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I. TREATMENTS

The independent variable in this research is camposed of a mumber
of other complex variables.  "Programs® differ with respect to philosophy
of &ducation, goals of preschool, content and organization of curriculum, ]
and methods and techniques used to achieve these goals. Moreover, all g
of these program aspects must be translated into teachers' classroom 2
activity, where their effects, if any, will be manifest. Training pro-
. grems, no matter how long or how thorcugh, camnot insure that trainees
it will implement what they have been taught., Labeling a classroom
it "Montessori' or '"Traditional" may be only slightly more informative than
’ labeling therapies Freudian or non-directive.

B3
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bl The first step in a definition of treatments was to make a camplete
- and detailed description and analysis of each program. Informatica on
which these descriptions are based was obtained primarily from four
sources: (1) publications by program developers explaining and describing :
(I their programs or some aspects of them, (2) publications reccummended

1 to teachers as required reading or source material in training progvams,
(3) lectures and workshops during pre-sérvice and in-service training

[ programs, (L) personal conversations with program developers, persomnel
in training programs, and consultants. :

_-:-!-. 2z
!

_- It must be pointed cut that complete consistency is not to be found
E among these sources~-nor within them. The most difficult program to

- analyze is the Traditional. In this case much weight was given to the
[' Rainbow Series of official Office of Economic Opportunity publications
(x about Head Start and to Hymes. (1968).

A. Description of Programs

1. "Bereiter-Engelmann”

(a) Characteristics of the Target Population

. - Little is said explicitly in this program regarding the
characteristics of ycung childrens; but it is implicit in the

i nature of the program that preschoolers are capable of a sub-
stantially greater amount of learning than they are nommally
X exposed to. Implicit also is the assumption that acceleration
iR in respect to learning will not be dangerous or haymful to the
preschool child if properly handled, that is, focused on specific
B areas, and the intensive effort limited to short periods. Im-

Bl | | plicit also is the assumption that many preschool children will
_. not already possess a motivation to learn. Recognition is

_ given to individual differences in learning rates. The picture
; of the preschool child that emerges from Bereiter and Engelmann's book
: (1966) is that of a sturdy 1ittle organism who is maleable, not parti-
- cularly sensitive, learns slowly, but will learn whatever ha is

"3 ' "Ga}lgh'bo
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4 1i, in schbol™afid that selactivity is essential if agceloration ig

Doy ete,, will occur as by-products of confidence in-the acaiani
" »  arfas. .Mich of this emphasis is based on the assumption bfea -

.. Emphasis ic placed on the disorder and lack of discipline
whith characterize the background of the disadvantaged preschool
child, Since these children have frequently not been rewarded

for intellectual effort, they will not be motivated to learn. ..
Moreover, they may not have lsarned to valus verbal praise.fromé
adultsy Their most striking deficit, however, is in the avepss *
of language, and much attention is devoted to an explication % 2
of *he important difference ‘between a language which is au.ffi—-
cient for socizl intercourse and one which'is adequate for . »
propositional statements.. Tne authors do not believe that = .7,
there are peculiar emotional needs or problems associated with
cultural deprivation. BEven if this were the case, the academic
deficiencies of disadvantaged children are considered so ﬁpoﬁant .
that if these are not' remedied, no amount of praise or-attention .
from the” teacher will suffice t.o give them self-confidence or a
satisfaci'.ory se]i‘-image.

Er e

(b) General Goals of the Program | %} .
The Bereiter-EngeJmann program is characterized by extrmely )
heavy emphasis on learning. In fact, the program really has” ,
little other purpose than the careful preparation of the child .
' in academic areas. The. program developers are explicit in their’ i
insistence that the primary-goal of the préschool teathsr of .5
disadvantaged children should be to bring these children to'a
campetitive level with middle-class children when' they’ ehter.
school. They are also explicit regarding™he" *necassiw,mif ’Eﬁia
is to be agcomplished, of eliminating or underemphasizing & num-
ber of other important goals whioh might be a pei't;_agf a: presEhobl
program. ‘For example, they state that the child may:iCame Eﬁt of
their program still disadvantaged--in-a nmnbexwoé, s il :
not ha%as large a vocabulary as the middle-clamiig
not kn dnuch about the world. -~ But~ t_:hgvstr \
made that. they"need not. acquire these things in dFder Lo suc vead

« Bo+take pisces« Thig program also eunphasizes that ‘gains in other -
: .areas such as. increased self-oonfiddnce, satisfaction with self,

-

Y

. 14Mited time, In.fact a two-to-four-hour preschool day. The °
authors;:do’ not> seem to be ainst enrichment as such, if there
is enough t.ime for this an ademic training too. .

EXy lﬁ’

() Tgnp,oral Focus Ty

i 2*"3 .ivy& ’ .

Notutip.'l} are the goals of the program limited to selected .. %+ -,
areas, bub _the focus is preparatory; that is, the aim of this /"“% =
presc::hot:lQ program is to prepare the children to enter the first

grade i1i a position to hold their own with middle-class children

who have. had many advantages which they have not had.,

7
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The argument is made that if this is not dome, nothing else that
can be dane for these children will be of very great importance.
Teachers are instruc .ed to set intermediate goals daily, and to

make every effort to assure that all children are mald.ng progress
with respect to these goals.

(d) Predicted Development
-1~ C tive

Program developers clearly éxpect increases in global
IQ if the program is properly :Implanented. This is reason-
able since much effort is devoted to 1ea:cning in areas which
are tapped by the Stani‘o:d-B:lnet, for example., In addition,
however, children should spe¢ifically improve. inteir
ability to handle mumerical concepifs and inteir use of
language. Childfen in: this progiam should mgke progress
towards learning to read, 1ea.rm.ng f.o add and. .subbract, as
well as count. They should be ablé to, anq.k in complete
sentences and have a_clear understanding of mich of the
basic structuré of la.nguage. . Eor exmple , they should
understand the meaning of negation;, plurality, logical in-
cluglen and exclusion, prepesitional, qual:l.fication, etc.
The extent Yo which theése galns are, ‘made in one year is
a function of the age of the group and the amount of time
avaﬂableo .

-2- Motivational

The Bereiter-Eh'lgelmarm program strives to produce a
high motivation to achieve-in academic areas. The desire
to "get it right®, "do a good job", 'be smart", should in-
crease significantly if this program is succeasful

-3- Social

The soclial gains expected in this program are primarily
those having to do with conformity to a school-type situation.
Children shculd learn to sit still, follow directions, listen
carefully, concentrate, etc. They wculd not necessarily
be expected to interact in more mature ways with each other,
but the program developers report that in prototype classes
children did, in fact, learn "to cooperate, to respeéct each
othert's property and feelings, and generally to enjoy one
another's company". (Bereiter-Engelmann, 1966).

e,
e
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(o) Currn.culmn Gontent a.nd Organization

The curriculum in the Bereiter-Engelmann program is organized

into threg aveas, reading, langnage, and aritfmetic. (1) The

reading program is essentially @metic. . Ch:leren Llearn ta rec-
ognize and pronounce consonaits, vowels, and blends, The
short and long vowels are identified. uit,h appropriate marks.
They then learn to combine these smnda;“prononnc:lng them to-
gether to form "words", some of which are meaningful, some are
not. For example, children might-iearn-to pronounce the
short a, the t, and a mumber of initial comnsonants such as the
hard ‘g, s, ard r. They would theh read "gat“,~"sat" "ratt,
Not all sounds or letters are taught :i.nitiail;r thus, depending
upon - the stage ‘of -the. reading progiam which & given child has
reachéd, he' might ‘or m‘.‘l.ght not kiow.all of h:‘Ls letters. .
(2) The langgé :* prograi 18 oriented toward the structural and
logical camponer.s-of language, Iemphasizing Ior example,. recog-

- nition of negat.ton. ca:veful listéning for. canpmnds and {plurals,

and in’general the meaning of words and phrases. Mach emphasis
s placed not ;]uat. on speaking in® canplete sentences, but in
being &ble to rearrange words ‘and use them as the basic unit.
(3) THe arithmetic program begins with countihg, and proceeds
through the meaning of Adentity ( = ), and simple equations in-
volv:l.ng gddition and subtraction. A1) of these programs are
characterized by ‘careful programing, frequent review, and mmch
drill. ' Bach step »." it Qe thoroughly mastersd before’ the group
is allowed to proceed to the next step.

(f) Methods and Techniques

-1~ Lotus of ‘Obﬁtrél‘

' There 1s no queat.ion that in this program the teacher
is in control of task seleétion. It is the teacher's func-
tion to decide what the children will do and when. She
shculd pace the program in such a ‘wiy that children in all
groups will experience success in what they are doing, but
at the same time w11l be challe) eci By new tasks.

(Ct.. Hontessori) There is no’ suggestion that the child
can make his own selection or iafluence the curriculum by
his interests. What he is rea.dy for is determined by his
résponses, which ghould be observed atid  evaluated by the
teacher. Not only does the teacher cintrel the selection of
tasks, but also the pace at which thege %asks are attempted.
So far as the academic portion of the program is'concerned
then, there is no possibility for selection or cholce on the
part of the children. It should be pointed out, however,
that any given child receives only twenty mimutes of each
of the three program areas per day, making a twtal of one
hour during which his time is completely preempted.
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. During . other portions of : the day he may be allowed to select
~ fran among a limited nnmber of activities.those which he
: | woald like to participate in, It:is notagsumed in this pro-
b  gram that preschool children are necessarily motivated to
learn,. but rather that, they st £irst learn to wor! and to
’ . experience .success, that this.success will then produce a
: motivation. to work ha.z'd again and 1;hne even'buaJJy build up
an overall desire to maaten Afficylt tasks and to do a
'ccmpetent Job. Ii: g.hildren - are. aJ.lowed mnlimited choice
of ac'bivit.z.ee in, a rich. envirmen'b, they i1l £1it from one
thing to ano*her, 1eaving an item as :soon as its sensory
qualities became.: fam:l.liar |

$equenci.ng and Task AnaJ{eie
T A I

‘magle ana.'l#eis anqga

aﬁre the very core of the

Bereiter-Engemann Pprogram,, . Each of th 2 three academic areas
is erganized :ln such.a way that d:here s no uncertainty on
the pa.rt of t.he teacher .as %o, what Xesson :should follow.

She .uses a, workbook which p ovj,dee Anstructions that are to
be followed verbatim and her task is. simply to carry cut the
instructions and make the decj.aion .as to: when to move on to
the next etep., ,

riaally the entire Bereiter-mgeflmnn program can be
said i;o be a 1i 'f'.et.ic program. Arithmetic, which is in
i’ceel.f.' symbo‘i.ic s is. accanpanied by mmch verbalization, and of
' ccurae lariguage and- reading, are two aspects of the linguistic
prowram. It is not the :J.ntention of this program to provide
‘preechool ch:L‘I.dren with a, great deal of dnformation, but to
help ‘them acquire. the. bools.which they w11l need in order
to. educate themselves. ,Theee tools are., eseentia.lly the uses
of 1anguage. Therefore, the program should contain a maximum
amount of verbalization by both teachers and children.

=l Feedback .
. thie point ; ‘the Bereiter-Engelmann program is very

epecifa.c and definite--:ln sharp disagreement with both

Monteeeori a.nd the Traditional program. - It is essential,

in ‘the. Bereiter-EngeJmann program, to :provide the child with

imediatez and, very. epecific infomtim regarding the correct- ,

ness of his response. <An. example .may- help: to clarify the .

degree of specificity intended. A child who was instructed -

to put the yellow pencil on the book, and who put a green

pencil on the book, might be responded to by a Traditional

P im o A mmimd . P ot caee B
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it ‘dxact:
- -tluyaq‘;hohyﬂ&tpqattenﬁmtommmpttho
- Lact-that-the tescher’ ‘said; - “oThat '8 ﬁ.no'” As already ex- .

teacher ‘say, "No,-that isnst' r:l.ghv", ;E’ ; the green pen-
- oil’on the book.: Inntyontopcw 8 yol encll on
“thi6 Book,' “They atritain thdt 1t 164 . for the

"'Uhatitmthathedidm othuvuo

pla’iﬁeﬂ, 'positive: roinrmu-nt is hsod ‘dontimally, tut it

‘1a\used:lnauéc‘ixﬁngant umier,“ﬁatinan‘attqttonko |
“the. chiild fee): g ’ﬂmmmetfa-ttoreinforcepncue]y

those Tesponsss which ar'e désived. This, both positive and
negative reinforcement are used.in a very specific maxmer.
Enthusiastic pratse 4a réserved. for cocasions m which the
child does perform correctly on what was for him & difficult

task, Thcuseotraibinsor«othurubarhlrmﬁs {generally

-cﬂledpﬂ-ryrdnrw)uqsdmmottm

'm’ﬁdchiamstcriﬁcuad' nnreuonforhoﬂ.m.ng
"ﬂithpﬁ.nﬁ‘frei.nforomtu& sadvy _children is

#mply-that ‘ix Rany ‘case athued::l.ldrmhyonorbloamodto
valie-piaisei Theéy have:not ei:por:lmng__prb_alreinforco-
nént ‘from-an-adilt foar the' kinds of behavitr that are.

axpected fram them in the preschéal. “If this is the case,
it would be necessary to begin idth vhatever is veinforcing
to the child, It 1s essential, howéver, that this stage be

only the begimiing. ' The teacher mist, aluays acoompany the

- glvingCof “tangible :‘hiﬁf&roeuul: ‘with verbal praise, a

handshakoorpatandahmldmtrh’thhpmchretotmt

- of "gliiply using Verbal praise w*tinnﬁslnkeorapnt alone.
It A8 upocted that ' 113
. +“reixiforced by ‘duccess ‘so that he will be able to dispense
. withevmthowrbalpi"aia”iﬁst of ‘the'time. Thie is essen-
'-t:l.al]yashapdng";j'_,
' -‘inothorwords, pu:i.dein one'sma__‘ -

‘the chiid ‘will be sufficiently

re which cuil!natea self-praise-:

P

=5~ Sem-qu Stimlation

Ptmstimlatimofthasansesplayaﬁ:tmnynorole
in the Berelter-Engelmann program. Although the suthors re-
coghige that severe mory deprintimcanbodmginges-
peciaJinnthefirstfwnarbhaot]ite, ‘they meintain that -
most disadvantaged children recelve as Hidh sensory stim-

lation ‘as is necessary; andthatintact too mch in the way
-of"interesting objecta’and games will dily-serve to overstimm-
late thun and d:l.sl'.ract the:l.r attmbim frcn the b:s:l.c task.

B
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They state, "an object-rich envirorment stimulates a cul-
turs1ly deprived child to atiend to a glitter of super-
abundant gtimlit,..Sterilizing the envirorment is a fimm
requirement of the work-oriented preschool...Toys should
be limited to form boards, jigsaw puzzles, books, drawing
and tracing materials, cuisinaire rods, and a miniature
hose, barn, or set of farm animalsg., Paper, crsyons, and
challc, but no paint should be available for the expressive
play. Motor toys, such as tricycles, wagons, and climbing |
equipment are not necessary for the program'. Interestingly, i
these authors also stress one of Montessori'’s notions. They
say, "“a good toy does not teach a little bit of everything.
If it is good, it is a good vehicle for one concept. It
should be presented in such a way that the child learns

this conceptth.

Py | L

«b= Practice :

Repetition and the formation of response habits are
greatly stressed in the Bereiter-Engelmamn program. Unison
responses, gnet‘.ims accompanied by clapping to accentuate
the rhythm,%are very mach utilized. One purpose of this
rhythmic response pattern is that it enables the teacher
to determine whether individual children are responding cor-
rectly. A more important function, however, is that it
serves to accentuate certain important but easily overloocked
words, and to separate the words in a sentence so that they
can be recognized individually thus counteracting what is
called the Y"great word syndrame". The great word syndrome
ig the habit of using phrases which are combinations of
portions of words, such as "dabidaw" for "that's a big dog".
The authors maintain that this sort of chunking of units
larger than single words is characteristic of the disadvan-
taged child, and makes it difficult for him tc understand
the word as a basic wnit. One evidence for thls, they point
cut, is the frequent mability of these children to reverse
the order of words even in a very short sentencs.

-7- Gcmpet:.t:.on

Here, Bereiter and Engelmamm diverge sharply from
Montessori and also from the Traditional program. Friendly
campetition and calling of attention to successful performance
by others is a cameon technique in this program. "let's see
who can get it right first", and "let's see if we can all do
it as well ag' Jimmy did", are typical of technigues used by
these teachers. There is also compstition with the teacher,
carefully structured by her so that the children frequently win.




-8- Manimilation

Manipulation of concrete materials does not play any

. gignificant role in the Bereiter-Engelmann program--nob
beceunse the developers cousider it unimportant, but because
they are convinced that opportunities for manipulation are
plentiful outside the preschool. '

-9- Grouping

In the Bereiter-Engelmarm program, children should be
grouped roughly according to thejir ability. Ideally there
would be 15 children in a class, grouped approximately 5
in each of three groups, and thsre would be 3 teachers for
this group of children. One would be teaching arithmetic,
one reading, and one language. Grouping should be flexible,
and children shifted on the basis of their performance as
well as other considerations, such as motivation. A child
who could keep up with the top graup, but who performs
better when he is the. "star" might be shifted to the middle
group for this reason. Children are always taugnt the
academic program in these small groups. 'There is frequent
attention devoted to imndividual children throughout the
period of group instruction. - Children‘are called on indiv-
idually and at times some.additional:instruction is given.
This mst be kept to a minimmm, however, in order not to
lose the attention of the other children. Especially slow
learners may be given individual instruction at other times.
At times when the -children are not engagsd in patterned
drill dn eny of. the three academic areas, it is not necessary
for them to remain in a particular group. They may work ‘
individually or the remainder of the groups may be cambined.
However, the fact that there is nearly always some group
being given patterned drill tends to perpetuate the grouping
thraughout the school day.

=10~ lmdtation

Imitation of the teacher is a very important technique
in the Bereiter-Engelmann program. In fact, this is pri-
marily what children are doing in the amall groups when they
are being taught the three programs. Imitation, as used
in this program 1s closer to the meaning of matched-dependent
behavior as defined by Miller and Dollard (1941) than to the
Freudian notion of :identification.
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() Classroam Atmosphere and Teacher-Child Relations

The ideal preschool for disadvantaged.children is described
by Bereiter-Engelmarm as "generally run in a business-like,
task-oriented manner". The school, ‘thay say, "resembles more
nearly a high school than an elementary school', and is
"certainly in striking contrast to the mether and her brood

atmosphere of many mirsery schools”. (Bereiter-Engelmann, 1966 ).

But the fact that the classroom atmosphere is business-like
need not mean that it should be grim or depressing, amd cer-
tainly children should not be apathetic. If abilivy grouping
is adequate, and if the programs are presented properly, the
children can, and should, enjoy them. Duxing the drills,
however, there is rno permissiveness for lnattention nor are
children permitted v leave the sessions. If the children seem
too tired at the end of twenty mimte sessions, it is suggested
cvhat the tsacher reduce the time to fifteen mimtes initially.

Although the Bereiter-Engelmann program is organized very
heavily around the use of positive reinforcement, the authors
do not hegitate to recammend firm disciplinary procedures in-
cluding physical punishment if necessary. They advocate this
only in cases in which it is clear that verbal instructions
have been largely ignored, and that the child is testing the
teacher to determine whether or not she really means what she
sgys. They also advocate isolation, if necessary, and point
out that if this is to be effective it mst be an uncamfortable
situation, that is, in a roam which is small, unattractive, and
isolated from the rest of the class. In general, however, the
children are generously and frequently rewarded not only for
being correct, but also for tiying, for working hard, and for
other kinds of desirable behavior. The children should be
lively, enthusiastic, and interested in their worke.

SUMMARY

The Bereiter-Engelmann program is essertlally a skill-training
program which emphasizes the acquisition of the tools of academic
progress--that is, the ability to handle linguistic and numerical
gymbols, The techniques emphasized are those which come fram the
leamning laboratory. They include repetition of response patterns,
matched~dependent behavior, and the use of extrinsic reinforcement.
Sensory stimlation and manipulation are de-emphasized. Children
are taught in groups, tasks are carefully sequenced, and the teacher
is the active agent in determining the content of the progranm.
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2.

"DARCEE* .

(a) Characteristics of the Target Pog:lai_aion

In DARCEE, as in the Bereiter~Engelmawn program, the em-
phasis is not so much on the nature of the child as on the nature
of the program which is to be given h:lm .

The. DARCEE program recognizes the same kinds of deficiencies
in disadvantaged children which most program deveiopers have
identified--deficiencies in attitudes and in aptitudes, Spec-
ifically, the disadvantsged child is characterized by lack of
interest in academic matters, and an undisciplined approach
toward achisvement. He is linguistically deficient.

(b) General Goals of the Program

Two major goals characteriza the DARCEE program.
(1) Remediation of linguistic and conceptual deficiencies and
(2) developmant of a mumber of attitudes which are related to
academic achievement. It could hardly be.said that either of
these has priority éver the other since the;_'.are seen a5 parts
of the same problem and it is as necessary to build in appropriate
attitudes as it is to attempt to teach concepts.

(c) Temporal Focus

Although it would be appropmate for middle-class children,
the DARCEE program is in many respects remedial, and in this sense
the focus 1s’ on reaching intermediate goals.  Teachers set specific

-gtandards and work towards bringing all children to a given level

as soon as possible. On the othér hand, the heavy emphasis on
working with parents in an attempt to extend curriculum goals in
the home suggests that effects of this program should also be
long-tem, and that sane of them will perhaps be more easily
measured distally rather than proximaliy at the end of the school
yoear.

(d) Predicted Development

-1- Cognitive

Since there is a very heavy emfhasis on linguistic skills,

it might be reasonable to expect IQ gains from this program.
Gains may also be expected in quality of expressive language,
classification, and infomation about the world. Visual and
auditory discrimination should improve as well as ability to
handle concepts such as number, tims, and space.

.
B
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~2- Motivational

In this area, gains would be expected- in ability to
delay immediate gratification in favor of later reward,
persistence in solving tasks, and nsed for achievement.

=3~ Social

Here, as in the Bereiter-Engelmamm program, progress
would be expected with respect to behavior appropriate to the
school situation--for example, sitting still, paying
attention, follawring directions, using verbal rather than
physical persuasion, having respect for persons and prop-
erty, etc. It is not entirely clear from source materials
avallable whether one should be able to measure gains in
ability to interact constructively with other children in

cooperative play.
Curriculum Content and Organization

The skill development portion of the DARCEE curriculum is

organized around three processes: (1) Imput, (2) Association
processes and (3) Output.

(1) Input

This aspect of the curriculum has been designed to
"help children perceive, decode, and encode stimuli which
they receive through all the sensory channels"...{Cupp,1967).

(2) Association Processes

"The skills of association, classificstion, and se-
quencing are critical in the assimilation of eXperiences
into same logical and orderly framework to facilitate guick
retrieval of information and to foster transfer of learning.
Here...the curriculum is organized to develop increasingly
more sophisticated schemata for organizing information"...
(Cupp, 1967).

(3) Output

e+ "Output is comprised of skills necesse ¥y for ef-
fective verbal communication and expression of thought
patterns®. (Cupp, 1967).

- P T
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(£)

Within these groups, each particular skill i# organized
according to two dimemsicns: (1) along a vertical contimnm
from a gross elamentary level of discrimination to a more
specific and camplex-level, and (2) horizontally along a
contirnmm Lrom: concrete to abstract.

With respect to content ’ the curriculum is organized
around units. The first unit, for example,; is sbout the

child. Then cames a unit about pets, one about seasons, etc.

Methods and Téchniquas

-]~ Locus ofT Uuntrol -

In the DARGEE program, the teacher is a very active
agent in the learning process, in contrast to the Traditional
and Montessori pregrems. Her role is:compairable-to the
teacher's role in the Bereiter-Engelmantt program. The
teacher determines what activities take place and when, and
she directs thege activities in the way she believes will
provide the greatest amount of learning. A quote from one
of the many papers with which teachers are provided may
make this very clear: "This is: a .8chool where children
learn. Everything that happens in the. 'cldesroam should help
them learn. Classroom organization includes teachers,
children, furnishings, and materials in thg ‘classroom...
Each actlvlty is planned to help children lsarn. Certain
8kills and attitudes dre zslected as ‘the main purposes for
a lesson". ~Children: in ‘the DARCEE program a¥e sometimes
allowed to play, and given safte choice, but even their free
play activities are directed toward learning something.

The DARCEE program clearly recognizes that motivation to
learn is not necessarily present in preschool children, and
that this motive, as well as skills, miust also be learned.

~2- Sequencing and Task Analysis

One of the most important principles in the DARCEE pro-
gram is that of sequencing. For example, in the area of
auditory discrimination, "polar concepts of volume and pitch
are introduced for gross sound identification--loud-soft,
high-low. These general concepts are refined as the come
parative, (louder-softer, higher-lower) and superlative,
(loudest-softest ’ highest-lowest) distinctions are introduced.
Eventually, sounds with these deéscriptions are identified
according to their sources. Decoding of verbal sounds is
stressed continually...the child learns to decode simple
directions, given verbally by the teacher. The complexity

fi.
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of directions is gradually increased by demanding more
preciss responses and by multiplying the munber of
directions in a specified sequential order...(Ilater)
whole-word discrimination is introduced" and eventually
words are made more and more similar until only initial
consonants differ. '"When one-letter sound distinctions
can be discriminated, the child is ready for work in
sound-letter association, in direct preparation for

reading". (Cupp, 1967)0

-3~ Language

Language occupies a more prominent place in the DARCEE
program than in any other with the exception of Bereiter-
Engelmann. The difference batween these two perhaps lies
less in degree of emphasis on language than in the methods
used to pramote its development. - In addition to formal

.instruction with linguistic materials, conversation be-

tween children and teagher, and among childyen, is encouraged,

. particularly during small-group times and at snack and meal

times. This is a primary technigue, in developing expressive
skills and utilization of infommation. \ '

~li- PFeedback

The DARCEE program, again like Bereiter-Engelmann,
places heavy emphasis on the importance of contingent rein-
forcement. less emphasis is placed on correction of errors
and more on positive reinforcement for correct behavior,
but it is clear that in either case the child should get im-
mediate feedback regarding his responses.

-5- Sensory Stimulation

Stimlation of the senses per se is not emphasized in
the DARCEE program. The materials, however, do provide a
mich wider range of stimuli with which the children interact
than is the case in Bereiter-Engelmamn. The basic five--
beads, parquetry blacks, puzzles, peg boards, and counting
cubes~~are all concrete objects which offer opportunities
for stimulation in various modalities, as well as manipu-
lation. In addition, sensory discrimination, in all
modalities, is a formal part of the program.

-6~ Practice

The role of respcnse habits is not greatly stressed in
the DARCEE program, but as is the case with Montessori, the
use of the sameé materials in a variety of ways insures a
certain amount of repetition. In addition, the sequencing
of the program within units assures practice until a certain
level is mastered.

-
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. ={- Competition

:‘h

w Compétition is not stressed, but neither is it fore
biddeh, Teachers utilize it :mdirdctly in calling at’cention
4o, apb%ﬁpt}iate vehavior od the part of irdividual thildren, °
‘and’ givipg lavish prdise to these dhildren in a way which ’
Sttggabtk that their Yehavior is to be’ imitated. - DU

nﬁﬁ Manipulation

- Manipulation of concreté materials is a very prcminen‘b '
aspect of the DARCEE program. Teachers manipulate maerjqls: -
in creating designs which the children are then requ:.red~to ’
copy. Children spend a great deal of time, of course, .. %

manipulating beads, blocks, picture cards, etc. e
B
e w.
-9 GMBM ' ' "3‘ R

2, in ‘the DARCER program, children are grouped accord:l.ng,

to initial level of perfommance. 4s in Berei’cer-&!gelmam,,, N
there shoald be three adults, one for ‘éach group of about' =
five children., Throughout the day the children work in . A
groups, all members of a group doing the same thing. . & %

1
¥

-10- Im:.tation

.. Matched-dependent behavior is also a very important .
part of the DARCEE program. Teachers frequently make towere,
gsigns, etc,, which the children are to copy. The DARCEE
grim does not depend on an ‘identification process to -
develbp achievement motivation, persistence and other at-
. ®¢itudes, but rather ‘these are: d:lrectly reinforced.

,‘." -

() Classroom Atmosphere andTeachen-Ch:l.ld Relations e

kS
',

“Feachers are advised that the classrobi should bs both" quiet
and ofderly. Children are required to ‘sit straight in their  .=*
chairs, and they leave their chairs only when told to do so. #

% Speaking in loud voices is not permitted. Children line up when

¢yhaver they are moving from one room to another. In this respect.,
the ‘DARCEE program is more like the Montessori program than any
other. The teacher's relationship to the child should bg warm,
but firm. The teacher's main role is teaching, not prov'iding

emotional support or being a substitute mother. IR )

Children are managed in the DARCEE program slmost entirely .
by a poditive reinforcement. Teachers call attention to appropria'te
behavior as it is exhibited, and much stress is laid on being spec- .

o

ific and giving reinforcement of the kind of behavior des ired. ;

Physical punishment is not used. e
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SUMMARY

The DARCEE program emphasizes development of skills, but in
addition incorporates explicit attempts to develop attitudes related
to learning. Children are taught in groups, tasks are carefully
analyzed and sequenced. Techniques considered important in this pro-
gram also derive fram the learning laboratdry. They include ex-
trinsic reinforcement, manipulation of mater s bractice, and a
very heavy emphasis on language and on itritatidn in the matched-
dependent sense. In this program, the teacher is the active agent
in content selection.

&

3. '"Montessori®

(a) Characteristics of the Target Bogjlation

Montessori Saw the young child as bursting with curiosity
and an innate eagerness to lsarn. She.stressed the individuality
of each child, with his peculiar cunbination of capacities, fund
of information, and methods of learning. ~She believed that pre-
schoolers naturally take much pride in achieving. She saw the
preschool years as a time when tremendous strides in intellectual
development are possible, if the child’s_uniqueness is respected.
She also believed the preschool child to be capable of intense
and lengthy concentration, and felt that language is not his best
aid in learning.

Montessori put great emphasis on the lack of oxrder and
structure in the enviromment of the tdisadvantaged child as com-
pared with his middle-class peers. . called attention to the
disorganization present in the st enviromfent of the slum
children with whom she worked, and related this to handicaps in
respect to conceptualization and learning skills. She regarded
intellect not as a constant to be determined, but as a function
to be developed.

*

(b) General Goals of the Program

The goals of a Montessori'préscho%l program fall into four
general categories: (1) Development of the senses, ability to
discriminate, identify, and match, (2).Conceptual development,
incInding mathematical concepts, size, weight, volume, etc.,

(3) Competence in daily activities of the kind involving house-
keeping and personal care, and (4) wﬁ might be called character
development~~the development of inde e, self-discipline,
persistence, and love of learning. Inwll of these areas, the
key words are order and system in leangng.

ﬁ;’ d
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(c) Temporal Focus

Montessori, like Traditiond , is a program which focuses
on the long-term developmental processes. The ‘Montessori pro-
gram is intended to be an educational philosophy extending from
preschool through the twelfth grade. Individual children may
be advanced in some areas and retarded -in others; thus 9 it is
not possible to set standards at an intemediate level which
would be expected of all children.

(d) Predicted. Development

-1- Cognitive

Like the Traditional program, the Montessori program
sets no specific goals for children to-reach at the end of
a given period of time. “The emphasis on cognitn.vs devalop-
ment, however, is much more obvious in the Montessori pro-

. gram and can easily be derived from exmmination of the

' materials used. Academic materials, 'for example, are
clearly designed to teach concepts suéh- as Weight, length,
volume, number, letters, etc. tWhéther or ‘not'a given child
has mastered any part of these concepts depends: entirely
upon his motivation, and whether or not he-reached an
appropriate level to be given the material. It is doubtful
whether a measure of IQ gain is an appropriate method of
assessing progress in a Montessori class at the end of
one year.

~2~ Motivational

This is one area in which it should be possible to
assess-the success of a Montessori classroom. Heavy stress
is laid on the child's developing iindependence, persistence,
and a task-oriented attitude. Children in & Montessori class,
regardless of what they have learned in the way of content,
should have made gains with repsect to ability to concentrate,
and habits of persistence in solving tasks.

3
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-3- Social :

It is not entirely clear what should be expected in

the way of social skills from children in Montessori class-
rooms. Increased sslf-coritrol and respect for materials and
for the rights of others could certainly be predicted. These
should make for smoother peer relationships. However, since
there is little emphasis on group activities, ohe might not
expect much change in role-playing or skill in integrative
play.

I
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(e) Curricuhm Content and Orggnization

Monteaaori :ls chapacterized” by %he organ:l,zation of
curriculum -contént into. three large categoriea. Exercises for
daily liv:l.ng, Bensorial materials, ‘and" academic materials.
These- sané “thrés’ areas can bé readily ‘extrattéd fram the

- doritént of Traditional curriculum lfomal]ar éxercises for

daily 1iving Would :E'om the beg‘lnn:lng of the Hontesaori program,
and would ‘be essmtia]:lg the curriculim- offered ‘to three~year-
olds, but- raur-yaar-olds withmt previous preschool begin here
too; and the éxtefit to which they progress to sensorial and
academic materigls is the fiifiction of ‘sach child’'s capacity to
work through the program.

(£) Methods snd Techniques

Locus of Control

In Mon’cossori the child h:hnaelf dacidas what he will
study.  In fact, Hontessori tsaclwrs ahould“be even less
obtmsiVe in the process tha.n ‘thg tei eather in the
Traditional classroan. ~The taacher 18 a&upniahad not to
try to teach, but’ sinply’ to ‘provide’ani | énvironment in which
ths child can 1earn The childrens' motivations and in-
terests deternine théir choices ‘of mat ri.als *Motivation
is ‘extremsly important, It-is Hasuisd to be intrinsic, and
related to the nature df the task and its suitabi.‘l.lw for
the lsarner. .

The teacher, howevar, :I.s ncrb passive. She sheuld
keep careful recoxds o a.ll individual children, since it
is her task to intFoduce new materiais at ‘the appropriate
time. The appropria.teness of’ the time :[s determined by the
child's progress up“to. that point. This i8 what Hunt calls
the problem of the match, (1961) The child, however, is
the active person in the learning process, and there is
great emphasis on flexibility and- motivation. The key tem
here is self-education. The learning process is seen as
one that comés from within and the teacher, therefore, must
remain uncbtrusive.

~2~ Sequencing and Task Analygis

With respect to sequencing of tasks, Montessori nmch
more resembles .the Bereiter-Enge]mann program than it does
the Traditional program. It might be said that both
Montessori and Bereiter-Engelmann styles involve "programmed"
activity, but with one important difference. In Montessori,
the program is not imposed on the child or even suggested
to him, but is simply inherent in the nature of the materials
and the ways in which they can be used. Sequencing is ex-
tremely important in the Montessori method and even the exer-
cises for daily living are carefully programmed in small steps.
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-3- Language

A8 is true of the- ‘Traditional pPrograf,” Moatessori em-
phasizas the difficulties that language presents-in the
learning process for ‘the very young..child, . Teachers are
not to talk any moré than is necessary. Jl,'ho:i.r instructions

or coments .shonld be quite brief, and ¥ery. simples There
is no provision in the Montessori program for. remediation

of J.’l.nguistic daficita thoug_h there:is no pwoacriptim
against the usé of speci.fic langmge materia,ls where they
seem to be:called for, In gensral, this. does. not, or should
not, increase the amount of l:l.nguﬁatj.c interaction occurring
otherwise in the classroom, which is minimal, .

4~ Feedback

On the question of reinforcement; the Montessori pro-
gram is quite different from the other three. Ths basic
attitude derives frum a belief~in ‘the-spontanecus interest
and . -Joy which Jpreschoolers take in learning, provided they
are given an opportunity to attempt. tasks which ave suitable
for their capacities; in other Words, if. a child is given
material at the ;ppropriate lavel, a, 13791 at which he can
succeed with same effort, he W11l enjoy learning and it will
not be necessary to provide extrinsic motivation to reward
him for doing a good lesson.. Montessori implied that
children will be aririgyed by supsrflious extraneous reward
for soamething which i8.its own raward--nm]y mastery of a
task. If the task is too easy for him, he Will be bored.

If it is too difficult, he will be frustrated, but if it is.
just right, he will enjoy the cixllenge and take pleasure
in success. Negatfve feedback is d:pressly forbidden. A
child is néver to be told that he is mistaken or wrong. He
is simply to be reinstructed. In a Hontossoﬁ. classroan
then, one should find less. praise than in the other three.
No material reinforcement is advocated of course.

-5- Sensory Stimulation .

This is a very important aspect of a Montessori program.
The assumption is made that the development of the senses is
vitally important in the intellsctual develomment of the
child. This focuses attention on the perceptual enviromment
and on the materials to be presemted to the child rather than
on the child's response. This aspect of Montessori's program
derives primarily fram her kmowledge of, Itard's (1962) peda-
godical methods in the education of the wild boy of Aveyron.

—ERIC

Aruitoxt provided by Eic:




-6~ gactice

It is difficult to define the role which practice plays
in a Montessori program as it is in the Traditional program.
Although there is no explicit attempt to make sure that a
child continues to repeat activities, the fact that the
materials can be used in a variety of ways, same more ad-
vanced than cthers, does insure a certain amount “of repetition
within each task. The situation is one that might be
labelled "intellectual cafeteria feeding". The child is
free to initiate an activity or not, and no pressure is put
on him to do any particular thing. Once he does initiate
an activity, however, there is strong encouragement to
follow a standard procedure and thus "practice®. It is pro-
bebly fair to say that the emphasis is on semsory stimmlation
rather than on development of response habits, since the
habits emphasized are more procedural than ¥correct response
habits" in the Hullian sense.

«7- Competition

Campetition has no place in the Montessori program, nor
is a child ever compared with another child. Total emphasis
on uniqueness, individuality, and a respect for the child's
o interests is vital. coo

-8- Manipulation )

Manipulation ¢f materials is a very important technique
im Montessori--botMefram the standpoint of providing sensory
stimulation and as a primary method of learning specific con-
capts. For examplse, children feel shapes, trace sandpaper
letters with their fingers, place cylinders in holes so that
they fit exactly, identify objécts by touch while blindfolded,
etc.

~9- Grouping

With the exception of short periods of whole-group
activity, there is no formal grouping in a Montessori class-
room. In fact, informal grouping should occur infrequently
since childven are expected to work individually, and few
of the mat'Qials wre constructed for use by more than one
person at-a time.

~10~ Imitation

Imitation in the sense of direct copying of the behavior
of another (matched-dependent behavior) is very much a part
of the Montessori program. Teachers show children in great
detail each step in a task and expect the children to imitate
exactly what they are doing. It is a major technique in skill
learning, and is used in all activities fram washing dishes
to manipulating counting beads.

.
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{ (g) Classroom Atmosphere and Teacher-Child Relations

: The ideal Montessori class is much quister and more orderly
; than the ideal Traditional class. There is 1ittle emphasis on
the emotional relationship between the teacher and the child.
The teacher is not seen as a mother substitute, ‘bitt rather as

an ‘aide and a resource to the child in the process of -self-
education. Her mamner should be friendly, but saiewhat detached,
as the child is supposed t¢ be developing independence and the
ability.to direct his ovm activities. In this respect,
Montessorl more resembles Bersiter-Engelmann than Traditional.
Great emphasis is placed on respect for other people's right to
continue their own pursuits, and the teacher doés not interrupt

_ children even to help them, unless help is requested or unless

. they are cbviously in difficilties fram which they cannot extri~
( cate themselves. The general atmosphere, then, is one of quiet

' and orderly indivigmal effort. There is heavy emphasis on care
of materials, orderly procedures such as putting away the

materials when finished with them, and in general treating people
and property with respect.
: s

|

One of the strongest emphases in-the Montessori philosophy \
is the development of self-discipline. There are a few unbreaksble :
rules in this kind of preschool. The child may take only apparatus \
that is not in use. He may not interfere with any other child,
and he shald not use the materials except for the purpose for 1
which they were intended. He may stop working with a piece of squip- .
ment at-any time, but must return it to its proper place. Montessori 1
has stated, "Our aim is to discipline for activity, for work, for ‘
ood--not for immobility, not for passivity, not for obedience”. |
Montessori, 1964). Bwphasis is not on "taking turns", but' rather ‘
in pursuing one's own interests as long as these do not interfere \
with the rights of others. The few rules are very strictly en-
forced, but it is the teacher’s task to help the child understand \

these, and physical punishment is not used. The child's dignity
mst be respected al all times. \

SUMMARY | |

Montessori is the program which is characterized by a high
degree of structure, cambined with a very great flexibility. It ' \
is highly structured in respect to the careful analysis and se-

quencing of tasks, but flexible in the sense that it is indiv- \
idualized, and expects each child to -pursue his own interests.

The teacher's role in this program is’to provide opportunities \
for interaction with ma.teriaIs which, for each child at a given |
time, are appropriate for his" level of achisvement, consistent with

his interest;-and not in excess of his capacity to succeed. The ‘
program emphasizes sensory stimulation, manipulation, and intrinsic |

motivation as techniques in lsarning. Language, competit:l.on, and \

Cn - ——

reinforcement are de-emphasized.

Aruntoxt provided by Eric
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. ¥Traditional®

(a) Characteristics of the Target Population

The picture of the preschool child which emerges in this
program is that of a tender, shy, yet eager organism, easily mani-
pulated. The pmschooler is seen as egocentric, but at the same
time insecure. He is seen as needing large amounts of warmth,
patience, tolerance, and affection. He is eage¥ to please and
curious about things which he can relate to his own experience. e
He is liRely to be damaged amotionally by acceleration, préessure, /
or over~control. He is very practical and concrete, and his cap-
acity to utilize language is minimal. He learns glowly. He has
a natural drive and sense of wonder.

The disadva.ntaged child as seen by those in the Traditional
program is in many respects not essentially different from any
preschooler. He is only more so.. For example, more shy, more in
need of affection, less confident, etc. Some special character-
istics of the culturally disadvantaged are: Lack of experience
with the enviromment, lack of stimmlation, lack of curiosity,

L; lack of books and toys, poor physical condit:.on, and poor language
: development.

Lras o

(b) General Goals of the Program

: The goals of the official Head Start preschool phileosophy

: - are very broad. They include cognitive, motivational, social,

and physical development. This list, taken from Head Start Rainbow
Book No. 4} suggests that. the cognitive development is perhaps less
stressed than are some of the other goals, but linguistic effect-
iveness is explicitly mentioned:

~ Learn to work and play independently
Became able to accept help and direction from adults
Learn to live effectively with other ckildren
Develop -self-identity
Grow in competence and worth
Sharpen and widen language skills, both listening
and speaking
Be curious
Grow in ability to express immer, creative impulses
Growr in ability to channel inner, destructive impulses

(¢) Temporal Focus .3

The Traditional program does not recammend intermediate,
short term goals which are expl:.c:.t % and set by the teacher. The
emphasis is rather on development in all areas and at each child's
natural pace. This prevents setting any standard 8f achievement, or
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‘ gspecific goals for all children. The temporal focus is long-term,

and the program is not seen as preparatory, except in the broad
sense of providing appropriate. sarly experisnces which form the
foundation for further dévelopment. One socurce writer cautions
against trying to make preschool a watersd-down first grade. This
is referred to as ‘the "dribble-dmm disease".

(d) Predicted Developnent.

~1- Cognitive

Athough it is clear that the Traditional program
does expect children to make gains in varicus aspects of
intellectual development, it is not at all cléar that these
should necessarily be reflected in increases in overall IQ.
Among specific’ goals listed are: #bility to think , under-
standing of vhe wo#ldy and itnprovaaent in- language ‘8kills,
both receptive and éxpressive. It i5 also stated that@in’

. gemeral they shouldbé a.b'le to "mové along succéassfully™
through kindergarten ‘and first grade. Gognit.ive develomment,
however, is only one of the goals of this program and not
necessarily the moést jmportant one.

-2- Motivational

Children in the Traditional Program are expected to
develop a greater curiosity about themselves and the world,
and a more positive attitude toward following instructions
and -imitating the teacher. Th'ey should also develop a greater
need for achievement and a sense of ‘pride in t.heir own
accomplishments. | .

-3~ Social

The Traditional program is intended to improve a chilid's
self-confidence and self-discipline. The ability to express
one's gelf and to interact successfully with ¢ne's peers and
with adults sheuld increasé.  The program should develop the
children's verbal skills and help thén to use these in their
interactions with others to a greater extent than was orig-
inally the case.

(e) Ourriculum Content and Organization

Broadly speaking, there is cons‘.derable similarity in the
content of all preschool programs regardless of method. After all,
no one tries to teach four-year-olds -the mames of all the presidents,
though presumasbly this could be dme. Consensus arises, of course,
from the fact that there are so many basic things that four-year-

olds do not know. The names of cammon objects, basic concepts

&
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: such as time, foods, etc., words used in making sensory discrim-
: inations in various modalitiss, and many other things form a part
of all curricula for preschool children. The curriculum in the

: Traditional program is distinguished not by any particular con-

E tenti, but rather by its flexibility. It mey include anything

: which is of interest to the children at a particular time.

(f) Methods and Techniques

~1- Lécus of Control

-« In the Traditional program, the children and not the
teacher should be the deciding factor regarding what is
learned, This' does not mean, of course, that the teacher
has no plan for the class, but it does nezn ‘that she does
not have iri mind a particular set of facts or any particular 1
goals which take precedence over the motivation of the ;
children. Rathbr than trying explicitly to teach samething

to the childrenjshedshould provide opportunities for learning
and follow what. Yor direction -seams most preferable at a
given time. She%does not insist that ‘the children learn

any particular tging , but watches for opportinities to ex-
pand thelr horizoms.

Motivation is one of the most important variables in the
Traditional program. Very heavy stress is laid on the fact
that whatever a child learns when he is unmotivated (if indeed
he learns anything at all) will be of little value. Great
stress is laid on the concreteness of the preschool child,
and the fact that whatever he learns must te related to him

personally in some way. The teacher 18 urged to take advantage
of all occurrences.which have an intirinsic interest for the
child since these provide opportunitiés for leaming Pri-
mary importance is placed on the enthusissm and excitement
which an event genmerates-in a young child. The implication is
that if k~ is sufficiently interested, he will learn.

-2- Sequencing and Task Anclysis

Emphasis in the Traditional program is on the relatedness
of informmation in all areas. With respect to soquenc:mg, the
following statemert fram Hymes (1968) should suffice, "No
activity is so foundational that all others depend-on it, nor
is it crucial that certain facts or skills or concepts be
nastered first. Beg::.n wherever the livelisst action is.

Only one thing really matters--a teacher must stay close to
the cutting edge of childrens' enthusiasm.. The teacher should
not have a fixed idea of what the children shouid lsarn or

at what particular time".




There is a peculia.r amb:.guity in the Traditional pro-
gram regarding the use of ‘language . On the one hand, the
linguistic deficiencies of the disadvantaged are emphasized,
and stress is placed-on the necessity to help children to
progress towards a more efficient use of 1anguage in both
expression and listening. Oh the Gtlier hand, the limited
capacity of preschool children to use language in learning
is emphasized. Teachers are cautioned not to insist that
the child speak more loudly or more distinctly, because
this may destroy his self-confidence- and: inhibit him. They
are also advised not to do too lm'lCh talking: It is not
clear, ‘however, how thé teacher is to Improve the child's
linguistic skills,:especially tha .axpressive skills if she
is not to do explicit teaching. Rainbow Book No. L states
"a ¢hild learns . to talk effectively by being listened to--
and then responded to=-by ‘a person he cares: about’., It
would probably be accurate to say that the child's 1listening
skills should be enhanced through the whole-gFoup activities
such as listening to records or llate;ning to the teacher
tell a story, and that his éxpressive skills should improve
as a result of conversation with the adults in the class-
room and perhaps with the other children during the course
of his play activities.

=}~ .Feedback

In the Traditiondal program, teachers are advised to give
children much praise. They are not, however, ddvised to point
out explicitly his errors. In fact, teachers are specifically
cautioned agairst emphasis on right and wrong and against
specific commands. Thié is one of the most c:cucial and most
controversial aspecis of thesé four programs. “The basic
question is whether it is more important to give the preachool
child specific and. definiteé information regarding his exrrors
or to praise him indiscriminately in order to build up his
confidence. The Traditiohal program amphas:.zes praise re-
gardless of whether the child's performance is adequate ac-
cording to some standard, ‘though obviousily in behavior manage-
ment there is some con’cingency, sipce the teachsr does not
praise undesirabls behavior. No suggestion ‘could be found
that ‘the teacher should provide @xternal reinforcement in the
form of material rewards either for particular activities or
for increased interest in, or attitudes toward, learning.

-5- Sensory Stimmlation

This is one of the strong emphases in the Traditional
program. The child should have an opportunity to see, hear,
taste, and manipvlate many different things. It is said(mma)




R R

B o A I

'in any source material on the Traditional program. Repstition,
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that the child learns best through concrete events which

have a meaning for him personally. Appropriate techniques

in the classroom include concrete items, field trips, visitors,
pictures, fragrant items, movies and TV, An object-rich en-
viromment is provided, with many different kinds of toys.

-6- Practice
The role of practice in learning is virtually umentioned

but of sensory items, is mentioned briefly in Hymes who

says thét young children learn slowly and need things re-
peated numerous-times. Practice does occur, of course. It
comes about as a result of.repetition of activities in which
children participate, but there is .no stress on an explicit
attgpt to have the child repeat or praci'.:i.ce amr particular
skill.,

-7~ Campetition

In the Traditional program, children are not compared
with one another and the use of canpetition is specifically
proscribed. "

o

-8~ Manipulation

It is difficult to specify the role which manipulation
of materials plays in the Traditional program. The environ-
ment and wealth of piaterials provided certainly promote
physical interaction and handling. On ‘the other hand, there
is no explicit attempt to insure that .children use the
materials nor is there any particular wey in which & given
item must be manipulated. Regarding the kinds of toys, the
Rainbow Book No. l; states, "toys should be ebstract; that is,
they should look not too literally like any specific object".

-9-  Grouping

In the Traditional classroomm, the children are not
grouped arbitrarily with the exception that there is a period,
during the day when all children are brought together for some
whole-group activity such as singing or a.story. Even at - -
this time, however, no child is forced to participate. Other-
wise children are free to play alone or fomm their own groups §
and move from one group to another freely as they choose. -4




~10- Imitation

'?.‘Q

The .role of imitation which can be extracted from
sources: relevant to the Traditional program is not matched-
dependent behavior,as described by Miller and Dollard,(1941) ..
but rathsr closer to the Freudian notion of identification.
Jerome Kagan points out (1967) that Freud deacribed iden-
t:.fica.tibh as "the endsavor to.mold a person's own ego
afber ’bhe fashion of one that has: been-taken a8 a model®.
Kagan ‘Siiggests that two major goal states are imvolved in
_identiffcation behavior: (a) mastery of the enviromment
and (b) .lbve and affection. This notion.of identification

' Seems to:be very much a part of the Traditional program.
e teacher in this program s*>uld become a much-loved
amgdel of “appropriate behavior. It seems.to be such more

; A

relevant % the development of values and attitudes than a

to the ledrning of skills. Some writers caution teachers _—— g
against making models for the children to copy. - - §|

(g) Glassroom Atmos;)hare and Teacher-child Relations T \

. ]
The atmosph'ére in a Traditional classroam should beé one of S
happy" freedan %Within.limits. Children should not be required to ~. - .
sit still for long pexiods, nor should they. be. regimented. They "
shouldifeel free to pursue their own interests most of the time ,
and shdild not be forced to engage in activities which do not SR
interest them..~The classroom Shiould not necessarily be quiset, STy
but nejthe#ishonld it be wﬂ}i‘, shrieking bedlam. In general,
the teacherjShould be waim; Supportive, non-critital, and as non- ' . . .-
demanding as possible and still maintain ordes:i:The- ’ classroom

— _|
should be conducted at a leisurely pace. Particilar stress is .
placed on the. amot'.lo

needs of these. children, and the necessity = AR

for the teacher gg‘} warm, patient, ai‘fec’cionate, and tolerant. . .3 T |
:’*,\ ¢ |

In the Tradisb:t’ nal classroom, ¢hildren should not be phy- s \

gically pmished, qlz;ui; should be corrected gently using positive
rather than negative statements. In the case of campletely un-

ruly behavior, thegteacher may temporarily isolate the child from C \
the rest of the gi'loup s but alwvdys Yrith an-adult present. Un-
desirable 'behavio

|

be ignored or the teacher may use diversion * |
or redirection, should always disapprove. of the act, and - , \
not of the child In the Traditional program emphasis is placed |
on understanding and- reaching the child, not on manipulating ' &’
his behavior. Chilldren should be praised a lot, smiled at a lot, 3
their nsmes :shouldsbe wsed, and in general they should be treated L
with respett for their individna.]iw They should never be shamed oL
or ridiculed, nor situld they be forced to display good manners. K \
The teacher shculd Pe polite to the children, making requests rather =~ .~
than demands. ]Eust be a climate of freedom, with choices

available to the chi as insurance against over-control]ing and
over-manipulating.

s{‘!
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SUMMARY

- 7

The Traditional preschool as exemplified in the training
program at North Carolina stresses emphas¥s on the child, elimi-
nation of proximal goals, lack of sequencing in learning,
emphasis on learning through events and through concrete mani-
pulation, de-emphasis on language, and a stressing of a wide
range of choices for the child. Great stress™is placed on
individual differences and on dealing with each child individually.

#

No specific theory of learning appears to guide the pro-
cedures recommended in the Traditional preschool. Two techniques
are primary: (1) Imitation in & -gense: that is closer to ‘the
Freudian concept of identification than to Milggr and Dollard's
concept of matched-dependent behavior; that is, children are said
to identify with, and learn to behave like,ithose adults whom
they love. If the children learn to love the teacher and she
provides a good model of behavior, they should begin to behave
or want to behave as she does. (25 The second technique is that
of learning through play. The so-called free-play period, some-
times called work-play period occupies the Yargest single portion
of the school day in a Traditional preschéol#: This is a time
during which children are allowed to engaga'gin whatever activities
they choose, and appears to be a time when they are simply playing,
but the philosophy of the Traditionsl preschool is that at this
age children do learn best through play. 'hey are assumed to be
planning, investigating, organizing ideas, and developing skills.
It is not clear whether the kind of play in which the child en-
gages has any necessary relationship to what he learms, although
it is known, of course, that materials can affect patterns of
behavior, e.g., certain materials (Van Al¥tyne,~1932) and certain
activities (Janus, 1943) are related to more verbalizgfion. At
any rate, the material and physical arrangements in the Traditional
preschool encourage various kinds of activifgies such as pretend
games in the housekeeping corner, physical exercises on balance
boards and jungle gyms, the manipulation of materials such as
puzzles which develop eye-hand coordination and semsory discrim-
ination, and curiosity at the science table.. A parallel can be
drawn between the emphasis in the Traditlonsil program on the con-
creteness of young children, and Piaget's simge of preoperational
thought. Beyond this, however, attempts to relate the
Traditional program to any particular theory or model of learning
would appear strained. It might be fair to sayt¢that this pro-
gram emphasizes learning by doing. ST
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B. ‘Supporting Evidence for Descriptions

Since these descriptions of programs are derived from many
sources, it is perhaps appropriate to question whether they are
consistent with the attitudes of .consultants for these programs.
No direct evidence is available. However, there is some indirect
evidence that the program descriptions are reasonably consistent
with the views of the consultants for each of the programs. This
evidence comes from a."Statements. ‘Test" devised in the following
way: A number of statements regarding, various dimensions of pre-
school programs were extracted from the sources listed abhove.

These statements were then placed on.3 x 5 cards and presented to
consultants, who were asked to rate them on a 5 point scale fram
strongly agree to strongly disagree. (Statements Test attached as
App. 1). Percent agreement of consultants is. greater with the
statements taken from their own programs than with those taken
fram other sources, and disagreement scores are quite low.(Tsble 1).
This does not, of course, mean that no statements were disagreed
with, but it does indicate that these descriptions are probably
not discrepant to any significant extent.
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i \ . TABLE 1
: CONSULTANTS' AGREEMENT WITH STATEMENTS FRGM FOUR PRESCHOOL METH(DS
|
3 ("STATEMENTS TEST")
CONSULTANTS PROGRAMS
Bereiter-ﬁhgéimann  __ DARCEE Montessori Traditional
Ag. Dis. A-D Ag. Dis. A-D  Ag. Dis. A-D  Ag. Dis. A-D

g% % i % & 3. % £ £ _2% 2

Bereiter-
Engelmarm {81 9 72 77 13 6L W L 0 17 7t 57

DARCEE 52 21 31 '92 0 92’ 50 27 23 17 63 U6

Montessori L9 23 26 62 17 b5 77 0 77| 57 20 37

Praditional® 38 39 1 66 17 L9 62 14 L8 68 10 68

#Mean of two




II. IMPLRMENTING TREATMENTS

A. Recruitment of Teachers and Aides

1. Teachers - ;

Teachers for three of the experimental programs were recrulted
from a pool of twenty-two of the previous year's Head Start teackers
who indicated a 'uill'l..n?aess to attend special workshops during the
summer. These twelve (4 for each of three programs) were selected
cooperatively by the .Coordinator for Head Start, Community Action
Comission, the Director of Head Start for Louisville Public Schools,

the Supervisor of Head Start for Inuisville Public Schools, and the
Project Diractor, Unlversity of Louisville.

Criteria used for selsction were: (a) interest in programs,
(b) previous academic training and other indications of potential for ]
new learning, (c) balance of such criteria among the three programs '
and (d) likelihood of complstion of the training program. "

To obtain Montesscri teachers, visits were made to Midwest
Montessori Institute in Chicago, Xavier University in Cincinnati,
and Fairleigh-Dickinson University in New Jersey. Two persons who
were taking their training in an 8.week workshop at Fairleigh-
Dickinson University were recruited. In addition, a certified
Montessori teacher was obtained locally to supervise the two Mont- |
essori interns, who could not meet requirements of their internship
without such supervision. Biographical information on teachers by

programs is given in Table 2. This was obtained by means of two
questionnaires. (App. II). |

2, Aides

Aides in the experimental classes were neither recruited nor
selected. Their assigrment was dictated solely by the placement of |
classes in schools. This was necessary because of the Head Start
requirement that aides be residents of the neighborhoods in which
Hsad Start classes are located. Tims, though teachers could be
shifted fram one school to another as experimental design required, |

aides could not. Consequently, the placement of a particular class
determined who would be the aide.

Training_ of Teachers and Aides

|
1. Teachers . ‘

(a) Pre-Service Training

Bersiter-Engelmann

Arrangements were made with the Colonel Volfe Preschool at




TABLE 2

TEACHERS' BIOGRAFHICAL DATA

Educational Level Teaching Experience (a1, .
Age No. Years ' levels)
6/11/69 College  Degree None 1-5 yrs. More than 5

Bareiter-Engelmann
Teacher 1 ch.0 4.00 yes

Teacher 2 32.0 1.00 no .

reacher 3 52.0 .00 no
Teacher L 0.0 L.00 no
5.5 3.25 25
DARCEE
Teacher 5 0.25
Teacher 6 3.00
Teacher 7 1.50
Teacher 8 2.00
1.69

Montessori

Teacher 9 L.00
Teacher 10 L.00

X 1.00

Traditional

Teacher 11 .00
Teacher 12 2.00
Teacher 13 2.00
Teacher 1k 39.0 3.00

X = X= 2.75
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the University of Illinois for four teachers to attend a lj-week
training program held there in the Bereiter-Engéimann method.

© ' DARCEE

Four teachers were sent to George.Peabody University to
attend the regular 8-week Head Start training program for that
region, a training program which is based on the DARCEE philosophy
and methods. Arrangements were made through the National Head
Start office.

Two other individuals (former Head Start Aides) were also
sent to the same training program. These were the Home Visitors
who were to work with parents of children in the DARCEE experi-
mental program.

Montasgori

The two Montessori teachers were already attending the
8-week Montessori training program at Fairleigh-Dickinson
University.

g ke i

Traditional f

Arrangements were made through the national Head Start
Office for four teachers to attend the 8-week training program
at the University of North Carolina for training in ths ]
Traditional style. This training program is the one established
for the region in which the research was conducted. It is quite
orthodox in respect to the official Head Start philosophy as set
forth in the "Rainbow Series" and other publications of the
Office of Econumic Opportunity.

(b) In-Service Training

One of the problems anticipated at the initiation of the
research was that the programs might not contimme to be different
throughout the year. It was feared thé teachers might revert to
previous methods or lose their enthusiasm or for other reasons
fail to contime to implement a given program. Four to eight
weeks of training hardly seemed sufficient to provide teachers
with enough information and methodology to implement a program
successfully throughout the entire sthool year.

On the other hand, programs which cannot be successfully
implemented without contimual on-site supervision would seem to

have very 1little practical value.

A compromise was decided upon. Teachers in all four pro-
grams were provided with two workshops during the school year.
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Fach of these consisted of two days. All were conducted by ex-
perts in the various programs. .In some casess there were two
half-days of observation and two half-days of training, in other
cases, differing proportions of observation and training or con-
sultation. The format of such in-service workshops was left
entirely to the consultants who conducted them, based on their
estimates of the needs of the teachers. Moritessori teachers re-
turned to Fairleigh-Dickinson University for their workshop with
the other interns in their class. They had in addition, of
course, one day a week each of classroom supervision by, and
consultation with, their local supervisor.

Teachers also met bi.weekly with the Project Director or
some member of the research staff. This undoubtedly was a factor
in morale, esprit de corps, and enthusiasm, but it is doubtful
whether it was particularly helpful to them in terms of their
programs since nobody on the research staff was expert in the
details of any of the programs. These meetings did provide an
opportunity for them to help and instruct each other. Discussions,
however, frequently centered around particular children or pro-
blems with volunteers or parents.

2. Aides

(a) Pre-Service Training

Training of aides was conducted in pre-service workshops.
Four of these were held, one for each program, at the University
of Louisville by persons from the various universities who were
involved in the training programs for teachers. The Montessori
workshop for aides was conducted by the local supervisor. Two
full days of intensive training were given in each program.

(b) In-Service Training

In-service training of aides was conducted informally by the
teachers. No attempt was made to assess the extent of - this
training.

A1) training programs were visited by the Project Director, sometimes
accompanied by the Coordinator for Head Start from the Cammunity Action
Comission. Conferences were held with the program deve lopers and others
concerned with training, and observations were made of the actual training

procedures. Conferences were also held with the teachers during these
visifts,

B e e R )
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C. Random Assigment of Subjects

Arrangements were made with principals of the schools involved
for the children to be randomly assigned to experimental or non-
experimental classes as they registered for Head Start. Personal
visits to the pr:mcipals during the first week of classes indicated
that random’ gssigment had _indeed been carried out. In fact, it
was ilater learned that despite the statement on the registration
form explaining this aspect .of the experiment to parents, some of
the parents in the Park-DuValle Arsa were unhappy about not being
able to select among programs the one which they preferred for their
child,

D. @erimental Replication

The design of ths experiment (Table 3) called for replications

the comparisons among programs in sach of four "target dreas" of
the city. Descriptions of these geographical areas indicate
that they differ samewhat in population characteristicg, making it
important to balance sample characteristics and classroem facilities
across programs, Decisions regarding location of classes were made
jointly by the Coordinator for Head Start, the Dirsctor of Head Start,
and the Project Director.

1. Balancing Sample Characteristics

(a) Placement of Classes

The four target areas of the city are designated California,
Jackson, Park-DuValle, and Russell.. The two largest areas, in
terms of mmber of Head Start classes conducted, are the Park-
DuValle and Russell . Areas. In both of these, there were several
schools at which two or moré Head Start classes were anticipated.
Since the experiment could be fully replicated in only two areas
with the two Montessori teachers, and partially replicated with
three programs in the other two, Park-Duvalle and Russell were
chosen for the camplete replications.

In the Park-DuValle Area, all four programs were locabted in
only two schools--the Bersiter-Engelmann and Montessori programs
in one school and the Traditional and DARCEE programs in the other.
In the Russell Area, the Montessori and the Bereiter-Engeimann
programs were again located in the same place with’ DARCEE and
Traditional in separate schools, In the Califormia Area, ‘the -
Bereiter-Engelmann and Traditional programs were in the same scheol,
the DARCEE program in another. In the Jackson Area, all three
programs were located in different schools. Thus 10 schools in all
were used to house the 14 classes. Table L shous the placement of
classes by areas and by schools.




TABIE 3

DESIGN OF EXPERIMENT : (REPLICATION IN TARGET AREAS)

PROGRAMS

Bereiter-Engelmann
DARCEE

Montessori
Traditional

Controls

TARGET AREAS
#1 #2 #3 |
ss S ss
1-12 13-2} 25-36
49-60 61-72 73-8L
- - 97-108

121-132 133-1L) 145-156

36

4
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TABLE L

. PLACEMENT OF GCLASSES BY PROGRAM AND AREA

PROGRAM

Bereiter-Engelmann -

DARCEE
Montessori

Traditional

TARGET AREAS
#1_ CALIFORNIA
School School
School School
School School

#2 JACKSON  #3_PARK DuVALLE

Sehool
Portable-School
School
Portable-School

#l4 PUSSELL

Church

Church

Ohurch
Porteble

gt ek B gty ey
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(b) . Verification - Demographic Data

Two forms were constructed f&r the purpose of collecting
information about the families and hame enviromment of the
children in this study.

.

-1- The . :gt fom (App. ITI) was presented to all re-
gistrants at schools where c.perimental classes were to
be located.. It served the purpose of informing the par-
ents about the experimental classes and obtaining per-
mission for assigmment of children to these classes.
Information obtained from this form provides a description
of the population fram which the experimental samples were
drawn. All tables given herein are based on this form.

-2- The second form (App. IV) was requested only from _—
parents of children in the experimental classes. This fom T
was intended to obtain four categories of information:
(1) more exact and detailed descriptions of parental occu-

pations, (2) a clearer picture of the housing of the family, .
(3) information regarding the family's stability as residents, 3
and () more detailed information about the facilities and ;
general style of living. No analyses have been made of in. s =
formation from this second questionnaire. p

Table § shows that balancing of demographic characteristics was
probably successful, in that there are apparently no striking differ-
ences among programs. No analyses have been made.

Demographic information will also be used to asses interactions
between sample characteristics and other variables as well as direct
effects of sample characteristics across programs.

Another major criterion for placement of classes was the
need to balance the adequacy of facilities across programs. In
: some areas, schools were very crowded and Head Start classes were
.E . located in portables. In other locations, they were housed in
' churches, or in one case in a nearby parochial school. In the
| Russell area, for example, all four programs were located outside
o of school buildings; three in churches and one in a portable. None
1 of these were really adequate. The three programs in the Jackson

Area, however, were all housed within schools in satisfactory class-

roams. In the Park-DuValle Area, the Bereiter-Engelmann and
¥ Montessori classes were well-housed in school classrcoms.. The
DARCEE and Traditional programs were in modern portables for a few
months, and in remodeled school classrooms for the remainder of
the time. Table L shows the balancing of facilities in all four
programs .

g

2. Balancing Facilities %
ol

4
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L TABLE 5 '
“ Z’ DEMOGRAPHIC INRORMAT ION -ON EXPERIMENTAL SAMPLES BY PROGRAMS
‘ : - v R
ol i
. PROGRAMS [
] _ -t Befeiter“ . m e
T ~Higélnann DARGE Montessori Traditional Controls® Sub; ecta*?’@f
Mean Age of Child ,50.37  51.10 - 52.31 k9.6 51.73 5048
(mon:th) w I . /|
L %) 1 .
~ Males ‘ 21 30 18 22 18 "*‘1:_[6 '.
. . 4 - . !
Females 3T . 3 . 15 31 16 132
) e v .
. Negro ¢ 62 56 32 L8 25 223.
S > ‘ N
g?,ﬁ{‘White ‘ . «%@ B 0 | 5 9 o 21,[
| 5% Other, . _ %0 0 1 0 o 1 {
V3 :ij 4‘ - :
&; Median No. Siblings 2 3 3 2 3 2.5
. Median Mo. in Home .5 -6 5 6 . 6 5.5
;“:f:} ) s ) "' ’ ’ [
" ¢ - Living with Mother 35 30 23 29 12 129 .
Lo ‘. onJy .
Iiving with Father 3 - 0o 0 1 0 L {
only a
o living with both 21 28 9 22 21 101
_ : parents .- J [
Living with neither .5 - 6 1 1 1 R
parent .. ‘ |
Mean Income $2915 52 $3158 62 $2806.67  $3186.00 $3862.07 $3185.76
»
Mean age of Mother 27 98 f‘xza 75~  28.00 28.06 29.7h 28.51 & !
™ Mean age of Father 31«.50. 32.32 | 31,77 32.15 3245 32.04
Median education of - 11 1 1 1 10 10.80 *
; Mother : e | -
" Median educacion-of 11 ' * 10 9 10 10 10
Father . s . {
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3. Alternatives for Parents Lor

. & . :'.'re' m ) .

Insofar as was possible placement was guiiiéd%'i the desirability
of offering parents an a.lternat;i.ve to any experiméhtal class. There--
fore, the one location in which there were two experimental classes
- and no non-eéxperimental classes was utilized for the placement of one
L} of the Traditional programs which, of course, is quite similar to
the regular Head Start program. In-all other locations, parents could
selact a non-experimental Head Start class if they .were unwilling to
send the child to the experimental class. Thera 'Were no repor‘bs of
any parents exercising this option. ) ,,f, e

E. Special Equipment for Programs

Classes were equipped not only with trié‘ normal Head Start
materials, but with all special materials ahd®elfuipment necessary for
mplementat:.on of the various programs. In general,.classrooms were
furnished whatever items were suggested by consultants as being of
value in the implementation of their parbiculamprogram.

¥
M

F. Data Supplied by Teachers o e -
Lol Mot
1. Attendance Records

Daily attendance records on each child were turned in bi-weekly
by the teachers. The relationship between mmnibr of days attended
and progress made in a given program is, of ¢ e, one of great
interest. In addition, it is quiite possible: at thére are a few
children who remained enrolled throughout the gear, but attended only
sporadically. . I may be that these few would keed tc be removed from
the expaf’imental geoup. Finally, it will be of”interest to follow
attendance records in later years since good patterns established in
the preschool may be expected to carry over intg elementary school,
and ther: is scme evidence that this is one of the” 1ong-tem gains
from Head Start. (MeDavid,1969).

-
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2., Parent Contacts

Parent participation has been an :imporhant aspect of Head Start
since its inception. One important feature the QAEE program
is the use of additional personnel, called” 5% to insure
maximum parental cooperation, and the extensten’5of the curriculum
and methods into the home in the relationship betireen the child
and the mother. Of special interest in this research are: (1) the
mmber and kind of parental contacts as a function ofprogram, and
(2) the relation between amount and kind of parent contact, and the
progress of the children. Teachers were pravided with a form on
vhich they kept careful records of all conta tg'w;i.th parents.

3. Visitors to Classes ;@: .

Teachers were provided with Visitors S:.gn-:%h Forms on which
they were instructed to. rscord the kind of vieitors and the length
of their stay in the classroom. kj

r

-
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G, A Sub-Study in the DARCEE Program

As a further check on the effects of parent participation, a
sub-study was designed within the DARCEE program. Each of the two
Home Visitors was assigned to two of these classes. Within each
class, the Home Visitor worked with approximately half of the parents.
The parents were chosen randanl,v, but same self-selection did occur
because a few of those who were chogen to be involved eithér could
not meet with the Home Visitor or would not cooperate. Most parents
selected did receive the Home Visitor once a week. Within this pro-
gram, progress of children whose parents participated will be com-
pared with those whose parents did not.

. III. VERIFYING TREATMENTS

The question, "Did the teacheis really %lemant the program in
wh:.ch ’cheﬁwere trained?" is a question of validity, and " Mo
(if not all) such questions reduces to one of reliability. The

question whether "K' is "really X" leads to a regress culminating in
consensual agreement regarding protocol statements. The obvious method

of answering this question in the present case was by means of an eval-~
aation of programs and teachers by those who developed each program, or

who were involved in the training of individuals in the.various methods.
For this purpose, a "Consiltant's Evaluation Form" was devised(4App. V)
which called for ratings regarding a mmber of aspects of teacher behavior
materials and curriculum. Consultants were asked to rate each class on
all aspects of programs twice--once using an absolute criterieon,(in com-
parison with the ideal program) and agein using a relative criterion
(meaning considering the limitations imposed on implementation by distant
location and the absence of resources availsble to programs under strict
control in their original setting). The pupose of using these two cri-
teria was to insure greater consistency on the part of the raters by
making them aware of the distinction and giving them all a similar
baseline. We knew that the conditions under which our implementations
would be made would preclude the possibility of their being prototypes

of the original programs; our primary interest was in detemining whether
the classes as a group were reasonable approximations of the original
programs, and how classes ranked within programs. Ratings based on the
"Relative Criterion", therefore, are bf primary interest.

A. Program Evaluation

Examination of Table 6 indicates that all programs received
ratings above the mid-point in respect to being demonstrations of
their respective styles. Consultants for the Bereiter-Engelmann
program were least pleased with implementation. There may be




PABLE 6
CONSULTANTS' RATING OF PROGRAMS |

; ("Not at all" (0) to "Best possible" (10) )

PROGRAMS (Mean for 211 classes)

Bereiter- CO
Engelmann DARCEE Montessori  Traditional

L]

Program Aspect Evaluaied

Teaching Techniques 5.87 7.28 6.25 9.17
Materials 7.50 7.00 7.50 10.00
Frinciples 5.62 7.86 6,50 =~ 9.00
Context . 5.50 7.71 7.00 8.50
Selection of Activities 5.00 7.86 7.25 8.83
Content 8.50 6.71 6.50 9.17
Facilities 7.87 8.29 5.00 3.67
Progress of Children 5.86 7.25 6.25 -
Classroom events typical 7.00 7.h3 6.50 8.67
Extent to which a demonstration 5.37 7.7 6.25 10.00
Mean - All Categories 6.33 7.51 6.50 8.56

1Considering limitations (Relative Criterion)

- . P B e = TR L b




TABLE 7

EVALUATION OF INDIVIDUAL TEAGHERS BY CONSULTANTS |

Mean Rating on all Aspects Rated Twlc;{eacﬁnglfltants
Program Program Program
Congultant A Rank Consultant B Rank Rank
Bereiter-Engelmarm
Teacher 1 6.62 (3) '8.50 (1.0) 7.56 (1)
Teacher 2 .55 (k) 5.00 (4.0) . L.77 (L)
Teachex 3 7.11 (1.5) 6.90 (2.0) 7.00 (2)
Leacher L 7.11 (1.5) 5.90 (3.0) 6,50 (3)
DARCEE
Teacher 5 7.66 (2) 8.70 (2)  8.18 (2)
Teacher 6 - - hléo (L) - -
Teacher 7 7.89 (1) 9.00 (1)  8.45 (1)
Teacher 8 7.kh (3) 7.20 (3)  7.32 (3)
Montessori
Teacher 9 9.20 (1) 7.00 (1) 8.0 (1)
Teacher 10 5.40 (2) k.40 (2)  L.90 (2)
Traditional
Teacher 11 7.00 (3) - - - -
Teacher 12 9.00 (2) 9.00 (2) 9.00 (2)
Teacher 13 9.4l (1) 9ol (1)  9.uk (1)
Teacher 1k 6.75 (L) - - - -

1Rela‘2:.ive criterion

e

Consultanis occasionally omitted specific categories, or teachers not geen.,




several reasons for this. For one thing, the training program which
these teachers had was only four weeks long -as campared with eight
weeks in the other three programs, Secondly, there was same
difficulty in obtaining on-site consultation on this program

early in the year. Bscause of this a tamporary confusion arose
regarding the appropriate order of materials, and arithmetic
programs, in particular, were not carried out in the proper way
until late in the year. Finally, considering the highly specialized
nature of the material and the close dependence of program
implementation on these materials, this program may simply be the
most difficult to jmplement without contirmal on-site supervision.

Consultants for the Traditional program wers most pleased. It
is noteworthy, however, that their rating of "Facilities" was quite
low, despite our balancing across programs. This may reflect a
greater emphasis on aesthetic values in the Traditional program, or
it may simply indicate that these comsultants place more .importance
on facilities than do the consultants for the other programs.

DARCEE and Montessori ratings were second and third highest,
respectively. Montessori classes were expected to receive low
ratings, partly because there were only two of them, but primarily
because we felt that Montessori classes composed entirely of four-
year-olds violated an important procedursl standard-.-that is, the
mixture of children of ages 3, 4, and 5.

Teacher Evaluation

1. Consultants' Evalumation

As showm In Table 7 there was considerable variability among
teachers within programs,according to consultants’® ratings. Agree-
ment between consultants was highest in the Traditional program and
lowest in the Bereiter-Engelmann program. In the latter case, dis-
agreement appeared to be located primarily in the ratings given to
Teacher 1. An examination of these two consultants' ratings in
various categories over teachers, however; revealsd that there was
considerable discrepancy in all categories for all teache:rs.

The work of the Home Visitors in the DARCEE program was eval-
uated by two consultants who filled this role during the development
of the original DARCEE program,.and who directed the relevant por-
tions of the training pirogram for the Home Visitors. These consul-
tants were enthusiastic regarding the implememtation of this aspect
of the DARCEE program.

P .- — -
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2., "Statements Test"

The"Statements Test" which was taken by the consulimuts was

also given to teachers. This provides same estimate of the extent
to which teachers agree with consuliznts regarding various aspscts
of programs. Tabls 8 shows agreement scores of teaches by programs.
As might be axpected, there was considerable variation among teachers,
and mean agfeement scores for their own programs are much lower than
are those of the consultants. In same cases teachsrs had higher
agreement scores with statements taken from other programs than with
their own. It is interesting, how rer, that in every program the
teacher given the highest rating by consultants has the highest agree-
ment score with statements from her own program. Thus in part, the
results of the Statements Test may indicate the success of teacher

. training. The greater varisbility among teachers Probably reflects
to some extent the difficulty of interpretation of the statements,
samg of which even the comsultants found somewhat ambiguous. Fur-
ther refinement of the test might result in higher validity.

3. Consultants' Reports

. Consultants' reports were also requested on the teachers and pro-
grams following the in-service training sessions. These Were mora
useful as aids to in-service training than as evaluations. In general,
however, they do correspond well with actual ratings given on the
Consultant's Evaluation Form.

IV, ANALYZING TREATMENT DIMENSIONS

Even a superficial examination of the four Programs in this study
reveals many similarities smong them, as well as same obvious differences.
Moreover, the obvious differences could be entirely trivial and unrelated
to whatever gains the children might make. If it should be the case,
for sxemple, that Bereiter-Engelmann teachers and DARCEE teachers differed
fran other groups in respect to some dimension of behavior (amount of
verbal instruction, e.g.) and if this varisble were related to sigiifi-
cant gaina on the part of their children, the question whether they
were “really" implementing their programs correctly would becoms some-
what academic., And even if intsct Programs do produce different effects,
it is essential to know vhich of the differences among them produce
these effects. Therefore, in addition to asking whether teachers im-
plemented the programs correctly, we asked this question: A}ong what
dimension should teacher behavior and classroom activity v &t
atically, if Lhese programs are impiemented: <he amswer to thais question
- offers much greater payoff than the answer to the first.

Although 2 mumber of instrumente have been dsvised to sssess tescher
behavior snd classroom activity, none of them seemsed entirely adeguats

3
3




TABLE 8

TEACHERS' ACREEMENT WITH STATEMEWTS FROM FOUR_PRESCHOCL METHDS

("Statements Te_st“)

: ERQGRAM
Bereiter-glgei'l.mann DARCEE Montessori Traditional
Ags Dis. A-D Ags Dis. A-D  Ag. Dis. A-D Ags Dis. &D -
Teacher g % Z g% % i 2 2 % _ZzX £
Bereiter-ingelmann
#Teacher 1 69 8 61 57 10 47 6 11 54 2652 2
Teacher 2 5 25 20 55 17 38 38 23 15 Lt 39 2 :
Teacher 3 k2 17 25 50 3 W W 8 38 33 2 9 |
Teacher | éh 21 M3} 73 9 i 70 8 62 52 32 20 |
Moan {55 28 37] 58 9 Lo Sk 12 L2 38 36 2
DARCEE |
Teacher 5 b 22 19 53 8 U5 S, 8 6 33 20 13°
Teacher 6 53 14 39 61 3 58 62 8 s4 13 5 I3
#leacher 7 ko 20 29 69 8 61} 70 8 62 39 22 17
Teacher 8 L3 22 21 112 :39_; 58 8 50 26 33 1
Mean b 19 21 59 8 51 61_8 53 27 32 5
Monbessordi |
#Teacher 9 o 17 32 ’39 11 28 joo o0 100} 5h 11 L3
Teacher 10 36 27 9 M3 23 20 |57 15 h2} 39 32 7
Mean b2 22 20 b 172 |79 .8 71l 46 21 25
Traditional
Teacher 11 43 30 13 70 L 656 58 23 35 163 11 521
Teacher 12 31 36 % e 25 17 30 36 0 jh8 35 13
#Teacher 13 50 18 32 6 9 55 €8 L 65 §83 5 78%
Taacher 14 30 b 1k 63 25 38 38 30 B fli3 28 15
Mean 38 32 6 59 15 Lk B 21 27 —[59 20 3];?
#* Rated test by Conenltants (Ses Table 7).
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to assess dimensions relevant to differences and similarities among the
four particular programs being compared. We therefroe devised a pro-
cedure for tallying the teaching techniques and activities to be expected
in these four programs,

A. Monitoring Classes

1. " Selection of Events to be Monitored

' Examination and comparison of the descriptions of programs re-
veals numerous dimensions along which they vary.

The most important consideration in selecting among these Was
the extent to which they represented, or were related to, variables
of theoretical significance in the area of early learning. TFor
axampls, the programs can 83sily be rank-ordered in respect to the
priority given linguistic stimulation from the teacher; and the role
of language in early leaming is a variable of considerable signifi-
cance in developmental theory.

Selection was also determined partly by practical considei.ion.
For example, although "sequencing" is an important dimension and
differentiates three of the programs from the fourth, it would be :
virtually impossible to assess it by periodic monitoring. Also, it g
soon became obvious that a tally sheet which included all important
dimensions of teacher-behavior and classroom activity woauld exceed :
the capacity of raters to cbserve and record during a limited period |
of time. )

el i o S

The decision was made, therefore, to collect vidso-tape. samples
periodically, focusing on teacher-behaviar, and to eliminate fram
class-monitoring procedure all items which could be cbtained at a ;
later time fram the video-tapes. The use of reinforcement is a good -'
exampla of a very important dimension which can easily be assessed
by means of tape monitoring. The one exception to this was teaching
technique, which was felt to be of such great lmportance that in
order to provide greater relisbility, it was included on the tally
sheet, even though it can also be assessed from tapes.

Finally, consideration was also given to use c¢f the monitering
procedure as another method of verifying trsatments, and several events
were selected on this basis. The monitoring procedure attempts to
assess veriszbles in three major categoriess teaching techniques,
grouping, and classroom activities. Final tally sheet and manual
vhich were used are attachea at fvp. VI.

— R




(a) Teaching Techniques

-1 Verbal Instruction (IV)

It could be predicted that the four programs would rank
on amount of wverbal instruction from greatest to least with
Bereiter-Engelmann having the most and Montessori, probably,
having the least. The Bereiter~Engelmann and DARCEE prograims
should be clearly in excess of the other two in respect to
using language as a method of instruction.

-2~ Conversation (Con.)

This category was included for several reasons. For one
thing, the DARCEE program stresses conversation among children
and between teachers and children. One would also expect that
much conversation would take place in the Traditional program 5
since there is ample opportunity for it and it would seem to %
be the only method for producing gains in ability to use lan~ 2
guage so far as the Traditional program is concerned. I% o ;
might be expected to be minimal in the Montessori program and E
in Bereiter-Engelmann. :

Secondly, if "conversation" and "verbal instruction" differ, {
which is more important? Is it the total amount of verbal inter- :
action which matters, or is it the kind of interaction which is
more important?

-3- Exemplary (X)

This is a technique which corresponds in part to the im-
portance placed on sensory stimilation in the various programs.
It includes all instances of presenting samething to which
children listen, look, smell, feel, etc. It should be high for
teachers and children in DARCEE, Traditional, and Montessori
and (paradoxically) high .for teachers in Bere:Li;er-E.':lgeIlrua.nn‘.‘f
The kinds of materials used in Bereiter-Engelmann, however,
should be almost entirely visuwal and auditory; whereas in
DARCEE, Traditional, and Montessori, particularly the last two,
they should be more varied.

-

T Subs equent experience with the tally shest indicates that a
category of "modeling" should be added in order to collect the
high frequency of verbal exemplification which occurs in
Bereiter-Engelmann as distinguished from pure sensorial stim-
lation in auditory and other modalities, such as with olfactory
stimuli, which occurs more often in other programs.
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.glven only on request).

-4~ Manipulatory (Manp.)

This cateogry collects activities in which the teacher mani-
pulates scmething in order to show the children hcw, or children
manipulate something in order to learn how. This catepory also
is related to sensory stimilation, but more directly to the rols
of imitation. Imstances of manipulation by both teachers and

‘children shoald be low in the Bereiter-Enge'.lmann program, higher

in the DARCEE program, and-especially high in the Montessori
program. In the Traditional program, it should probably be high
only for children and not especially for the teacher.

-5- Motor Activity (MO)

This variable should differentiate between the Traditional
program and most of the others since this is the only program
in which there is much emphasis on development of gross motor
skills... It’ would, of course, be expected to be high primarily
for children rather than teachera.

%= Bole- -Playing (RP) -

Role-playing should be higher for both teachers and children
in the Traditional program than in any other. This program em-
phasizes self-expression and social skills, and learning through
play, much of which consists of activities involving fantasy,
games, or integrative play. Rols-playing should probably be
lowest in Bereiter-Engelmann and Montessori, with DARCEE falling
somewhere between Traditional and Bereiter-Engelmann,

- Physical Guidance (FG)

This dimension was not suggested entirely by program analyses,
It is a technique which has been used for many years to teach
athletic games which may be imporbant in cambination with verbal
instruction in certain kinds of complex motor skills. (Cox, 1933).
It might logically be expected to occur most often in Traditiomal
classrooms and least in Montessori (where guidance of any kind is

e,

\E b: ‘
Ny SR




50

(b) Grouping

The primary categories here are: mmber of groups, kind of groups, ]
and frequency of shifts in constitution of groups. o

-

-1-  Number of Groups | .

in the DARCEE and Bereiter-Engelmann programs, there should
be thrse groups of children, most of the time. Since individuwals
are counted as separate groups, there shoculd be a larger number
of groups in both Traditional and Montessori programs than in
the other two.

5

-2~ Kind of Groups

An exhaustive classification of groups can be made in temms
of three kinds: Groups of children all engaged in the same kind
of activity, for example, all working puzzles (S); groups of
children in physical proximity, but doing different things and
not working together (D/NF); and finally, groups of children
doing different things but engaged in a common emterprise (D/C).
Groups doing the same kind of things should be found more fre-
quently in the Bereiter-Engelmann and DARCEE programs. Groups

"~ doing different things but with a cammon group focus. (integrative
play e.g.) should occur more often in the Traditional. program.
Groups doing different things and with no group focus (a category
which includes single children working individually) should be
found more often in Montessori programs. In the Traditional
program, it should be possible to find children more often en-
gaged in common enterprises at the end of the program than at
the beginning.

Fam

-3- Frequency of Shifts

Groups should be relatively stable in the DARCEE and.
Bereiter-Engelnann programs. In Montessori also, they should be
very stable, and more s¢ toward the end of the year as children e
learmn to work for longer psriods of time at some individual oy
project. Shifts in groups would be expected to be frequent in A
the Traditional program.

(¢) Classroom Activities :.

Monitors also recorded the nature of ongoing activities and the .
specific materials being used. This information may be of interest -
in itself, but was required to provide context which will assist in '
the interpretation of tallying where necessary. '"Lesson Goal" was o
included as a check on the teacher's understanding of her procedures. -

o i S r——— s e A - P .- - -
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2. Development of ’bhe Instrument ' :
. - w
Monitoring w a.gﬁ‘done by the permanent research staff, including R

the Project: Direc@ asgisted by a few:of the testers fram Groups ;
A and B. ,Tal];,' sheeté weré discussed, tried out in classroms, -. -~ - . ;j
modified, trled%again, etc. This process continved for three sessions v g
until everyone agreement and satisflea with ’cha instrument. fr? e ]
5§ R

In order to casaesa inter-rater reliabilit-y following pro- A
cedure was used:“@irst, all five monitors similtanecusly observed ., =
‘video~tapes of clasarcﬁs Trom each of the four program stylss. e o
Use of a stopwat p%pamﬁted monitors to observe and’ tally d:ur:lng o
the same 15-second J.nierv . Tallying was done every other 15 - *

:seconds. The entire sesa;.gn lasted about two hours.. A Chi’ square ,«; C
test for J.ndependence of raters and categories was made. Although ° '’ M f‘ﬁ

Iv

the statistic was not si@ﬁ:.canw ; (Table 9) +the major portion of ki _
the error wag-cortained #ithin the Manipulatory category. Discussion™ *® oy F

‘1

. among research-staff revealed hat a slight misunderstanding had: “,_:.,
occurred as-to when, ‘bhs teacher was nctually m.anipulating ob;}ecta

as a teaching tecmlquas A second monitoring session was held, . - -‘:
again using tapesy-afid Chi square analysis indicated" ig aignif:hcant e oo
differenoe among-¥eters. (Tabls 9). This second reXfabiltiy Study » . & ¥

also indicated that the discrepancy in the Manipulatory'*category,_, g .
had beenﬁeliminatedmthevq;ror being evenly d:I.atr:l.l:mi:edi dmong égat ox% &
Thus monitodrs weredl'ound to be reliable and also fairly ‘samilar. o ¥
making whatever e&o  "dfd<occur. Finally, two of the monitorg w&t "%&,g .
into a classroom ‘BHF; cordimating their tallying intervals ,.»mon:l.tored’u n
. for one hour, Thi#! '.Léo*i»ras analyzed: by means of Chi square.and the 3”" & 3’,':&[
results (Table 9) auggest that -these morritors were consiatently re- & 4 N
cording events in «the“same categories, = - Y

In order to iﬁsure contimed consistencymd obtain informatiogﬂ . O
on monitor reliab“.l.lity at various pointdduring the year, the first.s '
reliability @tudy wag conducted during the second monitoring period,w
the: second liabilgoy study during the third monitoring session, and
the third: stud;r~ follmdng the i’ourth sess-ribn (Table 9). :?%
. P T

;i"? ‘hi square a.na]ysis was mada on tallies with re-

Y
In a.11 stud K:%
ference to the ‘beaehérﬁ'“and their teaching tacfmiquam "Aide", ¥t
"Woluntear", and *Child" categories were not anaflyzed. R
Scheduling of moanors for classroom ghsi ,ﬁat‘.on could nct . i
feasibly b accanp]iegwﬁ%y a counter—balané'gd “design. However, no '
aonitor sggtanatﬂﬁally “bserved in any one Prggram, and Table 1Qughows ~. .
that monitors weﬁ‘ fairl&gea:l scranbled amohg-classes and pivglom
“}"‘ i '.; ".- . w -
T R J@* v o
-t ) * | T T ¥ .?:"“'tr& -
. 7 ‘4 * % o
- B ,
A .
b .
& o ﬂ“"s !
_ P v ¥ &
# w&;;"k" - -’4:‘.. -
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TABLE 9 S

RELIABILITY OF MONITORING PROCEDURE: SCHEDULE AND RESULTS
: 'Egg'

Results
Dates of Monitoring Sessions Dates of Reliability Checks Chi Square

Dec. 16-20 (Practice)
J 1 Jan. 13-17

T

2 Feb. 4=12 ~#1 Feb. 10 S 5.83 N.S,
Feb, 2l4-28 .. #2 Feb.25 ,  7.02 N.S.
Mar, 17-26

wm W

API‘. 1’4"18 #3 Apr. 3 ‘?‘, 081 N.So

4
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TABLE 30 -

SCHEDULE OF MONITCRS BY PROGRAMS AND CLASSES

- -

Progrms and Clasgses Monitoring Sessions
a1 2 3 & S |
J; %
Monitors [
Bereiter-Engelmann
BVCIC L.M. S.W. S N.N. S.W, i
Kennedy' S.Wh. N.N. N.N. S.We R.R.
Strother N.N. SWe. S.W. S.We N.N. -
Washing’bon SeWe N.N. S, S.H. N.N. A
DARCEE -
Bran.deis SeWe N.N. ) S L.M. S.We -
Lincoln N.N. S.W. L.M. N.N. SWH. [
PerI',V‘ NoNo - NoNo S.FI; S.‘J. |
Virg:Lnia Avenue S.We L.M. N.N. SeW e N.N.
Montessori ~
Byck SWhe ., N.No ° R.Re SJW. N.N. i
Kennedy' LM, SeWe . SWe SWe S.Wh. -
Traditional
Carmichael S, N.N. S, SJW. N.N. N
S‘brother S.W. S oWho - S.W. L.M.
Tay'lor NelNo SWe. SeWe . N.N. S
Virginia Avemie S.We. Rk SW. Ne.N. S.W. -
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Assessment of Teachers

1. Video-TaPes

Throughout the year, video-tapes were made of each class during
the same periods when class monitoring was done. In many cases the
tapes were taken in classes while they were also being monitored.
These tapes focused on the teacher,who was followed closely ior
a poriod of at least 10 minutes. Teachers wore the microphone
around their necks and the transmitter around their waists. They
were not connected in any way to the camera and were free to move
around the room and follow their custamary procedures. Teachers were
not notified of the exact time at which tapes would be made, except
that they expected it to occur during the week set aside for monitoring.
They were instructed to contimue their plans, regardless of whether
a particular activity happened to be representative of their program.
No attempt was made to maximize differences by having, for exampls,
Bereiter-Engelmann teachers conduct patterned-drill during taping.
The goal of the taping was to obtain a random sample of teacher be-
havior throughout the year. Since taping was done five times, during
the five weeks of monitoring, a total of 50 minutes should be avail~
able j;or analysis.

In addition to analysis of teaching techniques (which were also
tallied by in-class monitors), tape-monitoring will be used to assess
teaching style (such things as demands for information, indirect re-
quests for performance, direct questions, giving of infommation, etc.)
rate, pace, reinforcements (contingent or non-contingent) and many
other aspscts of teacher behavior.

This procedure is in process. Tally sheets an;i preliminary manual
are attached (App. VII).

2, Tests

Attitudes, personality characteristics, and teacher intelligence
may have direct effects on childrens' performance, but in addition
they may interact with the effects of training programs. Although
it would be impossible to unravel these complexities in one study,
an attempt was made to obtain same infomation by means of question-
naires and tests.

(a) Peabody Picture Vocabulary Test (PPVT) was administered to
all 1 teachers. This test lacks the threatening qualities of an
IQ test, such as the WAIS, yet provides an estimate of vocabulary,
vhich is the best single estimate of IQ. It has an adequate
ceiling. Results are shown in Table 11.
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TABLE 11
RESULTS OF PEABODY PICTURE VOCABULARY TEST

Program and Teacher P.P.V.T. 1.Q. Mean

Bereiter-Engelmann

Teacher 1 123

Teacher 2 ' 99

Teacher 3 97

Teacher i 1) 108.25
DARCEE

Teacher 5 . 88

Teacher 6 . : 95

Teacher 7 9

Teacher 8 105 9L.75
Montessori

Teacher 9 128

Teacher 10 135 131.50
Traditional

Teacher 11 118

Teacher 12 ok

Teacher 13 109

Teacher 1) 89 102.50

A1l Teachers 106.07




(b) sixteen Personality Factor Questiciraire (16PF)!

This test was selected because it measures "sixteen
functionally-independent and psychologically-meaningful dimensions"
by a factor analytic research program. It is an objective per-
sonality imventory standardized by the Institute for Personality
and Ability Testing (Cattel and Iber). The sixteen primary
bipolar factors are as follows: (A) Reserved vs. Outgoing,

(B) Less Intelligent vs, More Intelligent, (C) Affected by Feelings
vs. Bnotionally Stable, (D) Humble vs. Assertive, (E) Sober vs,
Happy-go-lucky, (F) Expedient vs. Comscientious, (G) Shy vs.
Venturesome, (H) Tough-minded vs, Tender-minded, (I) Trusting vs.
Suspicious, (J) Practical vs. Imaginative, (K) Forthright vs.
Shrewd, (L) Placid vs. Apprehensive, (M) Conservative vs. Experi-
menting, .(N) Group-dependent vs. Self-sufficient, (0) Undisciplined
Self-conflict vs. Controlled, (P) Relaxed vs. Tense. Four secondary
factors are: (I) Low Anxiety vs. High Anxiety, (II) Introversion vs.
Fxtraversion, (III) Tenderminded Emotionality vs. Alert Poise,

(IV) Subdueduess vs. Independence. Results have not been analyzed.

(c) MHeill's "Questiommaire for teachers"? attempts to assess
teachers® attitudes towards teaching and the disadvantaged popula-
.tion. Results have not been analyzed.

1 The Institute for Personality and Ability Testing
1602 Coronado Drive, Champaign, I1l. 61820

2 Neill, Robert, D,, Znd Bein, Sara Lee, "An fittitude Scale for
Teachers of the Culturally Disadvantaged”.
Technical Supplement No. 2, Head Start
Louisville & Jefferson County Community Action Commission
Bralnation, University of Louisville, Louisville, Yentucky
JUBQ 9, 1967
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V. ASSESSING TRFATMENT EFFECTS
1

A. Selection of Instruments

The primary criterion guiding the selection of tests to evaluate
changes in children's performance was the necessity to tap a wide range
of dimensions in which change might be expected to occur. This decision
was dictated partly by the varied nature of the programs, which have to
some extent widely different goals for the children, and partly by the
paucity of knowledge in the area of compensatory education as to what
changes might be most lasting or effective at later periods.

Four major dimensions of development were chosen: Cognitive,
motivational, perceptual, and social. A fifth very important dimension
was eliminateds namely, personzlity. The lack of suitable instruments
to assess personality variables in four-year-olds and the necessity to
limit testing time for children of this age made impracticable the at-

tempt to measure such variables as ego strength, anxiety, etc., in
addition to the areas more obviously related to academic progress.

1. Cognitive Variables

(a) Stanford-Binet, Revised, 1967 .2 The decision to use the
Stanford-Binet as a measure of intellectual functioning was sup-
ported by a number of considerations, among them the fact that
the Binet is, to date, the best predictor of school achievement,
and is probably the best single test of global IQ. The wide use
of the Binet in studies assessing the value of various programs
for preschool children was an additional argument for its in-
c¢lusion. Program developers have themselves used it to assess
the Bereiter-Engelmann and DARCEE programs.

(b) The PreSchool Inventory 3

Although it has a high correlation with the Stanford-Binet,
the PreSchool Inventory was selected because of four sub-tests
in the standardization version, representing factors for which
we had no other instruments of assessment. These factors,
12rsonal-Social~Responsiveness, Associative Vocabulary, Concept
Activation-Mumerical and Concept Activation-Sensory, do not
appear on the 1968 ryevised version of this instrument which was
used. However, results should be analyzable in terms of these
sub-test factors. The 1958 Research Version of this instrument
contains 6l items, a considerable reduction from the original 85.

1 All tests were purchased from the publisher unless otherwise indicated. :
2 Houghton Mifflin Company, 666 Miami Circle, N.E., Atlanta, Ga. 3032
3 Educational Testing Services, Princeton, New Jersey 08540
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(c¢) gQuick "Culture Fair" Picture Vocabulary Test

The selection of this instrument represents an attempt to
assess intellectual functionihg by means of a test which does
not penalize the disadvantaged child. The authors provide
evidence that the Quick is Bculture fair" in this sense. (1962).
The Quick is very easy to administer and also very short.

The child is given a card on which there are four pictures.
As the examiner speaks a word, the child's task is to select
fran the four pictures the one which best represents that word.

2. Motivational Variables

While the Bereiter-Ingelmann program and the DARCEE program are

directed toward the learning of specific skills, the other two,

--Montessori and the Traditional progranms, aim rather at more subtle
effects on the child's whole orientation towards the learning process.
Their effects should be measurable in terms of changes in motivation,
such as persistence, curiosity about the world, and need to achieve.
The DARCEE program, although incorporating a considerable amount of

- - didactic training .of teacher-selected goals, contains much emphasis
on efforts to develop appropriate attitudes, such as delay-of-grati-
fication, need-for-achievement, and persistence.’ It seemed desirable,
therefore, to select tests which would assess these variables.

: The Cincimmati Autonomy Battery (CAB) was developed for this pur-
! pose, having been used in close conjunction with a Montessori program.
: (Banta, 1968). The Battery contains saven tests, four of which were
selected for use. .

(a) The Curiosity Box

This test is precisely‘what’the name implies, a box con-
taining a variety of items 'inside and ‘outside which the child can
manipulate or look at. The CAB Mamual does not provide any test-
retest reliability data and it is therefore difficult to predict
post-test performance in terms of change scores. Tt could be
: predicted, however, that at the end of the year there should be
more children who were comfortable in making contact with the
item and exploring it, both manually and visually, than was the
case initially in the fall. Data from this study will provide
sane information regarding amount of change to be expected from
different initial levels of exploration. A Curiosity Box was
borrowed from the University of Cincinnati and four duplicates
were consiructed in the Psychology Department shop.

!psychological Test Speciclists, Box 14l1, Missoula, Montana 59801
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(b) The Replacement Puzzle

This instrument was designed as a test cf task-persistence.
The child is provided with a board on which there are a mumber
of non-removable shapes and four shapes which can be lifted out.
These four can be replaced in only one way sc¢ that they will
lie flat. The time limit of three minutes makes this a very
difficul* task for most four-year-olds, and few of them are able
to solve it within this interval. A distractor is provided at
the end of two minutes and the child's score is based on tiic
total length of time during which he is oriented towards solving
the task both before and after distraction. The Replacement
Puzzle was duplicated from an overlay of the original model.

(c) The Dog and Bone Test

According to Banta (1968), this is a test of "initiative".
The material consists of a small board on which are four wooden
houses, one at each corner, a small dog at one end, and a bone
at the other. The task is to devise a variety of paths over
which the dog can travel in order to reach his bone. The score
is based on the number and quality of different paths which
the child is able to produce. This might also be considered a
test of creativity, inventive thinking or some other aspect of
cognitive style. This test was duplicated from drawings and
measurements of the original.

(@) Face Sheet of the Binet

Hess, et. al., (1966) report that eleven items from the Face
Sheet of the Binet have loadings on three factors: Achievement
motivation, confidence in ability, and activity lewel. No single
test of achievement motivation in children as young as four years
could be found. Therefore, the Face Sheet of the Binet was used
with the intention of extracting scores on the three items loading
on achievement motivation. Since the same authors report a sizeable
correlation between IQ on the Binet and scores on the Face Sheet,
the Face Sheet was also filled out on children after they were
Ziven the PreSchool Inventory by a different group of testers.
Comparison of these two assessments will provide additional in-
formation on the question of correlation with IQ, and on the vali-
dity of these ratings. Permission was obtained from the publishers
to duplicate the Face Sheaet.

3. Perceptual Variables

The Bereiter-Engelmann and DARCEE programs should improve visual
and auditory discrimination since development of these skills occupies
a central focus in both programs.

(a) Embedded Figures Test

: This is the fourth test fram the CAB. The task is to locate
i a cone embedded in various line drawings, some geametric and some
realistic. The child covers the cone with a duplicate cut-out.
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The author believes that it measures "field~independence.

From the point of view of the present research, however, interest
was centered on its assessment of a fairly complex visual skill
involving identification, separation of figure from ground and
perhaps other aspects. No test of simple visual discrimination
for four-year-olds was located in time for pre-testing. Bmbedded
Flgures was xeroxed from the original.

(b) Wepman Auditory Discrimination Test L

The Wepman assesses differentiation on initial and final
consonants and middle vowels. Although it has been standardized
only down through the age of five, it was selected because at the
time it seemed to be the only standardized test of auditory dis-
crimination available which could be used with four-year-olds.

li. Social Variables

Many social skills should be enhanced by all of the progranms
being compsred. Such things as ability to interact easily with other
children and adults, responsibility for one's possessions and one's
. personal management, ability to conform to rules, etc., would be in-
" cluded under this heading. Development of more integrated play and

a higher level of social maturity is a major goal of the Traditional
program. B

.t
-k -

(a) Behavior Inventory

: This rating scale, developed for the Office of Economic
Opportunity, was completed on each child at the beginning of the
year by both teachers and aides, independently. It was completed
again at the end of the year by both teachers and aides. The
version of the Behavior Inventory used is that recommended by
Hess, et. al., (1966) consisting of twenty items which can be
summed to form sub-test scores loading on five factors: Aggression,
verbal-social participation, timidity, independence, and achieve-
ment motivation. The original four-point scale was used since
these authors found the correlation between the four-point and
the expanded seven~point scale to be very high.

(b) Face sheet of Binet

Ratings on the Binet Face Sheet also load on factors called
(Bess, et. al., 1966), "Timidity", "Verbal-Social Participation®,
"Agoression', and "Independence”.

1Language Research Association, 300 N. State St., Chicago, Illinois 60610
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B. Recruiting and Training the Testers

1o Stanford-Binet Testers

(a) Recruitment

This group consisted of advanced graduate students, or
professional psychologists who were well trained and ex-
perienced in the administration of the Stanford-Binet to
young children. Criterion was completion of at least one
supervised clinical practicum at the University of Louisville.
In fact, however, all testers had completed at least two
practicums in testing, and many of them had previously
tested:large numbers of Head Start students.

(b) Training

The Binet testers were given an orientation of approxi-
mately one hour, primarily to acquaint them with procedures
and to orient them towards standard instructional procedures
and the research design.

2. Other Testers

The remainder of the tests, eight in all, were divided into
two groups in such a way that total testing time for each group
of tests was approximately twenty to forty mirutes. This arrange-
ment also had the effect of balancing the various kinds of tests
within both groups, e.g., Group A:

Curiosity Box

Embedded Figures

Wepman Auditory Discrimination
Quick Picture Vocabulary

Group B:

Replacement Puzzle
Dog-and-Bone
PreSchool Inventory
Face Sheet of Binet

Within each group the test considered to be the most inter-
esting to the children was given first. .In Croup A this was the
Curiosity Box. In Group B the Dog-and-Bone.

(a) Recruitment

A number of graduate students in Psychology and ZEducation
were recruited and trained to give these tests, half be‘ng
trained on Group A and half on Group B tests.

LI O [ LR L T ) o
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(b) Training

The training program consisted of twelve hours for
e these testers. Host of this time consisted of seminars on
STt the tests themselves,. administrative procedures, scoring,
- discussion of methods of handling four-year-olds, general
"‘rules in testing, and the purposes of the research. In
addition, all testers were requlred to give all-four of
their tests to at least three’ h-year-olds. These arrange- 1
ments for practice testing wete made with a private pre- i
school. Following this pract:.ce test::.ng, ‘a final seminar ;
was held at which various questions ‘and problems were :
discussed. (Copy of training schedule is attached as ]
App. VIII).

PRI
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C. Pre-Testing Ny : j

1. The Experimental Group

(a) Selection of Sample

Although only 12 subjects in each class were required by
the design, in order to allow for anticipated attrition, all sub-
jects enrolled in experimental classes were tested insofar as :
this was possible. Only seven children, out of approximately 300 i
-available, were not tested at all. Three of these were re- :
peatedly absent, and dropped out of the programs later on. The
other four were untestable. Of these four, one was known to be
retarded,  and three simply could not be persuaded to respond even
after repeated efforts by different testers. A total of 275
subjects were .given all tests; 288 were given both Group A and
Group B tests and 291 were givern Group A only. These discrepances
reflect the order in which the tests were given. By the time the
Binet was given, weather conditions had worsened, producing rmuch
greater absenteelsm.

(v) Pre-Test‘Timing

Since for most of these children the testing situation
would be their first, pre-testing was not begun until the middle
of October. By this time, children in the experimental classes
had been in school for six weeks, had become familiar with a
variety of adults, were accustomed to answering questions, fol-
lowing directions, etc. Gains from pre- to post-test should thus
reflect true gains in performance rather than the greater accuracy
of a second test due to adjustment 4o school. At least, the factor
of testability should be minimized.




(c) Order of Testing

A1l subjects were given both Group A and Group B tests first,

followed by the Stanford-Binet. Although it was not possible to
. achieve strict counterbalancing of the order of presentation so
i far as Group A and Group B tests are concerned, the order was
¥ random in respect to programs. It will be possible to assess
: the order eifect, should one exist. Within, Groups A and B, the
X ’ order of testing remained the same for all subjects. Ths by

- the time the children were given the Binet, they had taken seven
other tests given by two different testers, and were fairly
sophisticated regarding testing procedure. This fact, in .
., addition to the six-week postponement of testing to allow for
. school adjustment, should further minimize the "testability"
factor for the Binet. The initial tests in Groups A and B, more-
over, are very goocd for establishing rapport since they have high
intrinsic interest for young children.

(d) Controlling for Tester Bias

-1- Group A and B Tests

: These testers entered classes and tested all available
children, then moved on to another class, sometimes within
the same school, sometimes at another school. So far as
programs are concerned, testing schedule was fairly well

§ scrambled, Initially, there were five testers in each group.
| The schedule was arranged in such a way that testers alter-
nated programs as they finished classes, Group B testers
followed on the heels of Group A testers, completing classes
as they were vacated by Group A testers, or vice versa.
Strict counter-balancing was not possible because of the
variation in the schedule of testers. Some were full time,
some part time; consequently some tested more children than
others did. Tables 12 and 13 show schedules for these testers.
Testers were kept uninformed regarding the nature of programs
in individual classes.

-2~ Binet Tests

! Ten individuals did Binet testing. Again, the schedule
; of the testers determined to some extent how many children
they could test, but in this case n"so, the schedule was
arranged so that there was no systematic bias so far as
programs were concerned. (Table 1l). For the bulk of the
testing it was possible to rotate testers among programs.
These testers also were not informed regarding prograns.
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TABLE 12

PRE-POST TEST INTERVALS AND TESTERS' SCHEDULE: GROUP A TESTS

Pre-Test Pre

Pre-Post - - Post-Test  Post-
Program Period Tester Interval Perioc Tester
Bereiter-Engelmann Mo. _Ql_é_
Area
Jackson 10-23-68 N.N 6 5 };-28-69 N.N.
10-20;-68 F.J
California 10-23-68 K.P 6 0 j-23-69 N.N.
10-201-68 .
Russell 10-144-68 M.B 6 0 };-15-69 K.P.
10-16-68
Park-~DuValle 10-29-68 M.B 5 27 h-28-§9 N.N.
11-5-68  K.P . S
Mean B 1
DARCEE
Jackson 10-22-68 M.B. 5 29 }-22-69 N.N,
10-2l;-68 \
California 10-16-68 S.d. 5 28 i-16-69 K.P.
10-21-68
Russell 10-25-68 N.N. 6 1 1}~29-69 K.P.
10-30-68 :
Park-DuValle 10-1L-68 N.H. 6 9 lj-2l~69 1.B.
10-16-68 .
Mean 6 2
Montessori
Russell 10-17-68 M.B. 6 11 };~30~69 N.N,
10-21-68
Park-DuValle 10-28-68 N.N. 5 26 li-2li-69 K.P,
10-29-68 K.P. .
Mean & 3
Traditional
Jackson 10-18-68 N.N. 6 3 j=22-69 K.P.
10-21-68
California 10-25-68 S.J. 5 29 };-25-69 N.N.
10-28-68 M.B.
Russell 10-101-68 S.d. 6 6 lj-21-69 K.P.
10-16-68
I'ark DuValle 10-15-68 K.P 6 5 }j-21~69 N.N.
10-17-68 _
Mean 5 3
Controls 11~2L-68 M.B.-K.P 6 0 5-5-69 K.P.
11-27-68 S.J.=~N.N 5-23-69
F.d.
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TABLE 13

PRE-POST TEST INTERVALS AND TESTERS'!' SCHEDULE: GROUP B TESTS

Program
Bereiter-Engé]Jnann

Area
Jackson

California

Ttussell

Park-DuValle
Hean

DARCEE

Jackson
California
Russell
Park-DuValle
Mean

Hountessori

Russell
Park-DaValle
Hean

Traditional

Jackson
California
Russell
Park-DuValle
Mean

Cmtrols

Pre-Test Pre
Period Tester
1 0"‘1 ,.I."68 H.H.
10-18-68
10-11~68 S.We.
10-18-68
1 0"‘29"68 S QI'IO
10-30-68 ,
1 0‘1 8‘68 RoNo
10-25-68
1 0‘1 ,.I.-68 I{.A.S L]
10-18-68
10-22-68 S,
10-214-68
10-24-68 H.1.
10-28-68
10-21-68 H.W.
10-22-6 8__ .
10-25-68 Slfe.
10-28-68
10-14-68  R.N.
10-16-68 -
10-15-68 H.W.
10-17-68
1 0"1 6‘68 S.W.
10-18-68
10-24-68  R.N.
10-28-68
10-23-66 H.A.S.
10-28-68
11-4-68 S

11-25-68

Pre-Post
Interval
Mo. Da.
6 15
6 2
5 23
6 1b
6 6
6 8
6 5
6 6
6 8
G T
6 12
6 8
6 10
6 o
6 21
5 21
6 1
6 G
6 0

Post-Test Post-
Pexriod Tester

4-30-69 C.H.
5-1-69
,-I-"1 7"‘69 RoNo
L-22-69 R.N.
h-2}4-69
5-5-69 CoHo
5-6-69
,-I-‘23 "’69 S ol‘o
ij-24-69
,.I.‘2 8"’69 C .H.
4-29-69
5-2-69 J.H.
,-I-2 8"69 JoHo
4-30-69
5‘7‘69 C oHo
5-8-69
4-22-69 S.W.
4-2)4-69
L=-16-69 R.N.
5‘8"'69 JoHo
L-17-69 S.HW.
L-18-69

"5-6-69 SH.
5-7-69
5""1 9‘69 J.H.
5-23-69




TABLE 1k

PRE-POST TEST INTERVALS AND TESTERS!' SCHEDULE: BINET TESTS

Program

Bereiter-ingelmann

Pre<Test

Area
Jackson

California

Russell

Park-DuValle
Hean

DARCEE

Jackson
California
Russell
Park-DuValle
ifean

Hontessori

Russell
Park-DuValle
Mean

Traditional

Jackson
California
Russell
Park-DuValle
ifean

Controls

Pre
Period Tester
11=-1-68 T.O.
10-30-68 J.Ce
11-7-68 R.G.
11-20-68 T.D.
10-27-68 B.R.
10-27-68 A.B.
11-9-68 P.H.
10-26-68 R.G.
11-7-68 B.R.
11-5-68 JWe
11-4--68 lH.A.B.
11-9-68 A.B.
11-10-68 4.B.~L.H.B.
. 10-29-68 R.G.
12-2-68 B.R.-T.D.
H.A.B.
JQC.“'A.BQ
J.W.

Pre-Post
Interval
Ho. Da.
6 L
6 6
6 6
6 o
6
6 2
6 8
5 29
6 1
6: 5
6 1k
2 2
6 5
6 1
6 0
5 28
6 5
6 2
S 27

66

Post-Test Post-
Period Tester
5-5"69 T OD -
5-5-69 B.R.
5-13-69 M.A.B.
5-20-69 A.B.
}i~29-69 B.R.
5-5-69 M.A.B.
6-7-69 B.R.
5-6-69 B.R.
5-21-69 J.C.
h—"‘30'69 T oDo
6-5-69 B.R.
5.9-69 B.R.
5-8-69 J.Ce
5-8-69 B.R.
5""29-69 A OB -
M.A.B.
T.D.
J.C.

A.B.

» L R R T I A SR S S PR S




67
(c) Order of Testing

Control subjects were .given te sts in the same ofder-as
experimental children. Again, some were given Group A first,
some Group B first; but always the Binet last.

(d) Controlling  for Tester Bias

Testers' schedules were thoroughly random as far as testing
of controls is concerned. (Tables 12, 13, and 1h, pgs. 6k, 65, & 66).

(e) Testing Time

Testing of control subjects was initiated on November L, 1968.
Within five weeks, 39 control children had been tested. Although
this was fewer than the L8 which the design called for, it was
decided at this point to terminate testing of control subjects
for two reasons: (1) the necessity to leave a pre-post-test
interval comparable to that provided for experimental subjects,
and (2) the fact that the pool of suitable children appeared to
be exhausted.

D. Post-Testing

1. The Experimental Group

(a) Selection of Sample

Insofar as it was possible, all subjects who had been pre-

“ tested were also post-tested. A total of 243 children were given
all post-tests, in contrast to 275 who were pre-tested. This is
a loss of 32 children making an attrition rate of approximately ]
11283, Of the 32 children who were not re-tested, 22 were experi- ]
mental subjects who had dropped ocut of the program entirely. - . i
Of the remaining 10, L were controls. Three of these had entered #
Head Start classes during the year, and one child died. e -
experimental child moved and thus shifted from one program to
another. . The remaining S were repeatedly absent and were not-
reached for re-testing. A total of 250 subjects were g:l.ven both
Group A and Group B tests at the end of the year.

(b) Pre-Post-Test Interval

-+ Klthough the school year contimied for nine months, the
necessity to allow for a period of adjustment to school 2t the

- begimning of the year, and the total testing time involved on
both ends, shortened this inteirval considerably. The goal was
a pre-post-test interval of approximately six months. Tables
12, 13, and 14 (p. 64, 65 & 66)show what these intervals were
by classes. and by progiams. ' Clearly, the largest .differential
between groups is 10 days between controls and Hontessori children
on Group B tests.

wal

[Kc

Aruitoxt provided by Eic:




68

In order to maintain the same interval of Lime for all subjects,
it was necessary to test classes in the same order in which they
were pre-tested insofar as.this could be done. A number of factors
mzde it impossible for a precise order t¢ be maintained, factors
such as a large mumber of field trips which were taken in the
spring and other activities involving particular classes. In
general, however, the same order was followed, both in terms of
intact classes and also within classes. Children who had been
"stragglers" in pre-testing were tested last within classes.
There can hardly be any question that the procedures were suc-
cessful in reaching the goal of a 6-month pre-post-test interval
for all programs.

(¢) OQrder of Testing

Post-tests were given to the children in the same order in
which the pre-tests were given--i.e., Group A or Group B first, ]
followed by Binet. Within Groups A and B, the same order of tests :
was maintained.

(d) Comtrolling for Tester Bias

As shown in Table 14, there were 10 Binet testers available y
for pre-testing but only 6 of these did the post-testing. Schedules :
were arranged so that, except for one class, children were post-
tested by a different person than the one who did the pre-testing.
The majority of post-tests were given by one tester, but within
programs at least one class was tested by a different perscn; in
other words, testers were spread among programs insofar as this
was possible.

For Groups A and B tests the same procedure wuas followed as
shown in Tables 12 and 13. (One Group A tester was lost during the
year.

Three Greup B testers were lost and it was necessary to train
two additional testers. These new testers were trained in the
same way in which training was done for the pre-tests, including
the practicum testing.

(e) Total Testing Time

Post-testing was accamplished in a much shorter period of
time than pre-testing, partly due to improved ‘eather conditions
in the spring, and partly because of increased efficiency in
scheduling. In addition, of course, there were fewer children
tested. Post-testing was begun the middle of April, and was con-
cluded on liay 29. The control group was tested last, as was the
case in pre-testing.
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2.

(e) Total Testing Time

The majority of the children were given all tests Within
approximately three weeks. However, as testing progressed,
.selective factors produced more restrictions on scheduling.

Fewer children remained to be tested, more absentees occurred
due to illness and winter weather, and testing time was less
economiocally spent. In some instances, testers had to return

to one school several times just to pick up one or two absentees.

~ Consequently, more and more time was required to test fewer’

and fewer children, stretching out the total time to the end of
November. Testing space was at a premium in the schools, with
most having room for only one tester at a time, and no schools
having more than two available rooms. It was important, there-
fore, to utilize testing space when it became available.

The Control Group

(a) Selection of Sample

The most suitable pool from which to draw control:subjects
was the waiting list for the experimental classes. Presumably,
these children would have characteristics similar to ‘those of

‘the children enrolled in the experimental classes. In fact,

analysis of demographic data revealed very similar levels in-
all areas except that mean income for the control group ap-
peared to be slightly higher than for Head Start registrants.
(Table 5, p. 39). Consequently, these waiting lists were ex-
ploited fully, even though same loss was anticipated due to
children going into- experimental classes to replace dropouts.

Of the 35 control children tested, 22 were on Head Start waiting
lists. ~Thirteen were children of the appropriate age who were
not, in any preschool program and who were living in the same
school districts as were the experimental children. Their names
were obtained from teachers and principals in the schools in

.. which experimental classes were located. They were, in many

cases, younger brothers and sisters of children enroclled in these
schools. ' o

(b) Pre-Test Timing

Children in the control group had to be brought to the schools
twice in order to be given the full battery of tests. The pro-
blem of motivating parents to make these two trips was diffieult.

A $5.00 payment was made to parents contingent upon returning
with the child for the second group of tests. Despite this in-
centive, however, scheduling of control subjects was tedious.
Weather conditions had an effect on whether appointmentc were
broken or kept, and cammnication with the parents of taese
children was difficult since many of them did not have telephones.
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2. The Control Group . T

Procedures for testirig the control group were sjmilar' to those
for testing children in the experimental classes.

3. Additional Post-Tests

In order to assess achievement in sévgaral specific areas which
could be predicted fram particular programs, {especially Bereiter-
Engelmann) a sample of 6 children from each class was given l additional
tests: ' ' .

-

~1- Parallel Sentence Production |

This test requires the child to produce a complete sentence
about a drawing, which is on the same page. For example, the tester
says, pointing to a drawing, "This small boy is riding a small bike",
Then the tester points to the other picture, which is a picture of
a larger boy riding a larger bike and says, "Tell me about this
picture!, The child is given credit if he says, "This large boy
is riding a large bike", or "This big boy is riding a big bike".

2
-2- JIxpressive Vocabulary Test

This test is similar to a Picture Vocabulary Test, but re-
quires the child to produce a variety of parts of speech, including
prepositions, verbs, adjectives, etc., and also requires iden-
tification of portions of stinmmli, and of collective nouns
describing a number of objects. It also calls for comparisons.
Examples are: What's the boy doing? (Swimming). This is a whole
apple, what part of the apple is this? (Half). See this ball?

It is smaller. What about this ball? (Larger or bigger). What
are all of these called? (Animals).

~3- Engelmanmn's Basic Concept Inventory 3

This is also a test involving pictures, but it requires only
the identification of the right picture. It involves listening
vocabulary, particular attention to words which change the meaning
of sentences and also involves reasoning. For example, on one
card the child must find the picture which is correct for the
statement, "She is between a boy and a girl". On ancther card he
must differentiate among pictures which correspond to these sen-
tences, "The man is going to chop dowm the tree”, "The man chopped
down the tree’, "The man is chopping dowm the tree". Other items
test the child's knowledge of language structure with nonsense words.
For example, "Fends cannot crump. Can fends crump? What can't
fends do?"

1UCLA Preschool Research Projects, Dr. Carolyn Stern, Director
1019 Gayley Ave., Los Angeles, California 9002l

UCLA Preschool Research Projects

3 Follet Educational Corporation, 1010 West Washington Blvd.,
Chicago, Illinois 60607

2
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-~ Arithmetic Test

Portions of an arithmetic test devised for use with children
in Bereiter-Engelmann classes wWere comb:l.ned and used as a test of
simple counting and addition.

-5- Peabody Picture Vocabulary Test Vo

This test was given prmarﬂ,y in ordar to determine whether
it and the Quick Test give similar results on four-year-olds.
In addition, the Peabody has been used more often than the Quick
in studies of preschool programs. In all, 8} children were given
these 5 tests. No controls were tested with these instruments.,
These additicnal tests were -given-during the last three weeks of
school, i.e., Mgy 20 to June 5. _ ;

[ 38"

1Amencan Guidance Service, Inc., Publ:.shers Bldg., Circle Pines,
Mimesota, 5501}

CONCLU SI.C
Recording of test scores and other information is mtually

complete, Work in process includes the training of monitors who
will monitor the video-tapes, preparations for publication on
f£ilm, and data analysis, which will be inaugurated shortly.
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APPENDIX I’ . STATEMENTS TEST FOR TEACHER ASSJLSSTAET

A rreschool teacher should expect children to work hard, to be smart --

she should expect to be proud of them.

Dealing with abstractions and social concepts through language are
necessary experiences for.the culturally-deprived child.

A quiet classroom is an ineffective classroom.

A preschool program should begin on the first day: There is no need t© work
the children into a program slowly.

Preschool teachers should be cautious about enccuragihé strong emotional
identification in the children. | , !
A child should learn to became independent of adult praise.

Young children learn most easily through manipulating concrete cbjects.
Isolation as a form of punishment should not be used with the withdrawm

or very shy child.

The Traditional nursery school is designed primarily for the upper-middle
cla-ss child.

A teacher should guard against over-controlling and over-manipulating
young children.

Books shculd be used as rewards to be taken home and enjoyed as personal

possession.

A preschool teacher should not talk a great deal.

The enthusiasm and interest children have in a task is more important than
how well they can do it.

Preschool children learn primarily through increasing their ability to
perceive.

A teacher should never discipline a child unless she personally observes

the offense.
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16.

17.

18.

19.

20.

21.

22,

23.

27,

28,

There is justification for treating "cultural deprivation" as synomymous
with "language deprivation'.

A preschool teacher should not have fixed ideas about what preschool
children shculd learn. _ | _

Tt is probably true that too heavy an emphasis on ‘coloring boolcs can dampen
a child's creativity. |

There ;a'!.a series of steps which shculd be learned in a certain oxder in
every.. éoncept. ‘
Lar,lg}t;age as a method of teaching should be minimized with prescfioolers. .-
Punishment is sometimes necessary for preschool children. ‘
The school enviromment for the disadmtaéed {chﬂd should be both oxderly

and predictable.

It is important for preschool children to learn to work together as well as

to play together.

Coloring books have a valuable place in preschool instructlcn.

Certain tasks must be mastered before the child is ready to 1eam others.

Work with young children should -be conducted at a 1elsurely pace.

A preschool teacher should provide the child with a realiatic definitlon of
success and failure.

The no-noise axiam has no place in a preschool classrocm. |

29. The culturally-deprived child generally receives less re:l.nforcement of his

30.

behavior. | v
Social learning is promoted in mich-the same Way in academically-oriented
preschools as in traditional preschools. SR
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31. Al materials and activities in a preschool classroom should be planned to
help the children learn.

32. Every task a child learns consists of certain steps which must be mastered
in a certain order.

33+ Young children should not be required to sit still for lessons.

34, Presence of parents is often disrupting, and even though it is important for
parents to maintain an interest in the school, their presence in the school
is not the wost productive s¢«rcession of interest.

35. The reinforcement of the culturally-deprived child is somewhat less adult
administered than that of the middle-class child.

36. A "™well-rounded" preschool program is incompatible with the goal of remedial
education at a faster-than-normal pace.

37. Uncluttered surroundings help insure that a child will :;ot get caught up in
the glitter offered by an object-rich envirorment.

38. Parents of preschoolers should be told not to shame or ridicule the children
and to be patient with their mistakes.

39. The only valid impulse to learning is the self-motivation of the child.,

40. Preschool children should not be expected to keep quiet,

Wi, If restraining and admonishing a child does not work and his behavior is
destructive or dangerous, physical punishment should be used (slapping or
shaking).

2. The reinforcement the culturally-deprived child receives is not likely to
be verbal. |

43. The traditional preschool provides many of the outstanding cultural ad-
vantages of the lower-class enviromment.

bh. A good toy does not teach a 1littls bit of everything. If it is good, it is
a good vehiclc..e for learning one concept.

5. The child is the only active person in the learning process.

ERIC

Full Tt Provided by ERIC.
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46. A proper balance between the more restricting sedentary activities and
large muscle activities is essential for the young preschoolers.
47. Preschool children should not be éiven eEicample's to copy.

48. A preschool teacher should avoid shaming or coaxing a child but should

%

bray

enforce rules in & matter-of-fact way.
49. The reinforcement that the culturally-deprived child receives at \hcme is
apt to be vague and generalized rather than for specific acts. |
50, .Preschool children should be grouped roughly accordingto their é.bility to
‘learn. )
51, The "whole child" approach amounts to giving the disadvantaged ch:ild._a
smattering of learning in many areas. |
55 . During unstructured periods in preschocl, children shduld.i:ave their
choice of listening to a story, looking at a book, drawing, or playing
with toys.
53. The major contribution that education can makse to the child's over-all
) development is to provide him with the tools he needs to pursue his own
development more successfully. ’
Sy, Through careful planning, competition can have & helpful effect upon pre-
school children.,
55. During the time the teacher is presenting a lesson, preschool children should
. sit in assigned seats and leave their places only with the teacher's consent.
56. Mothers of culturally-deprived children are more concerned about the child's

not being troublesame than with his learning more about his world.

57. Tt is probably undesirable to defer the introduction of school-type learning
until the first grade.

58. Telling and reading stories should never be a passive experience.

59. Children can learn a great deal from play, but an educational program should
not be based on the play motive.
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62.
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The use of affection with culturally-deprived preschool children has its
dangers., |
Presch;.)ol children should be held responsible for returning play materials
to their proper places.

Research findings indicate that achievement motivation is associated more
with middle-class than lower-class children.

The preschool teacher should not waste time on learning that is of small
importance.

Preschool children should be encouraged to relate their own experiences
about simple activities.

The teacher who tries to meet all the child's needs is bound to extend
herself beyond her range of campetence.

Preschoolers experience failure of‘ten.

During the time a teacher is presenting a lesson, preschool children

should not be allowed to interrupt or to relate personal experiences.

There is no evidence that culturally disadvantaged preschool children

have more emotional problems than middle-class children.

It is important for parents of preschool children to require the children
to speak in complete sentences.

The principal task of the preschool teacher is to prepare the child to enter
school.

In the preschool £lassroom, every opportunity should be taken to set the
stage so that it is necessary for the child to use language to reach his goal.
Generally spealcing the reinforcement which an individual receives for a per-
formance will be critical in determining whether or not that performance
will be repeated.
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13.
h.

Preschool children learn slowly.
Except when instructed to yell or sing loudly, preschool children should be

*t7 -quiet and restrained -- no yelling, running, or tusseling.

5.

6.

7.

18.

The differences L. tween lower-and middle-class children are wider at the
fifth-grade level than at the first-grade level.

Preschool teachers should set realistic and clearly specified goals which
the child can obtain in a relatively short period of time. |

The preschool child should have mmerous opportunities for a choice between
imediate and delayed reuard.. These must be carefully planned so that the
delayed reward is definitely more attractive to the child.

Successful teaching depends upon small clas_s size and the mintain:l.ng of a
low adult-to-child ratio.

Young children are tender and need a2 wam, supportive atmosphere.

(n their way to and from their classroam, preschool children should walk
single-file without pusking or crowding. |

Without exception, studies of three-to-five-year-ocld children from lower

-gocio-economic backgrounds have shown them to be retarded or below average

in every inte;leetual ability.

It is very important that a preschool classroom have a climate of freedom.
At the beginning of preschool, the @Mr's task is primarily one of using
whatever methods she can to get the child to interact with his enviromment.
BEducation comes through spontanecus exercise of tite child!s own faculties.
It is dangerous to push a child too hard in the preschool years.

A good preschool classroom should be orderly and quiet.

In teaching disadvantaged preschoolers, the teacher must focus on academic
objectives and relegate all nomacademic objectives to a secondary position.
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88. Every activity in the preschool classroam shculd be evaluated in terms

of its purposes.
89. Preschool teachers should never make models and ask the children to copy
J them.

90. A good teacher does not actually teach. She arranges learning opportunities
for children.

91. Young children are easy to manipulate.

92. The language deficit in culturailly disadvantaged children consists primarily
of failure to master the cognitive uses of language.

93. Everything that happens in the preschool classroom should help children
learn.

Sh. A preschool child's classroam activities should be chosen by himand not by
the teacher. ' '

95. Focussing on specific learning goals makes high rates of progress possible.

96. Campetition with other children is undesirable for preschoolers.

97. If creativity is equa.ted with freedom, the disadvantaged child usually has
too much of it already.

98. By carefully providing successful experiences while contimually challenging
his skill, the preschool teacher will help to provide an atmosphere in which
the child can campete with himself.

99. It is better to reinstruct a child than to tell him he has made a mistake.

100. For the teacher to become a model that children will imitate, it is necessary
that the children love her.

101. EFreschool ch:’idren should be abl; to manage their physical needs gracefully.

102. What disadvantaged children lack mainly is learming, not the fundamental

capacity to learn.

o
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103. It is crucial that certain tasks be mastered in a certain arder during

lireschool years.
10hk. The preschool teacher should use material reward initially and gradually
 shift to social approval.

105. Reward is usually more effective than punishment particularly when one is
concerned with learning new responsec.

106. There is no reason to believe that sensory deprivation (lack of stimmlation)
is a factor in the deficiencies of luwer-class children.

107. Academic success in school is of such critical importance that any preschool

program that fails to ensure this success has failed the "whole child,"

108. A preschool teacher should provide extrinsic reward for appropriate behavior
if necessary.

109. Favorable attitudes and emotional adjustment can be fostered just as readily
through specific learning act:?.vitiea as through other kinds of activities.

110. Field trips, demonstrations, nature and science projects cannot produce the
same level of learning in a child with language deficiencies as they can be
in a child who ﬁmoreadvancedinlanguageskills.

111. All knowledge is related and there is no need to compartmentalize it in the
preschool.

112, Preschoal teachers should do as little talking as possible. - ,

113. (n general intelligence tests, disadvantaged children typically score 5 to 15
points below average. _ '

11h. Preschool teachers should not emphasize right and wrong .answers.

WL, T LN AT X T Iaa

115. The personal relationship between child and teacher is probably the most
effective way of motivating preschool children. ‘
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The child who tries should be rewarded whether or not his performance was
correct,

It is important to help the preschool child to lengtheﬁ his attention span.
A preschool teacher should work toward specific leaning goals, maintain
discipline, and teach., |

The traditional preschool. ls more similar to the lower-class child's home
envirorment than it is to the middle-class child's hame enviromment.

The greatest danger in ability grouping is that it will cacourage teachers
to set lower sta:lc}_ard_s for slower groups.

Tt is very iniﬁorta'nt for a child to learn self-control during the preschool

. Yyears.

122,

. There is no'substitute for sheer repetition in learning basic patterns.
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APPENDIX II: TEACHER INFORMATION

Teacher's HName

Date

Address

Circle the number of one answer to each question.

How many years of teaching experience

have you had?

1. First experience

2, Same prior experience, but less
than five years

3. More than five years experience

What is your sex?

1. Male
2., Female

What is the highest level of
education you have received?

1. High school

2. Scme college

3. Bachelor'!s degree

. Some graduate work

5. Master's degree or above

If you attended college, what was
your undergraduate major?

1. Elementary education
2, Preschool education
0. Other area (specify)

If you did graduate work, what
was your major?

1. Elementary education
2. Preschool education
0. Other area (specify)

How many Head Start classes do you
teach?

1. One
2. More than one

7.

9.

10.

11.

Have you workeu with Head Start
before this summer?

1. BNo

2, Yes, but not as teacher-in-
charge.

3. Yes, as teacher-in-charge

Do you live in the neighborhood the
center serves?

1. Mo
2. Yes

How much teaching experience have
you had with preschoolers?

1. First experience
2. Some prior experience but
less than five years
3. More than five years experience

How long have you worked with
educationally disadvantaged
children?

1. First experience
2. Some prior experience but less
than five years
3. More than five years
experience

What special training have you had
for the Head Start program?

1. None
2. local training program
3. 6-day university or college

sponsored training program
. B8-week university or college

sponsored training program
G Other(specify)
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%
TEACHER INFCRMATION
(CONFIDENTIAL)
Name :
Address: ]
Phone No.: Birthdate: /
: * "Month Day Year
Maritcl Status: Single Married
Spouse'!s name:
Nomber of Children: ' Sex ¢ Female Maie
Names and ages: :
Biucation: ILast Year Completed: o jo: -

Degree: .

r’ N

: Courses ’burren'l::ily being taken: .

e — o ——— o e e
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APPENDIX III

HEAD START
Registration Information Form - 1968-69

‘ School
Name of Child: | Place of birth: )
*: City State
Address: I Birth date: / /
i ww=e 77 month day year
1 IS * .
Phone No.: 1 :
| (A) Please .ba.rcle the figure that most nearly describes your total anmual family
income ¢
$2000  $2500  $3200  $3800  $4200  $u700  $5300
$5800 $6300 $6800 $7300 $7800 _ other

(B) Please 1ist all sources of income including welfare, social security, etc.,
as well as earnings: ‘

We hope to make Head Start a better program each year. This year there
will be a few Head Start classes in-which there are specially trained teachers,
extra equipment, and programs which have produced umusually good results in other ]
places. These programs differ from each other in some ways. A group of people 1
experienced in preschool education from various parts of the country will be ob- ;
serving these classes from time to time during the year and the progress made in 3
different kinds of classes will be evaluated. _ ;

It is not possible to guarantee-which type of class your child would be
placed in. We cannot even pramise that he will be selected at all, since children
will be assigned in a randan manner, and there are only 16 of these classes in the
total Head Start program. There may not be any at your particular school.

Unless you indicate  otherwise, however, we will include your child's name ;
as eligible for one of the special programs if he or she happens to be selected.

The following information is requested in order to help us find out more
about the families that are served by Head Start. It will not became a part of :
the child's record, but will be combined with information fTom other schools for
a total picture,
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Information About the Head Start Child

Sex of child:

male  {emals

Age of child:
. , years months

Is the child a twin?
yes ne

Race of child:

negro white othé_r

Information About the Child's Family

Is the child's mother living in the hoame?

’yes —

Name of childt!s mother:
Her age:
years
Her occupation:
last gra.de she campleted:
Is the child!s father living in the home:
yes no

Hame of child's father:

His age:

Tooyears
His occupation:

last grade he campleteds
Does any other relative of the child live in the home?

, yes no
If yes, circle:

(a) aunt  (b) grandmother  (c) grandfather (d) other
How many younger-brothers and sisters does this child have?

L il

How many older brothers and sisters does this child have?

How many of the older children hawve attended Head Start?

Totalmmber:infamﬂyl:l;vingathme:

“Signature of Parent or Cuardian

i X e il
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UNIVERSITY OF LOUISVILLE
LOUISVILIE, KENTUCKY

College of Arts and Sciences " Child Development Laboratory
Department of Psychology Project Head Start Styles

APPENDIX Iv: INFORMATION ABOUT FAMILIES

I, Child's Name Sex male female
II. Please describe the exact jobs of the people in your home who work:
A, Father

1. Is father employed? yes _ no
2, If yes, what kind of work does the father do?

3. Describe exactly what he does on the job:

. How many months did he work during the past year?

B. Mother

1. Is mother employed? yes © . no
2, If yes, what kind of work does the mother do?

3. Describe exactly what she does on the job:

. How many months did she work during the past year?

————————

C. Other: What relation to child

1, Is employed? yes no
2, If yes, what kind of work does he (she) do?

3. Describe exactly what he (she) does on the job:

4. How many months did he (she) work during the past year?
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VI. Check any of the following which your family has the use of:
A. Television -  D. Telephone
B, | Radio E. ' Automobile
C. , Record player

VII. Is there anyone in the family who usually gets a newspaper yes no g

If yes, how often?

Everyday | Occasionally

Once a week

VIII. Check any of the following which apply to your child and tell whether he
has had the experience this year in Head Stsrt or same other time:

In Head Start Other

1, Visited a 200

2. Visited an amusement park

3. Visited a library

. Been to a birthday party

S. Had a birthday party

6. DBeen in pool, lake, river or ocean

7. Had a pet

8. Visited a farm

9. Been on a bus trip

10. Been on an airplane trip

1l. Been on a train trip

12, Visited an airport

13, Been to a museum

1, Had a birthday cake

15. Been on a boat

16. Taken a trip out of town in a car

Thank you very much for your cooperation. Please use this space if you would like
to say something about the Head Start school program that may aid this research
project in providing better programs in the future:
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V.

A. Is the child's father presently making _his home in louisville?

‘yes no

1. If no, where is he living?

2, If yes, has the child's father always made his home in
Louisville (except for visits or service)? yes no

If no, where did he live last before moving to louisville?

Check the one that tells when he moved to louisville:
In the last year

In the last 5 years

In the last 10 years

More than 10 years ago .

B. Is the child's mother presently making her home in Louisville?

yes no

1. If no, where is she living?

2, If yes, has the child's mother always made her home in
Iouisville (except for visits)? yes no

If no, where did she live last before moving to louisville?

Check the one that tells when she moved to louisville:
In the last year

In the last 5 years

In the last 1C years

More than 10 years ago
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List the names and ages of all brothers and sisters of Head Start child
living at home:

Yame Aze . Date of Birth

ENE

4 . * PRI
L.

Place a check mark beside the name of each of thcse chil&rén vho ‘hcwe
attended Head Start.

Information about where you live:

A. Do you own your own home? yes no

If yes, 1. Check whether rou pay weekly ( ) or monthly ( ).
Amount of thic payment .

2. TKumber of rooms (not counting beths or halls)
B. Do you rent a hame? yes no

If yes, 1. Check whether you pay weekly ( ) or monthly ( ).
Amount of this payment .

2, Number of rooms (not counting baths or halls)

C. Do you rent an apartment? yes no

If yes, 1. Check whether you pay weekly ( ) or monthly (. ).
Amount of this payment .

2. HNumber of rooms (not counting baths or halls)
D. Do you rent in a housing project? yes no

If yes, 1. Check whether you pay weekly ( ) or monthly ( ).
Amount of this payment .

2, MNumber of rooms (not couniing baths or hails)

.

.
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EVALUATION OF PROGRAMS BY CONSULTANTS

The following questions are to be answered by consultants who have been
involved in the development of special programs for preschool children. The
questions are designed to obtain information regarding the programs themselves
and their implementation in settings other than those in which they were developed.

In giving your estimates, let O = not at all, let 10 = totally, campletely,
or as much as cculd possibly be the case. Please assign a value for each answer
by circling a number which indicates magnitude.

This first group of questions refers to your particular program in its ideal
form.

1. To what extent is your program
additive, requiring for its im-
plementation only the addition
of special remedial techniques
to any program? 0o 1t 2 3 L5 6.7 879 10

2. To what extent is your program
a milieu program involving a
total philosophy of education?
(ne which should be reflected
in a1l activities.) 0 1 2 3 4 5 6 7 8 9 10

3. To what extent could the activi-
ties and procedures in a class-
room ical of your program
serve to 1dentify it to an ob-
server familiar with the program
but unfamiliar with the teacher's
training? o 1 2 3 4 5 6 7 8 9 10

L, Assume that college students have
had two or three hours of in-
struction regarding your program.
How successfully would you expect
them to be able to identify your
program by observing a classroom
for 10 minutes? c 1 2 3 4 5 6 7 8 9 10

5. How successfully by observing for ;
one hour? o 1 2 3 L4 5 6 7T 8 9 10:

6. How successfully by observing a j
whole class period? o 1t 2 3 4 5 6 7 8 9 10
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This group of questions calls for your opinion as to the extent to which
your program has been successfully implemented in our study. The estimation given
under "A" in each case should be made by camparing each class.with the ideal class
under ideal conditions. The estimation given under "B" in each case should be made
by camparing each class with the extent to which your program could be implemented
under less than ideal conditions, such as: Necessity to use para-professionals with
relatively brief training as teachers, assisted by aides with even less or perhaps no
training, minimum supervision and assistance from experts, less than adequate facili-
ties, modifications or restrictions due to the setting or location.

In other words, we ask you to evaluate each class using two criteria - an ab-~
solute one and a relative one.

Names of the teachers are provided for your information, but will not be re-
ported, of course.

In giving your estimate, again let O = not at all, let 10 = completely, totally,
or as much as could possibly be the case, and assign a value for each answer by cir-
cling a number which indicates magnitude.

1. To what extent is the teacher using the actual teaching techniques which are im-

portant in your program? (e.g. methods of presenting material, improving per-
formance, etc.

. B.
(Compared to ideal) (Considering limitations)

Teacher:

01 2 3 L 5 6 8 9 10 1 2 h 5 6 8 9 10

7 0 3 7
01234567891} 0123456782910

7 0 3 7

7 0 7

0t 23 L5 6 8 9 10 1 23 456 8 9 10

01t 23 L4656 8 9 10 1t 23 L4656 5910
2. To what extent is the teacher using the materials which are recammended in your
. program? :

01t 230456789 10 01t 234567289 10

0t 234567289 10 01t 23456789 10

0123 456789 10 0123 456789 10

0123456789 1W0f 0123456782910

3. To what extent is the teacher implementing the principles or philosophy which are
important in your program?

1

01t 23456789 10 0t 2345617289 10
_ 0t 23456789 10 0123 45561789 10
'E 0123 k4567829 10 0123 L45672829 10
. 01t 234561789 10 0t 23456789 10
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To what extent are the classroam activities conducted in a context or mamer

typical of your program? (e.g. ability =rouping, scheduling, atmosphere in
.clagsroom, behavior management, etc.)

-

e i

Ceampared to ideal) {eonsidering 1imitations) |

Teacher: | E
0123456728910 01230L45 67178910 P
0123456178910 012345678910
01234561789 10 0123 4561728910
0123456789 10 0123 456728910

To what extent is the selection of classroom activities representative of your
program? (e.g. if sequencening is important does the teacher seem to be im-
plementing it properly, and are activities integrated with respect to goals,etc.?)

i

012345678910 0123456178 910
012345678910 0123456 17829 10
01230L456T1789 10 012345678910
0123L4567829 10 0123!;5'678_910

To what extent is the content of the teaching appropriate to your program? (Are
the teachers emphasizing the essential learning goals?)

012345671789 10 012345678910
01234567178 910 0123 45678910
0123456178910 (4 01230L45%678910 K
012345678910 0123L56780910 !
To what extent are the faclilities of the classroom adequate for implementing your 1

program?
012345 61789 10 0123!;'56‘78910
0123045618910 0123456178910
012345678910 0123456178910
012345617891 3012345267289 10
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To what extent are the children making appropriate progress through the program?

(As judged by stage of program being implemented.)

%&anpared to ideal) ?(.}onsidering limitations)
Teacher:
0123u5678910.0123!;5678910
0123456789 10 01234561789 10
c1230L456 78910 c1 234567289 10
0123 456789 10 01234567289 10

To what extent are the events in this classroam
serve to ldentify it to a knowledgeable observer?

2 3 45671789 10 0
2 3 b5 617 89 10 0
2 3 4b5 6 7 8 9 10 0
2 3456 789 10 0

=1

=1

-—

¢
¢
¢
¢

=1

typical of your program or wculd

123 456789 10
123 456789 10
123 45671789 10
123 4561789 10

To what extent do you regard this class as a demonstration of your program?

012345671789 10
2 3456789 10
2 3 45617 8 9 10
2 3 45617 8 9 10

=1

=1

¢
¢ ¢
¢ ¢
¢ ¢

=1

123456789 10
123456789 10
123 456789 10
34561718 9 10

=Y
N
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The last question is necessarily open-ended.

(A) In what essential ways are these classes representative of your program?

(B) In what essential ways do these classes deviate from your program?

IToxt Provided by ERI

.
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APPENDIX VI: MANUAL FR CLASSROOM MOWIT(RING

" INTRODUCTION

This manuzl hos been developed for the purpose of monitoring in Head Start
classrooms conducted for four-year-olds. It was designed to provide informa-
tion about classroom activities, teaching techniques, scheduling, materials
used, groupings, and a number of other things. The manual is a research in-
strument in a preliminary form and will probably be modified many times. A
sample tally sheet is attached to the mammal. The monitoring activity de-

. seribed herein was developed to accommodate requirements of a specific re-
search project involving camparisons among four different types of programs
for four-year-olds. :

The purpose of monitoring classroom activity with these rating sheets
attached is not to evaluate what is going on in these classrooms. The, purpose
is to gain obJective infommation which will enable us to describe in a very ;
definite way what actually is taking place. There are two reasons for collecting '
this information: One is-to determine the extent to which the various kinds of
programs are being implemented in a satisfactory manner. The second reason is
to discover, if possible, what major differences there are among programs and
among teachers in the same program.

GENERAL - INSTRUCTTONS

Preparation

The rating sheets are designed in such a way that very little Judgment is ;
required of the rater, but the procedure does require complete familiarity with :
the categories and definitions. The rater should try not to became too interested :
in the activities that he is watching as this will distract him from the tallying.
However, we would like for the raters to record any interesting events which they
observe.

The procedure check 1list should be studied carefully and the rater should
take it with him at the time that he goes to the classroom to monitor so that he
can refresh his memory should any question arise. He should also carry with him
the explanation for the various categories which are to be tallied.

Behavior in Classroom

With rcagard to movement in the classroam and general behavior, the following
raarks should be helpfule. The rater should not be afraid to move around -- in
fact, it will be necessary for the rater to move around and to be fairly close
to small groups of children in order to determine precisely what is happening.
The rater should avoid interrupting teachers at times when they are involved
with the children and especially at any time when the teacher is being video-taped.
However, raters should not be afraid to talk to the teacher or aide if necessary
in oxrder to clarify some decision. In genseral, the rater should be unobtrusive,
shall avoid conversation with the teachers, aides, or volunteers, and especially
with the children. Fssentially, what this means is that any interaction between
the rater and other persons in the classroom should be at the initiation of the
rater, and only when it is necessary in commection with decisions regarding
monitoring.
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There should not be any reason to interfere in any way with the class 4
schedule. The rater should simply record whatever it is that is observed ;
and should follow the children wherever they go insofar as possible. There ?1
will not .be field trips taken on the monitoring days; but should children
go for a walk around the block or go to the bathromm, the rater should con-
timie to tally, making observations as continually as possible.

Confidentiality

Under no circumstances shouid the raters discuss their monitoring activity
with the teachers, aides, or volunteers, nor should these persons be shown the
rating sheet. Under no circumstances should the rating sheet or:the purpose of
the monitoring or any other aspect of the activity be discussed with the princi-
pals, or anyone else in the schools, or elsewhere. All questions regarding what
it is that we are looking at, or looking for, should be referred to the Project
Director. It is especially important that we not give out information which
might result in self-consciousness or modification of behavior on the part of
those who are dealing with the children. Should the rater cbserve anything
which he feels is extremely detrimental to the children, this should be re-
ported to the Project Director immediately. Raters should strive to be tactful
in turning aside questions regarding the monitoring. The most logical reply .
probably- is simply to indicate that rater is not aware of the anmr, but any . . -
tactful, gracious explanatlon should suffice. :

Time of Honitori_ng

Raters will be: going into classroams approximately once a month, and at
sach period of monitoring will spend a two-hour session in the classromm. The :
purpose of recording for two hours is to.get a complete picture of classroom
schedule during the mcming hours. In general, the most likely time will be
fram 9 through 11 o'clock in the morning., However, in same cases it may be
permissible to monitor fram 9:30 to 11 :30. The raters should not, however,
monitor in the afternoon hours.. _ - j

Changing the Tally Sheet ' ' | ;

The only aspect of the monitoring which is. likely to be confusing is the
distinction between large blocks of time devoted to various activities and the
smaller activity units. In all Head Start classes the school day is broken up 3
into segments which consist of blocks of time devoted to certain kinds of activi- :
ties. For example, the first large block of time in all classes will usually be
the morning snack time when the children first arrive at school; the next is
likely to be toileting; then perhaps a period of time devoted to teaching of :
specific skills or to free-play activity or story time or some other general ;
kind of activity. IT IS AT THE TIME WHEN THESE LARGE ACTIVITY BLOCKS CHANGE
THAT THE RATER SHOULD CHANGE HIS MONITCRING SHEET. For example, if he is there
in time to monitor the arrival of the children, removal of wraps and settling ]
in, he would consider this one large activity. Then if they have their morning ]
snack, this period of time would be recorded on another sheet. The purpose of :
changing sheets in this fashion is to enable us to determine the total number
of such periods during the school day. This may be one dimension of difference
among programs, If the raters are successful in changing the sheets at the

S gt ot
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time when the teacher institutes a change in. activity, then the total mumber
of tally sheets which he has used during any one monitoring period will re-
flect the mmber of such large blocks of time into which the day was broken

up.!
"Small Group Changes

So long as there is still a single child in a group who was there originally,
it is +o be comsidered the same group with a change in size. When group size
goes to zero, however, that group should be considered dissclved. When new
groups form, they should be tallied as they would have been in the beginning,
(that is, as a separate group). _

1

Tally Periods

The purpose of the 15-second interval for tallying teaching techniques is
. to provide a standard, total amount of time which can be related to the number
of instances of each teaching technique. It is, therefore, essential that no
more than one instance of any particular technique be tallied in 15-second
eriod. Total number of 15-second intervals of tallying is not impartant.
Eﬁt 1s important is that the ratio of instances of a given technique to the
total number of seconds of monitoring reflect accurately and consistently the
proportion of instances of such behavior seen. It is the relative amount which

is of interest, not the absolute amount.

Time  Out

"Should the rater need to stop tallying for a few mimutes for some reason,
such as to rest, to go to the bathroam, or for same other reason, this should
not be of great concern. We would like to know that we have not missed any
large activity block, but a few minutes time taken out of a given block is
not crucials It is crucial that the total number of sheets used reflect the
total number of large segments of time which are devoted to different activities.

! There is room on the tally sheet for only six groups. Should there be
more than this, a second sheet can be used and attached to the first one. The
lack of a "start" and "stop" time will serve to indicate that the second sheet
does not represent a change in schedule. Raters should also nunmber the sheets
belonging together.
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DEFINITIGNS CF MGNIT('BING TEB}IS

Definition of Grou oups: Any child alone, or a mmber of children “who ar&in
physical proximity and who are apart from others, .
constitute a group.

Size of Grg_ug The size of a group should be recorded at the beginning of -
each tally period and should not be changed during that period. y
For example, when you return to a group and note that instead
of five children there are now four children, you record a L
and proceed to record the other items. If another child leaves
the group before you finish tallying, simply ignore this.

Type of Group:

D/NF = Each child is doing a different thing and there :ls no group focus
or efforto

This would be the case when a group of children are at a table but
one is doing puzzles, one working with crayons and another using a
pegboard; or if they are on the Jungle jim but not engaged in inte-

" grative play or games. Coding D/NF would indicate that the group
as such is simply a number of children in physical proximlty to
each other.

D/C = Each child is doing a different thing but there is a cammon group
focus or effort.

An example here is all the groups trimming a Christmas tree or
playing a game, but each child has a different role or is doing

a different thing. D/C would also be coded if the children are =
playing a game with each other, such as let's pretend game in

which the children are taking turns but all playing the same game. %

S = Fach child is doing the same thing. S is coded when all children
at a table or in an area are engaged in the same kind of activity--
for example, if they are all working puzzles, all using crayons
and paper, all finger painting or if they are all singing a song
or listening to records, toileting, eating breakfast, etc. It
is important to note that S is coded whether « not the individual
items which the children are working on are exactly the same., For
instance, at a table each child might be working a different puzzle;
but, if they are all working puzzles, this would be coded S.

Kk SN g T e N g at
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Activity: On page 8 is a partial list of activities which you are likely to ,
see in the Head Start classrooms. Obviously it is not camplete ;
but is given to suggest the level of specificity intended under
this heading. It should be noted that more detail is desirable
in same cases. For ‘example, if the children are coloring with
crayons, it should be noted whether they are coloring the same :
thing at the suggestion of the teacher -- for example, everybody :
is drawing a picture of Little Red Riding Hood -- or whether they ]
are simply given paper and crayons and told to draw whatever they
wish. It is also important to distinguish between coloring on
blank paper freehand and coloring a design, (what is commonly
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called coloring between lines). If pretend games were listed, it

would be necessary to state what game they were playing; if pasting,
what they are trying to make would be of interest.

Each different activity observed during the time that a group is
intact and being observed for tallying should be listed with a line
drawn under each one.

Media: Under this category is expected a more specific statement of the
particular materials or content of an activity. For example, if
singing songswere listed under activity, the name of the song should
be indicated here. If there is any uncertainty as to what to recard,
simply try to be as specific as possible about what is going on.

Learning Goal: This heading cammot - be recorded except by asking the teacher.
Following campletion of the entire monitoring session you should in-
quire from the teacher as to the purpose or learning goal of each of
the activities which you have listed.

Teaching Technique: The purpose of this category is to determine the re-
lative frequency of use by the teacher, or others, of various
techniques of teaching. Therefore, a tally mark should be made
only if this partioular technique is being used instructionally.
For example, during the peried that you are monitoring a.group
the teacher may manipulate various things, her records on the
table, for example, but you would not ccde this under MANP., You
would not ccde I-V unless you actually observe the teacher in-
structing the children verbally. It is quite possible that any
given activity might be coded in two different categories. Far
example, the teacher might be at- the same time showing a child
how to do samething and verbally instructing him in what she is
doing. In this case one tally should be placed under MANP. and
ane under I-V. During any 15-second monitoring pericd, however,
no more than one talgo mark should be placed in any box. If you
observe one instance atory instruction and after coding
everything else observe ancther instance of this, do not tally it.
The number of tallies recorded in any 15-second interval should
represent the total number of different techniques which you ob-
served in that period but not the amount of any one. Following °
is an explanation of the codes under Teaching Technique:

MANP, = Manipulatory - Hands

This category collects all activities in which the teacher mani-
pulates something in order to show the children how--how it works
or how it is done. Examples would be: the teacher building a
tower of blocks, fitting a piece into a puzzle, shaping a piece
of clay, showing the children with a paint brush how to use the
brush, etc. Manipulation incidental to showing, such as picking
up a picture, should not be coded "MANP."




102

I-V = Verbal - Ebcplanation or Information

This categery .>llects instances of verbal instruction from
the teacher to the children, or instances of verbal instruction
given by one.child to another. It is not to be tallied for
incidental verbalization which may be tngoing during an in-
structional period, such as "That's fine", "Sit up straightr,

etc.

X= Exemplary
This category collects all iristances of gh for “the purpose
of instructing, that is, presenting some to which others

' _ listen or which they watch,or smell, or feel, eté¢. This would

‘ include showing of pictures, objects, designs, single sounds,
fragrant items, movies, TV, songs, recoxrds, music or persons
who are presented as examples; would also include rbythms if
demonstrated by the teacher or writing on the chalkboard in
comection with instruction.

MO= Motor Activity -

This category is intended to be used only when some large muscle
activity is going on. Examples would be riding a-tricycle,

: walking a balance board, playing ball, or any active games,

; ' marching, domg exercises, playing ocutdoors, playing on the

: , Jungle gym, etc. Motor should not be coded simply because

children or teacher are moving around. It should -only be

coded when this is the principle technique that is occurring

» at the time. Motor should be coded when children are playing
| instruments in a rhythm band, marching, doing exercises,

~and for similar activities which develop large muscle and

“motor coordination. -

RP Role Playing -

; Any activity in- wh:i.ch a person takes a role other ‘than that

: of himself or in which he assumes a temporary function, as in

' a game. Role playing can cansist of dramatizations, a brief
acting out, ‘pantomine or quiet games such as Lotto. It may
occur while the teacher is reading a story to the children

and may be a part of this activity. Role Flaying should not

be coded simply because the teacher uses her voice dramatically,
but only if she uses her body, or same part of her body in
dramatizing.

PG = Physical Guidance

This category is intended for a very specific activity and will
| 3 probably seldom be coded for children. Whenever anyone guides
| ‘a child mammally through an activity, PG should be coded. This
| code will never be used unless there is actual body contact
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between the adult and the child. The teacher may take the
child's hand and guide him in drawing a line or tracing some-
thing, or she may take his foot and move it on the psdals of

a tricycle. In any case, what is happening is that she is
actually talking him through the steps in an activity by being
the active person while the child is passively manipulated.
If one child guides another, PG should be coded under "Child".

Con. = Conversation

This category will be coded whenever teacher, aide, or volunteer
is conversing with a single child. If conversation'is going on
between children and if it is in regard to what tbel_:re doing
or has a theme and continues for a time, then this category would
be coded after "Child"., Fragmentary remarks incidental to the
activity would not be coded here, for example, “hand me that®,
“excuse me", "lcck at this", etc. The principle purpose for
this category is to determine the extent to which teachers and
others actually spend time conversing with individual children
and the extent to which children are conversing with each other.

Notes: OCn the back of the tally sheet a space has been left for the recording
of any information which may seem important to the rater but which is
not included on the t2lly sheet. This would include unusual occur-
rences such as incidents of behavior problems, tantrums, the very
noticeable neglect of a particular child, any incidents of special
attention from the teacher, overactivity on the part of a particular
child, an accident or anything of an unusual nature that occurs in
the classroom which the rater feels is worth noting. Also here might
be coded critical incidents, such as how the teacher handled an un-
expected event, how she made a transition from one activity to another,
ete.

In summary, anything which the particular rater feels is of special
interest should bs recorded here.

Camments: There mey be activities which cannot be easily coded under any
of the categories in Teaching Technique. For example, if a group
of children are looking at picture books, there is no teaching
technique to be coded. This would be clear from the description
of the ackivity, however. It should be noted that in order to
tally separate groups adequately, the rater must move around the
room and get close enough to a small group to be able to see and
hear exactly what is occurring.

SFIREE L S FT AN T W IR LU 715, LA T o BT
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PARTIAL LIST GF ACTIVITIES

Singing

Pasting

Working puzzles

Painbmg at easel

Proternd games

Table games

Motor zctivity - tricycle, jméle
Block play o |
Qltfloor pliay

Listening to story

. Discussing pictures

Listening to records
Making music

Riytim games
Dramatizing

t:l;loz;ing with crayons
Cutting or tearing paper
Feeding fish

Work with clay

Fating snack

Reciting - question and answer
Toileting

Resting

Finger painting

Peg boards

Hammering pegs

Stringing beads

Stringing popcorn

Playing in a rhythm band
Cooking

Making playdough

Matching colors

Matching mumbers to quantities
Identifying numbers (or letters, etc,)
Telling about samething
Feeling textured materials
Matching pictures to objects
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1. Inform principal's office you are there.

2. Go to classroom, enter and sign in. (Ask for visitor's sign-up sheet if it
: is not posted.)

3. Record information at top of Tally Sheet, except for "Program”. Ask for the
teacher!s name and the aide's name. It is not necessary to record volunteer,

h. Record "Start” time at top of tally sheet. |

: 5. Survey room and record group “Size¥, "Type", "Activity”, and "Media® fo:r all
groups immediately (before any tallying). Draw a line under activity listed
for each group. o

6. Return to the first group you noted (Group A) and record any change in group
size or activity. If another activity is going on, record it and draw a line
under it,

7. Flace a tally mark after “A: Tally", If no adult is with this group, place
a circle on top of the tally, thus:‘l’

8. Look at your watch or stop watch.

; 9. Tally "Teachit;g Technique” for 15 seconds. (Tally separately for "Pr, tAn,
: Wy, or “Ch",

10. Go to Group B and record any change in group size, activity, or media,

11, Flace a tally mark after "B: Tally". If no adult is with this group, place
a circle on top of the tally, thus: ‘i"

12. Look at your watch,

13. Tally "Teaching Technique" for 15 seconds.

1. Go to Group "C" and repeat fram 10-13,

15. Continue through all groups.

L 16. When you have tallied 15 seconds for each group, repeat fram 6-15,

E 17. IMP(RTANT:
A tally must be made each time you return to a group for another 15 seconds
of monitoring. The total mmber of tallies after "Tally — 5 " should equal
the total rumber of 15-second periods of tallying. Should the class activity

: change before you have a chance to tally at all under "Teaching Technique",
erase the tally mark.

:E:
4
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APPENDIX VII

; VIDEQ TALLY SHEET

GIVING

TEACHER'S
ACTIVITY VERBAL N.VERBAL | EXEMP.| MANIP. | MODEL.| INTERACT

HELP

| OPINION

: GENERALI-
3 1 ZATTON

3 PROCED.
. | INFO.

A CONTENT
INFO.

e CLARIFI-
' CATION

CONFIRMA-
TION

DISCONFIR~
MATTON

STIMULA-
TION

s ] f
| FEEDBACK || ?

ACTIVITY | K.O.R. CONTINGENT N.CONTINGENT ;

E VERBAL &
: STGN. ;

PHYSICAL '

MATERIAL

ACTIVITY

Program School
Teacher Date / /

Monitor Date / /
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ASKING =~ L ..

TEACHER 'S - . o :
ACTIVITIES INDIRECT REQUEST DIRECT REQUEST COMAND -

HELP | - e

: OPINION

GENERALI-
ZATION

FROCED,
INFO,

CONTENT
INFO.

CLARTFICA-
TION

CONFIRMA~
TION

DISCONFIRMA- oo ,_ 1
TION

STTMULATION - : : a

IMITATION

ACAD. VERB.
PERF. ’ . é

2+ |

ACAD. N.VERB.
PERF.

Ltk

CONDUCT (OTHER)

= 1 .-

Program School
Teacher Date
Monitor .ate
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SETTING
STANDARDS

STATES REINFORC.
CONTINGENCY

CITES PRINCIPLE

CITES OTHER CHILD

CITES TEACHER

CHALLENGES

PERIPHERAT
ACTS

OUT OF CONTACT

IN CONTACT BUT
NOT INTERACTING

CONVERSING

Program

School

Teacher

Date

Monitor

Date




110
APPENDIX VII

MANUAL FOR VIDEO-TAPE MONIT CRING

GENERAL DESCRIPTION OF CATEGCRIES F(R TEACHING ACTIVITY (GIVING)

Horizontal Dimension:

Verbal: An act is verbsi wien it involves the use of vocalization as
ths primary mode of .operation.

Non-Verbal: An act is non-verbal when it involves a sign or signal
system which is a conventional substitute for vocalization.

Exemplary: An act is exemplary when it involves the use of
visual or auditory aids as the primary mode of operation.

Manipulatory: An act is manipulatory when it involves the arrangement
of objects as the primary mode of operation.

Modeling: Act is modeling when it involves the use of the self or *
the capacities of the self as the primary mode of operation. ;

Interactive: £n act is interactive when it involves any of the above t
with the teacher in an assumed role at the child's level. :

Vertical Dimension:
Help: These acts occur when the teacher observes that the child is

blocked in some on-going activity and where she provides aid
in circumventing the difficulty.

"Now it would help to move the yellow block, Ann,"

"Jack, you can finish that puzzle if you use the
small piece now."

Opinion: Included zre ats of expressing or emnciating feelings or
’ sentiments, desires, wants, preferences, wlshes, and hopes.
Also involved are affirmations of major values and principles
but with non-specifi¢ or indefinite application.

"I really like the smell of oranges.”

"imerica is a very good place to live.”

"I feel ill.7
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Generalization: Included are all indications of thought-in-progress
leading to an understanding or of drawing insight, such as
introspection. In doing these things the teacher will largely
be seeking the application of a statement, the extension of a
point, or the implications of some fact.

"Let me think about what else a ribbon can be used for."
"hat if children were twice as big?" (rhetorically).

Procedural Information: Includes those acts whibh'state directions
or instructions as to how to go about doing something.

"Children, we will do our spelling lesson now."

"T will point to each picture and you tell me what it is."
Coﬁéent'lnformatiun: Includes simply those acts which convey fact:

"Columbus discovered America."

"This is red."

"This is a 'z'; the last letter of the alphabet.™
Clarification: All efforts té prevent or repair breaks in the flow of

\ commwnication such as repeating, or restating for the sake of
making sure that one is heard.

"T don't think you heard me. Please sit down."
"In €ase you didn't hear me-~this is a cow."
Confirmation: Includes those acts where the teacher explains to the child

precisely how he is correct. (Usually occurs after the teacher
states that the student is correct, directly.)

(That's right) "The green piece does go in that hole
because it is bigger."

Disconfirmation: Includes those acts where the teacher explains
to the student precisely how he was incorrect.

(That's wrong.) "The green piece does not go in
that hole because it is too small, its sides don't
even touch the sides of the hole.”

Stimulation: These are acts on the part of the teacher whose intent is
to train perceptual faculties or to make the child aware of
stimulus qualities.

"Brricks have brown in them as well as red."

(This is an ovoid)--"See how it is not perfectly round."
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GENERAL DESCRIPTION OF CATEGCRIES FCR TEACHING ACTIVITY (ASKING)

Horizontal Dimension:

Indirect Request: These are subtle and implicit requests for activity
that permit the student ample opportunity to demur. They are
more of the nature of suggestions than requests.

Direct Request: These are simple, declaritive statements asking the
student to act.

Cammand: These are direct demands to act with absolutely no option
left to the student.

Vertical Dimension:

Help: This category includes asking the student to help in scme way.
"Susan, help me pick up the toys."
Opinion: Inquiries about feelings or sentiments.

Includes asking for any expression of desire, want, wishing, or
hoping, and for value judgments not relevant to a specific act.

"Do you like the color green?"
"Is this a pretty city?"
Generalization: Includes solicitations of thinking to gain understanding

or insight, and in particular, the asking for applications of an
object or principle.

"Judy, for what other things can you use a pencil?®
"Think hard John. Why do people help others?"

Procedural Information: All requests for directions or instructions
on procedure.

"How shall we do our arithmetic lesson today?"
Content Information: All requests for statements of fact.
"Jho discovered America?"

Clarification: Includes all requests for communication to prevent or
repair breaks in the flow of information exchange.

"What did you say, John?"

"Repeat what you said Jane."
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Confirmation: Includes those acts wherein the teacher asks the student
to explain how he was correct.

nJohnny, why did the green block fit in that hole?"
-y "How did you get that answer?"

. Disconfirmation: Includes asking the student to explain how he was wrong.

"Why wasn't that correct, Sarah?"

Imitation: This category contains all acts whereby the teacher asks
| the student to reproduce an act she has just completed.

(The letter "e" sounds like.."EEEE",... )
"Say lel, Jack. n

Academic Verbal Performance: These are requests for the student to
engage in verbal activity for the sake of practice in
spoaking, expression of ideas, and generally effective
communication, to learn to make sounds and to make
simple identification or naming responses.

"his is a picture of what, James?"
"Say the sound for the letter 'e', Joan."
a Academic Non-Verbal Performance: These are requests for ths student

; to engage in an academic activity that is not predominately
- Verbal .

"Paint a picture now, Mary."

; "Point to the letter 'A', Sam."

Conduct: These are requests from the teacher to do specific non-
academic or procedural acts.

"Put your chairs back."
nsit up straight.”

"ie your shoe,"

IToxt Provided by ERI
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GENERAL DESCRIPTION:CF STANDARD SEITING CATEGCRIES

States Reinforcement'Coﬁtinéehﬁy: Heré'éﬁé‘teacher points out the
positive or negative consequences of an act or an anticipated
act without directly forbidding or commanding that act.

UIf you break that crayon you will not get another one.”
Cites Principle: This behavior includes all instances where the
teacher indicates a rule or policy exists to guide behavior
that she either observes or expects to osccur and where a
concrete instance exists (contrast with giving opinion).
" MGood 1ittle boys do not hit 1little girls."
Cites Other Child: Here the teacher refers to the behavior of another

child (or abstract peer model) as a positive or negative
instance of behavior.

"Can you do as well as Jack?"
Cites Teachgri_lHere the teacher cites herself as a model.
"I am smart, can you be smart?"

Challenges: These are prods to perform typically with allusions
to the general difficulty of the task or the talents of the child.

"This is hard, Joseph, are you smart enough to do it?"
GENERAL DESCRIPTION OF FEEDBACK ACTIVITIES

Horizontal Dimensions

Knowledge of Results (K.O.R.): These are direct statements of right
or wrong, truth or falsehood.

"Yes, Johnny, that is correct.”
"No, Tom."
"Good." (When used to indicate correctness)

Contingent: These are statements indicating the judgment by the
teacher of a piece of work done by the child.

"That is a pretty picture, Joan."
"You are sitting in your chair nicely, Cathy."

Non-Contingent: These are global rewards or punishments not
associated with any particular activity.

"You are a good boy, Jack."

"The class did real well today."
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Vertical Dimensions

Verbal: These ave feedback given either vocally or by direct and
conventional substitutes for vocalization.

Physical: These are bodily contacts made between teacher and child
for the purpose of rewarding the child or of runishing him.

Material: Here objects mediate the commnication. The teacher gives
the child something or deprives him of something.

Activity: Here the teacher permits the child to engage in a desired
activity; precludes the desirable activity; makes him engage
in an undesirable activity all for the sake of reward or
punishment.

GENERAL. DESCRIPTiIONS OF PERIPHERAL ACTIVITIES

Conversing: Here the teacher is merely chatting with the child or
passing the time-of-day. These interactions are not cate-
gorized otherwise but an entry is made every 5-seconds that
this activity persists.

In Contact but not Interacting: Here the teacher is in the psycholo-
gical field but not engaged in interaction and an entry is
made every 5-seconds.

Cut of Contact: During the tape, when the teacher is out of the
psychological field an entry is made every 5-seconds.

©
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APPENDIX VITI
TRAINING SCHEDULLE

GROUP A AND GROUP B TESTERS

SESSION I -~ (3 hours)

.I. Ethics

I1. Diplamacy
III. Handling Preschool Children

1V. General Procedures

1. Research Office

a. Assigmments
b. Haterials

2. Public Schools

a. Relations with principals and other personnel
b. Confidentiality of test and child
c. Handling problems

V. Research Factors

1. Importance of procedure - uniformity

a. Instructions

N b. Prompts

g c. Difference between camparison of groups and diagnosing
individual children

d. Feedback

VI. Distribution of Haterials for study

SESSION II - (3 hours)

I. Purpose and nature of each test

II. Administrative procedure

IIT. Test instructions

IV. Demonstration of each test

V. Role-playing-practice testing

B L ST ———




I.

II.
III.

SESSION ITI - (3 hours)

Practice testing of three preschool children on entire battery

SESSION IV - (3 hours)

Discussion of problems

Scoring

Review of procedure
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