoderprten classes to permit increased registration.

3. The Program in the First and Second Oradea

To some extent, Observations of the program as it was developed in

the first and second grades led to much the same conclusion as observa-

tion of the kindergarten program - the teachers tended to function less

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. Recommen-

dations on this level, then, would be much like those presented for the

kindergarten level.

It wes quite evident to the observers that the overall quality of

teadhing on the first grade level was somewhat below that noted in kinder-

garten classes, and 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 VIM the pre-

vailiag approach. The indications are, then, that a large proportion of

the teachers are in need of furthering training in some areas - in pro-

viding for individual differences, in drawing on the experiences of chil-

dren in lesson presentation, in providing for follow-up activities, in

integration of curriculum areas in instruction.

A definitive judgment of the relative effectiveness of various types

of class organisation (paired teachers, single teachers with paraprofes-

sionals, single teachers with par.aprofessionals) cannot be made on the

basis of the data avaiLable. The available data do indicate, however,

that there art many advantages that accrue when first and second grade

teachers are afforded the services of a paraprofessional, and that many

difficulties accompany the organisation of paired classes. Again, the
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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

(3) Greater stress on development of cognitive skills and abili-

ties in areas not related to reaUng.

b. Explore the use of ratio teachers as resource personnel in con-

tent areas.

c. Provide for greater implementation of curriculum bulletins deal-

ing with BCE 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 teachers to work with chil-

dren without previous experience in school.

e. Undertake a 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 SEM

program tended to be poor. Indeed, in many schools, training programs for

teachers and paraprofessionals vcire non-existent, in spite of the school

principals' assurance that tt ey were. In some cases, newly-sppointed



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.

Most of the training received by paraprofessionals wu direct on-

the-job training, given by the teacher in the classroom. Many of the

paraprofessionals, too, were enrolled in the Career ladder Program. This

entailed release full their classroom duties and, in some instances, gave

rise to resentment on the part of teachers.

The ccesplete lack of training programs in virtually one-fourth of

the schools, and the weaknesses noted in such programs as were in ex-

istence, leads to the following recommndations:

Recommendations

a. Organize effective training propane in all schools for teachers

and paraprofessionals participating in the BICE Program.

b. Budgetary allotment should be made available for the services of

a teacher trainer, who would work with the principal and with the

assistant principal in charge of ICI classes to formulate a pro-

gram designed to meet the needs of the participants.

c. Instruct classroom teachers as to their role in paraprofessional

training.

5. The Role of the School ICI Coordinator

In the early stages of the SIC/ Program, the position of school. 1C1

Coordinator was mandated, and provision for such a position was made in

determining the organisation of the 10 program in each school. In the

1970-1971 school year, provision of such a position was permissive, and

sew districts (and/or schools) elected to organise without providimg for

an lin coordinator.



In the opinion of the evaluation team, the failure to mandate as-

signment of an ECE coordinator in every.school participating in the Pro-

granites an error. \The services of the ICE coorftnator, particularly

within the areas of teacher training and dissemination of materials were

seen as extremely valuable by teachers, administrators, and observers.

The statement of one principal concerning the services of the ECE

coordinator is of interest:

"With the assistance of the ICE Coordinator, the program now has

leadership and direction. We now have programs that are novel and en-

viable. There is better screening of slower and brighter children, more

&abetter materials, and &wonderfully close working relationship in

our lower grades. There is more parent interest and involvement in the

early grades than ever before. All of this is directly traceable to our

ECE coordinator."

Recommendations

a. Mandate the establishment of a position for an ECE coordinator

in every school participating in the SECS Program.

b. The duties of the ICE coordinator should include a large measure

of teacher training. (If an ICE coordinator is assignedothe ser-

vices of the teacher trainer referred to in the previous section

need not be provided.)

6. The Role of the Feraprofessional

The fact that the paraprofessionals' perceptions of their role, their

relationship with the teacher, and the problems encountered in the class-

room do not differ substantially from the perceptions of professional per-

sonnel is important in the light of the role of the peraprofessional as

"liaison" between school and community. NOt only ars the paraprofessionals



in a position to interpret the needs of the community to the teacher, but

they may become effective change agents within the community with their

experience and familiarity with school procedures and problems behind

them. The school cannot perform miracles; its effectiveness relies great-

ly upon the quality of care the children receive within the community.

The paraprofessionals, with increasing insight into school and community,

increasing experience and respect from the community may well cause im-

portant changes which will result in more effective education for the

children.

The.presence of a familiar, motherly figure in the classroom who re-

spects the teacher and yet works well with her may have subtle, benefi7

cial effects on the children's attitudes toward school and themselves.

In all respects, through individualized and small group teaching in

the instructional program, in relieving the teacher of non-teaching rou-

tines, in serving as liaison between school and cosmamity, and as a model

for the children's development of positive self-attitudes and attitudes

toward school, the position of the paraprofessional in the SRO Program

vas judged to be highly vorthwhilevand the paraprofessionals holding

these positions were connidered as a group, to be highly effective.

Reccndations

a. The practice of assignimparaprofessionals to all kindergarten

classes should be continued.

b. The assignment of paraprofessionals to all classes in the SEM

Program is recommended.

7. Parent Involvement Programs

The failure to develop an effective program of parent involvement ems

a major weakness of the 8.33 Proms. The "special" Activities described



by principals were generally farTitm,speclal, and were s4001-wide in

nature, and not directed specifidally to parents of children in ECE clas-

ses. To such parents, participation in a meet'ing discussing requirements

for transfer to a junior high school may seem impersonal, artificial, and

far removed from the needs of their children. JUdging from teacher re-

sponses to interviews and questionnaires, programs centered around each

individual class, under the direction of the teacher, loold have been

much more effective as a means of encouraging positive parent involvement.

Class visits by parents, followed by a social gathering or a more

formal workshop session, were reported as an effective device for en-

listing 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 of my children know that they can visit at any tine -

our door is always open for them;" or again, "these are 'my' children -

and 'my' parents; they are both always welcome in 'my' class."

This stress upon the role of the individual classroom teacher in

building relationship 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 program of parent involvement

had. been undertaken in their schools. This simply means that there is

great neei for the involvement.of all ICE teachers in programs specifi-

cally designed to meet the needs of parents of children enrolled in ron

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. TeachersOmo mmtter how experienced, may well bene-

fit from training in encouraging parent contact and participation, in



referring parents for services, in responding to criticism raised by

parents, and in utilising paraprofessional assistance mast effectively

in these respects.

Recommendations

a. Provisos of parental involvement should be established in those

schools in which they do not mist.

b. Writing programs of parental involvesent should be strengthened,

and efforts should be lade to enlist the participation of all ME
teachers in these program.

c. A training program it the area of parent and carnality relations

should be organized for teachers.

d. The concept of the "open door" should be stressed in all program

seeking to foster parental involvement in SCE activities.

8. Program for Son-lhglish Speaking Children

One of the major problem of the SICE Prograa, as reported by para-

professionals (including' many non-Spanish paraprofessional) was that of

meeting the needs of the ncn-Itoglish speaking child. The numbers of such

children in poverty area schools vas large, approximating 25 per cent of

the pupil population in MS classroom.

In each of the schools for which intonation vas available, non-lEng-

lish speaking children received some special attention to help thee learn

Inglish. Per the most part, this took the form of mall group instruction

by an SI coordinator or TOL. Principals generally felt, in evaluating

this type of appreisech to meeting the needs of the children, that the ser-

vices of the 111 coordinators were excellent, but that the quantity of such

services available to their schools spas fez from sufficient. As a conse-

quence, there vas a trniency to concentrate such services as wow avail-
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able in the upper grades, where the problem was more acute. In some

schools, an attenpt was made to compensate for this lack of trained per-
sonnel 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 bil.ingual parapro-

fessionals generally had no training for the task of working with the

non-English speaking child. As a matter of fact, none of the descrip-

tions of program for training of teachers and of paraprofessionals in

the SECE Program that were available made any reference to a considera-

tion of methods and materials for teaching non-Inglish speaking children.

Recommendation

a. In order to supplement the limited available services of NE Coor-

dinators and Teachers of English as a Second Language, it is rec-

ommended that triAning programs for teachers and paraprofession-

als assigned to ICE classes include an introduction to methods

and materials for testing English as a Second Language.
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FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND VALUATION

ECE QUESTIONNAIRE - ELEMENTARY SCHOOL PRINCIPALS

School District Principal

A. TRAIN.LNL, AND ECPERIENCE

1. Undergraduate: College

2. Graduate: College

Degree Year

Degree Year

Total limber of Graduate Credits

3. Years of experience as principal, prior to current year:

14. Years of experience in this school, prior to current year:

5. Years of experience as AP:

6. Years of experience as elementary school teacher (1% - 6):

7. Years of experience as Early Childhood Education teacher:

B. PROGRAM ORGANIZATION

1. Were you able to assign a teacher as an p_,CL Coordinator in your school?

Yes No

2. If "yes," has the assignment of' a coordinator made it possible for your
primary assistant principal to function more effectively? (Check one):

a. EffectiveneSs markedly increased

b. Effectiveness moderately increased

c. Effectiveness much the same

d. Effectiveness moderately reduced

e. Effectiveness markedly reduced
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P-2

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 rour school (Check one):

A.J...P Coordinator
a. Excitnt a. Excellent

b. Good

c. Fair

d. Thor

e. Very lbor

f. I don't know

b. Good

c. Fair

d. Thor

e. Very Thor

f. I don't know

14. Did your district organize an orientation or training program directed
specifically to ECE teachers during the current school ynar?

Yes No I don't know

5. If "yes," please rate the effectiveness of this training program (check one):

a. Excellent

b Good

c. Fair

d. Thor

e. Very Thor

f. I don't know

6. Did your school organize an orientation or training program directed
specifically to ECE teachers during the 2urrent school year?

Yes No

If "yes," please describe the nature of the program:

7. Please rate the effectiveness of this training program (check one):

a. Excellent d. Thor

b. Good e. Very Thor

c. Fair f. I don't know
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8. Did your district organize a training or orientation prow= directed
specifically to educational assistants assigned to early childhood classes
during the current school year?

Yes No I don't know

9. If "yes," please rate the effectiveness of this training program (check one):

a. Excellent d, Door

b. Good e. Very Poor

c. Fair f. I don't know

10. Did your school organize a training or orientation program for educational
assistants assiped to early childhood classes during the current school
year, other than the program (if any) organized by lie District?

Yes No

If "yes," please describe the nature of the program:

11. Please rate the effectiveness of this training pnogram (Check one):

a. Excellent

b Good

c. Fair

d. Poor

e. Very Poor

f. I don't know

12. Did your school organize a program to foster the greater involvement of
parents in the early childhood program?

Yes No

If "yes," please describe the nature of the program:

13. Flease rate the effectiveness Of this program of parent involvement (Check one):

a. Empalent

b. Good

c. Fair

d. Poor

e. Very Poor

f. I don't know
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14.
:

i

t

i15.
i

i

16.

17.

18.

C.

1.

Has your school organized a Prekindergarten Program?

Yes No

If "yes," please indicate in what respects the Prekindergarten program
has affected the ECE Program in your school:

Approximately what proportion of the first grade children in your school
have not had previous kindergarten experience?

4=1116

What special provisions, if any, are made for these children?

Some principals have reported that the need to organize classes with
small registers on the first and second grade levels has made it necessary
for them to limit the number of kindergarten classes that they could
organize. Have you had a similar problem?

Yes No

Please comment:

PROGRAM EFFECTIVENESS

Considering each grade separately, what aspects of the ECE program have
shown the most improvement in yvair school? (Nindber the list below, using
1 to show the greatest improvement, etc.)

a. General acadendc progress of children
b. Social behavior of children
c. Relationship between school and parents
d. Instructional techniques of teachers
e. Teachers' control of class
f. Materials of instruction used
g. Individualization of instruction
h. Creative expression of Children
i. Progress in reading
j. Other (Specify)
k.

Bi Grade 1 Grade 2

41111111.1
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P-5; AP-6; DS-5; SC-6; CT-5

2. In what aspects of the program have the ratio teachers and parapro-
fessional been most helpfUl? (Check five for each group):

a. Participation in plAnning

b. Teaching entire class groups

C. Assisting in large group activities

d. Presenting lessons in special con-
tent areas

e. Working with small groups

f. Working with individual pupils

g. Orienting new teachers

h. Helping children to work and play
harmoniously

i. Serving as source of affection
and comfort to children

j. Working with N-E Children

k. Relieving teachers of routines
(Milk, snack, etc.)

1. Keeping records

m. Preparing instructional materials

n. Controlling behavior of children

o. Taking care of supplies and
equipment

p. Substituting fOr absent teachers

q. Translating foreign language

r. Making home visits

s. Holding conferences with parents

t. Arranging or participating in
workshops for parents

u. Effecting liaison with community
agencies

v. Other (Specify)

w.

Ratio Teachers Paraprofessionals

0111=1,
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P-6; AP-7; DS-6; SC-7

3. Of the following, check all of the items that have
problems in the organization and implementation of
your school during the course of the year.

a. Classroom and other spate
b. Class size
c. Materials, inpluding audiovisual
d. Parent relatipns
e. Community relations
f. Staff relatikonships
g. Teacher Training (methods)
h. Teacher Training (management, discipline)
i. Overemphasis on reading
j. Underemphasis on reading
k. Teacher turnover (transfers, leaves, etc.)
1. Pupil mobility (transfers)
m. Assignment of ratio teachers
n. Training of paraprofessionals
o. Other (Specify)
p.

==,

0=11=lb
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preseated significant
the ECE Program in

Grade 1 Grade 2

4. What has been the effect of the total Strengthened ECE Program upon
the Kindergarten, Grade 1, and Grade 2 programs in your school? (Check

one in each column):

Effect

a. Strongly positive

b. Somewhat positive

c. Neutral

d. Somewhat negative

e. Strongly negative

f. I don't know

Kindergarten Grade 1
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P-7; AP-8; DS-7; SC-8

5. What one element .do. you think has. contributed most .to the ECE 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. Assignment of ECE Coordinator

h. Other (Specify) .,
6. Please give any additional comments that you feel may help the surrey

team evaluate the Program to Strengthen Early Childhood Education.
(Use reverse side, if necessary)



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALIENETON

ECE QUESTIONNAIRE - ELEMENTARY SCHOOL ASSISTANT PRINCIPALS

School District Ass't Principal

A. TRAINING AND EXPERIENCE

1. Undergraduate: College Degree Year

2. Graduate: College Degree Year

Total Nudber of Graduate Credits

Years of experience as AP prior to current year:

Years of experience as AP in this school, prior to current yew':

5. Years of experience as elementary school teacher (Kg-6):

6. Years of experience as Early Childhood Education Teacher:

B. SCHOOL ORGANIZATION

1. How many staff positions in your school are currently allotted to Kg.,
Grade 1 and Grade 2?

a. Paired teachers

b. Single teachers

a. Grade 1 Grade 2

.1
MMNIIMI/

c. Other teachers (Ratio, cluster, etc. List
by type of position)

d. Paraprofessionals

e. NE Coordinator

f. TESL

g. 'Guidance Counselor

h. Other (Specify):

MUMMER/
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AP 2

2. Approximate per cent of children who are rated C-F on the Scale for
Rating F'upil Ability to Speak English enrolled in:

Kindergarten__ Grade 1 Grade 2

3. Is any special provision made'for teaching English to these children?

Yes No

If "yes," please describe:

4. Did.your school .organize an orientation or training program specifically
directed to ECE teachers during the current school year?

Yes No

If "yes," please describe the nature of the program:

5. 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

6. Did your school. organize a training or orientation program for educational
assistants assigned to early childhood classes during the current school
year?

yes .NO

If "yes," please describe the nature of the program:

7. Please rate the effectiveness of this training program (Check one):

a. Excellent

b. Good

c. Fair.

d. Poor

e. Very Poor

f. I don't know

2C:



AP 3

8. Did your school organize a program to foster the greater involvement
of parents in the early childhood program during the current school year?

Yes No

If "yes," please describe the nature of the program:

9. Please rate the effectiveness of Lhis program of rerent involvement

(Check one):

a. Ekcellent d. Poor

b. Good e. Very Poor

c. Fair f. I don't know

10. Was a teacher assigned as an 610E Coordinator in your school?

Yes No

U. If "yes," how has the assitrt ,..nt of a coordinator affected your work

load? (Check one):

a. Much heavier d. Somewhat lighter

b. Somewhat heaviel e. Much lighter

c. The Same f. I don't know

12. Has your role and that of the coordinator been clearly differentiated?

Yes No

If "no," please indicate areas of conflict or overlapping:

2C1



AP 4

13. Please indicate whether any of the following techniques of grouping
pupils were used in organizing first and second grade classes in your
school. (Check as Many as apply in each column).

Grade 1 Grade 2

Homogeneous grouping (reading ability)
Homogeneous grouping (NE Children)
Homogeneous grouping (adjustment)
Homogeneous grouping (age)
Heterogeneous grouping
Other (Specify):

C. INSTRUCTIONAL EFFECTIVENESS

1. In general, how would you characterize the instructional effectiveness
of the teachers assigned to kindargarton classes? (Check one for each
category present in your school):

Very Very
Good Good Fair Poor POor

a. ECE Coordinator
b. Paired teachers
c. Single teachers
d. Ratio and cluster teachers
e. Paraprofessionals
f. Student teachers
g. Other (Specify):

1101101=

2. In general, how would you characterize the instructional effectiveness
of teachers assigned to first grade classes in your school?

Very Very.
Good Good Fair Poor POor

a. ECE Coordinator
b. Paired teachers
c. Single teachers
d. Cluster and ratio teachers
e. Paraprofessionals
f. Student teachers
g. Other (Specify):



VP

AP 5

3. In general, how would you characterize the instructional effectivenessof teachers assigned to second .grade classes in your school?
Very Very
Good Good Fair POor Poor

a. ECE Coordinator
b. Paired teachers
c. Single teachers
d. Ratio and cluster teachers
e. Paraprofessionals
f. Student teachers
g. Other (Specify):

D. PROGRAM EFFECTIVENESS

1. Considering each grade serarately, what aspects of the ECE program
have shown the most improvement in your school? Number the list
below, using 1 to show the greatest improvement; etc.

a. General academic progress of children
b. Social behavior of children
c. Relationship between school and parents
d. Instructional techniques of teachers
e. Teachers' control of class
f. Materials of instruction used
g. Individualization of instruction
h. Creative expression of children

(Art, music, dance)
i. Progress in reading
j. Other (Specify)
k.

2r 3

Kg Grade 1 Grade 2
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P-5; AP-6; DS-5; SC-6; CT-5

2. In what aspects of the program have the ratio teachers and paraprofes-
sionals been most helpful? (Check five for each group):

a. Participation in planning

b. Teaching entire class groups

c. Assisting in large group activities

d. Presenting lessons in special content
areas

e. Working with small groups

f. Working with individual pupils

g. Orienting new teachers

h. Helping children to work and play
harmoniously

i. Serving as source of affection and
comfort to children

Working with N-E children

k. Relieving teachers of routines
(milk, snack, etc.)

1. Keeping records

m. Preparing instructional materials

n. Controlling behavior of children

o. Taking care of' supplies and equipment

p. Substituting for absent teachers

q. Translating foreign language

r. Making home visits

s. Holding conferences with parents

t. Arranging
shops for

u. Effecting
agencies

or participating in work-
parents

liaison with community

v. Other (specify)

Ratio Teachers Paraprofessionals

.......



P-6; AP-7; DS-6; SC-7

3. Of the following, check all of the items that have presented signifi-
cant problems in the organization and implementation of the ECE pro-
gram in your school during the course of the year.

a.

b.

C.

d.

e.

f.

g.

h.

1.
J.

k.

1.

m.

n.

o.

p.

Classroom and other space
Class size
Materials, including
Farent relations
Community relations
Staff relationships
Teacher Training (methods)
Teacher Training (management,
Overemphasis on reading
Underemphasis on reading
Teacher turnover (transfers,
Pupil mobility (transfers)
Training of paraprofessionals
Assignment of ratio teachers
Other (specify)

audiovjsual

discipline)

leaves, etc.

Kg. 'Grade 1 Grade 2

4. What has been the effect of the total Strengthened ECE Program upon
the Kindergarten, Grade 1, and Grade 2 prograns in your school?
(Check one in each column):

Effect

a. Strongly positive

b. Somewhat positive

c. Neutral

d. Somewhat negative

e. Strongly negative

f. I don't know

Kindergarten Grade 1 Grade 2



P-7; AP-8; DS-7; SC-8

What one element do you think has contributed most to the ECE Programa?
(Check one):

A. Reduced class siZe

B. Assignment of ratio and/or cluster teachers

C. Enthusiasm of teachers and other staff members

D. Eelp of paraprofessionals

E. More and better materials

F. Involvement of parents

G. Assignment of ECE coordinator

H. Other (specifY)

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, if necessary.)



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALUATION

QUESTIONNAIRE - SCHOOL ECE COORDINATM

School District Name Sex

A. TRAINING AND EXPERIENCE

1. Undergraduate: College Degree Year
IMIND

2. Graduate: College Degree Year

Total Number of Graduate Credits

3. Years of teaching experience, prior to current year:

Kg - Gr. 2 Gr. 3 - 6

4. Years at this school:

5. Years as School ECE Coordinator:

B. YOUR ROLE AS ECE COORDINATOR

Secondary

1. Were you involved in planning for the Early Childhood Program for the
current year in your school?

Yes

If "yes," what was the nature of your participation in the planning
phase? (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 classroom teachers
e. Consulting with early childhood ratio teachers
f. Consulting with paraprofessionals
g. Consulting with school principal on teacher needs, class

organization, etc.
h. Preparing written guides for utilization of space and materials
i. Determining school needs for personnel, materials, space, etc.

j. Organizing workshops for parents
k. Other (Please specify)



SC 2

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 . Kindergart en

c. Grade 1

d. Grade 2

5

3. What proportion of your time has been devoted to school activities
not related to early childhood education during the current academic
year?

11. Did your district organize a training program for teachers who would
serve as school ECE coordinators during the current school year?

Yes No

If "yes," please describe the nature of the program:

5. Did you participate in this program?

Yes No

6. Please rate the effectiveness of this training program (Check one):

a. Excellent

b. Good

c. Fair

d. Poor

e. Very Poor

f. I don't know



SC3

7. Did your school organize a training or orientation program for early
childhood teachers during the current school year?

Yes No

If "yes," please describe the nature of the program:

8. If "yes," please rate the effectiveness of this training program. for
teachers (Check one):

a. Excellent d. Poor

b. Good e. Very Poor

c. Fair f. I don't know

9. How many hours per week did you spend in this training program with:

Kindergarten teachers
1

;

First Grade teachers
1

Second Grade teachers
I

Total
. 1

10. What other personnel helped you with organizing this training program?
(Check and indicate nature of help):

Principal How?

AP How?

ECE District Supervisor How?

Other (Specify) How?

How?

WEIII11111.0,
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11. How many hours per week do you spend in teaching classes?

12. What is your teaching role (what classes do you teach? How often? etc.)

13. How many hours.per week, on the average, do you spend in teacher

training?

Number this list in order of amount of time spent, using 1 for the

greatest amount of time and 6 for the least amount of time:

a. Training groups of teachers
b. Training individual teachers
c. Giving demonstration lessons
d. Helping teachers with learning problems of individual

children
e. Helping teachers with behavior problems of individual

children
f. Other (Specify)

g.

14. How many hours per week, on the average, do you spend in administration?

Number this list in order of amount of time spent, using 1 for the

greatest amount of time:

a. Organizing classes
b. Ordering books and equipnent
c. Assigning personnel (include paraprofessionals and student

teachers)
Writing reports

e. Assigning use of classrooms and other space

f. Scheduling and arranging trips

g. Other (Specify)
h.

1.5. How many hours per week, on the average, do you spend in evaluation?

Number this list in order of amount of time spent, using 1 for the

greatest amount of time:

a. Studying records of children

b. Grouping or regrouping pupils

.0. Preparing teachers for test administration

d. Giving tests
e. Constructing tests ....
f. Other (Specify)

g.

2
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16. How many hours per week, on the average, do you srend in conferences
with supervisors and other school personnel, exclusive of teachers
and paraprofessionals?

NuMber this list in terms of frequency of contact, using 1 for the
greatest number of contacts:

a. Principal
b. AP's

c. District ECE Coordinator
d. Guidance Counselor

e. NE Coordinator
f. School Nurse, Doctor
g. School Secretaries
h. Other (specify)

17. 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:

a. Interpreting school program.
b. Conferences about individual pupil
c. Relationship between parent and teacher
d. Other (Specify) 1

e.

D. PROGRAM EFFECTIVENESS

1. 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. a Grade 1 Grade 2

a. General academic progress of children
b. Social behavior of children
c. Relationship between school and parents
d. Instructional techniques of teachers
e. Teachers' control of class
f. Materials of instruction used
g. Individualization of instruction
h. Creative expression of children (art, music,dance)
i. ?ingress in reading
j. Other (Srecify)
k.

2



P-5; AP-6; DS-5; SC-6; CT-5

2. In what aspects of the program have the ratio teachers and paraprofessional
been most helpful? (Check five for each group):

a. Participation in planning

b. Teaching entire class groups

c. Assisting in large group activi-
ties

d. Presenting lessons in special
content areas

Ratio Teachers Paraprofessionals

e. Working with small groups

f. Working with individual pupils

g. Orienting new teachers

.h. Helping childron to work and
play harmoniously

i. 'Serving as source of affection
and comfort to children

j. Working with N-E children

k. Relieving teachers of routines
(Milk, snack, etc.)

1. Keeping records

mt. Preparing instructional materials

n. Controlling behavior of children

o. Taking care of supplies and
equipment

111.1111

p. Substituting for absent teachers

q. Translating foreign language

r. Making home visits

s. Holding conferences with parents

t. Arranging or participating in
workshops for parents

u. Effecting liaison with community
agencies

v. Other (specify)

w. 01111=11111... 11
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P-6; AP-7; DS-6; SC-7

3. Of the following, check all of the items that have

problems in the organization and implementation of

your school during the course of the year.

a.

b.

c.

cl.

0.

g.

h.

1.
j.

k.

1.

m.

n.

o.

P.

Classroom and other space
Class size
Materials, including audiovisual
Parent relations
Community relations
Staff relationships
Teacher Training (methods)
Teadher Training (Management,
Ovemnphasis on reading
Underemphasis on reading
Teacher turnover (transfers,
Pupil mobility (transfers)
Training of paraprofessionals
Assignment of ratio teachers
Other (specify)

discipline)

leaves, etc.

Im
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MOM.

presented significant
the ECE program in

Grade 1 Grade 2

1111111
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4, What has been the effect of the total Strengthened ECE Program upon

the Kindergarten, Grade 1 and Grade 2 prograno in your school?

(Check one in each column):

Effect

a. Strongly positive

b. Somewhat positive

c. Neutral

d. Somewhat negative

e. Strongly negative

f. I don't know

Kinderprten

213

Grade 1
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P-7; AP-8; DS-7; SC-8

5. What one element do yoti think has cOntribUted most to the ECE Program?

(Check one):

a. Reduced class size

'b. Assignment Of ratio and/or cluster teadhers

c. EnthusiGsm of teachers and other staff meMbers

d. Help of paraprofessionals

e. Mbre and better materials

f. Involvement of parents

g. Assignment of ECE coordinator

h. Other (Specify)

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, if necessary)



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALUATION

QUESTIONNAIRE - ECE CLASSROOM TEACHERS

School District Teacher Sex

Class Type (Check): Paired Single Other

Register Paraprofessional Assigned (Check): Yes .
No

Regular Sub.License now serving under:

A, TRAINING AND 1EXPERIENCE

1. Undergraduate: College Degree Year

2. Graduate: College Degree Year

Total Number of Graduate Credits

3. Years of teac-ling experience, prior to current year:

4. Years of teaching experience in this school prior to this year:

5. Years of experience as Early Childhood Education teacher (Kg -2) :

B. PROGRAM ORGANIZATION

1. Did your school organize an orientation or training program for ECE

teachers during the current school year?

Yes No I don t know

Did you participate in this training program? Yes NO

If "yes," please rate the effectiveness of this training program (check

one):

L. Excellent d. Poor

b. Good e Very Poor

c. Fair f. I don ' t know

215
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2. Did your sdhool organize a training or orientation program for para-

professionals assigned to early childhood classes during the current

school year?

Yes No I don't know

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

3. Did your sdhool organize a program to encourage greater involvement of

parents in the early childhood program during the current school year?

Yes No I don't know

If "yes," please rate the effectiveness of this program of parent in-

volvem.ent (Check one):

a. Excellent d. Poor

b. Good e. Very Poor

c. Fair f. I don't know

NOTE: The following questions refer to the special program to StrengLten

Early Childhood Education in Poverty Area Schools. Under this

program, the pupil-teacher ratio in ECE Classes was reduced, and

pamprofessionals weru assigned to ECE classes.

4. licy would you characterize the effect the ECE Pmulmn in your school

has had on the learning of the pupils in your class, in general?(Check one):

Very No Negative

Good Good Fair Effect Effect

Please comment:



CT 3

5. 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
Good Good Fair

Please comment:

No Negative
Effect Effect

6. How would you 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
Good Good Fair

No Negative
Effect Effect

To what aspects of the program do you describe this effect?

7. 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 e sharing a room?
(Consider class size, scheduling, storage, use of materials, grouping,
etc.) Please describe:

8. If a paraprofessional was assigned to your classroom, please indicate
the number of hours of service per veek: hours

9. If a ratio teacher was assigned to your classroom, please indicate the
number of hours of service per week: hours

217



CT 4

10. How would you rate the books, audiovisual aids, and other materials
and equipment you have had to work with this year?

a. Sufficiency of material

b. Quality of material

c. Variety of material

d. Challenge to pupil

e. Helpfulness in fostering langauge
development

f. Helpfulness in fostering group
play, interaction

g. Helpfulness in fostering muscular
coordination

h. Helpftlness in fostering positive
self concept

i. Other (Specify)

Very Very
Good Good Fair Poor Poor

IiIIM11

11. Do you think that the Program has had any effect on the relationship
of parents and the community with you as a teacher?

Yes No

Please comment:

Not Sure

12. All things considered, what has been the effect of the total ECE Program
upon your class? (Check one):

a. Strongly positive
b. Somewhat positive
c. Neutral

21§

d. Somewhat Ilegative
e. Strongly negative
f. don't know



AP-6; DS-5; SC-6; CT-5

2. In what aspects of the program have the ratio teachers and paraprofessional

been most helpful? (Check five fOr each group):

a. Participation in planning

b. Teaching entire class groups

c. Assisting in large group
activities

d. Presenting lessons in special
content areas

e. Working with small groups

f. Working with individual pupils

g. Orienting new teachers

h. Helping children to work and play
harmoniously

i. Serving as source of affection
and comfort to children

j. Working with N-E children

k. Relieving teachers of routines
(Milk, snack, etc.)

1. Keeping records

m. Preparing instructional materials

n. Controlling behavior of children

o. Taking care of supplies and

equipment

p. Substituting for absent teachers

q. Translating foreign language

r. Making home visits

s. Holding conferences with parents

t. Arranging or participating in

workshops for parents

u. Effecting liaison with community

agencies

v. Other (Specify)

w.

Ratio Teachers Paraprofessionals

16.

.11111111
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13. 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
f. Involvement of parents
g. Assignment of ECE Coordinator
h. Other (Specify)

14. 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: .

a. Use of classroom and other space
b. Class size
c. Materials, including audiovistal
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. Training of Paraprofesitionals .

1. Assignment of ratio teachers
m. Other (Specify)

15. Do you think the program shoilld be continued next year?

Yes No

If the program is continued next year, what recomMendations would you
make for changes in the way the program is carried out?

16. 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)



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALUATION

SCALE FOR RATING PUPIL ATTITUDES TO SELF .AND SCHOOL

Pupil's Name Class School

Directions: Please rate the boy whose name appears third on your class
register, first in terms of his attitude at the beginning
of- tile *present *school year; and then in terms of his present
attitudes. Use a scale running from 0, the lowest rating,
to 10, the highest rating, with representing an average rating.

START OF
YEAR NOW

1. Seems happy and relaxed 1.

2. Likes to try new things 2.

3. Works independently without needing undue attention 3.

Gets along well with classmates 4.

5. Seems to feel confident iii his abilities 5.

6. Takes good care of dress and appearance 6.

7. Appeam to take pride in his work

8. Acts friendly and outgoing

9. Reacts. .well to frustration.

10. Shows leadership qualities

U. Cooperates with teachers and pupils in working on class
problems or projects

12. Accepts ?teacher assistance and criticism

11
NME.NOM

12.

13. Completes classwork and homework assignments, if any 13.

114. Attends school regularly, without excessive absence 14.

15. Controls inappropriate behavior 15.

16. Shows courtesy toward teachers and other adults, classmates 16.

17. Adjusts comfortably to limitations on his behavior 17.

18.

19. Appears to gain satisfaction from his work

20. Participates enthusiasticallyliplass activities 20.

18. Pays attention to.classroom activities



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR *RESEARCH AND EVALUATION

SCALE FOR RATING PUPIL ATTITUDES TO SET.F AND SCHOOL

Pupil's Name Class School

Directions: Please rate the girl whose name appears fifth oh your class
register, first in terms of her attitude at the beginning of
the present school year, and then in terms of her present

attitudes. Use a scale running from 0, the lowest rating,
to 10, the highest rating, with 5 representing an average rating.

Start of
Year_

1., Seems happy and relaxed 1.

P. Likes to try new things 2.

3. Worko independently without needing undue attention' 3.

It. Gets along well with classmates 4.-

5. Seems to feel confident in his abilities 5.

6. Takes good care of dress and appearance 6.

7. Appears to take pride in his work 7.

8. Acts friendly and outgoing 8.

9. Reacts well to frustration 9.

10. Shows leadership qualities 10.

U. Cooperates with teachers and pupils in working on Class
problems or projects 11.

12. Accepts teacher assistance and criticism 1.2.

13. Completes classwork and hOmework assignments, if any 13.

111. Attends school regularly, without eXcessive , absence 14.

15. Controls inappropriate behavior 15.

16. Shows courtesy toward teachers and other. adUlts,classmatea 16.

17. Adjust's comfortably to lithitationa on his: bei-lasrior

18. Pays attention to classroom activities.

.1

19. ApPears to gain satisfaction from his work

20. Participates enthusiastically in clasaAgtiYitieP,



FORDHAM UNIVERSITY-
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALUATION

Q,UESTIONNAIRE - ECE RATIO OR CLUSTER TEACHERS

School District Teacher Sex

License now serving under: Regular. &lb.

A. TRAINING MD ECPERIENCE

1. Undergraduate: College

2. Graduate: College

Degree Year

Degree Year

Total Number of Graduate Credits

3. Years of -teaching exuerience, prior to current year:

It. Years of teaching experience in this school prior to this year:

5. Years of experience as Early Childhood Education teacher (Kg-2):

B. PROGRAM ORGANIZATION

1. Please identify the specific classes in which you work on a regular
basis -during the course of a week, the number of hours per wekk that
you spend in class, and the nature of the work that ,you do in each class:

Class

.".

Pleas-i-comment:

Hrs. per wk. Nature of Work

Y.;
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2. To what teaching activities are you regularly assigned when you are
not serving in these classes?

Teaching Activity Hours per Week

3. To what non-teaching activities are you regularly assigned when you
are not serving tn. these classes?

Non-Teaching Activity Hours per Week

14. At times, you may have been relieved of your regular assignments to
undertake special responsibilities, such as substituting for an absent
teacher, taking children on a trip, working in the office, etc. Please

indicate the nature of such special responsibilities, and the approximate
number of times you have served in this fashion during the course of
this school year:

Responsibility No. of Times

To what extent were you called upon to participate in planning of
learning activities for the children in the classes in which you
served? (Check dne)
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6. Did your school organize an orientation or training program for ECE
teachers during the current school year?

Yes No I don't know

Did you participate in this training program? Yes No

If "yes," please rate the effectiveness of this training program (check one):

a. Excellent

b. Good

c. Fair

C. PROGRAM EFFECTIVENESS

d. Poor

e. Very Poor

f. I don t Imow

Note: The following questions refer to the special program to Strengthen
Early Childhood Education in _Ibverty Area Schools. Under this
program, the pupil-teacher ratio in ECE classes was reduced, and
paraprofessionals were assigned to ECE classes.

1. In general, how woad you characterize the effect the ECE Program in
your school has had on the learning of the pupils in the classes in which
you serve? (Check one):

Very No Negative
Good Good Fair Effect Effect

Please comment:

2. In general, how would you characterize the effect the ECE Program in
your school has had on the behavior of thepupils in the glasses, in which
you serve? (Check one):

Very
Good Good

Please comment.:..-

Fair

-

No Negative
Effect Effect
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3. In general, how would you characterize the effect the ECE Program in
your school has had on the.reading readiness and/or reading achievement
of the pupils in the classes in which you serve? (neck one):

Very
Good Good Fair

No Negative
Effect Effect

To what aspects of the program do you describe this effect?

4. What do you believe were the major contributions you were able to make
to the growth of the ECE children with whom you worked?

5. What do you believe were the major problems that arose in your service as
a ratio teacher? (Consider scheduling, availability of materials, storage,
grouping of pupils, relationships with other teachers, etc.)

6. How would you rate the books, audiovisual aids, and other materials
and equipment you have had to work with this year?

Very Very
Good Good Fair Poor Poor

a. Sufficiency of material

b. Quality of material

c. Variety of material

d. Challenge to pupil

e. Helpfulness in fostering language
development

f. HelpfUness in fostering group play,
interaction

g. HelPfulness in fostering mUscular
coordination

h. Helpfulness in fostering rositive
self concept

. Other(Specify)
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7. If you have worked with paraprofessionals in any of your classes, please
indicate in what aspects of the program you found the paraprofessionals
to be most helpful. (Check five):

a. Part c ipat ion in planning 1. Keeping records

b. Teaching entire class groups zn, Preparing instructional
materials

c. Assisting in large group
activit ies n.

d. Presenting lessons in special
content areas

e. Working with small groups

f. Working with individual pupils

g. Orienting new teachers

h. Helping children to work and.
play harmoniously

i. Serving as source of affection
and comfort to children

j. Working with N-E children

k. Relieving teachers of routines
(Milk, snack, etc. )

r.

s.

t

u.

V.

w.

Controlling behavior
of children

Taking care of supplies
and equipment

Substituting for
absent teachers

Translating foreign
language

Making home visits

Holding conferences
with parents

Arranging or participating
in workshops for parents

Effecting liaison
with conimunity agencies

Other (specify)

8. Do 3,Cu think the program should be cOntinued next year?

Yes No

If the program is continued next year, what recommendations would you
make for changes in the way the program is carried out?

9. Please give any additional comments that you fef:el may help the survey team
evaluate the program to Strengthen Early Childhood Education. (Use re-
verse side of page, if. necessary)



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 one):

a. I completed elementary school
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

2. 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 as an
educational assistant or teacher aide? Years

4. Do you have children attending this school? Yes No

B. YOUR DUTIES

1. How many hours per week do you wofk in this school? Hours

2. What are your most important duties? (Give the number of hours per

week you spend in each of the following activities):

a. Helping in kindergarten classe6
b. Helping in first grade clasees
c. Helping in second grade classes
-d. Helping with.school supp4des, audiovisual equipment, etc.

e. Bu.sand Hall duty
f. Lunchroom'Outy
g. Collecting fOnds (milk; lunch, etc.)_

h. Helping inSdhool library:
Helpinig with clerical woik'in sChool office

j. Assistingon tripe
k. Other:(Describe)::,
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3. Were you assigned to helping in one 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?

C. WHAT YOU THINK ABOUT THE PROGRAM

1. What do you think have been the best things about the classroom in
which you spent.the most time this year?

2. What do you think have been the most important problems in the classroom
in which you spent the most time?

3. W1-at suggestions do you have for ways in which you could help in the
classroom next year?

it. What suggestions do you have for improving the early childhood program
in this school next year?



FORDHAM.UNIVERSITY
SCHOOL OF ELUCATION

INSTITUTE FOR RESEARCH AND EVALUATIal

OBSERVATION OF KINDERGARTEN CLASSES

Observer

Class

Name of
Teacher 1

Register

Name of
Teacher 2

Date School

Note. if

Attendance AM, PM, All Day

Check: Para
Student
Teacher

Directions: Rate the following aspects of the class observed, using the
following scale:

Almost Always - 5
Usually - 4

Occasionally - 3
Seldom - 2

Almost Never - I

Not Applicable - 0

- Excellent
--. Good

- Fair
- Poor
- Very POor
- Not Applicable

A. NATURE OF PLAY EXPERIENCE AND ACTIVITIES

1. Children participate in planning play experiences with the
opportunity for self-selection of activities

2. Children are free from strain, smile or laugh, chatter

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 condition for
use

6. Use of available play since

RATING
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7. Play equipment in use

Equipment designed to:

Check one space for each item):
In Available, Not

Use Not in Use Available

a. Stimulate large muscle activity (Climbing,
lifting, pulling, pushing)

b. Promote cooperative play

c. Promote dramatic play

d. Stimulate expression Of ideas and
feelings (blocks, music, clay, paints)

e. Encourage quiet activities (pictures,
books, flannel board)

f. Encourage manipulative skill (puzzles,
nesting blocks, cones, cylinders)

g. Encourage "looking-glass self" (Negro
dolls, books with illustrations of
black and PR children)

8. Range of content of play activity (Check those observed):

a. Domestic
b. Construction
c. Toys (trains, boats, cars, etc.)
d. Dramatic (puppets, costume play, etc.)
e. Manipulation (puzzles, pegboards, etc.)
f. Sand table, water play
g. Rhythms (instruments, rocking horse, etc.)
h. Art (clay, dough, crayons, paints, collage)
i. Dictated writing
j. Library (books, story records, filmstrips)
k. Outdoors play
1. Other (SpecifY)

OVERALLRATING CF,PLAYEXPERIENCE. O 0.4,4 OOOO 00_110,0_0.0 O OOO
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B. LANGUAGE IN THE CLASSROOM

1. Teachers (other adults) ask questions that stimu.late oral
response and discussion

2. Responses and gestures of teachers (other adults) indicate
that they are listening to child and understand what he is
saying

3. 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.)

4. Teachers (other adults) use incidental and planned experiences
to develop observation and related verbalization

5. Child-teacher (-adult) communication is free and open, with-
out apparent hesitation and restriction

6. Child-child communication is active, vital and flawing

7. Specific language activities engaged in by children, with 'or
without adult supervision (Check either or both media, and'
indicate if supervised by teacher or paraprofessional):

RATING

Supervised by.
Activity Speaking Listening Teacher Para

a. Conversation
b. Planning
c. Explaining
d. DisCussion
e. Tc.Illing stories

f. Retelling stories
g. Telephoning
h. Dramatization
I. Speaking to groups
j. Asking questions
k. Stating needs
1. Greetings, farewells
m. Telling experiences
n. Giving _directions .

o. Delivering messages
p. Radio

q*
r. Music, rhythms
s. Movies
t. Puppet, show
u. Fbetry
v. Other (Specify)
w.
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8. Reading Readiness Activities observed (such as auditory discrimination,
visual discrimination, directionality, alphabet, etc.): Describe
briefly, indicating activity, materials used, number of children
participating:

9. Beginning Reading Activities Observed (such as experience charts,
basic reader, word cards, phonics, ITA, etc.). Describe briefly,
indicating activity, materials used, number of children participating:

10. OVERALL RATING ,OF LANGUAGE IN TILE CLASSROOM

C. OTHER CONTENT AREAS
Rating

1. Teachers (other adults) structure or ,take advantage of on-.
going classroom activities to build understanding of basic
mathematical concepts .(asks "how many," ''which one"; one-
to one correspondence - one child, one chair, etc.; calls
attention to sets of objects, and children; .geometrical shapes;
contrasts, such as hig-lit;ile, heavy-light; ordinals, first block,
secondtlock, etc; games, such as dominoes; uses number line;
counting for attendance, snacks, etc.)

2. 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.) ,

3. Teachers (other adults) structure experiences that focus upon
the children's own and differing environment (pictures, dis-
cussion, trips, guests)

Teachers ('other adults) encourage good health and safety
practices in classroom living

Teachers (other *adult's) use liberature in a way that creates
enthusiasm and enjoyment of literature (picture storybooks,
story-telling, poetry, fingerplay) i .

=M.

Teachers (other'adults) gUide children in finding satisfaction

and PleasUr& in music

TeaCheis .(Other -adultS)'Use.'art iicperiences to explore media

indePendent Of adult' intervention and qualitative judgment ,

OVERALL RATING OF INSTRUCTION IN OTHER CONTENT AREAS
, . -
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D. CLASSROOM MANAGEMENT

1. Children are given responsibility for 1116U:eine activities
(clean-up, watering plexttg, poiging juice, serving cookies,
etc.) ... q I*0 ft. 11111,!Itit

.2. Character of transitions (play to olean-up,. clean.up to snack
time, etc.)

4,4t et/WiltItile
3. Teacher flexibility (in routine 'activities,- arrangement of

furniture, use of materials, etc ) ..aatas.s....1
14. Teachers (other adults) utilize classroom living procedures

and attitudes to foster sharing, acceptance or rights and
responsibilities of self and otherg

5. OVERALL RATING OF CLASSROOM MANAGEMENT

E. RATING OF OVERALL OBSERVATION ceggets1.1:l

RATING

. °T11",."'



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALUATION

OBSERVATION OF LESSON - FIRST AND SECOND GRADES

Observer Date
. _

School

Npte if
Class - Register 'Attenclan AM or PM only

r

Teacher. 1, 'Teacher 2* Check: Para
Student, .

Teacher

1. Type of lesscn _observed including aim of lesson:

2. Brief description of lesson content taught by teacher(s):

Duration of lesson: From To Total Time (minutes )

Patterns of organization used during lesson (Describe: total class
instruction; two groups, each with adult; two groups, one with adult,
other working independently; more than two groups; independent study;
etc. - specify size of groups, role of adults, nature of activity,
materials in use)
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Please rate the following aspects of the lesson observed, using the
following scale:

Excellent

Good -

Fair

Poor

Very Baor
'Not AppliCable

1. Lesson is well planned and organiied

2. Lesson type and level of content are suitable for children
in class

3. Lesson is paced to needs and personality of children

4. Teacher evaluates and encourages children to evaluate
learnings ...1

5. Emphasis of lesson is .on development of concepts and under-
standings rather than only on drill and. memorization

s

6. Experiences of children arg drawn. on

Provision is made .fOr follow-up based _on .interest .or needs
DeaCiibe:

Teacher uses opportunities to relate concepts and learnings
to other areas of curriculum

9. Children are aware of what they are learning -.
10. Teacher talks clearly and at a suitable volume

11. Teacher encourages thinking and i.mal language through use of
stimulating questions

12. Teacher uses praise and encouragement; avoids reproof as mu.ch
as possible

13. Many children participate comment, explain, ask questions,
discuss, demonstrate

Teacher uses good techniques for involving slower as well
as faster learners

Most children are alert, interested, eager, but not tense
du.ring instruction

16. In general, children appear to have learned what teacher
aimed to teach .. OOOOO ' OOOOOOOOOOOOOOOOOOOOOO .

,

. Materials used during lesson suitable in content end level
of difficulty .........'"'":I.6
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18. When total class is not taught as a single group, activities
provided for other _children are suitable, worthwhile

19. Materials used by independent groups or individuals are suit-
able .in content and level of difficulty

20. Independent groups of .irtdlviduà.],s work:condistently at
aesigried or other tasks .

21. Work done by Andependent,groups :or .individuals is checked
ariethipervised in some way (State how:)

q.
22. 6ehefar estimate of teacher s instructional ability, based on

this lesson . II aa ..a-..:...i.:44*.eAi 0000 ,
.

23. Gerieral estimate of teacher's control of class during lesson

GerieMr estimate of teacher ' s use of paraprofessional during
lesson 000000



FORDHAM UNIVERSITY
SCHOOL OF EDUCATION

INSTITUTE FOR RESEARCH AND EVALUATION

OVERALL APPRAISAL OF CLASS AND TEACHER 7 FIRST AND SECOND GRADE

Observer

Teacher 1

Date School
)

Teacher ,2

Class

Check: Para

Student
Teacher

A. Rate the following aspects of the class observed, using the following
scale:

Almost Always -5
'usually

-Occasionally -.3

Seldom .2
-Hardly Ever -1

Not ApPlicable

1. Relationships .between children are friendly; cooperative

2. Children communicate" freely, with little yelling, pushing,

interrupting

3. Children shoW' independence snd -help One another in dressing;
working, etc.

14. Children tend to use sentences rather than words or phrases
in. communicating

5. Children 'appear -to like school; general atmosphere Of class'

free from tension

6. Children are friendly and courteous to teacher and other

adults

O

Children show confidence in teacher and other adults; ask
for help when needed; are not unduly 'demanding

Children accept directions of adults promptly, without

hostility

Teacher avoids overdomination; children given opportunities
for initiative or leadership

10. Relationship between teachers sharing room is positive

Rati



..

11. Relat ionship'betWedn 'teacher 'and paraprofessiOnal is friendlY,
cooperative, confident

12. *Emotional Climate .of classröoni is warm and positiVe 0.066,0

13. Quiet learning activities are interspersed with play, body
activity; or rest

114. Grouping patterns vary with different activities

15. Attention is given to learnings-of individual children as well
as total class and small groups

16. Clabsroom routines and management by teacher are well devel-
oped and effective

17. Paraprofessional actively participates in .children's Pine-
tioning and learning activities t...

.

18. Room is attractively.furnished and decorated, not cluttered

19. Furniture is suitable io -children; functionally arranged

20. Classroom space is well utilized .. . 000 ,

21. Toilet and washing facilities are easily-accessible

22. Eicit to streetiS easily aceessible o

e

23. Safety precautions appear to be well observed both in physical
fiacilities and class management

.'..
.1

, 0

Rating

.........

';'



oA 3

B. Materials (books, audiovisual, creative, etc.) observed in use or on

hand with classroom (Check appropriate column):
'Plefitiful, Sparse,

Varied Adequate Not Present

1. Reading (library or recrea-
tional reading)

2. Reading (workbooks)

3. Reading (readers and other
skills material).

4. Other language. arts,

5. Science

6. Math

7. Art

8. music
t'--

9. Physical Activities

10. Other (Specify)

U.

C. Activities observed that involved .5 or more children, and lasted:at

least five minutes (Check):
.

1. Planning 10. Art
_

2. Discussion U. Music

Language Developnent 12. Story-telling

14. Demonstratidn by child 13. Teacher readini aloUd

5. Physical education 14. Experimentation

6. Play 15. Recreational reading

Dancing7. Rest

8. Research'

9. "Drill"



D. 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'

4. In a combination of 2 and 3

5. Other .(Specify)

E. Activities: Mark the folldwing actiVities in order (1, 2, 3, 4, e c.
of time spent by adults in classroom, using 1 for greatest:

1. Teaching tlass

2. Teaching small groups

3. Teaching indiViduils

4. Discipline

5. Housekeeping

6. .,ahecking work

7.11ecord keeping

8. Other (Specify)

9.

Student
Teather 1 Teacher 2 Para Teacher

ONIONINIMOINI


