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SUMMARY

Project Giant Step is a comprehensive preschool program for
four-year-olds. It provides an educational program and health
and nutrition services for children, and supportive social
services for children and their families. Project Giant Step is
coordinated by the Mayor's Office of Early Childhood Education
and administered through the Agency for Child Development and the
New York City Board of Education. (reated in 1986, Project Giant
Step began its second year of operation in September 1987 and
expanded to an additional 75 classrooms in 37 New York City
public schools. The program was initially located in 28
classrooms in 14 schools. All sites that opened in 1987-88 were
established in Chapter 1 schools foilowing all Chapter I
guidelines. OUREA's 1987-88 evaluation focused primarily on the
implementatiun of Project Giant St2p in the new sites,

Project staff included 23 teacher specialists, who
coordinated and supervised project activities, and a half-time or
equivalent social worker or psychologist for every 120 children
enrolled in the program. New to 1987-88 project staff were two
early childhood supervisors who provided a link to the New York
City Board of Education and technical assistance for the teacher
specialists. Classroom staff included a teacher, an educational
assistant, and a family assistant. Children attended daily half-
day class sessions from 8:40 to 11:40 A.M., or from 12:00 to 3:00
P.M. The 75 classrooms provided space for 3,000 students, with a
maximum of 20 situdents per classroom.

All Giant Ster classrooms were well equipped. Children were
observed using materials and equipment that maximized
opportunities for interaction with their peers. Teachers were
engaged with children in developmentally appropriate activities.
When compared against National Association for the Education of
Young Children (NAEYC) standards, Project Giant Step was deemed
successful in providing quality educational experiences.

Because attendance has remained low, OREA recommends further
research into the reasons for low attendance; careful monitoring
of attendance, and development of school-based strategies for the
improvement of attendance. OREA also recommends improving
communication by Project Giant Step personnel to district and
school-based personnel through preservice activities designed to
clarify the philosophy of the project and to delineate the roles
of the Project Giant Step staff in relation to the school staff.
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I. INTRODUCTION

PROGRAM BACKGROUND

In March 1986, the Early Childhood Education Commission,
appointed by the Mayor of New York City, recommended that the
city make quality educational programs universally available to
all four-year-olds in public school prekindergarten classrooms
and in similar classes in preschool programs operated by the
Agency for Child Development (ACD). The new comprehensive
prekindergarten initiative, named Project Giant Step, began in
September 1¢86. Project Giant Step was coordinated by the
Mayor's Office of Early Childhood Education and administered
through the central offices of the Board of Education and ACD.
In addition to a developmentally appropriate half-day ed:ucational
prograr. for children, Project Giant Step provided support.ive
health and social services to children and their families. It
also encouraged parents to become active partners in their
children's education.

Twenty-eight Project Giant Step classrooms opened in 14
elementary schools located in six different community school
districts in October 1986. The Office of Educational Assessment
examined program implementation during Project Giant Step's iirst
year of operation and concluded that the programs agreed with
project guidelines in the areas of pupil recruitment and
enrollment, proj <t supervision and staffing, educational
programming for children, stw{f development, parental

involvement, and supportive health and social services.



In September 1987, the program expanded to an additional 37
schools in 14 community school districts. The 75 new classroomnms
provided space for an additional 3,000 children. Table 1 shows
the numbers of districts, schools, classrooms and children

involved in Project Giant Step during the 1987-88 school year.

TABLE 1

Numbers of Community School Districts, Schools,
Classrooms, and Children in Project Giant Step
Board of Educaticn Programs, 1987-88

Community
School
Districts Schools Classrooms Children
Veteran Sites 6 14 28 1120
New Sites 13 37 75 3000
Total 19 51 103 £120C

PROGRAYN DESCRIPTION

In 1987-88, Project Giant Step continued to be coordinated
by the Mayor's Office of Early Childhood Education and
administered through the central offices of ACD and the New York
City Board of Education. Within the Board of Education,
community school district superintendents supervised the program
in their districts. An Early Childhood liaison in each district
office served as a link between the district, the Early Childhood
Education Unit at the central Board of Education, and the Project

2
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Giant Step schools. Project staff included teacher specialists,
who coordinated and supervised project aclivities; a teacher,
educational assistant, and family assistant for each classroom;
and a half-time or equivalent social worker or psyc¢hologist for
every 120 children enrolled in the program. Children attended
half-day class sessions either from 8:40 to 11:40 A.M., or from

12:00 to 3:00 P.M., Monday through Friday.

THE _1987-88 EVALUATION

The Office of Research, Evaluation, and Assessment (formerly
known as the Office of Educational Assessment) assessed
implementation of the Project Giant Step public school programs
that were launched during the 1987-88 school year. The 14
veteran sites also participated in 2 longitudinal evaluation of
program implementation and its effects on children and families.
This outside evaluation which was contracted through the city's
Office of Management and Budget was conducted within the Board of
Educatiorn and ACD sites by ABRT Associates, Inc. of Carbridge,

Massachusetts.

Evaluation Questions

The OREA implementation study addressed the following
questions:
« What were the characteristics of the students in project
clarses? How were they recruited and selected for

enrollment?

« What were the characteristics of the project staff? What
was their prior experience and training?

1t



+ What preservice and inservice training was provided to
project staff? How did i1he staff assess the various
staff development activities offered centrally and in the
districts? What was the impact of training upon class-
room practice?

¢« What was the educational program for children regarding
schedule, equipment and materials, classroom arrangement,
classroom activities, and adult/child interaction? How
did the program meet the different needs of individual
children?

+ How did project staff involve parents in their children's
education? What activities were planned for parents?

Data Collection

Data were collected for this report in several ways. First,
information about the children and their families was available
from the program application forms which parents had completed
when they registered their children for the program. Secondly,
the Board of Education's Student Information Services provided
attendance data. Project Giant Step staff also submitted class
rosters and logs of staff and parent activities.

To assess classroon implementation, OREA field consultants
observed 26 Giant Step classrooms in 13 randomly selected
schools. The classroom observations focused on the type and
frequency of activities, materials used, grouping patterns, and
interactions between children and adults. The observations were
d:vided evenly between morning and afternoon sessions.

During the site visits, OREA field consultants also
conducted structured interviews with all teacher specialists,
classroom teachers, educational assistants, social
workers/psychologists, family assistants, and r .100l principals.

4
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These interviews included questions about each individual's
previous experience and goals, perceptions of the implementation
ol Project Giant Step in its first year, individual assessments
of staff development activities, and recommendations for the

future.

The Evaluation Report

The following report presents findings concerning program
implementution in Project Giant Step sites which opened in 1987~
1988. Chapter II describes the children and families who
participated in the program in the new sites. Chapter III
focuses on the staffing of the program, the roles and
relationships within the program, and the impact of staff
development. Chapter IV discusses the implementation of the
educational component in Project Giant Step classrooms. Parent
involvement and supportive services for families is discussed in
Chapter V. The final chapter contains conclusions and

*

recommendations.

‘The 1986-87 evaluation report contains extensive discussion
of issues related to program organization and staffing, classroor
scheduling, parent involvement, and social services. Findings
about the program waich remained essentially the same have not
been repeated in this report. Readers who want more information
are advised to read: O.E.A., Project Giant Step Final Report
1986~87.

14



II. PROJECT GIANT STEP CHILDREN

STUDENT RECRUITMENT

Program staff continued to use a variety of methods to
notify parents of eligible four~year-olds that Project Giant Step
was available in their districts. Methods for publicizing the
program included: flyers, posters, radio and newspaper
announcements, notification of public agencies and local
religious institutions, and door-to-door canvassing. The staff
also contacted key commuinity members who were able to inform
parents of potentially eligible children.

On the program application form, parents indicated how they
learned about the program. Almost half, or 45.6 percent, of the
parents had heard about the program from a friend, 22.8 percent
had received a flyer about the program, and 14.4 percent reported
having seen poster advertisements. The more formal means of
informing the public--newspaper, radio, referral from public
agencles, or from houses of worship--accounted for only 8.8

percent of applicants.

ENROLLMENT

The average monthly enrollment in the new sites is shown in
Table 2. Enrollment ranged from a low of 2,003 students (66.8
percent of capacity) in November 1987--the month the program
opened--to a high in May 1988 of 2,256 students (75.2 percent of
capacity). The overall average monthly enrollment for the new

sites was 2,169 students, which amounted to slightly less than



three~-quarters of capacity. Although space was available for 20
children, the averuge class enrollment was 14.5 students becausc

of underenrollment.

TABLE 2

Average Monthly Enrollment at New Program Sites,
Project Giant Step, 1987-88

Mean Percent of Average Class
Month Enrollment Capacity Size
October - -— -
November 2,003 67 13.5
December 2,083 69 14.0
January 2,137 71 14.2
February 2,176 73 14.5
March 2,213 74 14.¢
April 2,235 75 14.9
May 2,256 75 15.0
June 2,249 75 14.9
Yearly Average 2,169 72 14.5

Data collected by OREA show that enrollment tends to be low in
Project Giant Step classrooms during the first few months after the
establishment of a new site. However, enrollment in Project Giant
Step increases during the second year of program operation. For
example, in November, 1988 all Project Giant Step sites contained

7
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higher enrollments ‘than in November, 1987. During this period, the
second~ and third-year programs obtained enrollments of 85.7 and &4.7
percent of capacity respectively. The new sites that opened in 19%&¢&
had an average enrollment of up to 63.4 percent of total capacity.
Most project staff where classes were underenrolled believed
enrollment was low because so many parents preferred full-day classec.
Some teachers also felt that efforts to recruit children could bke
improved, while educational and family assistants blamed low
enrollment on the program's late start in November after most other

preschool programs were already in operation.

AVERAGE ATTENDANCE

The averadge attendance rate for new sites in 1987-88 was
73 percent. Although equipped for 20 children, classrooms
averaged a mere 10.5 students present daily.

To place ¥ 2 results in perspective, the attendance rates
for Project Giant Step were compared with those for all public
school half-day prekindergarten programs. The average daily
attendance rate for all Board of Education half-day
prekindergarten programs was higher (77.4 percent) than that in

Project Giant Step classrooms (72.7 percent).

STUDENT CHARACTERISTICS

Nearly equal numbers of boys (51.4 percent) and girls (48.4
percent) attended Project Giant Step classes. Their ages ranged
from 3.9 to 4.8 years; the average child was 4.3 years old at the

beginning of the school year. The children came from
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Most children (66.3 percent) lived in households of three to
five persons. The average household contained 4.4 members, and
17.7 percent of children lived in households with more than six

pecple.

Home Language and Proficiency in English

Most parents (63 percent) reported that English was the
language used by their children at home; 30.4 percent spoke
Spanish at home. A few children spoke Haitian/Creole (1.3
percent) or Chinese (1.2 percent). The remaining 4.1 percent
spoke a variety of other languages at home, including Greek,
Hindi, Urdu, and Yiddish.

Unlike older children, prekindergarten children are not
tested for proficiency in English. In May near the end of the
school year, seven of the 26 classroom teachers reported that no
children in their classrooms had any difficulty understandinrg or
speaking English. 1In the other 19 classrooms, which included
four bilingual classes, the teachers identified a modest nurber
of children who had problems understanding and speaking English

(see Table 4).

10



Most children (66.3 percent) lived in households of three to
five persons. The average household contained 4.4 members, and
17 .7 percent of children lived in households with more than six

pecple.

Home Language and Proficiency in English

Most parents (63 percent) reported that English was the
language used by their children at home; 30.4 percent spoke
Spanish at home. A few children spoke Haitian/Creole (1.3
percent) or Chinese (1.2 percent). The remaining 4.1 percent
spoke a variety of other languages at home, including Greek,
Hindi, Urdu, and Yiddish.

Unlike older children, prekindergarten children are not
tested for proficiency in English. 1In May near the end of the
school year, seven of the 26 classroom teachers reported that no
children in their classrooms had any difficulty understandirg or
speaking English. In the other 19 classrooms, which included
four bilingual classes, the teachers identified a modest nunber
of children who had problems understanding and speaking English

(see Table 4).

10



TABLE 4

Percentage of Children with Problems
Understanding and Speaking English as
Reported by Project Giant Step Teachers, 1987-88

Percent
Number of Children of Children
Problems Reported With Problems with Problems
' (N=764)
Describing Events 65 8.5%
in English
Participating in Group 52 6.8
Discussions
Following Stories 50 6.5
Following Verbal 48 6.3
Directions

Children With Special Needs

Parents were asked to report on the Project Giant Step
application form any of the children's conditions which would
require special help or attention at school. Few parents (9.8
percent) said that their children had any special needs or
conditions. The conditions described by parents ranged from mild
allergies or the need for prescription glasses to more pronounced
special needs, such as speech impairment.

Classroom teachers were asked to report the number of

children they perceived as having needs which "required further

11



attention." As indicated in Table 5, the most common prc .ams
identified by teachers were cvifficulty in speech and language and
aggressive and acting-out behavior. Teachers reported some
children with problems or needs in several other areas, for
example, motor and hearing problems. It should be noted that
according to the teachers, almost nine percent of the children
had special talents or were intel.lectually gifted.

All but one teacher said they modified class activities to
meet the individual needs of the children. Most teachers (65

percent) reported that they worked individually with these

children.
TABLE 5
Percentage of Students in the Observation Sample
With Special Needs Reported by Project Giant
Step Teachers, 1987-88
Needs Requiring Number of Percentage
Further Attention Children of Children
(N =764)

Speech/Language Problems 75 9.8
Extensive acting out/aggression 71 9.3
Problems with peer relations 65 8.5
Cognitive/Learning Problems 48 6.3
Withdrawn/Shy 46 6.2
Motor Problems 43 5.6
Hearing/Vision Problems 28 3.7
Health Problens 25 3.3
Gifted and T .ented 67 8.8

‘some children were reported to have needs in more than one
categorv.

12



Within Project Giant Step, additional supportive services
for children and their families are provided by non-classroom
staff--family workers, teacher specialists, social workers, and
psychelogists. Unfortunately, three sites were unable to hire a
social worker or a psychologist because of an unavailability of
trained personnel. Some teachers reported that they had
contacted sources outside the program such as members of the

School-Based Support Teams for additional assistance.

13
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III. PROGRAM STAFF AND STAFF DEVELOPMENT

STAFFING

As in the previous year, districts hired one full-time
teacher assigned as teacher specialist for every three
prekindergarten classrooms in 1987-88. Twenty-three teacher
specialists were hired to supervise the 75 new classrooms. Two
teacher specialists were not hired until February 1988, and one
left before the end of the school year. As a result, some
teacher specialists had to take on additional responsibilities.

Each classroom was staffed by a teacher, an educational
assistant, and a family assistant. As of May 1988, there were 75
teachers, 74 educational assistants, and 72 family assistants.
Half-time or equivalent social workers could be hired for every
120 children (or three classrooms). By May 1988, nine of the 12
social worker positions had been filled.

The teacher specialists reported difficulty recruiting and
hiring personnel who had appropriate early childhood training and
experience. Several teacher specialists proposed creating a
central information bank of available early childhood personnel.
Such an information bank would be helpful in: (a) hiring Project
Giant Step staff; (b) identifying substitute teache's; and
(c) replacing kindergarten teachers and other school staff who
had transferred from other school positions to work in Project
Giant Step.

They also believed that new job descriptions identifying
precise qualifications were needed. For example, although

14



initial job descriptions required family assistants to maintain
constant and direct contact with parents, skill in interpersonal
relations was not specified as a qualification.

Project administration and supervision did not change much
from 1986-87 to 1987-88. The roles of all Project Giant Step
staff and their relationships with the school principals and
district office staffs are discussed thoroughly in the 1986-87
evaluation report. The role of the central early childhood
supervisor, a position newly created in 1987-88, is described in
this report. Figure 1 shows the formal lines of supervision and

communication within Project Giant Step in 1987-88.

Early Childhood Supervisors

Two early childhood supervisors were hired in the Early
Childhood Education Unit at the central Board of Education to act
as liaisons between the central office and the increased number
of prograr sites. According to the early childhood supervisorg,
at the time of employment their functions, roles, and
responsibilities had not been clearly delineated either within
the cent: 1l office or within the districts to which they were
assigned.

Their major tasks included assisting the teacher specialists
in establishing developmentally appropriate classrooms and
working with the Mayor's Office of Early Childhood Education to
implement citywide preservice and inservice training. However,

they reported that administrative duties, such as assuring that

15
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FIGURE 1

ORGANIZATION O] SUPERVISION ANWD
LINES OF COMMUNICATION WITHIN
PROJECT GIANT STEP, 1987-88

&thancellorﬁ“]k ------- Mayor's Office of

Early Childhood

Education
|
J
= L. .
Community School Early Childhood
District J --------------- 3 Education Unit,
Superintendent Central Board of
Education
R ---—-------------;! Supervisor of Early |
| 4, )l Childhood Education |

District Early
Childhood Liaison

—_——)

School
Principal

—————]

N/ N
Teacher Specialist lk----)[ Part -time

Social Workers

\l/

Educational Assistants

|

| |

I |

7 Teachers & | |
| |

| |

| |

'
J J W

Family Assistants

—

Formal Supervisory Line
Communication Line = = =~--cecceccucann.




district budgets were in place and that staff was hired to fill
vacant positions, consumed major portions of their time.

Because their positions were new, they had to establish
working relationships with personnel within the central offices,
the districts, and the schools. As both supervisors stated, many
district-level personnel and school principals were not yet
convinced of the benefits to be gained by adding prekindergarten
classes in their schools. Initially many principals were also
reluctant to allow the Central Board supervisors into their
schools, and had to be convinced that they were not there to
monitor compliance, but to assist the teacher specialist in
establishing develcpmentally appropriate classrooms.

Few principals understood early childhood program goals and
~urriculum because they lacked training in early childhood
education and philosophy. 1In one school, the principal assigned
a sixth grade cluster teacher to work in Giant Step classrooms.
When the cluster teacher said she was unsure what to do with the
children, the principal said: "Well, just let them draw." To
remedy situations such as this, one Early Childhood supervisor
suggested providing information to district supervisc and
school principals either through direct training or thL. «.n
periodic newsletters about early childhood education in New York
City.

Even though assisting teacher specialists was one of their
major tasks, the Early Childhood supervisors were sometimes

unable to establish direct communication with them. Within the

17



districts, the Early Childhood Liaisons supervised the teacher
speclalists., In the begirning, contact between the supervisors
and specialists was usually mediated by the District Early
Childhood Liaison. The process became problamatic for teacher
specialists who needed immediate assistance and were unsure as to
what extent they could directly ask the Early Childhoond
supervisors foi help.

As trust developed between various program staff as the
school year progressed, the communication lines became more
flexible. Eventually, the Early Childhood supervisors were able
to communicate directly with the classroom teaching staff. One
of the Early Childhood supervisors stated that some teachers
asked for help directly. She assisted them with their specific
problems while she worked with the teacher specialist to continue
the process. Both Early Childhood supervisors indicated that
they also designed and provided training for family assistants.

Both supervisors believed that working with school
principals represented their major impact. One felt she enabled
principals to become more active in encouraging the parents!'
involvement in their child's education. The other Early
Childhood supervisor felt she had enabled district office staff
and school principals to see that Project Giant.step was part of

the district and the school rather than a separate entity.

18
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STAFF EARLY CHILDHOOD EXPERTENCE

According to program guidelines, all early childhood
supervisors, teacher specialists, and teachers hired for the
program were to have had previous experience working with young
cnildren.

Both of the early childhood supervisors had degrees in Early
Childhood Education and certificates in administration and
supervision., They had worked in day care facilities and in
public school early childhood classrooms. One supervisor had
more than 25 years of earliy childhood classroom experience, while
the other had eight years of experience with grades two through
four and six years as a trainer of early childhood
paraprofessionals.

As shown in Table 6, almost 111 of the teachers (96 percent)
and teacher specialists (83 percent) had previous teaching
experience at the preschool level. 1In addi%tion, many of the
teachers (62 percent) and teacher specialists (68 percent) had
also taught kindergarten.

The guidelines state that early childhood experience is
preferable for educational assistants. Although educational
assistants had more experience working with first and second
grades, almost half (42 percent) had worked with preschool

children, and 38 percent had worked in kindergarten classrooms.

19
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TABLE 6

Number of Years of Early Childhood Teaching Experience
of Project Giant Step Staff, by Position, and by Grade, 1987-&8

Vears of Teacher Educational
) Experience | Specialists Teachers Assistants

and Grade (N = 12) (N = 26) (N = 26)

Preschool

1 - 5 years 41.6% 50.0% 38.5%

¢ =10 25.0 34.6 3.8

7 =10 16.7 11.5 0

Total 83.3% 96.15% 42.3%

Kindergarten

1l - 5 years 33.3% 46.,1% 11.25%

6 -10 8.4 7.6 19.5

7 <10 25.0 7.7 0

Total 66.7% 61.4% 30.7%

First Grade

l - 5 years 50.0% 46.2% 27.0%
6 =10 8.3 7.6 3.8

7 =10 0_ 11.5

Total 58.3% 53.8% 42.3%
Second Grade

l - 5 years 50.0% 30.8% 30.8%
6 =10 0 0 7.6

7 =10 8.3 3.8 0

Total 56.3% 34.6% 38.4%
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STAFF DEVELOPMENT

Projent Giant Step guidelines in 1987-88 mandated that all
new staff receive 20 days of preservice staff development, and
that two days each month be reserved for in-service staff

developnent throughout the school year.

Pre~-service Training

Between October 9 and November 10, 1987, a series of
preservice training activities sponsored by the Mayor's Office of
Early Childhood Education and the Board cf Education's Early
Childhood Education Unit were held at Columbia University (five
days), Becard or Education training sites (three days), and at the
Center For Educational Leadership (two days). On days when no
formal training activities took place, staff were to recruit and
register children, plan curriculum, and set up their classrooms.
The major topics addressed during the preservice training were:

+ Early Childhood Philosophy: the value of play, emerging
literacy, goals and philosophy, and classroom
arrangement;

+ Prekindergarten Curriculum: block building, creative
arts, children's literature, music and movement,

mathematics, drama*ic play, and outdoor play;

* Child Development Theory: learning stages, skills and
activities for four-~year-olds, language development;

*+ Working with Multi-cultural Populations: implications
for children and families; working with limited English
proficient children; the relationship between heme and
school;

+ Developing a Classroom Plan.
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The out-of-classrocom staff, family assistants, social
workers, psycholugists, and teacher specialists participated in a
one-day training session, which focused on team building.

All staff hired prior to preservice training~-77 percent of
the teachers and educational assistants, 50 percent of the
teacher specialists, and 43 percent of the family assistants--

attended the preservice training sessions.

Inservice Training

Classes for children were not held on the first and third
Friday of each month. These two monthly nonattendance days were
set aside for in-service staff development activities. One of
the primary functions of the Board's Early Childhood supervisors
was to facilitate inservice training: they planned central
training activities with the Mayor's Office of Early Childhood
Education and worked at the district~ and school~level through
their on-going work with the teacher specialists. In some
instances, the supervisors felt they needed to help teacher
specialists make the transition from classrcom teachers to staff
developers responsible for training other teachers.

Most of the Project Giant Step staff attended almost all of
the central inservice training (83 percent of the teacher
specialists, 88 percent of the teachers, 84 percent of the
educational assistants, and 86 percent of the family assistants).
About half of the teacher specialists, teachers, and
family assistants thought the training was appropriate to their
roles and responsibilities within the project. Educational
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assistants found the training most helpful; 68 percent ranked it
as appropriate to their roles and responsibilities. According to
the family assistants and educational assistants, the central
training helped them mostly to gain an understanding of the
educational philosophy upon which Project Giant Step is based.
Educational assistants found that the training helped them
develop a deeper understanding of young children, of the purpose
and aims of the prekindergarten curriculum, and of how to
function as a member of a classroom team. Although the family
assistants found the inservice training useful in terms of team
building, they rated it least effective in helping them develop
the skills they needed to work with shildren and families.

Staff suggestions for improving nonattendance cday staff
development activities included: having manuals and workshop
materials available for wide distribution; merging training for
Project Giant Step and New York State prekindergarten program
staff; providing training more specific to various staff roles;
setting up opportunities for off-site visits; and holding

additional workshops on curriculum development.




IV. EDUCATIONAL PROGRAM FOR CHILDREN

"Children in the preschool environment need a rich,
supportive learning environment where they can explore, discover,
manipulate, talk freely, build, create, and grow intellectually,
emotionally and socially." (New ‘ork City Board of Education,
1986). This is the sort of environment Project Giart Step aimed
to create. The classroom environment created by new Project
Giant Step sites, and the extent to which it fostered
developmentally appropriate educational activities, are discussed
in this chapter. Information is presented on the types of
supplies and equipment observed in Project Giant Step classrooms,
classroom arrangement, classroom activities, and adult-child

interactions.

CLASSROOM SUPPLIES AND EQUIPMENT

Furniture, equipment, and supplies for new Project Giant

Step classrooms were ordered during the summer by the Board of
Education's Early Childhood Educatiun U~hit for availability when
school opened in September. 1In addition, money was provided for
project staff to purchase additional supplies during the school
year.

OREA field consultants used a standardized checklist to
record: a) the equipment and materials available toO the
children; b) the materials and equipment used by the children

during the observation; c) classroom displays; and d) the
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organization of materials and equipment in intecest areas,
(A copy of the checklist can be found in Appendix A.)

Field consultants also used a modified version of the Early
Childhood Environment Rating Scale (ECERS), (Harms & Clifford,
1980), a scale developed for use by early childhood center staff
as a self-assessment instrument and by researchers to assess
program guality in a number of centers. A consensus of early
childhood professionals considered the items on ‘the ECERS
critical to a quality early childhood program. The modified
ECERS consisted of 20 items which were scored on a scale from one
(inadequate) to seven (excellent). See Appendix B.

Mean scores on the ECERS are shown in Table 7. Alwmotst half
of the classrooms (42 percent) had ratings of six or seven. 1In
order to receive the highest score, classrooms had to be well-
furnished, well-maintained, and spacious enough to avoid
appearing overcrowded. Overall the Project Giant Step classrooms
received a mean score of 5.38 on Routine Furnishings; this
indicates that the classrooms were furnished with sufficient
child-sized equipment and were also clean and well-maintained.

All the Project Giant Step classrooms had access to a child-
sized sink, and 85 percent had children's bathrooms located in
the classroom. (See Table 8.) Almost all classrooms (92 percent)
had places for the children to store their own possessions.

About half of the classrooms (54 percent) had cushions or mats
for the children to use when sitting on the floor during group

activities, while 27 percent had large rugs for the same purpose.
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TABLE 7

Mean Scores on the Early Childhood Environment Rating
Scale* for Project Giant Step Classrooms, 1987-88

. Item Mean Scores
(N=26)

Extent of Contact with Parents and Children

Upon Arrival and Departure 4.77
Meals/Snack 5.00
Routine Furnishings 5.38
Furnishings for Relaxation/Comfort 3.35
Room Arrangement (Interest Centers) 4.65
Displays (Individual Child vs. Commercial) 4.54
Teacher-Child-Made Materials** 3.31
Use of Equipment/Materials to

Encourage Reasoning 4,61
Encouragement of Oral Language 4.88
Availability of Equipment/Materials

to Develop Fine Motor Skills 5.35
Adequacy of Space Outdoor/Indoor

for Gross Motor Activities 3.81
Appropriateness/Availability of

Gross Motor Equipment 3.31
Extent of Regular Opportunity for

Gross Motor Activity 4,77
Supervision of Gross Motor Activities 5.62%%x
Art Materials: Availability of Materials

and Opportunity for Independent Use 4,42
Block Building: Availability and Space for

Use 5.50
Dramatic Play Props: Variety and Diversity 4,23
Supervision/Encouragement of Creative

Activities (art, blocks, dramatic play) 5.75
Group Time: Variabilitv of Large vs. Small

Group Activity 5.54
Cultural Awareness: FEvidence of Multi-Cultural

Non-Sexist Materials and Curriculum 4,00

*Selected categories from ECERS used with consent of the authors
and publishers.

. **Category developed by the Early Childhood Evaluation Unit.
***Based on observations in the 13 classrooms that scheduled
. gross motor activities on day of observation.
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TABLE 8

Percentage of Project Giant Step Classrooms in Which
General Classroom Equipment was Observed and Used, 1987-88

Project Giant Ster Classrooms (N=26)

Equipment Observed Observed and Used
Child-Size Sink 100% 85%

Own Storage Space 92 50
Cooking Materials 46 4

Large Floor Covering 27 15
Individual Mats or Cushions 54 12
Cots/Mats for Rest Time 100 8
Bathroom in Classroom 85 62

The majority of classrooms had mats or rugs, but most did not
have upholstered furniture, cushions or rocking chairs, and thus
lacked a relaxed, homelike environment. One of the lowest mean
scores on the ECERS was the 3.3 percent on furnishings for
children's relaxation and comfort. Although well-furnished, most
first-year classrooms did not yet have specially planned, soft
"cozy" areas.

Table 9 shows the types of educational materials observed
that were available for use by the children. All classrooms had
building blocks, puzzles, housekeeping furniture and accessories,
arts and crafts materials, and musical instruments. Woodworking
equipment was ordered for all classrooms; carpentry tables were
set up and available for use in 43 percent of all classrooms, yet

were observed in use in only one.



TABLE 9

Percentage of Project Giant Step Classrooms in Which
Educational Supplies and Equipment
Were Observed and Used, 1987-88

Project Giant Step Classrooms (n=20)

Educational Supplies ~Ubserved Ubserved
and Equipment and Uscd

Games, Tovs, Play Equipment

- Building Blocks - Unit 100% b4%
Building Blocks - Hollow 89 27
Sma!l Tovx 100 77
Construction Toys 100 69
Puzzles (Manipulatives) 160 73
Games b4 12
Easels 100 46
Arts and Crafts Materials 100 i
Housekeeping Furniture 100 88
Housekeeping Accessories ’ 100 92
Dramatic Play Materials 62 - 27
Carpentry Materials 4r 4
Sand Table 65 15
Water Table 92 71
Small Play Equipment 57 42
Indonr Large Play Equipment 58 31
Outdoor Large Play Equipment 54 12

Audio-Visual ‘Musical Equipmett

Tape Plaver/Recorder 70 33
Tapes 51 a5
Record Player ¥ 14
Records 46 19
Piano 27 8
Musical Instruments 100 31
Head Set 16 12
Other Audic, Visuall 8 4

or Musical Fquipment

General Equipment

Easels 100 ' 46
Child-Size Sink 100 85
Own Storage Space 92 50
Cooking Equipment and Materials 46 4
Large Floor Covering 217 15
Individual Mats or Cushions B4 12
Cots/Mats for Rest Time 100 b
. Bathroom in Classroom 85 62
2¢
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Slightly over half of the classrooms had indoor or outdoor
active play equipment. The relatively low ECERS score of 3.8 for
gross motor equipment indicates that often playground equipment
was not available, or when it was available, that it was not
appropriate for prekindergarten children. Staff at many sites
reported that appropriate playground equipment had been purchased
for the program but had not yet been installed.

A variety of "instructional" materials were observed in the
classrooms as shown in Table 10. Materials designed to teach spe-
cific academic content were used less frequently than the more open-

ended educational materials that promoted "learning through play."

CLASSROOM DISPLAYS

Observers noted that the classrooms appeared friendly and
inviting, They received an ECERS rating of 4.5 for classroom
displays indicating that in most classrooms, children's work was
displayed more than commercial or teacher-made materials.
Observers found that teacher-made displays were relevant to
current classroom activities. Displays were exhibited at the
children's eye level.

As shown in Table 11, individual children's work was
displayed in all classrooms, names and/or photographs of the
children were observed in 92 percent, and displays reflecting the
ethnic and cultural backgrounds of the children in 50 percent.
The classrooms had an average ECERS rating of 4.0 for cultural
awareness, which indicates that evidence of ethnic and racial

diversity was observed in the classroom materials and displays.



TABLE 10

Percentage of Project Giant Step Classrooms in Which
Instructional Materials Were Observed and Used,
1987-88

Project Giant Step Classrooms (N=26)

Instructional Observed
Materials Observed and Used
Language/Reading Games 54% 23%
Language Experience

Materials 30 15
Storybooks 97 58
Alphabet Charts 23 4
Experience Charts 43 8
Other Instructional Charts 43 8
Math Manipulatives 81 31
Computer 4 4
Pets 35 8
Nature Science Materials 65 23
Calendar/Weather Charts 27 8
Writing Materials 27 12
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TABLE 11

Percentage of Project Giant Step Classrooms in Which
Classroom Displays Were Observed, 1987-88

Classrooms

Classroom Displays (N = 26)
Children's Own Products 100%
Names/Photographs of Children 92
Displays Reflecting Children's 50
Ethnicity

Materials/Equipment Reflecting 58
Ethnicity

Other Displays for Children 65

CIASSROOM ARRANGEMENT AND INTEREST ARE2S

Interest areas are well-defined sections of the classroom in
which curriculum- or theme-related materials are arranged for use
by children independent of constant adult supervision. The
majority of clas.rooms, as shown in Table 12, were observed to
have five basic interest areas: an art area; an area for block
play; a housekeeping/dramatic play area; an area where
manipulatives and table toys were Kkept; and a library area. Heof
the classrooms also offered science/discovery areas and about a
third, listening/music centers. The average score for reom
arrangement on the ECERS was 4.7. In the majority of the

classrooms (84 percent), the category, room arrangement/interest
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areas, received a good to excellent rating, which shows that the
interest areas were well-defined and equipped. 1In the highest
. rated classrooms the areas were organized so that children could

use the materials without direct adult supervision.

TABLE 12

Percentage of Project Giant Step Classrooms in Which Interest
Areas Were Observed and Used, 1987-88

—

Project Giant Step Classrooms (N=26)

Interest Areas Observed Observed and Used
Art 73% 50%
Blocks 100 65
Listening/Music 31 4
Library/Reading 88 42
Housekeeping/Dramatic Play 100 65
Manipulatives/Table Toys 96 69
Science/Discovery 50 8
Mathematics 8 4
Writing 12 0
Other 8 8

Classroom Activities and Grouping

OREA field staff completed 12 ten minute observations in
each of the 26 classrooms. The many different classroom
activities on the observation form were categorized into three
major clusters for analytical purposes. The first, experiential
activities, helps children develop concepts through observation,
manipulation of concrete objects, and meaningful interaction with
adults and other children. It includes block play, arts and
cratts, puzzles and games, sand/water play, and dramatic play
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(such as might occur in the housekeeping area). Group time,
singing/movement, and snack time were also defined as
experiential activities. Experiential activities usually do not
focus on the acquisition of a specific academic skill. According
to the National Association for the Education of Young Children
(NAEYC) (1987): "Learning about math, science, social studies,
health, and other content areas are all integrated through
meaningful activities...." (p. 56). For example, during a single
cooking activity, the children may explore differences in taste,
smell, color, and texture:; they may also measure the various
ingredients, learn new vocabulary, or engage in dramatic play.
As shown in Table 13, most instances of activity (65 percent)
were experiential activities.

TABLE 13

Percentage of Instances of Classroom Activities,
Project Giant Step, 1987-88

(N = 26)
Percentage of
Activity N Instances
Instructional 129 9.8%
Experiential
Exploratory 501 38.1
Gross Motor 73 5.6
Routine 97 7.4
Total Experiential 671 51.0
Non=learning 230 17.5
Adult Activities
not Child Related 285 21.7
TOTAL: ALL ACTIVITIES 1315 100.0%
33
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The second category, instructional activities, differs from
experiential activities mainly in emphasis. Instructional
activities are defined as activities designed to teach specific
academic skills in beginning reading, early writing, beginning
mathematics, oral language, social studies, and science. Both
experiential and instructional activities are considered
productive educational activities.

Activities that are not edvcational for the children are

egorized as non-learning activities. These include: necessary
classroom management and transition activities; inappropriate
social interaction and observing; negative interaction and
discipline; and off-task behavior (e.g., an unoccupied child, or
time spent out of the room). Most non-learning activities were
coded as classroom management or transition activities.
Observers noted few instances of negative interaction or
discipline. Adult activities that were not child-related were
coded separately.

As shown in Table 14, the majority of experiential
activities involved children engaged in exploratory or fantasy
play, either individually or in small groups. In 74 percent of
the instances, children were independent of direct adult
supervision. As would he expected, group time, singing, and
snack activities more often involved the whole class. Although
the site vizits were made in the spring when the weather was

pleasant, little active or outdoor play was observed.
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TABLE 14

Percentage of Instances of Experiential Activities in Project Giant Step
Classrooms, by Classroom Grouping Patterns, 1987-88

Experiential One Child

§hall Grouﬁ- Large Group 1Total
Activities
Exploratory/Fantasy
Arts & Crafts . 6.6% 10.0% | 0.0% 16.6%
Puzzles/ .
Table Games 5.0 8.5 0.0 13.5
Sand/
Water Play 2.0 11.2 0.0 13.2
Blocks 3.1 8.8 0.0 11.9

& Dramatic Play/

Housekeeping 4.3 13.7 0.0 18.0
Gross Motor
Active Play 1.0 3.7 1.5 6.2
Outdoor Play 1.0 2.8 1.5 5.3
Routines
Group Time 0.0 1.0 3.6 4.6
Singing 0.0 0.0 1.5 1.5
Snack 1.0 3.6 4,6 9,2
Total 24,0 63,73 127 100, 0%
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Compared to experiential activities, relatively few
instances of directed instructional activities were observed. 2z-
shown in Table 15, the majority of instructional activities were
designed to teach oral langiage skills (42 percent) or beginning
reading (33.3 percent). For oral language activities, the
children worked with the teacher either in a large group or with
the whole class. Children engaged in beginning reading
activities, such as looking at books, usually worked

individually, or in small groups independently cof adults.

ADULT-CHILD INTERACTIONS

Although it is generally expected that prekindergarten
children will practice communicat.ion skills by interacting with
their peers, they must also have sufficient opportunities to
interact with adults, who help to instill the language children
need to learn and talk about their experiences. 1In Project Giant
Step classrooms, teachers were most often observed working with
the children in experiential activities. (See Table 16.) When
they were involved in exploratory activities, they tended to
interact with small groups of children. If teachers conducted
routine activities such as group time, singing, or snack, they
usually involved the whole class. In almost a quarter of the
observations (23 percent), the teachers were engaged in
activities that did not involve the children. Teacher activities
that did not involve ch.ldren included classroom management
tasks, social interacticon with other adults, observing,
activities outside the classroom, and transitional activities.
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TABLE 15

Percentage of Tnstances of Tnstructional Activities in
Project Giant Step Classrooms, by Classroom Grouping Patterns, 1987-88

- e———

Instructional One Child

L d Small Group Large Group Total
Activities
Beginning
Reading 18.6% 11.6% 3.1% 33.3%
Early
Writing 1.5 .8 0.0 2.3
Beginning Math
Awareness 6.2 1.5 0.0 7.7
o Oral
N, Language 5.4 13.2 23.4 42.0
Social
Studies 0.0 0.0 0.0 0.0
Science 5.4 7.8 1.5 14.7
Total 37.1 34.9 8.0 100.0%
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TABLFE 16

Percentages of Instances of Activities Involving

Project Giant Step Teachers by Classroom Grouping Patterns, 1987-88

One_Child Small Group Large Group

Total

Activity N 3 N 3 N 3 N 3
Instructional 6 1.9% 15 4.8% 29 9.3% 50 16.0%
Experiential

Exploratory 17 5.4 43 13.8 1 0.3 61 19.6

Gross Motor 1 0.3 6 1.9 13 4,2 20 6.4

Routine 0 0.0 7 2.2 48 15.4 55 17.6
Total Experiential 18 5.8 56 17.9 62 19.9 136 43.6
Non-Learning 27 8.7 9 2.9 27 5.5 53 17.0
Not Child-Related - - - 73 23.4
TOTAL: ALL ACTIVITIES 51 16.3% 80 25.6% 108 34.6% 312 100.0%
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When educational assistants interacted with the children
(see Table 17), they were usually involved with small groups of
children in exploratory types of experiential activities. The
educational assistants were observed engaging in activities that
did not involve the children twice as often (56 percent) as the
teachers (23 percent). When these activities were examined, 36
percent were coded as classroom management, 32 percent as
observing, 23 percent as activities outsidz of the classroom, six
percent as social interaction, and three percent as transitional
activities. The educational assistants were often responsible
for meal and snack preparation and other classroom management
activities carried out while the teacher worked with the
children.

In conclusion, classroom observation data indicate that the
new Project Giant Step classrooms were organized to foster
developmentally appropriate activities. Classrooms were well
stocked with a variety of age-appropriate materials and
equipment. Experiential activities were predominant in the
Project Giant Step classrooms. The children were‘most often
observed working individually or in small droups in a variety of
exploratory activities that maximized opportunitries for
interaction with their peers. Although observed less frequently,
instructional activities were designed to develop oral language

skills and beginning literacy.
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TABLE 17

Percentage of Instances of Activities Involving Project Giant Step
Educational Assistants, by Classroom Grouping Patterns, 1987-88

One Child Small Group Large Group Total

Activity N kS N 3 N 3 N 2
Instructional 7 2.4% 11 3.5% 4 1.4% 22 7.5%
Experiential
Exploratory 14 4.8 41 14.0 0 0.0 55 18.8
Gross Motor 2 0.7 3 1.0 4 1.4 9 3.1
Routine 1 0.3 7 2.4 6 1.0 14 4.8
Total Experiential 17 5.8 51 17.5 10 3.4 78 26.7
o Non-Learning 14 4.8 11 3.7 3 1.0 28 9.6
o
Not Child-Related - - - 164 56.2
TOTAL: ALL ACTIVITIES 38 13.0% 73 25.0% 17 5.8% 292 100.0%
S




V. PARENTAL INVOLVEMENT

et
-

Project Giant Step guidéiines contained several goals
concerning children's families. One goal was .o increase
parental involvement. Another was to provide social service
support for children and their families. This section discusses

how these goals were implemented in the new sites.

INVOLVING PARENTS IN THEIR CHILD'S EDUCATION

In general, the majority of Project Giant Step staff (69
percent of the teachers and educational assistants and 78 percent
of the family assistants) believed that their program came fairly
close to the goals of involving parents and providing them with
positive feelings about their children's education.

The family assistants were the staff members primarily
responsible for parental involvement. Family assistants spent
most of their time setting up and supervising the family room, a
room in the school set aside for family activities. Other family
assistant activities included conducting workshops, obtaining
resources for parents, holding parent conferences, wisiting
families at home, and paperwork.

Staff reported several ways in which they encouraged
parental participation. Fifty-six percent of the family
assistants and 65 percent of the teachers said the most frequent
method was through personal contact with parents at arrival and
dismissal time. Only a few family assistants (17 percent)

indicated that home visits were used to engage parents, while 27
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percent of the teaching staff mentioned home visits as a strategy
they used to bring parents closer to the Giant Step progran.

Home visits by the rfamily assistant tended to be used to provide
social services to parents and to follow up on absences.

Parents accompanied the Project Giant Step classes on trips
and participated in special planned activities. 1In one school, a
family assistant established a relationship with the Parent
Teacher Association. 1In another, a teacher specialist described
the exceptional job & € mily assistant had done in getting
parents involved in a school where once people thought it
couldn't be done.

Positive feelings about parental involvement in the program
usually occurred when the site had a fully functioning family
assistant at the beginning of the school year. 1In three sites
there were still family assistant vacancies at the end of the
vyear. In two other sites the family ascsistants were unclear
about the goals of tr=2 pearent involvement corpcnent and/or their

role in it.

SUPPORTIVE SERVICES FOR FAMILIES

There were difficulties in effectively implementing the
social service ccmponent in several sites. Social workers or
psychrlogists were available in approximately three-quarters of
the sites. There were, however, problems with space and
facilities (e.g., telephone) and, in some cases, there were time

constraints for social workers.
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When the supportive service component was functioning
properly at a site, the social worker and crisis intervention
personnel worked with the family assistant on planning and
analyzing home visits, identifying family strengths, and keeping

appropriate records.
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VI. CONCLUSIONS AND RECOMMENDATIONS

With the recent growth of educational prcgrams for preschool
age children, there is a parallel need to ensure that the
programs are of high quality. In 1986 the National Association
for the Education of Young Children (NAEYC) published guidelines
for the establishment of quality early childhood educational
programs. These guidelines have become the criteria used for the
establishment of quality early childhood programs, as well as the
benchmark for their measurement and evaluation (Bredekamp, 1987).

Our conclusions and recommendations for the 1987-88
expansion sites are similar to those stated for the 1986-87
veteran sites. We concluded in each case that Project Giant Step
sites operated in agreement with program guidelines and with
NAEYC's standards in the areas of classroom staffing, educational
programming for children, staff development, parental
involvement, and supportive health and social services. 1In both
years, the program was established for the first time in several
schools: 1in 1986-87, the project was initiated in 14 schools; it
was expanded to involve a total of 51 schools in 1987-88. OREA
found that there appear to »e several problems, most of which are
endemic to the program's first year of operation at a school.

First, schools were not informed that Project Giant Step
would be in their school until late August or early September.
This did not leave much time for hiring and training staff,
recruiting and enrolling children, and setting up classrooms for
the start-up of the program in November. As a result, Project
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Giant Step programs tended to be underenrolled and understaffed
during the first year. Fortunately, these problems showed signs
of correcting themselves during the program's second year.

Another problem that is particularly difficult during the
first year concerns the roles of Project Giant Step staff and
their relationships with the school staff. As was found in the
1986~87 evaluation report, when new personnel-- for example,
teacher specialists, family assistants, and now, early childhood
supervisors--join a school, roles and relationships must be
adjusted and delineated. 1In time, as trust develops,
relationships, coordination of activities, and communication
improve. The need for making adjustments can be expected in a
new program; however, it is important to take steps to ensure a
smooth transition. ‘

OREA recommends better communication by Project Giant Step
personnel to district and school-based personnel. This
communication can be realized through preservice activities
planned for district and school-based administraters to discuss
project roles and relationships and the philosophy of Project
Giant Step.

Finally a problem which apparently was not corrected during
the second year is low attendance. We recommend that research be
conducted to discover why Project Giant Step classrooms are
attended less often than other New York City half~-day

prekindergarten programs. In the meantime, OREA recommends
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careful monitoring and the development of school~based strategies
to improve attendance.

Several psychologists and educators (Elkind, 1981; Winn,
1983) have voiced their concerns about programs for four-year-
olds, especially programs run by public schools (Ames, 1980;
Zigler, 1987). Many people fear that instructional programs for
four-year-olds will be modeled on programs for kKindergartners,
which have become more and more academic in nature. Futrell
(1987) emphasizes that structured play should constitute the
curriculum for four-year-olds. "Structured play--play that
enlivens the imagination and exercises the intellect--is the
indispensable prerequisite for the development of critical
thinking skills fundamental to academic achievement" (p. 252).

OREA found evidence of such "structured play" in the sample
Project Giant Step classrnoms which were visited. The materials
checklist and the ECERS showed classrooms contained the necessary
diversity of materials and equipment to gain the interest of the
children. Children were observed using materials and equipment
that maximized opportunities for social interaction and play with
their peers. The picture of classroom activities obtained from
the observation forms showed children engaged mainly in
experiential activities, especially exploratory or fantasy play.

We conclude that Project Giant Step, despite the
aforementioned concerns, was successful in providing quality
educational experiences for four-year-olds. When we compare

program implementation against the standards for high quality
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early childhood programs established by NAEYC, we conclude that
Project Giant Step has the potential to become a model high
quality prekindergarten program that can serve as a paradigm for

early childhood educators in New York City and throughout the

naticn.
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GMVESS, TOTS, PLAY EQUIIMENT
building blocks = unit
building blocks - hollos

seall toys (trucks cars, dolls)
construction toys

puzzles, other manipulatives
gapes

housekeeping furmiture
housekeeping accesscries

drasatic play materials
(puppets, dcll house®

carp.. :ry materials
sani at.e
water table

small plav equipmert
(talls, ropes;

indor large play equipment
(climber)

outdocr large play equipment

IXSTRUCTIORAL MATERIALS

arts and crafts msterials
language /reading games

math manipulatives
children's textbocks, workbocks
storybooks, magazines
language experience materials
wTiting materials

pet(s)

nature/science materials
calendar/weather chart(s)
alphabet chart(s)

experiance charts

other instructionsl charts
typevriter

computer

other

(specafy!
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C. ADIO, VISUAL, NUSICAL EXITMENT
tape pleyer/recorder () s
tapes — () 60
record player — ) &
records — () &
piano — () &
susicel instruments — () 64
head set(s) — ()
cther — () 8¢
(specafy)
(QLASSRIOM ENVIRONMENT
children's own products on display o ye
names/photographs of children _— ) oF
displeys reflecting children's ethmcity __ ( ) 69
materials/equipoent reflecting ethnicaty () 1¢
other displeys especially for children PR G B
self-management chart(s) —_ )
f. GENERAL EQUIPMENT, MATERIALS
easel(s) _—)
child-size or child-adapted sink — )
child's own storage space U O
cooking equipment and materials — ()
large floor zovering — )
individual mats or cushions — )
cots/mats for rest time — )
bat.hroa-_in classroom —()e
INIEREST/ LEARNING *
art — )¢
blocks —_ )¢
listening/music . Y
library/resding — )
housekeeping/dramatics —_ ()

Ri

sanipulatives/table toys
science/discovery canter
aathematics

writing

othet

(specify)
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APPENDIX B

OFFICE OF EDUCATIONAL ASSESSMENT
Early Childhood Unit

FORM C

CLASSROOM ENVIRONMENT

Adapted: Spring, 1988

Adapted from: Early Childhood Environment
Rating Scale

by Thelma Harms and Richard M. Clifford
Spring 1980

Used with the permission of
Teachers College Press
Columbia University
Teachers College Press
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Personal Care Routines
1. Greeting/departing No plans made. Greetling

chilidren is often neglected,;
departure not prepared for,

2 Meais/snacks Mea's/snacks served on a

haphazz:d. lrreqular sche-
dule and oi yuestionabile
nutritional value,

8]

Furnishings and Display
for Childien

3 Forroutine care Insulticient number ol pieces
of furniture for eating, storaqe
of child’s possessions. Room
lacks adequate lighting,
ventilation, or other batsics.

(Eating, storage ol
_child’s possessions,
gener al conditions ol
toom).

Basic materials.
child sized” tables
Q hairs, cubbies or!
EMC place lor storing

o
chib 470 thievese

63

Intormally understood that
somcone will grect and
acknowledqge departure,

Wetl-balanced meats/snacks
provided on a reqular sche
tule Hut strict atmosphere,
stress on conlormity, meals
not used as a pleasant social
time or to build setd help
skills {Ex pounng milk,
setting table, etc ).

Sulficient number of pieces
of routine care lurmiture, bt
weong size of in distepai
Paor mamtenance of room
{Ex. dirty Noors, walls need
paint),

Plans made to inswre warm
qgreeting and organized de-
parture. Stat! member(s)
assigned responsibility tor
qreeting and departure of
children. (Ex. Conversation
on arrival; art work and
clothes ready for departure).

5 6

Well batanced meals/snacks
provided on requifar schedule,
Statt membes(s) sits with
children and provides pleas.
ant socis! environment during
meMs and when possible at
snacks Small group size
permits conversation

Sullicient number of pieces
ol child sized routine care
furniture in good repair.
F1anrs and walls well mam-
tained.

Everything In 5 (Good)
plus parents greeted as
well as children. Staf
use greeting and de-
parture as Information
sharing time to refate
warmly to parents,

Everything in 5 plus

time planned as o learn-
ing experience, including:
sell help skills; tatking
about children’s interests,
events of the day, and
aspects of foods (color
and where foods come
from).

Everything in 5 plus
furnishings are well cared
tor (Ex. clean cubbies).
Furnishings do not over-
crowd room,

SAMPLE
SCORING STRIP

1. Gresting/deparning

23 4 5 6

2. Meals/enacks

231 4 5 6

3. Furnishings lroutin:

23 486
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5

Q

ERIC

Aruitoxt provided by Eic:

ltem

. For relaxation and
comfort

. Room arrangement

6 Child related display

No upholstered turniture,
cushions, rugs,or rucking
chair avaitable for children 1o
use. Lack of awareness of
chitd’s need for ‘‘softness”

in environment.

Mo interest centers defined.
Room inconveniently ar-
ranged (Ex. tralfic patteins
interfere with activities),
Materials with similar use
not placed together,

No materials displayed or
inappropiate materials lor
age group predominate
(Ex. materials designed for
school agrel children or
church materials),

No planned cozy area for

children, although rug may
be provided in childd’s play
space ar some ypholstered
furmiture available to child,

One or two interest centers
definad, but centers not
well placed in room {Ex.
quiet and noisy activities
near one another, water not
accessible where needed)
Supervision ol centers
ditficult, or matenals dis
organited.

Commerical materi ls or
teacher made disgay pre
donunate (Ex. nutsery thymes,
ABC's, numbrrs or seasonal
displays not closely related

to children’s current activi
ties).

6 8

Planned cozy arra regularly
available to childien {Ex.
rug, cushions, child sized
rocker, adult rocker, ot
upholstered furniture). Cory
area may be used fot reading,
dramatic play, el<..

5 6

Thiee or more interest centers
delined and conveniently
eqipped {Ex. water provided,
shelving adequate). Quirt

and noisy centers separated.
Appropriate play space pro-
vidded in pach center (Ex. 1ug
or table arera out of Now of
tathic) Casy visual super:
vision ol centers

5 6

Chaldren’s work predonsinates,
Sotne unilorm work may he
displayed (Ex. same project
done by altl Teacher made
tisplay relates closeiy to
current acthivities (F x charts,
pictuses,or photos about re-
cent artivities, prnjects, and
trips). Many items displayed
on child’s eye level.

Planned coy area plus
"softness’’ available in several
other areas (Ex. cushions in
reading corner and doll house
several rug areas, many soft
toys).

Everything in 5 plus centers
selected to provide a variety
of learning experiences. Ar.
rangement of centers designed
to promote inrlependent use
by chitdren (Ex. 1abieled open
shelves, convenient diying
space lor art work}, Addi-
tional materials organized
and available to add to or
change centers.

7

Individualized childien's
work predominates: variety
ol materials and topics.
Thiree ditmensional objects
{playdough, clay, carpentry)
displayed as well as f1at
work,

SAMPLE

SCORING STR!

4

2

. Furnithings
(relanation)

J 4 5 6

5. Room artengem

2

b

1 4 56

Child

telerted display

2

1 4 5 ¢
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T. Teacher /child-
nade materials

B Using learning
concepty
{reasoning)

Materials

()]
w

Preschool sequence cads,
same dillerent games, size

No, or limited, evidence
of teacher/child nade
saterials (aside from
child vritino/nath
assigneents or sose
teacher-nade bulletin
board displays).

No qames, materialg or
actvities 10 extend and
encouwrage reasoning (Ex.
10 matching, sequencing,
cateyarizmg, etc ).

and shape (oys, torting games.

9. Informal use of
lanquage

6'/

ERIC

Aruitoxt provided by Eic:

Language outside ol group
times primarily used by stafl
10 control children’s behavior
and manage routines.

Some teacher-made sateryals:
tinstructinnal or other
charts, nyeber lines, a
reading qamp, nr picture
file).

Some games, materialy, o
activities present, bl not
used with teachrr qundance
ar not reachly avarlable

Stall sometimes tatks with
children in conversation, bul
chitdhien ace asked primanly
“yes/no’ or shott answet
questions Childien’s 1alk
not eacouraged.

A variety nl teacher-made
eaterials tn snae areas o
the rlacsrorm fgampc,
cejoncnlngtyre materjale)d

and snap child rade

saterials thnrke, enrriculum-
related censtiuctions or
tharte,

(8]
[+2]

Suthcient games, mateaals,
and at twviies avartahile on a
requiar baus Childien use by
chowe with teachier avatable
to assst i develognng con
cepts by talking to a duid
and asking queshons to
stinudate ehald’s 1easoning

Statt child conversations are
lrequent Language is pri-
mandy used by staft o ex:
thange information with
children and tor social inter.
action. Children are asked
“why, how, what il ques-
tions, requring longet and
more complex answers.

Lverything in 5

rlus evidence that

teacher and children

(reate materials Lo evtend
thildren's Iearning in many
cursiculum areas.

Everytinag in 6 plus a plan
for introducing concepts as
children are 1eady, either
individually or in groups,
Teacher encourages childier
to reason throughout the
tay. using 2.tual events and
experiences as 8 basis {or con
cept development (Ex.
children learn seqquence by
talking about thelr
experiences in the daily
rotntine, or recalling the
sequence of a cooking
project),

Stalt makes conscious effort
10 have an informal conver

sation with each child every.
day. Statt verhally expands

on ideas presented by child:
dren (Ex. adds information,
asks questions 1o encounage

thild 1o tald more).

coans
“t s ssesmsssss st sr e st e ssnslsnanvassn st

SAMPLE
SCORING STRIP

7 teacher /chiig-

sade materials

21 4 65 6

8 Reasoning

2 3 4 5 6

!

!

9 Informat languag

2 1 &4 56

!
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Fine sand Gross Motor
Activities

10. Perceptualitine

motos

NMatenals

Preschool. bheads, puzles,
1 egyo and simall building

toys, scissors, Crayons.

11. Space lor gross

14 Gross motor

O

ERIC

Aruitoxt provided by Eic:

1A

motor

equiptment

69

No developmentally appro-
priate fine motor/perceptual
matenals avarlable for daly
use.

No ouwtdoor or indoor space
specthcatly set aside for
gruss molor/physical play.

Little gross motor
equipment, in poor teporr,
or not age approgpiriale.

Some developmentally appro:
paate pecceptual/line monar
materals avalabile for daly
use.

Some space specifically set
asile nutdoors or indoors
for gross muotor/physical
play.

Some apprapniate gross motos
equipinent but seldom in use
{Ex inaccessible, requitey
daily moving or set upl or
little vanety in equipment.

Variety of developmentally
appropriate perceptual/hine
motor matenals 10 good
repan used daily by children.

5 6

Adequate space outldoors and

some space indoors with plan-

ned salety precaunions (f.x,
cushioning qround cover
under chimbing equipment,
fenced in area, proper
drainage)

Geoss motor equipinent is
reachly avadable ant sturdy;
stimulates varety of skilts
(Ex. crawhing walking,
balancing. clunbing).
Hudding and dramanic play
equipment mchuded ain
Qross motos areas

Everything in 6 plus
malerials organized tc en-
courage sell help; activities
planned to enhance fine
motor skills.

Manned, adequate, sale,
varied,and pleasant space
both outdooss and Indoors
(Ex. appropriate ground
covery: sand, black top, wood
chips; shade in summat, sun
in winter, wind break, etc.).
Indoor space used in bad
weather,

Everything in 6 plus
equipment is imaginative,
fleribie, frequently re-
airanged by siaff and children
1o maintain interest. Several
thilerent pieces of equipmant
on different levels of skiil,

SAMPLE
SCORING STRIP

10. Fine molos

1 23 4 6 6

11. GM space

1t 23 4 5 6

12 GM equipmaent

21 46 6 1

"0



SAMPLE

" SCORING STRIP
em

1 2 3 q 5 6 4

13 Scheduled vime tor
gross motor activities

No scheduled physical activity
time outdoots or indoors.

Occasional scheduled physical
activitly time,

Regularly scheduled physical
activity time daily,

Regularly scheduled daily
physical activity times with

13.GM rime

1 23 4 5 61

14 Supervision

fyross motor activities)

Mo supervision provided near

Qross imotor area.

Supervision provided but at
tention to clultlren is mmnunal

morning ot atternoon

Supervivion provided ney
thildhien Attention manly to

some age appropriate planned
physical activity {Ex. play
with balls, bean bag games,
follow the leader, obstacle
coursel as well as informal
play time,

Supervisor talks to childien
about ideas related to their

14, Supervition IGMI

. . [
(Ex aclult seated at distance satety of childien. play. helps with resources 1234567
from children, attention d) to enhance play, snd builds
vided with other vasks, several social skills. When appro-
adults chatiing, etc.). priate, concepts such as
near-far, 1ast slow, up down
$ are related to childien’s
activities.
| 2 k] 4 5 6 7
Crastive Activities®
15. An Few art materials available; Some materrals, primaaly Individual expression and Vatiety ol materlals avail- 15. An
requnented use of materials drawing and panting, avad free choice encoutaged with able tor free choice, in V234588
{Ex. mostly teacher directed able for lree choice, but art matetialy Very lew chiding thiee dimensional
projects). Art materials not majot emphans on punjects projects that are hike an materials {Ex. clay, art
readily available for children that are like an example example shown dough). Attempt to telace
to use as a free choice shown, at ac’wclm to other
activity saperiences,
(%
O

ERIC

Aruitoxt provided by Eic:



ftem

16. Blocks

17 Diamanc play

96

18. Supervision
{creative activities)

o 73
ERIC

Aruitoxt provided by Eic:

Few hlocks and accessories.
Not enough space to plsy
with blocks,

No special provisions made
for deess up or dramatic play.

No supervision provided,
except if problems occur,

No speciat block area set asile,
but space availalite tor block
ay Olocks and arcessonies
enaugh for at least two
children to play at one time.

Deamatic play props locused

on housekeeping roles Laitele

or no provisions tor dramatic
play involving transportation,
wark, or adventue

Supervision provided but
attentinn to children 1s
munmal {Ex attention
dividded with other tasks,
several adults chatting,
etc ).

5 6

Special block area set aside
out of traftic with convenient
storage Space, blocks and
accessories for three or mote
children at one ime. Ajea
eust be available at 1..st
30 minutes a day.

5 6

Vanety ol diamatic play
penps including transpon
tation, woek, adventure,
fantasy Space provided in
the room and outside the
(OOMm permittneg maore active
play testher outdones o in a
multtpurpose toom or gym),

Supervision provided near
chiidren Attention mainly
tn salety, cleanhuess, propet
use of matenials

Special block area with
suitahle surface {Ex. 113t rug).
Variety of large and small
blocks and accessories, with
storage oiganized 1o encourage
indupandent use {Ex. with
pictures on shelves 10 sthow
where blocks belong),

S e asvsscsasssccsasrencccccncsncstren

_Everything-in § plus pic-
tures, stories, trips, used to
entich dramatic play.

Teaches Interacts with chil.
dien, discusses Ideas and
helps with resources to en.
hance ptay. Recognition of
the sensitive balance
tbetween child’s need 1o
explore indepentfently and
adult’s opportunity to
axtend learning.

B R R rra ey R R R R L R R A S S S

2 e e ccanccnsesse

SAMPLE
SCORING STRiP

16. Blochky

2 ) 4 8§ 6

17 Dramatic play

23 4 5 6

19 Supervinion
lcraativel

23 4 58

-
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19. Group time

2G. Cultural awareness

LS

Children kept toqether as
whole group most of the day,
Few oppottunities for adult
to interact with une to thice
children while ather childien
involved in various free choice
activities,

1 2

No attempt to include ethnic
and racigl variety in dolls,
book illustrations, or pic:
torial bulletin board ma-
terials. AlY toys and visible
pictures are of une race only.

79

O

ERIC

Aruitoxt provided by Eic:

Some fiee play available be
tween qroup ac.ivities; how-
ever, all planned activities
tlone as whole group (Ex.
all o sarme att projrct, read
story, listen to record at the
same tlime).

Some evidence of ethnic and

racial variely in tnys and pic-

torial materials (Ex. mulii
racial or multi coltueal dolls,
boaks or bulletn boawrd pic
tures of varied countnies and
races).

Planning done for small
group as well as large group
activities Whole ginup
gatherings litmited 1o short
prriods suited 10 age and
atnlities of childien.

5 6

Cultural awaceness evidenced
by hiberal inclusion of mutii-
racial and non sexist matecials
(Ex. dofts, illustrations in story
books, and mctnrial bulletin
board matenals),

Everything in 5 plug
difterent groupings planned
to provide a change of pace
throughout the day.

One-to one adult-child
activities included. Free
play and small groups pre.
dominate.

Everything in 5 plus cultural
awareness is part ol curricy
lum through planned use of
both mufti-racial and non-
sexist materials. {Ex. cook-
ing of ethnic toods, inito-
tlucing 8 variety of roles fos
wamen and men through
stories and dramatic play).
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SAMPLE
SCORING STRIP

19. Group time

2 ) A58 7

20. Cultursl awaieness

2 3 4 %5 67
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