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ABSTRACT

This evaluation report on the North Carolinz Filot
Kindergarten Program covers the 74 local educaticnal units invclved
in the program for the 1972-73 school year. The first part of the
document is narrative, including (1) an historical perspective from
the program's beginning in 1969, (2) discussion of philosophy,
objectives, and guidelines, (3) specific program description
(scheduling, activities, classroom layout, etc.), and (4) information
about the staff. The major commitment of the project is to resgond to
the widely varying needs and talents of individual children rather
than to any one ideology of early childhood education. Early in the
program, teachers were encouraged to observe their children, and
design their own classrooms and curriculum plans accordingly. The
second part of the document is concerned with the evaluation effort.
There are sections on purpose, history of evaluation in the North
Carolina system, procedures and measurement instruments used,
evaluative analysis, and vital research neceds and issues relating to
the program. Measures involved assessed child, teacher, and family
variables, and conclusions about program effects were generally
positive. (DP)
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North Carolina Pilot Kindergarten Program

SUMMARY

In 1969 the North Carolina General Assembly appropriated $1
million for the establishment of the first state-supported kindergarten
programs in North Carolina. Two classrooms were set up in eight
schools located in each of the state's eight educational districts.

Children first entered the centers in early December 1969. In
1970-71, 10 additional centers were selected, making a total of 18 state-
supported kindergarten centers in North Carolina.' Teams of principals,
teachers and assistant teachers from grades K-3, special education
personnel, and supervisors came together for one month for staff
development activities. The focus was not only on the kindergarten,
but on the influence kindergarten has on the primary years. The staff
development component has been continued throughout the pilot
program.

In 1971, the General Assembly continued support of kindergartens
and increased its commitment to early childhood education by appro-
priating $4. 3 million. Thirty-six new schools were selected--making
a total of 54 early childhood centers. Twenty new ce’ntefs were added
to the program in 1972, bringing the total to 79 centers in 74 school
districts across the state.

The most significant new development during 1972-73 was action

taken by the General Assembly to make state-supported kindergarten




programs available to all five-year-old children in North Carolina by
1978. There are approximately 700 new kindergarten classrooms for
the 1973-74 school year; therefore, the 1973 summer training efforts
involved approximately 2500 K-3 teachers and teacher assistants and
about 500 principals.

Throughout the evolution of the early childhood education program
in North Carolina, there has been one overriding consideration--the
needs of children. The program has progressed through various stages
of identification: British Infant School approach, individualized instruction,
open education, and child-centered education, among others, as the
program decision-makers attempted to identify an ideology that would
best meet the needs of our children. However, as the program has
progressed through four years of an intensive pilot study, it has become
evident that any attempt to label the program is antithetical to the
concept of enhancing the growth of individual children.

North Carolina is cognizant of the need to improve the educational
experiences offered to children. Traditionally, many educational practices
in our schools have not been in agreement with what is known about
young children. Schools have attempted to "'school" all children in the
same way at the same time,

Early in the history of the program teachers were :2ncouraged
to observe their children and to design their classrooms and make

their plans in accordance with their observations. Emphasis was placed




at the classroom level, and it was soon evident that successful class-
rooms were not always the same type, depending on the children and
the teacher.

The North Carolina early childhood education program .seeks to
respond to each child's unique talents and to supply the necessary
resources that allow individual children to progress at their own rates
and in their own styles, The philosophy of the program asserts that
the regular classroom teachers can effectively provide meaningful
learning experiences for all children with the exception of the severely
handicapped. The state's commitment to this philosophy includes both
the prevention and remediation of educational handicaps in children in
the primary grades and the avoidance of inappropriate placement of
children in special classes. An enlightened plan for the early child-
hood education was designed which speaks to the development level
of the preschool child and provides continuity into the primary years..

Because of the many individual characteristics of the children
in the state program, evaluation and assessment are continuous and
ongoing processes and involve the cooperative efforts of the child, the
teacher, and the parents.

The program philosophies support the integrated day approach
which allows flexibility in the amounts of time needed by each child
to pursue his interests and consequently to extend his learning without

isolating specific subject areas. Traditionally, schools have been




compriscd of artificial barriers both in subject areas and time periods.
The teacher is the provider and leader and is open to suggestions from
the children and is very much aware of the rusponsibility to each child
in the group--whether this is a self contained unit or a cooperative
teaching unit.

The classroom is based on the identified interest and needs of
the children, The classroom is divided into various interest areas whosc
activities and facilities are not isolated from each other. The classroom
is the center of the learmming environment; but, the classroom may open
to include the playground, or a small garden plot just outside the room,
or the school kitchen, or the library, or the principal's office and may
also extend to include the community and its particuiar environment.

The interest areas continuously evolve as the year progresses. The
children move among the areas as their interests dictate, with teacher
intervention when extension of an activity is possible. There are two
or threec quiet spots in the room where children can just relax and

be alone.

One hundred and forty-eight (148) teachers, each with a teacher
assistant, were involved with the program last year. The basic teaching
team unit was one teacher and one assistant; but the units were utilized
in various ways. All of the participating staff members received training
to prepare them for working with young children. Also, each team had
ready access to follow-up assistance from or through the regional

@ sordinators.
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The teacher leads the teacher/teacher assistant team. The
assistant works closely with the teacher in all aspects of preparing,
maintaining and implementing the learning environment for young children.
They are not the dispensers of knowledge they are the facilitators of
learning through the management of the environment. A primary responsi-
bility of the teacher is to assure that each child will be fully engaged
in activity for as much of the day as possible, to encourage the active
exploration of the environment by the child, and to extend learning as
much as possible with the individiial child.

The teacher values the characteristics of each child and seeks to

enhance growth utilizing the child's strengths and interests. Children

are encouraged to become involved in meaningful activities as determined

by their interests.



6

EVALUATION

Part 1:
Conclusions:

1. It may be concluded, based on the data from the pre-
and post-test administrations of tﬁe Draw-A-Man Test, that
children involved in the North Carolina kindergarten program
will gain approximately two months in mental age for every one
month of involvement in the program.

2. The available data also indicate that children have

made '~vrger yearly éains during the last two years of the program.
There are two factors contributing to this conclusion: (a) greater
sophistication in administering the test due to better instruction
during the summer institutes from LINC staff; and (b) better
overall staff development via the summer institutes and follow-up
training sessions.

3. Five-year-old children who participated in the North Carolina
Kindergarten/Early Childhood Educaticn Program for the 1972-73 school
year progressed from a mean raw score of 16.7 (37th percentile)
on the TOBE Language at the beginning of the year to a mean raw
score of 22,4 (76th percentile) in the post-test for a gain of 39
percentile points.

4, The participating five-year-olds advanced from a mean raw

score 16.8 (34th percentile) on the TOBE* Mathematics pre-test to a

ERIC  * Test of Basic Experiences




post-test score of 21,6 (68th percentile). This indicates an increase
of 34 percentile points.

5. Greater change srores (gains) were realized on the Language
subtest for thrce of the four years of the pilot study than on the
Mathematics subtest.

6. At the end of the school year, participating children scored in
the upper one-third of the national percentile rankings on both the
language and Mathematics subtests for the last two years of the
pilot program,

7. It may be observed that there was significant (. 001) positive
change on all three subscales of the CBI*for the participating five-
year-old students. It may, therefore, be concluded that participants
in the fourth year of the kindergarten program: a) show more
extroverted behavior (this is to be interpreted as less introverted; i.e.,
shy, withdrawn) at the end of the year than at the beginning;

b) appecar to be more considerate and tolerant of others at the time
of post-testing than at pre-testing; and c) appear to complete more

initiated tasks at the end of the year than at the beginning.

Part 2:
Introduction:
Through Q-mode factor analysis and discriminant function
analysis procedures the children and the teachers from the twenty

centers new to the program were grouped in accord with the patterns

* Classroom Behavior Inventory




of their responses to the items in the appropriate instruments.
IFour response patterns were identified for the 753 children in
the sample, and three patterns emerged for their 38 .eachers.
For the purposes of this discussion, the children groups will
be designated Groups 1, 2, 3 and 4* and the teacher groups
will be Groups A, B and C.*

The four groups of children have been compared in regard to
their mean change scores on both achievement tests and noncognitive
measures.

Conclusions: (The reader is cautioned that these conclusions
are based on mean changes, only. There have been no adjustments
made for intelligence or preschool achievement. )

a) The children in Group 4 made the largest positive change
on both the Language and Mathematics subtests.

b) The children in Group 1 made the least positive change on
the l.anguage subtest. )

¢) 'The children in Group 2 made the least positive change c¢n
the Mathematics subtest.

d) Group 3 made the largest positive change on the Extro-
version/Introversion subtest. Group 2 had a small negative change
on this subtest.

e) Group 2 made the largest positive change on the Social
Behavior subtest and Group 3 had the smallest change. All groups

had positive changes.

* See page 87 for explanations.
** See pages 94-95 for explanations.



f) Groups 2 and 3 made large positive changes on the Task
Orientation subtest. Groups | and 4 had much smaller changes;
however, all four groups did move in a positive direction.

g) Overall, Group | children appear to have benefited least
from their kindergarten experience.

‘I'he children in the study have been grouped according to the
type of teacher they had last year -- a) child-ceutered classroom
teacher; b) restricted classroom teacher; and c) (not labeled at
this time). These three new subgroups of children have then been
compared according to their mean change scores on both achievement
tests and noncognitive measures.

Conclusions: (The reader is cautioned that these conclusions are
based on mean changes, only. There have peen no adjustments
made for intelligence or preschool achievement. )

a) The children taught by the Group A teachers (child -
centered classroom teachers) in our study indicated the greatest
positive changes on the TOBE: Language and Mathematics subtests.

b) The children of both Group B and C teachers (restricted
classroom teachers and the unlabeled teacher group) appear to have
similar changes on both subtests with the greater changesb on the

[Language subtest.

c) The children of the Group B teachers made the greatest
positive change on the Extroversion/Introversion subscale and the
children of Group C teachers made the least change. Children in

ERIC all three groups made positive changes.
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d) On the Social Behavior subscale, the children of
Group A and Group B teachers had positive changes with
Group B having the greatest change, Scores for Group C
children indicate a negative change on this subscale,

c) Scores on the Task Orientation subscale indicate
that all changes were in a positive direction. Group B
childrens' scores indicate the greatest change, and Group C
childrens' scores indicate the least change.

f)  The children of the Group B teachers made the
greatest positive changes on all three subscales of the
noncognitive measures,

g) The scores of the children of Group C teachers
indicate that these children make the least achievement and
non cognitive gains during the kindergarten year of the

children included in our study.

l.earning !nstitute of North Carolina
Research and Evaluation Team
1006 I.amond Avenue

Durham, North Carolina 27701

November 1973
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INTRODUCTION

The seventy -four (74) local educational units involved in the
Kindergarten/Early Childhood Education Program contracted with the
I.earning Institute of North Carolina (LLINC) to evaluate the North
Carolina State -Supported Early Childhood Demonstration Centers.
Preparation of this final evaluation report for the 1972 -73 school year
was performed by ILINC. Numerous sources were used for the narrative
scctions of this report: they include literature submitted to [LINC by
Ms. Gill Walsh, State Coordinator of EEarly Childhood Liducation Staff
Development, Ms. Suzanne Triplett, Program Consultant for Evalua -
tion of LEarly Childhood Education, and Mr. James Jenkins, Director of
the Division of Kindergarten/Early Childhood Education of the State
Department of Public Instruction, as well as reports from or discussions
with the Early Childhood Education Consultants from the State Department
and [.INC, the cight Early Childhood Regional Coordinators, and the
Special Education Coordinator. Information was 1lso obtained from on-
site visits, correspondence, and telephone discussions with teachers and

principals.

iii




PART 1

NARRATIVE




Chapter 1

HISTOR Y*

In 1969 the North Caroclina General Assembly appropriated $1
million for the establishment of the first state -supported kindergarten
programs in North Carolina. Two classrooms were sct up in eight
schools located in cach of the state's eight educational districts. Guide -
lines stated that the program would (a) establish kindergartens, (b)
provide teacher education, (c) involve parents, (d) coordinate with
other agencies, (e) evaluate the instructional program and (f) disseminate
infor mation concerning the project.

In the summer of 1969, the l.earning Institute of North Carolina
sponsored a month-long Larly Childhood Education Study Conference at
the Bliot -Pearson Child Study Center, Tufts University, for administrative
lcadership from various interested sohool systems, universities, and
the Department of Public Instruction in North Carolina.  In September of
that vear, a two-week workshop was held in Greensboro for teams of
persons (principals, kindergarten teachers and assistants, Supervisors,
and superintendents) from cach of the eight local educational agencies
participating in the original pilot program. Upon completion of the work -
shops, these persons returned to their local schools for two months of

on-site planning and preparation,

*Chapter 1, "History', has been adopted from various documents written by
the author for the Learning Institute.  Data were made available through the
State Department of Public Instruction, [LINC and various other sources.
Q
ERIC |
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Children first entered the centers in early December 1969, In 1970-71,
10 additional centers were selected, making a total of 18 state -supported
kindergarten centers in North Carolina. Again, training was held for all
18 schools. Teams of principals, teachers and assistant teachers from
srades K -3, special education per sonnel, and supervisors came together
for one month at either of two locations --one in Eastern and another in
Western North Carolina. The focus was not only on the kindergarten, but
on the influence kindergarten has on the primary years.

In 1971, the General Assembly continued support of the program and
increased its commitment to cartv childhood education by appropriating
4.3 million.  Thirtv -six new schools were sclected -- making a total of
54 carlv childhood centers. Due to this dramatic increase in the number
of schools, additional funds were sought and obtained from IFederal sources
and special state allotments for continuiny the staff development effort. To
Jive adequate cupport tothe new schools, cight regional staff development
centers were establishaed  -- one to be lovated at a school in cach of the
creht cducational districts,

[ iv childhood regional coordinators* were hired to direct a summer
traimimnr institute at the <taff development conter site, or at a college or
university. and to provide follow -up assistance throughout the vear to the
schools witan their respective districts, A state coordinator of carly
chitdboon dacatrn staff development was attached to 1LINC,

y ;hf: " 'n} c;l'l:h vl regional coordinator posibion was originally desigmated
as oo staft devaiopnopt coardinator. However o with the expansion of the
carly chibthood cduearion program the responsibilities of the position have

o chanved to anclude admnictrative and management duties as well as staff

EMC\]L:\":h>pmum responsibihities. thus, the position title has been changed to
reflect these expansions. This report will use the current nomenclature.



Each coordinator served five to seven schools within his/her district.
Approximately 600 persons came as teams from these 54 schools to the
summer institutes held within the respective districts.

Twenty new centers were added to the program in 1972, bringing
the total to 79 centers in 74 school districts across the state.  Approximately
800 persons came as teams from these 79 ceonters to the 1972 summer
institutes.  Some major emphases of these institutes were team communica -
tions, the basic theories underlving early childhood development, and
innovations in currsculum,

OUne of the swrongest points of the training program was the opportunity
to set up an informal classroom so that participants could implement the
concepts of personalized instruction with childrer, including exceptional
children integrated inte the regular classroom.  The special education
coordinator  (funded in 1972 in o yrant to Gaston County bv [ESEA, Title 11,
Section 306, to assist with the staff development in the four western districts)
and special education resource teachers were on hand during the summer,
as well as during the school vear, to work with children with special problems
and to lend expertise to the regular classroom teacher.,

From the outset. a special team relationship has developed among
partcipating school svstems, colleges and universities, the State Depart -
ment of Public Instruction, 4INC and the carly childhood regional coordi -
nators<,  niversitics have awarded course credit for the summer programs,
S Dpartioap et and provedod consultants and student teachers, he

State Department of Public Instruction and 1LINC have secured funding,

ERIC
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furnished personnel for summer institute staffs, and provided technical
assistance throughout the year, The early childhood regional coordinators
faciiitated the coordination of these various efforts. Under the leadership
of the coordinators, schools, too, truly have developed teams, i. e. principals
as well as teachers, are very much involved with children. Teachers plan
together, visit other schoocls, attend workshops, and bring back new ideas
for the entire school staff. The summer institutes and the follow -up
activitics have been spearheaded by the early childhood regional ccordinators.
The most significant new development during 1972-73, was action
taken by the 1973 General Assembly to make state -supported kinder garten
programs available to all five -year -old children in North Carolina by 1978,
There are appreximately 700 new kinder garten classrooms (23-26 children,
a teacher and a teacher assistant) for the 1973-74 school vear: therefore,
the 1973 summer training institutes involved approximately 2500 K -3 teachers
and teacher assisrants and about 500 principals.
Throughout the evolution  of the early childhood ¢ducation program in
North Carolina. there has been one overriding consideration -- the needs of
children,  The program has progressed through various stages of identi -
fication: Briish Infant School approach, individualized instruction, open

oducarion, and child -centered education, among others, as the program

decision-maker< attempted to identify an ideology that would best meet the

O

needs of our children, However o as the program has progressed through
four voar< of anintonsive pilor <todv, it has becomie evirdent that any attempt
to Label the progam s antithetical to the concopt of enhancing the growth

Sf individual childr on.

ERIC
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North Carolina is cognizant of the need to improve the educational
cxpericences offered to children. Traditionally, many educational practices
in our schools have not been in agreement with what is known about young
children,  Schools have attempted to '"school” all children in the same
way at the same time and have forced five- and six-year -old children into
unnatural situations, i.e., sitting at desks for long periods of time with
little social interaction with their peers.

Larly in the history of the program teachers were encouraged to
observe their children and to design their classrooms and make their plans
in accordance with their observations. Emphasis was placed at the classroom
level, and it was soon evident that successful classrooms were not always the
same tvpe, depending on the children and the teacher.

T'his report has attempted to avoid identification with a given idcology.
Much of the narrative coincides with discussions in current educational
literature of open education or British Infant Schools; however, we believe
that the North Carolina program is establishing a unique pattern of development.
To identify with a given label imposes a predetermined notion of the program --
a fallacious assumption. Pedagogical references lLave been utilized in this
report only when terminology was specific and self defining; €. &, 'integrated
day"™ -- it allows flexibility in the amounts of time nceded by each child to
pursuc his interests and consequently to extend his learning without isolating

specific subject (matter) areas.

* Scee page 14 for the discussion of the integrated day.




Chapter 2
PHIILOSOPHIES AND GUIDELINES

(The discussions in Chapters 2 and 3 do not intend to imply a model for
"the" classroom in the North Carolina Early Childhood Education Program
but are presented for constructive purposes to aid the reader in under -
standing the program. )

Children come to school with a variety of skills and needs, and
cach classroom is, therefore, different. It seems safe to assume that
what will work in one situation may not work in another. In a 1972 address
to the principals of schools in North Carolina with kindergarten/early
childhood centers, John Coe, Senior Advisor for Oxfordshire Primary
Schools, England, stated that 'the rhythm of a classroom must reflect
the rhythm of the children” therein. This quote summarizes very nicely
beliefs about educational goals and methods as they are evidenced in the
state’s carly childhood cducation program. Schools exist because of
ctitldren, therefore, all that occurs within schools must be for children.
Goals -- be thev overall educational goals or individual classroom goals --
must relate directly to the needs of the children. Methods, if they are to
be successful, musc respond to Coe's "rhythm of the children.

The goals, methods, and research discussed in this report, while
not promoting a predetermined program, proceed from some basic
assumptions about children and schools including:

1. Lven though there are similar developmental stages for

all children, children come to school with unique com -
binations of skilis, problems and learning styles.

3




2. Each child has the right to make choices concerning his or
her own life activities and must be provided with a wide
variety of alternatives upon which to base decisions.

3. Children will develop necessary basic skills -- reading,
other communication skills and mathematics if provided
a real purpose for the use of these skills.

4. Children learn best when they feel good about themselves.

Children are creative.

N

6. School experiences should foster positive attitudes towards:
a) self, b) other children, c) teachers, d) school, and
¢) learning.

The North Carolina Early Childhood Education Program seeks to
respond to each child's unique talents and to supply the necessary resources
that allow individual children to progress at their own rates and in their
own styles. The following are goals for the early childhood school years:*
tiducational experiences (1) will leave unimpaired the curiosity and zest
for living that the child has when he enters school for the first time; (2)
will provide each child with a vast store of heterogeneous knowledge and
experience that can later be classified, expanded and used; (3) should
allow each child to develop many skills which can later be evaluated and
perfectcd; and (4) should equip each child for the next step in his educational
carecr.

A description of informal British schools by Charles Silberman in

Crisis in the Classroom corresponds with the goals of the North Carolina

lzarly Childhood Education Program:

"Most teachers. .. were not just concerned with giving their
stugents proficiency in the technical skills and mechanics of
reading. They are equally interested in what the children

El{llCMCllor’ Edna. Lducation through Experience in the Infant School Years.
e OXford:  Basil Blackwell, 1953, p. 147.




use their proficiency for, and in the pleasure they derive
from it... And so most informal teachers and heads also
reject the view that 'one piece of learning is as good as

any other.' Their responsibility, as they see it, is to
create an environment that will stimulate children's interest
in and evoke their curiosity about all the things they should
be interested in and curious about: reading, writing,
talking, counting, weighing, measuring, art, music, dance,
sculpture, the beauty and wonder of the world about them,
relationships with adults and other children, and above all,
the process of learning itself. .. It is also to teach the

child what is worth knowing. " *

Specific goals can only be outlined as the attributes of individual
children are assessed -- their backgrounds, their existing skills and their
personalities. However, these adult prescribed goals must not become
the parameters for growth. Subtle changes occur and growth is made.
Patience must be exercised when a child chooses not to visibly or measur -
ably grow. Adults must be as patient and respectful of the intellectual growth of
children as they are of physical growth; they are both natural phenomena
that will occur if given proper nourishment.

The plan for statewide kinder gartens has been designed to speak to
the developmental level of the preschool child and to provide continuity into
the primary years. In effect, this program considers good early childhood

education to encompass the special needs of every child without isolating

certain ones from the group for exclusive instruction. The teacher provides
an appropriate learning environment, and is supported by the resource
staff -- special education teacher, librarian, etc. In some instances there

are resources beyond the regular teams, i.e., parents, reading teachers,

o *Silberman, Charles E. Crisis in the Classroom: The Remaking of American
EMCM New York: Vintage Books, 1970, p. 240.
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9
social warkers and community agencies; but all assistance is integrated
with the regular classroom activities of the children.

At the inception of the state -supported pilot kindergarten/early
childhood education program in 1969, guidelines were adopted by the
State Board of Education. The Early Childhood Division of the State Depart -
ment of Public Instruction was established to implement and facilitate the
guidelines within the centers funded through legislative appropriations.

The [Learning [nstitute of North Carolina was assigned the responsibilities
of evaluating the pilot kindergarten program and of providing support in

the arecas of program and staff development. The eight regional coordinator
positions were created to provide intermediary agents between the state
level organizations and the local educational agencies.

As the pilot early childhood program progressed with formative and
summative evaluation of the over -all program made available to the program
decision-makers, the State Department of Public Instruction and the LLearn-
ing Institute of North Carolina and the regional coordinators were
able to make immediate responses to the needs of the program. In
1973 at the end of the pilot kindergarten effort and at the beginning of a state
kindergarten/early childhood education program, the State Board of Education
adopted a new set of guidelines which evolved throughout the four years of
the pilbt efforts. These guidelines presented in Appendix A will continue
to evolve as the program grows .ind as the State Department of Public Instruc-
tion, the LLecarning Institute of North Carolina and the coordinators seek to

be always responsive to the needs of children of North Carolina.
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Chapter 3

PROGRAM

Population:

North Carolina has approximately 86,500 five year-old children
cligible for the state kindergarten program in 1973-74. These five-year -
old chiidren are located from the Eastern coastal areas to the Western
mountainous region, with the largest population centers located in the
central piedmont. The approximate percentage of nonwhites is 22%, and
the state's population is twice as rural as the nation as a whole. The
five-year -olds are located on farms and in cities; they are black, white,
Indian and 'other'; they are rich and poor -- economically and emotionally;
they are the sons and daughters of migrants, sharecroppers, mountaineers,
farmers, mcc.hanics, grocers, bankers, lawyers, doctors, textile and
tobaccn entrepreneurs; they are from none, one- or two-parent families;
and on and on. North Carolina's five -year -olds are heterogeneous -- they
have different experiences, skills, needs and interests.

During the 1973 -74 school year it is anticipated that 55% of the
state's five -year -olds will be enrolled in kindergartens: 135, 000 Will be
enrolled in kindergarténs funded through ESEA, Title I; 17,000 will be
in nonpublic kindergartens; and 16, 000 will be enrolled in state -supported

programs.

During the 1972 -73 school year, 3, 400 children were enrolled in

the state's pilot kindergarten program. Of these 51. 2% were male and

F TC(NOTE: The above information was obtained from the Bureau of the Census
,.. and the State Department of Public Instruction. )
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48. 8% were female. The percentages of racial composition within the
kindergarten population -- 29.0% black, 69.7% white; less than 19
Indian; and approximately 0.2% other -- compares favorably to the
state's composition. About two-thirds of the children were older than

five and one -half years old; one-third, younger.

[ xceptional Children:

The philosophy of the North Carolina early childhood education
program asserts that the regular classroom teachers can effectively provide
meaningful learning experiences for all children with the exception of the
severely handicapped The state's commitment to this philosophy includes
both the prevention and remediation of educational handicaps in children
in the primary grades and the avoidance cf inappropriate placement of
children in special classes.  An enlightened plan for the carly childhood
cducation program was designed which speaks to the developmental level
of the preschool child and provides continuity into the primary years.

In order to expedite the incorporation of the concept of inclusion into
the primary program, special assistance was provided the regular class -
room teachers and the special education resource teachers during both
summer institute and follow -up training. Demonstrations, workshops,
and small group discussions emphasizing strategies for meeting the needs
of exceptional children within the framework of open, multiaged classrooms
are made available to all involved school staffs. The content of this

training, within the overall staff development program, focused on attitudes
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and expectations regarding the exceptional child, observational skills,
prevention and remediation of educational handicaps, social relationships
amonyg children, child advocacy concepts, child development, and
utilization of resources and family -school relationships.

Because of the many individual characteristics of the children in the
state program, evaluation and assessment are continuous and ongoing
processes and involve the cooperative efforts of the child, the teacher, and
the parents. As the program has evolved, the observation of children
has been recognized as one of the most important factors in determining
the directions of a kinder garten classroom's program. Teachers must know
a great deal about 2ach child. The teacher’s initial assessment should
involve two aspects of the child: (a) background -- where does he come
from, what is his family relationship, what are his previous experiences
and interests; and (b) assessment of skills that he brings to school -- skills
that are already there to be utilized and expanded for his individual learning
process and /or for interaction with the group.

As the school year progresses, the teacher must be aware of the
growth of the individual children so that appropriate responses may occur.
Children are observed, and their growth -- intellectual, emotional, social
and physical -- is facilitated by the teacher's management of the environ -
ment tc meet the needs of the children.

The processes of continuous evaluation/assessment are performed

in a manner subtle enough not to interrupt the learning that is taking place.
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When by necessity, it becomes an overt process, hopefully, it does not
beccome a threat to the children. Competitive grading does not occur, as
it is sincerely hoped that teachers remember that errors are necessarily
a part of the learning process. Lrrors arc expected and open the doors
o further learning.  (The value of making errors is often negated in
classrooms by counting the number of errors in deciding grades. by
negative teacher responses to errors, by making the right answer the
best answer, etc.) The errors children make are respected as well as
the "correct’ responses.

Another important aspect of assessing children is that children

learn at their own rates and 1n their own stvles; therefore, assessment

must be individually designed for the children and for the task.  Children
do nceed honest and responsible feedback on their actions.  Just as they will
respond to one another honestly and openly -- so teachers should react
with their children, with the emphasis on the positive,

Interaction with parents may be a conferences either at school or in
their homes scheduled at regular intervals or in response to special needs.

At the end of the day the teacher and teacher assistant discuss
each child's involvement during that day. Inthc case of some children,
special attention is given to specific problems or possible nceds. [Lxtension
activities are discussed in respect to individuals and notice is takenof
needed materials. Periodically anecdotal records are written about

children to be included in their folders.
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The Integrated Day:

(The following description of the integ'rated day is taken from a narrative
written by Gill Walsh, the LINC British Consultant for Early Childhood
Education and the State Coordinator for Early Childhood Education Staff
Development. Ns. Waish has wovkea with the North Carolina early child -
hood education program for two years in areas of program development,
administration and staff development. )

What is it about the "integrated day” that makes it different?
Basically, it allows flexibility in the amcunts of time needed by each child
tc pursue his interests and consequently to extend his learning without
isolating specific subject areas. Traditionally, schools have been comprised
of artificial barriers both in subject areas and time periods. Where does
language begin and end? Can reading really be confined to a reading circle?
Children do not recognize making-a model from boxes as a craft lesson and
writing about their model as a writing lesson, unless this is imposed upon
them. | The one flows into the other naturally with a purpose for its being.

[n an unstructured integrated school day the underlying organization is
essential tc the successful working of the program.

The teacher is the provider and leader; she is open to suggestions
from the children and is very much aware of her responsibility to each child
in her group -- whether this is a self-contained unit or a cooperative teaching
unit. She is ultimately responsible for the provisions within the area --
paper, pencils, paint, clay, books, etc., and unless plentiful supplies are

available the children may respond negatively.

In a well supplied, bright, clean classroom what might the observer

see and hear? At any time in the day, apart from the scheduled times such
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as lunch a1 the Tess seheduling v better), the children mav be involvad
Mo et of purposeful activities, Some activities wili beomore self

Jirectod tan othors - g group constructime an airport in the block area -

causime much discussion and o great deal of cooperation. Two children
talking togcther about the voung gerbils, expressing their awarceness of

the tiny creatures in a language filled with meaning for them. The teacher
visits the two and having listened to the conver stion for a short time aska
if she canwrite down come of their words., Thev readilv agree, and a short
desceriptive prece is added to "Our Book about Gerbils”  and the two procead
to illustrate their writings,

Tweo children are exploring the propertics of cuisenaire rads while
throe other s are measuring a companion stretched out on the rug. lle's
seven fir cones lovg™ and "he's Jots of bottle caps long. ™ One child, able
to write their words, records the activity,  The teacher asks if thev can
count the bottle caps into piles of ten -- this they do and she moves on to
the listening arca where four children have lcadphonies and are concentrating
on a recorded storv.  Scveral children are discussing a book and one sleery
vouRgster is curled up in the armchair slowly turning the pages of a picture
book, 'Shall I read the story to vou?”  “"No, I'm just looking, " is the reply.
She returns to the Ubottle cap counters, ” and observes their various methods
of counting. She Jdiscusses with them the results of their counting.

In the home center two children are involved in some dramatic play
about witches, another child joins them and claims to be Hansel: thev are

dressed appropriately and suddenly the activity changes as one child declarces,

RIC
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"The baby doll needs something to eat."” She mothers the baby doll and her
two companions leave and take pencils, crayons and brightly covered, teacher -
made books. They sit at a table and talk about what they will draw --

witches maybe!

I'our children are modeling with natural clay, pummeling and
battering the clay to release the air bubbles. Onc begins to shape the
clay with careful fingerg and the shape of an animal emerges. His
pleasure is evident and he concentrates on his work.

At the sand table, as in other areas in the room, there is much
discussion. Two girls have filled various containers with damp sand
and proceed to turn out the "pies” on a board which bridges the sand
table. They lift the board ahd carry it to show others near by. The
teacher suggests they ask people to come by and look, rather than taking.
the sand to the people. '"How many pies?" "éan we write a notice?"” says
Sharon. Shc‘writeé her name and draws eleven pie shapes on a piece
of paper and visits various groups with her notice.

"How do you spell mountain?"” asks Roh holding up a word book to
Miss Hutchins. Rob’'s word book is his collecticn of words, those he has
used in pxie\}ious writing - they are his own words and he can read many
of them because there was a reason for needing them. He is helped with
his wérd - "It is a long word" he remarks as he returns to his writing.

At the easel a large piece of paper is being laboriously covered in
a beautiful mixture of color by a boy, wearing a "cover -up" (a cut down
shirt) to protect his clothing. The teacher notices his painting, but doesn't

, interrupt his concentration. She talks to the clay modeling group and
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remings them o place their models safely on the drving shelf if thev wish
to keop i,

Duraing the morning Andy and Karen preparce the snack, They count

out twenty -sin cups and place them with napkins and a plate of crackers on
the round table. Karen carcefully fills ten cups with juice and children
boan to come by to take <nack, sitting at the table or standing near.
Conversations ensua crackers and juice are consumed, and children
roturn to activitics,  Andv calls to Rick that snack is readv: more cims
arc filled with juice as required. Andv and Karen taking their responsibility
vory seriously, Thirty minutes passes and snack is finished, The con-
tinuity of the morning is noticeablo,

wo other children have joined the bovs who are drawing and writing,.
In the home center two bovs are constructing a dog house from blocks,
I'he girls are still working with cuisenaire rods, A list of color names is
boing compiled by David and Mark in response to the teacher’'s suggestion,
as thev sort out a varicty of buttons.  FFarm animals have been added to
the block constructions.  There is a busv hum of work, there is a tremendous
feeling of respect and joy of learning.  Children wake their time to read,
write. modcel, paint. build, etc., integrating subject areas as they learn
with a4 purpose.

The teacher knows each child, she listens to children read, works
with those as she sees appropriate, she answers requests for help and
for her opinion, she is ¢concerned that each child shall be extended accord -

ing to his innatc abilitv. She has provided resource arcas in the room and



uses the extended environment of the school and the surrounding community.
She encourages the children to be responsible, to clear away their mater ials

when finished, to take pride in their work, and she gains satisfaction from

their joy in learning as she is aware of her children wanting to discover
and find out and work hard. The day will proceed, sometimes the pace
slowing, which is natural with children. Children are -given time to learn
by watching others, to rest as they need to, or to be involved for long
periods of time and to see a job done well. The room reflects the excite -
ment and happiness of young children learning and sharing.

There is a need for concentrated movement for most children and
an opportunity is given for the children to enjoy ropes, balls, bean bags
and the climbing apparatus. | The teacher oﬁserves her childrén - she
notices those who do not participate fully on this occasion, and is aware
of the children acquiring and practicing skills. The group returns to the
classroom, chattering and discussing theif games and activities. Geherally,
the children return to the work they left - writing, painting, reading, some
move to differerg areas; thé day continues.

The obser\.fer is aware of the continuity which allows the flow of
learning to encompass the children and it is not until thirty minutes or so
before the end of the school day that the direction changes. The teacher
quietly reminds her children that a general cleaning up for the day should
be underway. ''Take time to finish your painting’" - ''leave your construction
for tomorrow if you wish" -~ children announcing that they will work on
this or that tomorrow. The animals and plants are checked. There is a

ERIC
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wradoal calmness as the group gathers in the book arca to hear a story told

v the teachors There s o happy vet gquict oxit as children leave to ride

their bus home or to walk home.  Some linger to discuss a point of intcrest -

books are borrowed to read or to have read to them at home.

I'or the teacher, the dav continuces as she checks materials, makes
a hodr Gozen more books, mounts some pictures, paintings and drawings,
some patterns made with printing techniques and labels some junk models
made during the dav. She shows respect for the work of her children.
She prepares a collection of sinking and floating materials near one of the
sinks.  She makes a chart naming the articles which were used for measur -
ine durins the dav. She finds a book about garden spiders, because she
plans to bring in one of the species tomorrow. She plans to talk to the class
about the clav as a modeling material and use Desmond’s clav model of a
horsc to illustrate the session.  Handling clav is an art in itself and models
break casily if picces of clay are pushed onto the model.

Once dav continues into the next....... .

The Classroom:

The physical arrangement of the learning center (classroom) is
based on the identified interests and needs of the children. The class-
room is divided into various interest areas whose activities and facilities

arc not isolated from cach other, i.e., buttons from the math arca might

|

be nceded in the sewing area, or vice versa, The classroom is the center

O
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of the learning cnvaironment: the classroom mav open to include the
plavee oend, o o sl yarden plat just outside the room, or the <chool
kitchon, ov the librarv, or the principal’s office and mayv also extend to
mclude the community and its particular environment, The interest arcas
continuously evolve as the vear progresses.  The children move among the
arcas as their interests dictate. with teacher intcrvention when extension
of an activity is possible. There are two or three quiet spots in the room
whcere childrea can just relax and be alone and work arcas with no material
except what the children wish to bring, some tables with chairs or tables
without chairs or just carpeted spots in the room.  (See the FFigure | for
floor arrancement designed by Ms. Walsh, It is included to give the reader
some idea as to possible rooms plans. It is presented as an example only,
not as a moedell)

Some interest areas that arc usually included in a classroom are a
math and science arca, an art area, a home center, a reading and writing
arca, a woodworking arcea, a music area, a natural science center and a

construction or block building area.
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Some notes on the room arrangement:

Although the teacher has designed a room arrangement which she
feels suits her group of children at this time, she, with the children, may
decide to change the arrangement as the need arises. The areas in the
room are resource areas for materials and activities. Although math
materials, for example, are stored together, this does not limit their use
to this area. There are obvious exceptions, such as paint being kept
clear of the rug. Onec important criteria is that everyone shares the
responsibility of returning materials to the right areca after use. Providirg
adequate storage enables good housekeeping to take place. Children must
be trusted for they respond positively to responsibility.

I. The double sink unit allows for greater flexibility -- water play
continuing while paint brushes are being washed.

2. Storage for art materials, paper, paint, clay, brushes, etc.,
easily accessible to the children.

3. Sliding doors to covered patio immediately extends the learning
environment; some activities will move naturally outside,
carpentry, sand, etc. A garden might be developed by the
children.

4, ‘This low mobile unit stores constructional activities which may
be combined with block building or may be moved from the area
according to the needs of the children.

5. The storage unit in this area will be used for blocks and other
improvised materials which the childrer will readily incorporate
into their constructions -- steering wheel, heavy card bricks,
thread cones, etc. The low "step bench' varies the level for
construction.

6. Children identify easily with living things; they are responsible
for the welfare of the animals and plants under the guidance of
an adult. The aquarium, terrarium, plants and animals require
differing amounts of heat and light. Various areas in the room
can be developed and be attractive resources for natural science.

7. A good selection of many kinds of books, easily available to
the children,provides resource for reference, reading or looking
at pictures. This is a positive provision to encourage enjoyment of
books and relates to both reading and writing. The coziness of
the area is attractive and is a quiet place for group gatherings,
stories, discussions, etc.




Chapter 4

STAFF

Role of State Education Agency:

During the pilot kindergarten program, the state education agency
has exercised leadership, administrative, and regulatory functions. The
legislative mandate to conduct the program was assigned to the State Board
of Education and administered through the controller's office and the
Department of Public Instruction's Division of Early Childhood Education.

The State Board of Education established guidelines for the administra -
tion of the program, including criteria for selection of the pilot centers.
The controller's office developed procedures for the allocation of program
funds, for both the state appropriations and federal funds secured through
the Education Professions Development Act for staff development activities.

The Division of Early Childhood Education has provided program
leadership on behalf of the state education agency w ith assistance from other
divisions. This has included recommendations of possible pilot centers to
the State Board of Education, preparation and distribution of instructional
materials, participation in the design and conduct of the staff development
program, providing technical assistance to local schools, and interpretation
of the program to the public and General Assembly. The Department of
Public Instruction, jointly with LINC, established an advisory committee on
early childhood education staff development with various departmental

personnel serving as members.
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6.

Examples: Career Education, AMA, Special Education

To work with regional coordinators and the Director of
the K/LECIS Division to plan and administer fiscal and
program components of statewide summer institutes,
wor kshops, and conferences.

'T'o contribute to the policies governing the operation of
the state K/L:CL program.

lixamples: Drawing up guidelines for submission to the
State Board of Education. Making recommend -
ations concerning evaluation of the K/ECE
program.

To develop and implement programs for young children

by planning, organizing, coordinating and/or directing
services which include: An orientation of school systems
to the state K/ECE program; advising school systems on
budgetary and programmatic concerns relative to their
administration of the K/ECE program; assisting school
systems in planning and implementing institutes and follow -
up; providing technical assistance to individual teachers.

. 'I'o plan and administer fiscal and program components of

rcgional summer institutes, workshops and conferences.

To promote open channels of communication among
individuals involved and/or concerned with developing
programs of K/ECE through: coordinating inter -school
visitation and follow -up, sponsoring conferences for

[LIEA leadership personnel, and offering technical assis-
tance to local school personnel for working with parents.

To disseminate information to the public and educators
through: the news media; newsletters; and meetings with
local PTA and civic groups.

To bring together other support agencies at the state and
regional level to prevent duplication of effort and to
promote the sharing of ideas that are beneficial to children.

To establish relationships with institutions of higher
learning in order to promote compatibility between early
childhood personnel training programs and the K/ECE
program.
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!‘{f_)'lg__(_ﬂ'l_lpv_lw,g';lrning Institute of North Carolina:
Throughout the pilot phase of the state's kinder gareen program,
LLINC has had two major assignments -- designing and coordinating staff

development activities and conducting program research and evaluation.

In anticipation of the initial thrust toward state support for kindergartens,
LLINC organized a leader ship development institute at Tufts University in

the summer of 1969, assisted in the design of the on going staff development
program and has continued involvement in the program through the LINC Early
Childhood Education team. The team has included the State Coordirator

of Early Childhood Education, a British consultant, and the program evaluator.

Statc Coordinator of Early Childhood Education Staff Development:

The coordinator of ecarly childhood education staff development is
responsible for the overall administration and coordination of summer training
institutes and follow -up activities in the eight educational districts of the
state.  Also, the state coordinator is charged with providing on -site technical
assistance to the carly childhood regional coordinators by organizing follow -
up regional study conferences, assisting in the summer institutes, and
making observational visits to representative early childhood schools. Regularly
scheduled planning and staff development meetings of the regional coordinators
are arranged and conducted by the state coordinator.

Fifty percent (50%) of the funding for this position is allocated from
ESEA, Title lII, Section 306 sources, and the remaining 50% is received
through LLINC from other funding sources. This system of shared funding
allows the coordinator of early childhood education staff development to serve

n a statewide basis to eliminate possible fragmentation of staff development
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cfforts.  (Staff development activities in the four western North Carolina

educational districts are funded through EESEA, Title III, Section 306,
while the activities in the four eastern districts have been supported
through EPDA funds. However, the EPDA funds expired on June 30, 1973,
and the four castern regional coordinator positions were incorporated into
the Larly Childhood tiducation Division of the State Department of Public

Instruction. )

Rolc of Regional Larly Childhood Education Coordinators:*

The regional coordinators are deeply involved in the complex business
of incorporating five-year -olds into the primary programs of the North
Carolina public schools. Even though coordination of staff development
from superintendents tc teacher assistants is a fundamental part of their
jobdescription, it docs not represent the entire scope of their responsibilities
as the program cexpands from a pilot study effort to a statewide early child -
hood cducation program. 'The following describes the duties of the early child -
hood regional coordinators, as stated by Mr. James Jenkins, the Director of
Kindergarten/lZarly Childhood Education at the State Department of Public

[nstruction.

1. To plan with regional coordinators and other state depart-
ment personnel policies and programs which affect state
and district K/ECE activites. Specific responsibilities
include advising and giving technical assistance on budgetary
matters on a statewide basis; planning and scheduling state -
wide summer institutes, workshops, and conferences;
working with representatives from other divisions and state
agencies to promote compatibility in programs which affect
voung children.

*Much of the following description has evolved through the efforts to evaluate
E TCmd document the Gaston County ESEA, Title 111 project which supports the
,, four western regional coordinators.



10. To cstablish relationships with institutions of higher
education for the purpose of shared use of facilities and
human resources and to cooperate in research and develop -
ment prejects,

I:xamples: Shared use of facilities, resources and
cooperative projects -- location of institutes
and other meetings, institutes of higher
education using staff development centers
and schools with the state EC program for
wor kshop locations and community meetings;
institutes of higher education using state
program teachers to conduct workshops:
staff development coordinators give lectures,
seminars and workshops in early childhood
training courses held in institutions of higher
cducation; staff development coordinator
assists in establishment of teacher centers
located at institutions of higher education:
staff development coordinator assists local
school systems in establishing relationships
with EC personnel at institutions of higher
education for local staff development activities:
staff development coordinator assists institu-
tions of higher education in pianning and imple -
menting changes in EEC teacher training curriculum:
higher education institutions use state [:C
programs for their intern programs; staff develop-
ment coordinator works with higher education
institution personnel in developing and implementing
a model educational program for mainstreaming
special education children; and higher education
institutes use state 1:C programs for rescarch in
designing their teacher Iraining programs.

Intra -district responsibilities include planning and directing regional
summer training institutes for the K -3 teaching teams* from the carly

childhood centers, serving as staff mmmbers for the Principals’ Conference,

*loxample: A team may consist of the kindergarten teachers and teacher
assistants, first, sccond and third grade teacher representatives, the
special education teacher and/or librarian, the principal, and, if possible,
an elementary supervisor representing the LLIFA.

O
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training new personnel in student assessment, and organizing on-site visits
to the centers for follow -up training and assistance. Many of the coordinators
produced a report evaluating and documenting their summer institutes and

distributed monthly newsletters within their districts and to appropriate others.

The majority of the responsibilities of the individual coordinators
is involved with activities within his/her dist:rict; but, the coordinators under -
take notable extensions of these activities. For example: {a) the eight
regional coordinators, with the assistance of early childhood personnél from
_the State Department of Public Instruction and LINC, conducted a statewide
Principals' Conference in July, 1972 for the principals of the 79 schools involved
in the state early éhildhood program; (b) every month, the coordinators attend
a mecting conducted by the state coordinator of early childhood staff develop -
ment for the purpose of consolidating the ongoing activities in the eight regional
districts and State Department of Public Instruction and LINC. During this
' past year, | these monthly meetings assumed larger perspectives than before:
besides providing the opportunity to share, discuss and evaluate, these meetings .
have been used to plan for the statewide expans'ion of the early childhood educa -
ton program.

Some pertinent activities undertaken and accomplished by the
coordinators werc: a) writing guidelines for the state early childhood
education program; b) preparing budget proposals for individual schools
to implement future staff development and evaluation activities; c) develop-

ing a proposal concerning the revision of the early childhood education

evaluation and research design; d) devising the form for submission to the
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State superintendent of Public tnstraction of vearly plans by the LEEA upon
acceptance of o kKiderygarten center: and ¢©) effecting the mechanism for
the staff development of approximately 2500 teachers and 500 principals
new to the program as of june 1673,
in addition to these substantial supplemental activities, each coord -
inator participated in inter district workshops, principals’ and/or

supervisors’ meetings and discussion groups.

Pt Role of the Teaching Team: Teacher and Teacher Assistant:

One hundred and forty cight (148) teachers, cach with a teacher
assistant, were involved with the North Carolina pilot kinder garten program
in 1972-73 working with approximatelv 3400 five -vear -old children. The
basic teachine team unit was one teacher and one assistant: the units were
utilized in various wavs: teacher and teacher assistant teams maintained
clf ~contained classrooms with 23 ¢hildren: teams were combined into
double units w gh 46 children: teams were composed of a kindergarten team
unit and a fir<t, and possibly a scecond, grade teacher into a multiaged class -
room: and, various other combinations were utilized depending on the needs
of the children and the teachers and the degree of development of the teaching
team. among other things.,  All of the participating staff members received
training to prepare them for working with voung children. Also. cach team
had ready access to follow -up assistance from or through the regional

coordinators,
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Fhe teacher leads the teacher teacher assistant team, The assistant
works closely with the teacher in all aspects of preparing, maintaining and
implementing the learning environment for yvoung children.  Theyv are not
the dispensers of knowledge: thev are the facilitators of learning through
the management of the environment.  The teacher’s role will varv from
child to child. A primary responsibility of the teacher is to assure that each
child will be fullv engaccd 1n activity for as much of the dav as possible,
to cncourage the active exploration of the environment by the child and to
oxtend learning as much as possible with the individual child. Teacher activities
that are supportive of this responsibility appear to correspond to the following
as outlined bv Roland Barth. *  The teacher

I.  Respects children as individuals

2. Manages the environment

3. Provides materials

4.  Consolidates children’s experiences through language
S.  Provides direct instruction

(. lIincourages children’s activity

I-ncourages children’s independence.

I'he teacher values the characteristics of each child and seeks to
cnhance growth utilizing the child's strengths and interests.  Children are
cncouraved to become actively involved in meaninetul activities as deteymined
bv interests, Within a given classroom children mav pursue an activity
cither singlv. in pairs or smatl groups with or without the input of an adult.
Onlv occasionallv will the teacher predetermine specific activities and/or

VT ouping patterns,

* Barth, Roland. Opcen Bducation and the American School.  New York:
Avathon Press, Inc., 1972, p. 60,
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The teacher determines how the classroom looks and what materials
are available to the children. Rich and varied environments are necessary
to provide cach child with adequate resources for exploration and learning.
" T'he locus of learning is where something of particular intecrest to the child
happens to be. " *

Afaterials are made available which will "...engage the child's
innate curiosity and involve him in the learning process. "**  Thc material
mav be found inside or outside of the parameters of the classroom. They
ire often provided by the childran themselves and are inexpensive, familiar
and casilv accessible. Materials are usuallv multi -purposed and open to
the need or the interpretation of the child.

"L .. the teacher can exercise a delicate, vet powerful function: he
can encourage the child to verbalize his discoveries, provide the child with
2 word for a concept of an idea, and help the child to associate a useful
svimbol with a concrete experience. " ***  The child's experience is valued
without imposition of adult interpretation and language.  Nonverbal as well
as verbal behavior s valued,

here are times when it is necessary for the teacher to be directive:
1) to cnable the child to acquire important skills or information necessary
for continuing his active pursuit of his interests and 2) to eliminate danger

to the child or others. The teacher trusts the children and has confidence in

Cepocit. . LTS
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their ability to make choices concerning their activities.,  The teacher
manages the environment and provides materials which will encourage
activity, lime is flevible,

it s more important that children become independent and sclf -
sufficient rather than dependent on adult direction: therefore, the teacher
provides direction onilv when the child needs help in continuing an activity
that cannot be obtained by the child or from another child. The teacher
mav best help by allowing the chila to anaivec Lic own experiences. "By
cucouraging the child to pose his own problems, soive them and verify them,
bv providing situations in which the child can work independently and

expeericnce success, the teacher can help the child to become autonomous, " *

1The Role of the Principal

One of the participating principals summarized his role in the early
chilkdhoond cducation program when he said that, “"The principal is administra -
tively and programatically responsible for his (her) school.  He (or she)
must be an nstructional leader and set the tone for the lcarning activities
that occur within the school setting. ™ The principal has been identified as
the kev member of the early childhood team and has been included with his
staff in in-service activities,  In addition, manv programs have been provided
for principals to help them o identifv their roles and implement their ideas
concerning carly childhood education.  Support svstems have been established
through the regional coordinators to assist principals in their schools when -

cver needs arise. Consultants from the State Department and 1LINC have also

Q
[MC Op.Cit., P 90
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been made available for helping the principal implement the progrant in his
<choot,

I'he kindergarten program is considered to be an integral part of the
primary program: therefore, in most cases, the involvement in the kinder -
sarten program promoted a change in the primary programs of the participating
schools, inservice was provided for the primary teams including resource
personnel and team leader. the principal.

Fhe principal facilitates the role of the teachers by providing them
voc opportunity for makingeg docinions concerping what is best for children,
Gwreby doeveloping their ideas and beliefs about children, learning, and

knowledyec.

Roecource Porsonnel:

The carly childhood education program considers good education to
cncompass the special needs of every child without isolating certain ones
from the group for exclusive insmuction.  The teacher provides appropriate
lcarning activities for cach child, and is supported by the resource staff --
special education, music,and art teachers, librarian, ctc. In some instances,
there are resources bevond the regular teams; i.e., parents, reading
teachers, social workers and community agencies; but all assistance is

integrated into the regular classroom activities of the children.

Ihe followin s discussion is taken from a study supporred by ESEA, Title 111,
Section 306 funds.  Additional information is available from the [Final Iivalua -
tion Report for the Istablishment of Regional Centers for Earlv Childhood
Staff Development, August 1973, published by the Tearning Institute.

ERIC

Aruitoxt provided by Eic:



34
lixperience indicated, however. that classroom teachers required

different kinds of assistance to successfully implement this approach and
that supplementary personnel needed to function differently. [For example,

with the "mainstreaming’ of handicapped children, special education teachers
had to move out of self -contained situations and become resource persons in
supporting the developmentally handicapped child and his/her teacher within

the regular classroom.  An innovative staff development program was developed

to facilitate this change within the carly childhood education program. A

special education coordinator, funded through the ESEA, Title I1I, Section
306, Gaston County project, was assigned to work about half -time in one
school district in a concentrated effort with the special education resource
teachers in the context of the regular classroom setting. (This center now
serves as a model demonstration and training center for teachers in the
western part of the state.) The remainder of the coordinator's time was
spent in conducting demonstration workshops, seminars and related activities
over a large portion of the state.

The following discussion of the advent and amplification of the resource
program (data from the study are currently undereoing analyses by the 1.INC
Research and Evaluation Tecam ) at Polkviiie Elementary School by Betty
Siviter, Special Education Coordinator, describes both the concept of the

resource approach and the role of the resource teacher.

Polkville School contains grades K-6 and serves a small town
and a rural community located 12 miles north of Shelby.

In 1971 -72, Polkville School operated a separate self -contained
classroom for educable mentally retarded (EMR) children.
Through the cooperation of the school district authorities and
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Polkville School, the system agreed to return EMR students to
their regular classrooms and to design and operate a resource
room for special education needs.

The early childhood education coordinator for exceptional
children met with the Cleveland County administrative staff, the
principal, the resource teacher and the Polkville faculty members
numerous times to plan and implement their program. The
plan also called for the re -education of teachers to better meet
the needs of all children. She conducted wor kshops, met with
the resource teachers, Polkville teachers, parents and community
resource people to help implement the resource approach.

The resource teacher describes her role as follows:

1. To preparc and distribute referral forms to classroom

teachers.

2. To receive proper referral forms from 16 classroom

teachers in order to identify the EMR, learning disability
(LD) and emotionally disturbed (ED) children according to
their specific needs (first <iv weeks).

3. To screen, observe and give appropriate formal and

informal tests to diagnose the child's specific problem.

4. To prescribe proper methods, techniques and strengths

of children in these areas (EMR, LD and ED).

S. To change attitudes of teachers and other classmates

toward exceptional children.

6. To supply materials and teaching methods.

7. To make materials for resource room and classrooms.

8. To hold continuous conferences with teacher and parents.

9. To arrange a flexible schedule for working in resource

room, classrooms and planning.
10. To evaluate the special education program continuously
(weekly).

11. To evaluate children (pre and post).

12. To keep folders on each exceptional child -- diagnoses,
activities, methods, personal information and work.

13. To use all available community agents.

14. To provide staff development for fellow faculty members
(workshops, handouts, books, etc.).

15. To arrange for experiences to happen for the exceptional
child and friends (field trips, projects, interests).

The resource teacher also warked with teachers, especially K-3
teachers, to help them realize that if their classrooms are child -
centered and there are resources for exceptional children provided
in the classroom, and if the teacher models a positive attitude toward
these children, exceptional children need not be segregated into
classrooms.

Within the framework of the resource program, categorical labels
began to be eliminated and the stigma of special education placement
was greatly reduced. Some teachers preferred the resource teacher
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to stay in the regular classroom and help, while others used her only
in a consultant capacity; and even teachers in grades 4 -6 would not
let the exceptional children leave the regular classroom when involved
in learning experiences exciting to them. These were the kinds of
responses that the resource teacher worked toward.

The Polkville resource program first served 15 children who were
EMR students. The resource teacher designed her room with interest
centers. She worked with students in the resource room (EMR and
regular students) and in their classrooms on a scheduled basis.
l.ater during the year, she chose a more flexible schedule so as to
serve more students (30 EMR and LLD). Regular students chose
to work on special projects in the resource room, too.

The resource teacher served in a consultant role with Polkville
tcachers -- helping in their rooms (teaming), conducting conferences
and workshops, providing materials from the resource center to
regular classrooms, making materials with teachers, holding parent
conferences, meeting with other agencies, and meeting the needs of
the requirements of the director.

The resource model, with its flexible schedule system, could easily
incorporate the training program for regular classroom teachers and
teachers of exceptional children into the school system.

Similar changes are occurring in schouls across the state. Special
education and reading, art, and music teachers and librarians, especially,
are discovering when children learn through the integrated day approach and
when tcachers manage the learning environment to meet the individual needs
of children that they, the specialist, must redefine their roles. No longer
is it appropriate for an entire class to go to the library at a specific time to
learn a teacher -identified skill. Librarians must now help an individual
child with a particular prbblem when the child needs the assistance; and
usually, very few children have the same need at the same time.

The state's early childhood education staff development efforts are
expanding to include assistance for both these special teachers and the regular
classroom teachers in the efficient use of supplemental personnel. A major
emphasis of the program is school team cooperation for the enhancement

[KC the growth of children.
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Chapter 5
PURPOSE

Initially, there were two purposes addressed by the evaluation
design for the North Carolina kindergarten pilot program: (1) to provide
information for the state's decision-makers about the effectiveness of
the program for five -year -old children; and (2) to provide information
for classroom teachers for making decisions concerning the skills and
needs of individual children.

The original design was first administered in December -1969.
Specific data, with minor variations, was collected for every chiid
in the program at the beginning of each of the four pilot years. At the
end of each year, data was collected from children in a random sampling
of the classrooms.  The design was expanded this year to include data
from the teachers and the classroom environments in ém effort to
determine if relationships exist between the achievement gains of children

and the learning environment as established by the teacher.
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Chapter 6

HISTORY
of
Evaluation of the North Carolina Pilot Kindergarten Program

The 