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ABSTRACT 

This study explored the public school system in the 

state of Arizona as a provider of programs for young 

children. It specifically addressed the quality of 

preschool at-risk programs administered by the State 

Department of Education and compared practices to the 

promises set forth in the Guidelines for comprehensive Early 

Childhood Programs as reported by the Early Childhood 

Advisory Council to the Arizona State Board of Education 

(1990) . 

The study examined program quality of twelve preschool 

programs through the lens of the standards for develop

mentally appropriate early childhood experiences as outlined 

in the Guidelines, section 2, titled "Preschool Program 

operation." The study consisted of in-depth case studies 

designed-to provide a picture of the essence of what life is 

like in a preschool program through the eyes of the child. 

Three basic instruments were used for data collection 

on site visits: 1) observations, 2) questionnaires, and 3) 

recorded interviews. Classroom observations were guided by 

two previously developed and validated instruments: a Shadow 

Study Observation Form (SSOF) designed by Lounsbury and 

Clark (1990) for a national shadow study of middle school 

students, and the Early Childhood Environment Rating Scale 

-.-.----. --_. 



(ECERS) developed by Thelma Harms and Richard Clifford 

(1980) at the Frank Porter Graham Child Development Center 

at the University of North Carolina at Chapel Hill. These 

two instruments complemented each other and provided an 

extensive description of an early childhood program in 

operation. 

10 

The second component of data consisted of a survey of 

directors and teachers designed to obtain information about 

directors' and teachers' knowledge, attitudes, and beliefs 

about preschool education and basic demographic information. 

The third instrument was a set of interview protocols 

for program directors and teachers. Collectively, the data 

offered a comprehensive profile of the nature of the state

administered preschool programs in practice as experienced 

by the child. It also provided an agenda of recommendations 

for those concerned with quality early childhood public 

school programs in the state of Arizona. 



CHAPTER 1 

INTRODUCTION 
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It is clear that we are entering a new period of 

educational reform. The structure of the American system of 

public education is undergoing a remarkable change. An 

increasing awareness within the last decade of the value of 

preschool intervention has resulted in a long-term 

commitment by many states to allocate resources to preschool 

education. Spurred on by the well-publicized research 

documenting the positive long-term effects and cost 

effectiveness of preschool programs, (Lazar & Darlington, 

1982; Schweinhart, Barnes, Weikert, Barnett, & Epstein, 

1993a), more and more school districts are expanding the 

elementary school to include programs for four-year-old 

children. More than half of the states -- including Arizona 

-- now provide state funds for programs for four-year-olds 

(Mitchell, 1989). 

Promising Practices 

It is interesting to note that at each period of 

societal change (Industrial Revolution, the influx of 

immigrants to the united states in the early 1900's, the 

Great Depression, World War II) educational reformers have 

consistently turned to programs for preschool children and 
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to the public schools generally, as the panacea for 

improving the ills of society and of our schools. In 

today's society we see the same trends. As national reports 

like "A Nation At Risk" (National Commission on Excellence 

in Education, 1983) are released documenting current 

problems with our educational system and suggesting 

strategies for change, preschool programs are often 

considered part of the reform package. One of the reasons 

for this is that research has clearly documented the 

beneficial effects of high quality early childhood programs, 

particularly for children considered to be "at-risk" for 

school failure. The Consortium for Longitudinal Programs, 

sponsored by the Office of Child Development, summarized the 

data from major follow-up studies of high-quality early 

intervention programs. 

1. Early education programs significantly reduce the number 

of children assigned to special education classes. This 

benefit extends to all participants, regardless of their 

initial abilities or early home backgrounds. 

2. Early education programs significantly reduce the number 

of children retained in grade. 

3. Preschool programs produce a significant increase in the 

IQ and school achievement of low income children through 

at least the critical early primary years. 



4. Children who attend preschool are more likely to give 

achievement-related reasons for being proud of 

themselves. Their mothers also have high vocational 

aspirations for them. (Brown, 1985, p. 12). 
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Moreover, high quality early childhood programs are 

cost-effective. The findings from one program, the 

High/Scope Perry Preschool Project (Schweinhart, Barnes, & 

Weikart, 1993b), which has been able to follow its 

population into the early adult years, estimates that every 

$1 invested leads to a return of $7.16 in savings due to 

lower special education costs, lower welfare costs, fewer 

detentions, arrests, and teen-age pregnancies, and higher 

employment rates. By providing high quality early childhood 

programs and child arrangements that meet families' needs, 

employers report improved job performance and productivity 

because of lower absenteeism, reduced turnover, and less 

anxiety by parents. 

Encouraged by the compelling evidence of the 

effectiveness of prekindergarten programs, states like 

Texas, South Carolina, and Illinois began creating state

funded, public school-based prekindergarten programs in the 

early 1980's (Mitchell & Modigliani, 1989; Mitchell & 

Seligson, 1989). Although the primary motivation for this 

new wave of programs for young children is concern for 
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children's school readiness and success, dramatic increases 

in the labor force participation of mothers became a driving 

force in the creation of more state-funded prekindergarten 

programs. Most of the expansion occurred between 1985 and 

1987 with approximately 32 states funding prekindergarten 

programs (Mitchell & Modigliana, 1989). Although questions 

remain about what share of the financial burden should 

appropriately be borne by parents themselves and by various 

sources of public funding, it is clear that some public role 

in the care and education of young children has become a 

social and economic necessity. 

Rationale for the study 

There is promise in the entrance of public schools into 

the early childhood arena. In many communities they have 

the best resources and facilities available. 

Prekindergarten programs operating under the auspices of a 

public school code often provide stable, continuing 

programs. Prekindergarten children are included with the 

school district's total eligible student count for state 

aid, and program funding is known and provided for at a 

level comparable to kindergarten (Morado, 1986). 

Although public schools offer attractive features as a 

solution to the pressing demand for an increased supply of 

affordable, accessible, quality early childhood programs, 

------ ------ --
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there are also certain problems with the public schools. 

For example, although the public schools presently have a 

stable funding base, as monies tighten and bond issues fail 

to pass in more and more communities, the potential for 

expansion to house new early childhood programs may dry up 

due to insufficient funds. In many communities, buildings 

are already overcrowded, leaving no room for new programs. 

The promise of improvements in quality in early 

childhood programs because of their association with the 

public school system is even more elusive. Few public 

school teachers are trained in early childhood education and 

fewer still in child development. In recent years public 

schools have experienced a trend toward increased emphasis 

on formal instruction in academic skills known as a "back to 

basics" approach. The result has been a downward extension 

of grade school methodologies such as phonics in 

kindergarten and worksheets in preschool programs. 

Despite the push to formalize instruction among some 

educators, there has been no evidence of a comparable change 

in what young children need for optimal development or how 

they learn. This trend toward formal academic instruction 

for younger children is based on misconceptions about early 

learning (Elkind, 1986). The research today continues to 

affirm that children learn most effectively through a 



concrete, play-oriented approach to early childhood 

education. 
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Thus, the field of early childhood education is in a 

dilemma. states are finally recognizing that prevention and 

intervention programs can have a positive effect on future 

social and academic development for at-risk preschoolers. 

Yet there is a clear danger in adding preschoolers to a 

school system if the trend toward downward extension of 

grade school subject matter and methodology continues. This 

trend toward early academics is antithetical to what good 

research tells us about how young children learn (Dewey, 

1916; Erickson, 1950; Montessori, 1964; Piaget, 1950, 1952, 

1972). Many early childhood educators support Edward 

Zigler's (1986) position: "Under no circumstances do we 

believe it appropriate for all four-year-olds to be involved 

in a 'kindergarten type' program within the public schools" 

(p. 140). Other leaders in the early childhood profession 

(Katz, 1989; Kamii, 1985; Elkind, 1987) feel that public 

schools have not done well by children in kindergarten and 

the early grades, and the fear is that prekindergartens will 

be no different. 

with regard to public schools, the concern is often 

expressed in terms of the curriculum or content of early 

childhood programs. Early childhood educators are concerned 

about the process and quality of the efforts made by public 

----- .. ---- .... ~----
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institutions to take up the challenge of serving young 

children and their families. The tendency for some teachers 

and parents to demand earlier reading and writing is pushing 

children too hard and too soon, denying them the opportunity 

for healthy development through play, and perhaps 

permanently damaging their disposition towards learning. A 

developmentally appropriate curriculum centers around child

initiated exploration and play in a context that is 

interesting and relevant to children (National Association 

for the Education of Young Children, 1985; Bredekamp, 1987). 

Many early childhood educators are concerned that public 

school prekindergartens are overly academic, formal, and 

teacher-directed, emphasizing paper-and-pencil lessons and 

skill-based rote learning that are devoid of meaning for the 

children. 

Particularly in regard to public schools, tension 

exists between the philosophy of promoting healthy child 

development and the extreme variation among practices all 

said to be based on child development. Public school 

involvement is welcomed, but only if certain criteria are 

met and safeguards assured. The major areas of concern are 

the program content and practices, and the competition with 

existing early childhood programs for staff, space, funding, 

and children (Mitchell & Modigliani, 1989). 
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As more and more states pass legislation to increase 

the public school's role in serving young children, the need 

for research into the methods public schools employ to meet 

the diverse needs of prekindergarten children is critical. 

While policymakers seem to quickly grasp the potential 

economic impact of early intervention, they are less likely 

to focus on the quality of programs being offered. However, 

the general consensus in the field of early education is 

that high quality programs that meet children's 

developmental needs result in wiser investment of public 

dollars because of their long-term cost-effectiveness. As 

advocates for young children, it is important that early 

childhood professionals ensure that these new programs meet 

the guidelines for developmentally appropriate practices, 

and make recommendations for more effective alternative 

strategies if needed. 

Educators and policy makers in the state of Arizona 

realize that quality early childhood education is a key 

factor in assuring later school success. The Arizona 

commitment to quality early education is evident in the 

passage of several key pieces of legislation establishing 

preschool programs across Arizona. A study of the general 

state of these preschool programs from the child's point of 

view, has not been conducted. The need exists to answer the 

---------~~-~--------~ 
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questions "What are we doing?" and "How is what we are doing 

impacting on the children?" 

In the Guidelines for comprehensive Early Childhood 

Programs (1991), under section IlL, "Principles Underlying 

the Guidelines for Arizona At-Risk Preschool Programs", it 

is written; "In evaluating the quality of Arizona's At-Risk 

Preschool Project, the most important aspect is the quality 

of the daily experiences for children." (p.lO) It is this 

researcher's opinion that what we are doing to implement a 

program must alway be addressed before program effectiveness 

can be determined. To date, the Arizona Department of 

Education has conducted a two-stage evaluative study of the 

at-risk pilot projects concentrating on family services. 

Although the study also examined developmentally appropriate 

practices, there has been no attempt to determine the impact 

of Arizona's Guidelines for comprehensive Early Childhood 

Programs Dn developmentally appropriate practices in the at

risk programs. Nor has any study been conducted to look at 

curriculum through the eyes of the child rather than from 

teachers' or administrators' perspectives. This critical 

information void is what this study attempted to fill. 

This study delineates the kinds of experiences and 

activities in which preschoolers participate during a 

typical school day and provides data that can be used as a 

yardstick to measure the quality of existing public school 

---------------------
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preschool programs. These data also provide guidelines for 

states, school districts, boards of education, principals, 

parents, and concerned citizens interested in the 

establishment and conduct of a quality educational program 

for young children by showing examples of what preschoolers 

are actually experiencing on a daily basis in the public

school sponsored preschool programs in Arizona. 

statement of the Problem 

This study attempted to determine if At-Risk Preschool 

Programs (ARPP) in pubiic schools in the state of Arizona 

are developmentally appropriate according to the Guidelines 

for Comprehensive Early Childhood Programs (henceforth 

referred to as "Guidelines") developed by the Arizona state 

Early Childhood Advisory Council. 

Questions Investigated 

The following questions provided direction for this 

study: 

1. What kinds of ARPPs do school districts run and what are 

the operational characteristics of these programs? 

2. Does the enacted curriculum in public school preschool 

programs reflect the consensus on ~est practice as 

outlined in section 2 of the Guidelines? 
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3. How does the administrator's and teacher's perceptions of 

developmentally appropriate practice dovetail with what 

is actually being experienced by the child in the 

program? 

Purposes of the study 

The purposes of this study were: 

1. To determine if programs for at-risk four-year-olds in 

Arizona public schools are developmentally appropriate. 

2. To gather comprehensive data on the details of ARPPs 

operated by 10 public school districts in the state of 

Arizona. 

3. To describe a typical day in the life of a preschool 

child enrolled in an ARPP from the perspective of the 

child. 

4. To compare the reality of the practices in ARPPs as 

evidenced by the results of the shadow study to the 

guidelines informing the programs as outlined in the 

Guidelines. 

5. To determine if there are any areas in the programs 

observed that need to be tailored to meet the needs of 

prekindergarten children. 

6. To show through the data examples of ways in which some 

ARPPs in Arizona may have brought promise and practice 

closer together. 



Assumptions 

1. It is assumed that the Guidelines have been developed 

based on national research (NAEYC) and recognized models 

of developmentally appropriate practice for four-year

aIds. 
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2. The sample of at-risk four-year-old students is a typical 

representation of their counterparts in other programs in 

Arizona. 

3. The random selection of a subject for shadowing in this 

study holds no biases by ethnicity, socia-economics, or 

gender. 

4. The instruments for gathering the data are valid and 

reliable. 

Limitations 

Although this research curriculum and program 

implementation, a developmentally appropriate program 

encompasses much more. programs for at-risk four-year-olds 

should also include appropriate practices in the areas of 

assessment, health services, parent involvement, and 

linguistic and cultural integration, to name a few. Other 

limitations include: 

1. This study is limited to 12 ARPPs affiliated with public 

schools in the state of Arizona and the ability to 
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generalize is limited. The findings are specific to the 

sites in the study. 

2. This study is limited to developmentally appropriate 

practice as defined by the Guidelines reported by the 

Early Childhood Advisory Council to the state Board of 

Education (1990). 

Definition of Terms 

1. Age appropriateness: Experiences and a learning 

environment that match a predictable stage of growth and 

development -- physical, social, emotional. 

2. At-risk preschooler: Refers to a four-year-old child 

determined to be at-risk of educational failure due to one 

or more factors such as poverty, limited English 

proficiency, and/or mobility. 

3. Developmentally appropriate: Refers to offering content, 

materials, and methodologies that are commensurate with the 

child's level of development. For four-year-olds, that 

means concrete hands-on experiences in preparation for 

moving into more symbolic levels. 

4. Early childhood educator: A person qualified to work 

with 4- and 5-year-olds through college-level preparation in 

Early Childhood Education or Child Development and 

supervised experience with this age group (Bredekamp, 1986). 
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5. Early childhood program: Any part-day or full-day group 

program in a center, school, or other facility that serves 

children from birth through age 8. 

6. Early intervention: services designed to meet the 

developmental needs of at-risk or handicapped preschoolers 

from birth to age 5 inclusive. Early intervention addresses 

the academic, social and personal needs of young children 

required to succeed in future schooling. 

7. Individual appropriateness. Both the curriculum and 

adults' interactions with children are responsive to 

individual differences in children. These experiences match 

the child's developing abilities, while also challenging the 

child's interest and understanding. 

8. Quality programs: those programs identified as 

implementing the quality indicators in section 2 of the 

Guidelines for Comprehensive Early Childhood Programs 

developed by the Early Childhood Advisory Council of the 

state of Arizona. 

9. Shadow: For the purposes of this study, a shadow is 

defined as an observer conducting the study. 

organization of Remaining Chapters 

Chapter 2 presents a review of the literature 

describing the historical context of public school 



involvement in early intervention, and provides a lens for 

understanding the thrust of current activities. 
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Chapter 3 discusses the methods and procedures used in 

this study. Included are the purposes of the study, 

sampling procedures, instrument development, data 

collection, and data analysis. 

Chapter 4 discusses the results of the study and how 

well the public school programs appear to meet the 

acknowledged criteria for quality in early childhood 

programs. It discusses program philosophies, curricula, 

staffing patterns ftnd group structure, and programmatic 

consistency. This chapter also portrays the kinds of 

experiences and activities that preschool children 

participate in during the school day in an ARPP. Direct 

quotes from the observer are used to give validity to the 

summary of the narratives of the types of programs that 

prevail in the state-funded early childhood programs. 

Chapter 5 presents two representative shadow studies so 

that the readers may have an opportunity to glimpse first 

hand what happens in a typical school day in the life of a 

four-year-old and draw their own conclusions about the 

quality of these programs. 

Chapter 6 summarizes the major finding of the study. 

Conclusions are presented, followed by implications and 

recommendations for further study. 

---... -----.~- _._._--_._-------- - •... ~-----.-. 
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Appendices include list of the schools who participated 

in the study, samples of the forms used, samples of the 

director and teacher surveys, and a sample of the program 

operation checklist. 



CHAPTER 2 

LITERATURE REVIEW 

Introduction 
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We have known for at least two centuries that the 

healthy development of children from whatever background 

depends in great part on the quality of the caregiving, that 

is, on caregiving that not only ensures the children's 

safety and health, but also responds to their developmental 

needs. Today, conservatives and liberals alike are calling 

for more and better early care and education for low-income 

children and their families. As politicians and 

administrators struggle to meet the demands for child care 

and early education programs, it is imperative that they are 

familiar with the history of early childhood education so as 

not to repeat the failed policies of the past. They must 

work to build quality childhood programs based on a valid 

scientific research knowledge base that demands quaJ.ity in 

order to achieve success. 

The following chapter begins with a description of the 

societal forces encouraging the burgeoning public interest 

in early childhood care and education in this country. To 

fully understand how the theory, knowledge, and social 

issues of the past influence the early childhood movement of 

today, an historical overview of the roots of the early 
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childhood movement is presented. This is followed by a 

review of the research providing a rationale for early 

childhood education especiallY as it relates to at-risk 

preschool children. Research has determined that the impact 

of early education programs is dependent on the quality of 

the programs, or the degree to which programs are 

developmentally appropriate. This chapter therefore ends 

with a discussion of what it means to be developmentally 

appropriate in practice and provides a review of the 

empirical support for developmentally appropriate programs. 

Young Children in the Public Schools 

Early childhood education (ECE) is the term usually 

used to refer to educational programs for young children 

from birth through age eight. In the united states early 

childhood education takes many forms and is known by a 

variety of names including nursery schools, day care 

centers, Head Start programs, kindergartens, and primary 

classes. 

Early childhood education programs are not new to this 

country. until recently only a minority of young children 

have been served by these programs, despite the fact that 

they have been available in this country for more than a 

century. Increasingly, however, over the last several 

years, early childhood education has become a priority on 
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many state agendas. The reasons for this renewed interest 

in early education are threefold: 1) the push for 

education reform, 2) the increasing need for child care, and 

3) evidence from longitudinal research on the positive 

effects of early intervention. 

Education Reform 

For nearly a decade now the national agenda has been 

focused on school renewal. The quality of schooling for all 

children has quickly become the target for many major reform 

groups concerned with the nation's future. National 

priorities are shifting as evidenced in the state of the 

Union Message by President Bush announcing six goals for all 

the nation's children. All of the goals are consequential, 

but the first one - "By the year 2000, all children should 

start school ready to learn" - stands out above the rest 

because of its boldly optimistic challenge. Indeed, this 

goal has proved so compelling that many of the new state 

early childhood initiatives have been developed in direct 

response to this challenge. The National Governor's 

Association has issued two Task force reports on education 

reform, Time for Results (1986), and Focus on the First 

Sixty Months (1986), both of which call for investment in 

preschool programs. The Carnegie Foundation for the 

Advancement of Teaching (Boyer, 1991) offers a blueprint for 

action for the nation in its report, Ready to Learn, whose 
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aim is to "suggest how Americans, acting together, can 

ensure that, by the year 2000, all children will be ready to 

succeed in school" (p. 12). Prior to 1980 only eight states 

had passed legislation or provided state revenues for 

prekindergarten programs. By 1991 about 32 states have 

invested a total of almost $700 million in prekindergarten 

initiatives as a result of the push for school reform 

(Children's Defense Fund, 1994). 

Child Care 

Child care is no longer a luxury in this country. It 

has become a necessity for millions of American families. 

The rapid increase of women in the labor force, including 

mothers of very young children, has increased the demand for 

quality child care programs. According to the latest 

figures available from the u.s. Department of Labor (1993), 

in 1993, 54 percent of mothers with children younger than 

three, and 64 percent of those with children ages three to 

five, were in the civilian labor force. This increasing 

number of women in the work force is often given as a reason 

by the states for the increase in new early childhood 

programs. 

-------_ ... --_ .. _.-
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1976 1977 1979 1981 1983 1985 1987 1991 1993 

Figure 2.1. Percent of labor force participation of mothers 

with children younger than six, 1975-1993. 

Source: Children's Defense Fund, 1994. 

Long-Term Benefits of Early Childhood Programs 

Evidence of the impact of early childhood programs on 

disadvantaged preschoolers has added support to the states' 

impetus {or making quality child care a priority. The 

widely known research on Head start conducted by David 

Weikert at the High/Scope Foundation's Perry Preschool 

Project in Ypsilanti, Michigan (Berreuta-Clement, 1984) as 

well as other longitudinal studies (these studies are 

reviewed in the section titled "Compensatory Education") 

provide evidence that a quality, developmentally appropriate 

preschool program can significantly increase all children's 

school performance. 



32 

The data unquestionably prove that disadvantaged 

children can be helped by preschool. As a result, classes 

for four-year-olds in the nation's public schools have 

quadrupled in the past decade (Boyer, 1991). The growth of 

state-funded preschool programs raises some concerns. The 

implementation of preschool programs in the public schools 

came about so rapidly that curriculum alignment often 

follows the downward extension model of the public schools. 

That is, elements of the first grade curriculum are included 

in kindergarten, and elements of the kindergarten curriculum 

are included in presc~ools. Programs for young children have 

changed in response to political and societal pressures, 

however, many of these changes have not taken into account 

the developmental needs of the children the program is 

serving. For this reason the National Association for the 

Education of Young Children (NAEYC) established guidelines 

for developmentally appropriate practices at all levels of 

early childhood education (Bredekamp, 1987). These 

guidelines are founded on the research of prominent 

educators and psychologists both past and present. 

Understanding the history of early childhood education and 

the influence of people like Froebel, Montessori, Piaget, 

and Dewey enables teachers and policy-making groups to avoid 

what Elkind describes as the miseducation of children 

(Elkind, 1987). 
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The Roots of Early Childhood Education 

Although there are many common elements found in early 

childhood education programs across the country, these early 

education programs can best be characterized by their 

diversity in philosophy and implementation. Differences in 

programs are the result of the unique philosophies and 

traditions from which each program has grown. According to 

Boring (1950) it is important that every professional 

possess an historical sophistication within his or her 

particular field of expertise: 

without such knowledge he sees the present in distorted 

perspective, he mistakes old facts and old views for 

new, and he remains unable to evaluate the significance 

of new movements and methods. A psychological 

sophistication that contains no component of historical 

orientation seems to me to be no sophistication at all. 

(p. ix) 

Early childhood educators are the inheritors of a long 

line of thinkers dating back hundreds of years. studying 

and examining the beliefs of these great educators provides 

teachers and parents with the background knowledge necessary 

to form the foundations of their daily practices. Knowing 

the philosophies that have influenced early childhood 

education's development enables early childhood educators to 

implement developmentally appropriate practices with 

.--. _._-_._--------_ ... _-_. __ . 



34 

confidence. It is safe to say that in education many "old" 

ideas and theories (e.g., open education, individualized 

instruction, compensatory education) have a way of cropping 

up in today's practices. Understanding and acknowledging 

the roots of our current practices empowers early childhood 

educators with the insights necessary to create good 

programs for young children today. 

A review of the historical underpinnings of early 

childhood education reveal three separate movements that 

provide the foundation for model early education programs. 

They are the kindergarten movement, the nursery school 

movement, and the day-care movement. A fourth movement, 

compensatory education, encompasses all three types of 

preschool education programs. Following is a brief review of 

these programs for young children and selected educators and 

philosophers whose ideas and contributions helped to shape 

the devel~pment of early childhood education. 

The Kindergarten Movement 

The Beginnings 

The roots of early childhood education can be traced as 

far back as the 1500's to European philosophers who 

advocated for the rights of children. John comenius (1592-

1670), a Moravian minister, believed in universal education 

beginning in the preschool years through early adulthood. 
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Believing that education should follow the order of nature, 

Comenius advocated for educational programs that followed 

the natural growth patterns of the child (Morrison, 1991; 

Peterson, 1987). This belief later formed the basis for 

Montessori's sensitive periods, and is also reflected in 

Piaget's stages of development. 

Perhaps Comenius' strongest influence stems from his 

belief in sensory education. He believed that children's 

minds were soft and malleable like wax, taking in every 

impression (Peterson, 1987). He therefore insisted that 

early education should promote learning through the senses, 

using pictures and objects, what we call manipulatives 

today. Perhaps Comenius' most significant contribution to 

early education is illustrated books for children and an 

emphasis on sensory learning, two things we take for granted 

today (Morrison, 1991; Peterson, 1987). His first picture 

book, Orbis pictus, was first published in 1658, and has 

been translated into every major lanc;~~age in thf> - ~ld 

(Leeper, Dales, Skipper, Witherspoon, 1974). 

Our belief in the impact of environmental inf";'ut:.lCes on 

a child's development can be attributed to the influence of 

John Locke (1632-1704). Locke introduced the idea that a 

child's mind is similar to a blank tablet or a clean sheet 

of white paper, and that the environment, not innate 

characteristics, determines what a child will become 

---- -----------



(Morrison, 1991). programs for young children, especially 

the movement today for programs for disadvantaged 

preschoolers, operate under the assumption that the reason 

some children do not succeed as well as their peers is 

because they lack the experiences of their more advantaged 

counterparts - a direct influence of Locke's theory of 

environmentalism. 
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Jean Jacques Rousseau's (1712-1778) famous book, Emile, 

was one of the seminal works outlining stages of development 

from infancy to adulthood. Rousseau advocated a return to 

natural learning, and a curriculum that promoted such 

qualities as happiness, spontaneity, creativity, and 

inquisitiveness (Leeper, Dales, Skipper, & witherspoon, 

1974). He believed in teachers as facilitators rather than 

instructors, and stated,"God makes all things good; man 

meddles with them and they become evil" (Rousseau, 1762), a 

warning against interfering with the natural unfolding of a 

child's development. Educational programs with a laissez

faire approach to learning are reflective of Rousseau's 

influence. Rousseau also left his mark on educational 

innovators like Pestalozzi and Froebel. 

Rousseau's influence on Johann Pestalozzi (1746-1827), 

a Swiss farmer turned educator, was perhaps most apparent in 

the fact that Pestalozzi raised his only son, Jean Jacques, 

using Emile as a guide (Morrison, 1991). As a result of 
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this process, Pestalozzi was able to form his own 

pedagogical ideas. One of the most important contributions 

we can attribute to Pestalozzi is the idea that children 

cannot be expected to be solely responsible for their own 

learning. Teachers must provide the climate and conditions 

for learning to occur (Morrison, 1991). 

Pestalozzi introduced the concept of "readiness", and 

believed in using a variety of manipulatives to teach 

concepts (Peterson, 1987). His influence is most apparent in 

the debates today about school readiness and the push for 

early academics. 

The Froebelian Kindergarten 

Froebel's recognition as the "father of the 

kindergarten" was well earned. Born in Germany, Friedrich 

Froebel (1772-1852) devoted his life to developing a program 

for young children and a training system for teachers. 

Froebel'& ideas about how young children learn were a result 

of his readings of Comenius and Rousseau and his close 

personal friendship with Pestalozzi (Morrison, 1991). 

Realizing that the most needed educational reform 

concerned the early childhood years, Froebel set about 

creating a program based on the philosophy of productive 

self-activity and play. Froebel also believed, like his 

predecessors, in the unfolding of the child. He used the 

analogy of a garden, envisioning the role of the educator as 

------ -------------- -----------------



that of a gardener. In the kindergarten, or "garden of 

children", he envisioned children being nurtured and 

encouraged to grow in close harmony with their own nature 

(Morrison, 1991). 
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One of Froebel's greatest contributions to the field of 

early childhood education is his theory that children grow 

best in an atmosphere of play. Froebel attempted to 

systematize play without restricting or hampering its 

freedom or removing spontaneity from the children. Peterson 

(1987) summarizes Froebel's beliefs thus: (a) education 

should be passive in the sense that it is primarily 

protecting and nurturing the child, but not prescriptive or 

controlling; (b) play is natural to children and should 

constitute the heart of curriculum; (c) play is the means by 

which children gain insights, and it is the means for mental 

development; and (d) play should be free play, not something 

to be int~rfered with by adult supervision. (p. 112) 

Froebel knew from experience, however, that 

unstructured play can result in the fact that a child may 

not learn as well. Consequently, Froebel developed sets of 

small manipulative materials he culled "Gifts", to be used 

in prescribed ways. He also designed materials for 

developing various psychomotor skills (Spodek, 1978). These 

"occupations" are activities seen in many kindergartens 

today such as sewing, stringing beads, modelLlg clay, and 
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drawing. Froebel's child-centered play-oriented theory of 

early education persists to this day and forms the backbone 

of current kindergarten and nursery school programs (Broman, 

1982; Evans, 1971; Leeper, et. al., 1974; Morrison, 1991). 

As the need for trained teachers increased, Froebel 

became involved in developing a teacher training program. 

The first teachers trained by Froebel, known as 

kindergarteners (Peterson, 1987), migrated to the U. S. in 

the mid-19th century, bringing with them Froebel's 

philosophy of education. Froebel's ideas soon spread across 

America and resulted not only in the development of numerous 

kindergarten programs, but also in the development of 

professional organizations relating to early childhood 

education still in existence today. 

The Kindergarten Movement in America 

Margaret Schurz, living in watertown, wisconsin in 

1855, was a student of Froebel and a trained kindergartener. 

Eager to apply the principles of Froebelian kindergarten to 

her own children, she invited her relatives' children to 

join her own in what became the first American kindergarten 

(Spodek, 1978; Bryant, Clifford, Peisner, 1989). 

Impressed by what she heard at a lecture by Schurz, 

Elizabeth Peabody, already an advocate of education, became 

a "kindergarten convert" (Bryant, et.al., 1989, p. 2). She 

established the first English-speaking private kindergarten 
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in Boston in 1860. Peobody influenced the development of 

several charitable kindergartens in Boston, but was 

unsuccessful in starting public kindergartens because of 

financial constraints. However, she did convince the 

superintendent of the st. Louis public schools, William 

Harris, to begin an experimental kindergarten in 1873. This 

experiment was so successful that within six years fifty

three kindergarten classes had been established in st. Louis 

(Morrison, 1991). 

The first experimental kindergarten class in st. Louis 

was taught by a young woman who had trained with Froebel's 

widow. Susan Blow (1843-1916) became a staunch advocate of 

Froebelism. The proliferation of the kindergarten concept 

is in large part due to her writings and her lecture 

circuits. 

By the 1880's there were hundreds of kindergartens in 

public sohools throughout the country (Ross, 1976). 

Programs were also developed under the sponsorship of many 

private organizations to benefit poor children and their 

parents. The rapid growth of kindergartens during this time 

signaled the growing value placed on young children and the 

hopes of many that kindergarten would alleviate some of the 

social ills of the time. Interestingly, many of the 

arguments set forth today for compensatory early childhood 

education echo those of Susan Blow and other Froebelians. 
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Yet, even today, some school districts still do not offer 

public school kindergarten programs (Leeper, et. al., 1984; 

Spodek, 1978). 

Kindergarten Reform 

In 1874, the National Education Association (NEA) 

established a Department of Kindergarten. By 1892, a group 

advocating for kindergarten developed a forum for discussion 

within NEA known as the International Kindergarten Union 

(IKU) (Peterson, 1987). Educators began debating the 

appropriateness of the methods being used in early education 

programs, some criticizing the rigid formality of Froebel's 

teaching techniques seeing greater meaning in the philosophy 

than in the specific materials and activities. others 

believed that Froebel had discovered the most important 

elements of education for all children and that his program 

should be adhered to religiously (Evans, 1971; Spodek, 

1978). By the early 1900s philosophical and pedagogical 

differences created a rift among the proponents of 

kindergarten education. 

Patti smith Hill, a former kindergarten teacher and 

professor at Teachers College, Columbia University, 

advocated for a more liberal interpretation of Froebel's 

philosophy. Known as the innovator of kindergarten education 

(Peterson, 1987), Hill presented the philosophy of the 
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reform kindergarten movement in her 1913 Report to the 

committee of Twelve of the International Kindergarten Union. 

In her report Hill proposed: 1) a relevant and child

centered curriculum, 2) a curriculum that encouraged play 

and the use of fine and gross motor activities natural to 

children, and 3) a combination kindergarten/first grade to 

decrease the downward extension of academics in kindergarten 

(Bryant, et, al., 1989; Peterson, 1987; Rudolph & Cohen, 

1984; Spodek, 1978). The kindergarten reformers believed in 

retaining Froebel's philosophy in general, but felt that 

changes were needed in the implementation of this philosophy 

to make the curriculum more relevant to the American child. 

Such changes included replacing the Gifts with large blocks, 

an increase in gross-motor activities, the use of themes 

meaningful to the child's current life as a source of 

learning, and the introduction of dolls and housekeeping 

into the program (Spodek, 1978). 

The reform of kindergarten continued into the 1920s and 

1930s. Defenders of the reform movement found support from 

the Child Study Movement which was began to emerge in the 

1920s. Experienced educators, particularly Arnold Gesell, 

G. Stanley Hall, and John Dewey, were instrumental in 

developing formal techniques for the collection and analysis 

of normative data information on child growth and 

development (Broman, 1982, Peterson, 1987). Prior to their 

----------------
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research, most educational practices with young children 

were based on intuition or religious and social values. The 

Child study Movement established an empirical base of 

knowledge about childhood that lent support to the liberal 

kindergarteners emphasis on providing opportunities for the 

growth of the individual child in an atmosphere of freedom 

and activity (Kostelnik, Soderman, Whiren, 1993). 

The kindergarten movement has been influenced by 

several key factors since the reform efforts of the 1920s 

and 1930s. In 1946 following the end of World War II funds 

for early education ceased to exist, although public 

interest remained high. with the publication of Erickson's 

Childhood and society in 1950 a new interest developed in 

the socio-emotional world of the young child and the mental 

health movement superseded the emphasis on cognitive skills 

in programs for young children (Kostelnik, et.al., 1993; 

Spodek, ~978). A shift from the importance of children's 

emotional needs to a concern for how to teach basic academic 

skills was initiated with the launch of sputnik by the 

Russians in 1957. The movement in elementary education to 

teach specific skills at each grade level revived interest 

in Jeindergarten programs and its curriculum. In addition, 

research in the field of early childhood education had begun 

to show the positive long-term effects of early school 

experiences on later academic school success (Lazar, 1981). 
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This pressure particularly affected kindergarten as the 

country became more concerned with the social and economic 

problems of the poor. The result has been a continuous 

increase in support for public aid for kindergartens and the 

availability of kindergarten programs to an ever increasing 

number of children. 

The Nursery School Movement 

The nursery school movement had a somewhat different 

evolutionary history than did the kindergarten. Rachel and 

Margaret Macmillan opened the first nursery school in 

London, England in 1910 in response to the growing mental 

and physical health problems of slum children (Evans, 1971; 

Peterson, 1987; Spodek, 1978). The purpose of the nursery 

school was one of prevention and nurturance - prevention of 

illness and nurturance of the whole child. 

Inspired by the works of the French educator, Edouard 

Seguin rather than Froebel, the curriculum of the nursery 

school focused on health and social concerns rather than 

religious values (Peterson, 1987). Cahan (1989) describes 

the goals of the nursery schools at this time as such: 

• Nursery school activities were designed to provide 

children with an opportunity to develop socially through 

association with their peers under the expert supervision 

of a trained teacher. 

------_.-. ----
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• Through group play activities, children .... would learn to 

respect the rights of others, assert their own rights, 

use language as a means of communication, and cooperate 

with other children. 

• Nursery schools emphasized the motor skills, sensory 

discrimination, and physical growth of young children. 

• Nursery schools promoted and maintained child health. (p. 

29) 

In sum, the central aim of the nursery school was to 

provide an environment for young children that would promote 

wholesome social and emotional development. While 

kindergartens focused on readiness for school, nursery 

schools were oriented toward nurturance and the general 

well-being of the child. 

Maria Montessori 

A review of the nursery school movement would not be 

complete-without mention of Dr. Maria Montessori (1870-

1952). Parelleling the development of nursery schools in 

England, Dr. Montessori was pioneering a similar institution 

in Italy, the Casa dei Bambini. The first woman in Italy to 

earn a medical degree, Dr. Montessori's first appointment 

was as assistant instructor in the psychiatric clinic of the 

University of Rome. Working with the mentally retarded 

children and the insane, Montessori became interested in the 

works of Edouard Seguin, a pioneer in the development of 



educational systems for mentally handicapped children. 

Montessori credits Seguin with encouraging her to continue 

her studies with mentally handicapped children. 
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When Montessori saw the academic progress of mentally 

retarded children given the proper equipment in an 

appropriate environment, she wondered what normal children 

could do given the same environement. The opportunity to 

test her theory happened quite by chance. Many young 

poverty-stricken children, left to their own devices, became 

a source of concern in the community. Hoping to remove them 

from the streets and minimize vandalism, owners of a new 

housing development built especiallY for lower income, 

working class Romans, offered Dr. Montessori space for a 

school. Thus evolved the Casa de Bambini, or Children's 

House, which accepted children from 3 years of age and older 

for care from 6 to 8 hours a day (Day, 1983; Evans, 1971; 

Morrison,- 1991; Peterson, 1987 i Spodek, 1978). 

Montessori, a deeply religious person, believed in a 

fundamental love and respect for the child and his/her 

capabilities. Her curriculum reflected her understanding of 

the child's need to develop competence in thinking through 

the accumulation of skills and insights derived from self

directed activities. Breaking with the traditions of her 

time, Montessori advocated preparing the environment for 

children by scaling down the physical equipment to child 
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size and including organized and prepared materials that 

were self-teaching. Montessori's curriculum had three major 

components: exercises in practical life, sensorial 

experiences, and language education. 

Philosophically, Montessori exhibited some interesting 

parallels to Rousseau, Pestalozzi, and Froebel. Montessori 

regarded the development of the child as a process of 

unfolding, with the teacher acting more as a resource rather 

than a transmitter of knowledge. Believing in freedom of 

the spirit, Montessori also believed that this freedom 

should be limited by the collective interest. 

Unlike Froebel, however, Montessori emphasized sensory 

education, also believed in deriving educational practice 

from the natural interests of the child, what she termed 

"sensitive periods". She developed her materials so that a 

child could be self-directing, independent, and self

disciplined. Order was very important to Montessori, for she 

believed children needed to be able to create order out of 

the chaotic lives they were living if they were to 

experience any security, a pre-requisite for self

discipline. 

The success of the Casa dei Bambini far exceeded even 

Montessori's expectations. The movement expanded in Italy, 

and as news of her success reached overseas an explosion of 

interest developed in the united states. By 1920, several 



Montessori schools had been established in the united 

states. 
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While Montessori continued to flourish in Europe, by 

1920 interest began to wane in the Montessori movement in 

the United states. By the 1930s most Montessori schools had 

disappeared in this country. Some speculate that the 

Montessori method lacked the necessary elements of parent 

involvement encompassed by the British nursery school 

(Spodek, 1978). Others feel Montessori may have been 

running head-on into concepts from the new psychological 

theories that were evolving at this time that were in 

complete dissonance with her own (Peterson, 1987). 

Certainly, the critical analysis written by William 

Kilpatrick (1914), the "million-dollar professor II from 

Teachers College (Montessori, 1964, p. xviii) upon his 

return from a visit to Italy helped to throw a wet blanket 

over the-American Montessori movement. 

Psychologists and educators turned away from 

Montessori's work until the 1960s when a resurgence of 

Montessori education occurred in the united states. Today we 

see a variation of the Montessori method in many programs. 

Some programs, however, remain true to the original 

philosophy and methods set down by Montessori in her 

writings. Despite the debate over the merits of the 

Montessori method, it has been and remains a strong 
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influence in the nursery schools of today. Perhaps the 

renewed interest in the method today is due to the fact that 

we are once again looking to early childhood programs that 

have proven successful in the past in their work with 

disadvantaged children. 

The Nursery School in America 

The nursery school movement in America began in 1920 

with the arrival of a number of teachers from England who 

had worked with the Macmillan sisters. Patty smith Hill 

started a progressive laboratory school at Columbia Teachers 

College in New York in 1921. Abigail Eliot, who had studied 

for six months with the McMillan sisters in Great Britain, 

established the Ruggles Street Nursery School in Boston in 

1922. At the same time, The Merrill Palmer Institute 

Nursery School opened in Detroit under the direction of Edna 

Noble White. Both Elliot and White made a unique 

contribut-ion to the nursery school movement by eliciting 

parent involvement in their programs. This orientation to 

include parents in preschool education continues to this day 

(Cahan, 1989; Evans, 1971; Morrison, 1991; Peterson, 1987; 

Spodek, 1978). 

Other aspects of contemporary family life also fueled 

the nursery school movement. Some educators saw nursery 

schools as a response to a perceived decline in the quality 

of family life after World War I. William F. Russell, dean 



of Teachers College at Columbia University, felt that the 

school was obliged to intervene in the socialization of 

young children because society was no longer doing so 

(Cahan, 1989). Many also felt that the traditional 

approaches to child rearing were no longer sufficient and 

that the nursery school provided the best child-rearing 

practices available. 
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The proponents of nursery education argued that urban 

life-styles were robbing children of the means for healthy 

growth both physically and intellectually. Tenement and 

apartment living and the mobility associated with urban life 

deprived children of adequate space for play and 

exploration, and stripped them of an extended family. Thus, 

supporters argued that nursery schools were the best answer 

to urban ills as they saw them (Cahan, 1989). 

Women who had achieved a college education saw the 

nursery school as an opportunity for professional growth. 

Many saw the nursery school as a chance to participate in 

child development studies or to develop teaching skills and 

expertise in early childhood education. Nursery school was 

seen as a career in itself. 

The establishment of the National Committee on Nursery 

Schools in 1925 by Patty smith Hill and a group of early 

educators helped to deepen the roots of the nursery school 

movement. This group was the forerunner of what is now the 



largest major national early childhood professional 

organization today, the National Association for the 

Education of Young Children (NAEYC) (Peterson, 1987). 
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By the late 1920's, "the nursery school had become a 

center for preparing women to meet the responsibilities of 

family life and the obligations of parenthood" (Cahan, 1989, 

p. 31). By the early 1930's there were about 203 nursery 

schools in existence in the united states. "About half these 

schools were related to colleges and universities, a third 

were privately controlled schools, and a fifth were related 

to child welfare agencies" (Spodek, 1978, p. 29). Some of 

these sites such as the Gesell Child Guidance Nursery at 

Yale university, and the Iowa Child Welfare Research station 

at the university of Iowa, also served as teacher training 

sites and centers for research and study of child 

development (Cahan, 1989; Peterson, 1987). 

A temporary boost to nursery education occurred during 

the Depression of the 1930's and World War II. In 1933, the 

federal government under the Federal Works Projects 

Administration (WPA) provided funds to establish nursery 

schools that would hire unemployed teachers (Evans, 1971; 

Morrison, 1991). Unfortunately, because these nursery 

schools were established to provide work rather than serve 

needy young children, support for these schools ended with 

the Depression and the beginning of World War II. 
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As the nation prepared for war, and women were included 

in the labor force in the defense industry, a new need 

developed for child care facilities. In 1940, the Lanham 

Act provided money for establishment of 3,000 child care 

centers to provide child care services for women in defense

related industries (Cahan, 1989). Similar to the WPA 

nurseries, funds for the Lanham Act centers were withdrawn 

soon after the war ended. 

The need for care persisted however, despite the end of 

the war and consequently, nursery schools became private 

institutions, sponsored by local governmental agencies, 

parent-cooperatives, churches, colleges, and other agencies. 

As a result, only a fraction of the nation's preschoolers 

benefited from nursery school. without government support, 

agencies sponsoring nursery schools depended upon tuition 

for support. Thus, nursery schools after the War catered to 

upper-middle class and affluent families, a far cry from its 

roots in the slums of Great Britain (Cahan, 1989; Morrison, 

1991; Spodek, 1978). 

The Daycare Movement 

Day-care is often a confusing term since it is used 

interchangeably with other terminology such as child care, 

baby-sitting, and early childhood education. The definition 

proposed by the child Welfare League of America (1973) helps 
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to differentiate day care from nursery school. The League 

defines day-care as a service provided by the community 

"because of its concern for children who might otherwise 

lack the care and protection essential for their healthy 

development" (p. 9). The purpose of day care was custodial, 

to care for and protect the children, to keep the children 

fed, clean and safe. Day care differed from nursery schools 

in that it was not structured for educational purposes. 

According to Steinfels (1973), the history of day care 

can be divided into three major periods. The first period, 

prior to 1920, saw the growth and development of day care 

centers as a direct result of the Industrial Revolution. 

Women were no longer working in their homes, and the need 

arose to care for the children of mothers working in the 

factories. The first "creche" or crib was established in 

France in 1844 , and the first American day care center 

opened in New York in 1854 (Spodek, 1978). Day care centers 

were established for the working poor as the middle and 

upper class workers had servants or maids to care for their 

children. 

The second period, 1920-1940, saw an increase in child 

care programs during the Depression and as a result of the 

Lanham Act. When federal funds ended after World War II, so 

did many of the day care centers. Those that survived the 

demise of federal funding continued to be administered by 
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social welfare service agencies whose perceived function was 

to help parents meet their responsibilities. As a result, a 

stigma was attached to them and group child care in the 

1940s and 1950s remained unpopular. Cahan (1989) states 

that "few families in the American mainstream relied on 

group care--regarded by most as appropriate only for 

'problem' children from 'marginal' homes" (p. 47). 

By the third phase, 19605 and 19705, child care became 

a more common and essential component of the American life

style (steinfels, 1973). with 2.9 million mothers with 

preschool children in the workforce (Cahan, 1989), day care 

became a necessity in many households. In addition, the 

federal government once again became involved in early 

childhood services, recognizing that early childhood 

education could be an important component in the war against 

poverty. with the passage of the Economic opportunity Act 

and the Elementary and Secondary Education Act, both focused 

on the needs of disadvantaged children (Peterson, 1987), and 

the influence of the civil rights movement, day care 

programs once again began to flourish. 

The 1970s and 1980s witnessed a dramatic change in 

attitude about the care of children outside the home. There 

are several reasons for this: the change in status of women 

in society brought about by the women's movement, the high 

divorce rate, increased urbanization, the mini-baby boom, 



and the developing body of research and knowledge 

demonstrating the positive effects of early education 

(Berreuta-Clement, 1984; Bloom, 1964; Consortium for 

Longitudinal studies, 1983; Hunt, 1961; Lazar & Darlington, 

1982; Zigler & Valentine, 1979). 
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In a federal report on the condition of education, 

Dearman and Plisko (1980) concluded that with the 

anticipated rise in births during the 1980s and the ever 

increasing number of women entering the workforce, day care 

and preschool education will continue to grow in importance 

and popularity. (The National Center for Health statistics, 

1988, recorded more live births in 1987 than in any year 

since 1964. [FYI, Young Children, 1988, 44(1), p. 3]) 

Indeed, the demand for day care does continue to grow. 

According to Morrison (1991), approximately 57 percent of 

mothers with preschool age children are employed or looking 

for work, and approximately 11.5 million children are in 

need of care. The need for affordable day care is also 

influenced by the fact that half the families headed by 

single mothers aged 25 to 44 are poor. 

This increasing need for day care spawned more than 100 

child-care bills (Kunesh, 1990b). Of these, the most 

popular and most controversial was the 1988 Act for Better 

Child Care or ABC designed to subsidize the high cost of 

child care. The last two decades has also seen an increase 

---------------- ----------- ---
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the types of child programs available to parents. Today, a 

parent can choose from a long shopping list of services 

including 

• child care by family, relatives, and friends 

• family day care 

• intergenerational day care 

• center child care 

• federally supported day care 

• employered-sponsored child care 

• foster child care 

• nursery school 

• parent cooperative 

• church-affiliated day care 

• ill child care 

• before- and after-school care 

• military child care 

• nannies 

• drop-in or casual child care 

It is apparent from this review that government 

involvement has had a major influence on the development of 

early childhood programs. It is also true that much of the 

government's involvement in early education since the 1960s 

has been focused on compensatory education (e.g. Head 

start). These programs, in and of themselves, constitute a 

major movement the united states. The next section 
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discusses the significant events surrounding the development 

of compensatory education and its contribution to early 

intervention. 

Compensatory Education 

In the 1960s America rediscovered the poor, or what 

Harrington (1962) refers to as the "other America". Reports 

from the president's office revealed that 35 million 

citizens were living below poverty level existing on incomes 

below $3,000 (Peterson, 1987). crime was on the rise, the 

high school dropout rate was increasing, and many families 

lacked the basic necessities of life. At the same time, the 

civil rights movement was calling attention to the social 

and educational inequities in the lives of America's Black 

minority. The Kennedy administration and later the Johnson 

administration saw these conditions of poverty as threats to 

the social and economic well-being of the country. The War 

on Poverty and its social action programs were initiated to 

break the cycle of poverty (Zigler & Valentine, 1979). 

Compensatory education refers to those programs from 

the late 1950s and early 1960s to the 1970s which were 

designed to help children overcome perceived or real 

experiential deficits related to poverty. Initiated by 

president Kennedy and continued by President Johnson, early 

childhood programs once again became an agent of social 
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reform. Supported by the research of Hunt (1961) and Bloom 

(1964) who both asserted that the early years played an 

influential role in providing the foundation for later 

learning, proponents of compensatory education argued that 

children from low socioeconomic, poverty stricken homes were 

not being prepared by their families and communities to meet 

the demands of school, especially in the areas of language 

and mathematics (Day, 1983). They declared that these 

children could not take full ada vantage of what the public 

schools had to offer because of the deprivation they had 

experienced during their preschool years as a result of 

poverty. Late in 1964, a recommendation was made to the 

Office of Economic Opportunity (OEO) by a panel of 

educators, child development researchers, and psychologists 

that preschool programs be implemented to offset the 

negative effects of poverty on children. The result was the 

passage of the Economic Opportunity Act (EOA) in 1964, 

better known as the "War an Poverty" legislation (Day, 

1983). Project Head Start was one of the national programs 

provided for under this law. 

Project Head start 

Head start was launched as a summer program in 1965 

with an enrollment of 651,359 in 11,068 Head start centers 

located in 1,398 communities (Cahan, 1989). At the end of 

the first summer's program, Head start was expanded to a 
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school-year program that enrolled 171,000 3- to 6-year-olds 

(Day, 1983). Described by Payne (1973) as "the country's 

biggest peacetime mobilization of human resources and 

effort" (p. 2-3), Head start was the first nationwide 

attempt at a comprehensive approach to early childhood 

intervention. Today, Head start enrollment has doubled 

since the mid-1970s and serves over 700,000 children and 

their families (Children's Defense Fund, 1994; Collins, 

1993) . 

Project Head start was built on several broad goals, 

emphasizing all aspects of child development (Evans, 1975, 

p. 62): 

1. Improving the child's physical health and physical 

abilities. 

2. Helping the emotional and social development of the child 

by encouraging self-confidence, spontaneity, curiosity, 

and self-discipline. 

3. Improving the child's mental processes and skills with 

particular attention to conceptual and verbal skills. 

4. Establishing patterns and expectations of success for the 

child which will create a climate of confidence for his 

future learning efforts. 

5. Increasing the child's capacity to relate positively to 

family members and others, while at the same time 



strengthening the family's ability to relate positively 

to the child and his problems. 

6. Developing in the child and his family a responsible 

attitude toward society, and fostering constructive 

opportunities for society to work together with the poor 

in solving their problems. 
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7. Increasing the sense of dignity and self-worth within the 

child and his family. 

Similar in objectives to conventional kindergarten and 

nursery school programs of its day, Head Start embodied 

several unique features (Collins, 1993; Day, 1983; Evans, 

1975; Peterson, 1987). Unlike the traditional daycare or 

preschool programs, Head start provided comprehensive 

services such as medical, dental, psychological, and social 

services. Secondly, Head Start called for an unprecedented 

involvement of parents and other family members in the 

program. -It is this component - services offered directly to 

parents and other family members - that set Head Start apart 

from other programs. Head Start offered a two-generation 

model of education aimed at adult education as well as 

childhood education. Finally, Head Start programs were 

administered through community Action Agencies who either 

operated the programs themselves or contracted with other 

community organizations to operate the programs . 

.. .. __ ._--- ---_ .. _._ ......... . 
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During the 1970s Head start developed several spinoff 

programs designed to broaden parent involvement. Home start 

was created as a less expensive alternative to Head start. 

Parent and Child Centers were designed to provide parents 

with classes in child development and related issues. 

Project Follow Through was initiated when it became apparent 

that some type of program was needed to carryover the 

benefits accrued in Head start into the primary grades 

(Cahan, 1989; Collins, 1993). The assumption behind these 

programs, like that of Head start, is that compensatory 

education will short-circuit the cycle of poverty. 

Head start Today 

It is important to note here that even though Head 

start programs can be found in almost every community in the 

nation, the funds for Head start have never been sufficient 

to serve all of the children eligble for services. 

According to the Children's Defense Fund (1994), Head start 

served 36 percent of eligible children in 1993. A major 

disappointment for Head start came in the spring of 1993 

when $500 million dollars for summer Head start programs was 

defeated by congress. Yet, the most hopeful development of 

1994 has been the appropriation by Congress of $550 million 

for Head start for FY 1994 raising the funding level to 3.3 

billion, enabling thousands more children to enroll in Head 

start. 
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Figure 2.2. Head start enrollment for selected years 

between 1970-1993. 

Source: Children's Defense Fund, 1994 

since Head start began, the face of poverty in America 

has changed. Today the needs of families in poverty are 

more complicated due to drugs, divorce, homelessness, 

disease and abuse. In June of 1993, the u.s. Department of 

Health and Human Services convened an advisory committee on 

Head Start quality and expansion to review the program and 

make recommendations for improvements and expansion to meet 

the needs of today's poor and disadvantaged (NAEYC, 1994). 
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Their recommendations included developing strategies to 

ensure quality and program excellence, strengthening and 

expanding staff training, increasing full-day and full-year 

programs with more programs for children under three years 

of age, and the forging of partnerships with other early 

education providers. 

Early Intervention: What the Research Tells Us 

No question has been debated, examined, and discussed 

more than the effectiveness of Head start and other early 

intervention programs, particularly now that more and more 

states are assuming responsibility for funding and 

implementing preschool programs. In an historical review of 

the research on early intervention programs, especially Head 

start, Brown notes that interpretations of the effectiveness 

research have gone through three distinct periods since 1965 

(Brown, 1985). 

The ·"Dismal Period" came about as a result of the 

westinghouse Report in 1969 (Cicirelli, Evans, & Schiller). 

This project was the first comprehensive study of Head Start 

conducted by The westinghouse Learning Corporation and ohio 

university. The study concluded that the Summer Head Start 

programs were relatively ineffective, and the full-year 

programs were only marginally effective. The most 

pUblicized finding was that cognitive gains made by Head 

------------------------------



start graduates faded away as they moved through the 

elementary grades. 
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The debate that followed resulted in a number of 

criticisms of the study. Some said the study contained 

insufficient facts and the data was sloppy. Others pointed 

out the design of the study did not meet the criteria 

established by the Research Council (Brown, 1985; Lazar, 

1981». Sheldon White (1988), commenting on the early 

intervention research methods remarked: 

The "nothing works" conclusion of the 1970s was, 

of course, and outrageous misinterpretation of the 

volumes of data produced in the early days of the 

poverty programs. The research techniques of that time 

were not nearly good enough to make anything like that 

judgment." (p. 70) 

Given the amount of negative looking data at this time, 

and fueled by the results of the Westinghouse Report a 

three-year plan was initiated to phase out Head Start. The 

plan was averted, however, due to the grass roots efforts of 

many Head Start parents and staff (Brown, 1985). 

The second period of research characterized by Brown 

(1985) as the "Latency Period" occurred during the early 

1970s. During this time constructive forces were at work 

improving the program and designing better evaluation 

projects. The early intervention model established by Head 



65 

start increased during this period. Meanwhile, studies were 

underway on parent-oriented and horne-based intervention 

programs. In a review of this research, Brown (1978) 

reported that several well-designed studies seemed to 

indicate the value of early intervention programs. 

Bronfenbrenner's (1974) review of longitudinal studies 

up to 1972 entitled Is Early Intervention Effective? 

summarized research findings from early intervention 

programs in preschool both in and outside the home. 

Bronfenbrenner reported only short-term gains of Head start 

graduates which appeared to fade out over time. The only 

long-term gains he found were in those programs that worked 

closely with parents. 

A major breakthrough in early intervention research 

carne in 1975, what Brown (1985) describes as the "Watershed 

Period". At this time, 12 major independent researchers 

joined together to form the Consortium for Longitudinal 

studies "to answer the question of whether early education 

programs had measurable long-term effects on the performance 

of children from low-income families" (Consortium for 

Longitudinal studies, 1983, p. 1). Data from each 

researcher's major studies were pooled together, and a 

common follow-up study was designed. Each project 

administered common IQ tests, collected parent and child 

interviews, and obtained school records. Data were analyzed 
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by an independent analysis group at Cornell University. By 

1977, 96 valid studies had been cited showing positive 

effects of early intervention (Brown, 1985). Basically, the 

Consortium found that high quality preschool programs enable 

low income children to meet the basic requirements of 

further schooling. Early intervention programs reduce the 

number of children needing special education classes, reduce 

the number of children retained in grade, and produce 

positive effects on school achievement and self-esteem for 

low-income children (Lazar, Hubbell, Murray, Rosche, & 

Royce, 1977; Lazar, Darlington, Murray, Royce, & Snipper, 

1982) 

The High/scope Perry Preschool study 

The most conclusive evidence comes from well-designed 

and well-conducted longitudinal studies. The most often 

quoted and most influential of the Consortium programs, The 

High/Scope Perry Preschool Study, began in 1962. The 

experimental design study has followed 123 African American 

children from ages 3 through 27, who were randomly assigned 

to one of two groups (program and no-program), collecting 

data on both groups annually from ages 3 through 11 and at 

age 14, 15, 19, and 27. 

The most recent data from this study (Schweinhart, 

Barnes, & Weikart, 1993) reported (among other findings) a 

$7.16 return on every dollar invested in high quality 
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preschool education for low-income children, a decrease by 

half in crime rate through age 27, and a significant 

increase in participants' commitment to marriage, earnings 

and property wealth as adults. The study also shows the 

program group completed a significantly higher level of 

schooling than the no-program group, an important finding 

since graduation will open the door to other long-term 

effects. According to Schweinwart and Weikart (1993), the 

finding that preschool programs can have an effect on high 

school graduation has been corroborated in two other studies 

of preschool program effects by Monroe & McDonald (1981), 

and Gotts (1989). It is important to note here that the 

findings of the Perry Preschool study and others depend on 

the quality of the early childhood program. These studies 

show what programs for young children living in poverty can 

achieve if the early intervention programs are 

developmentally appropriate, the topic of interest for this 

writer's study. 

There are other less publicized but equally compelling 

longitudinal studies supporting the long-term benefits of 

quality early childhood programs. Data from 12 experimental 

preschool intervention programs analyzed by the Consortium 

for Longitudinal Studies (Lazar & Darlington, 1978) found 



68 

Graduated H.S. Had 5+ Arrests Earned $2000+ Owned a home On Welfare 
. per month 

HI Early Education I'J No Early Education 

Figure 2.3. Benefits of early childhood education. 

Source: High/Scope Perry Preschool Study, 1993. 

that high quality early education programs benefited 

children and society alike by increasing achievement scores 

and reducing later special education costs. 

A report from The New York State Prekindergarten 

Program stated that the preschool programs: 

" . .. were most effective for those children who most 

needed it, specifically, children whose mothers had the 

least education and children who scored lowest on one 

or more of the pretests. And there is strong evidence 

that when parents became involved in the program, their 



children scored better on measures of cognitive 

performance. Perhaps most important of all is the 

evidence that children from the Prekindergarten 

programs are more likely to make normal progress 

through the primary grades." (The University of the 

state of New York, 1982, p. 19) 
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A review of hundreds of Head start studies indicate 

that children who participate in early education programs 

make significant gains in test scores and have better 

physical and emotional health (Hubbell et al., 1985). 

similarly, in a california study comparing disadvantaged 

children who attended Head start with others who attended no 

preschool, results indicated that Head start participants 

scored higher on tests for verbal achievement, perceptual 

reasoning, and social competence (Lee, 1989). 

The -Louisiana state Program for High-Risk Four-Year-

Olds reports that: 

"Longitudinal data indicate that 78% of the students 

who participated in the program are on line with their 

peers in terms of their current grade-level enrollment. 

When compared with their present classmates in each of 

the seven developmental areas addressed by the program, 

between 61% and 98% of the program graduates were 

assessed to be at least on line with their peers in 



terms of their classroom performance in each of the 

seven areas addressed in early childhood programs." 

(Louisiana state Dept. of Education, 1990, p. 31) 

In spite of the states' best efforts at ensuring 
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quality early childhood programs exists for all the children 

in need of such programs, The Children's Defense Fund (1994) 

reports that many states have long waiting lists due to lack 

of adequate federal child care funding. But the fact that 

states are increasingly recognizing the importance of 

prekindergarten programs surely is a positive indication 

that more will be don~ in the future to provide quality 

early childhood programs for the nation's children. 

Arizona's Early Education Programs 

Preschool intervention has proven to be particularly 

effective for the most economically disadvantaged children, 

a view supported by the research previously reviewed. This 

fact has -not escaped educational decision makers at the 

state level. Given the current proliferation of negative 

evaluations of our public secondary schools and the pressure 

put on states to assure that every child is ready to learn 

by the year 2000, 32 states have considered or passed 

, legislation to increase the public school's role in serving 

young children. 

Legislation establishing at-risk preschool programs in 

Arizona are the result of a concerted effort by the state 
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Board of Education and the Arizona Department of Education, 

Head start, and the SUCCESS BY 6 project, a corporate 

project of Honeywell through the children's action alliance. 

The legislation was designed to ensure that every child at

risk of academic failure due to poverty, mobility, or 

limited English proficiency would have access to high

quality comprehensive early childhood programs. In June of 

1990 Arizona implemented a four-year pilot project for at

risk four-year-olds (Arizona legislation HB2565) . 

As funds were appropriated to the Arizona Department of 

Education, school districts ranked most at-risk were invited 

to apply for funding. Thirty districts accepted the 

invitation and requested funding for preschool programs. 

In 1991 Arizona passed legislation SB1079 with the 

intention of increasing the number of four-year-olds 

children served by the at-risk programs. Revisions to 

earlier preschool legislation addressed the conditions of 

funding, requiring districts to show evidence of 

collaboration with federally funded at-risk programs, as 

well as evidence of the establishment of an early childhood 

coordinating committee. SB1079 also required the appointment 

of a state Early Childhood Advisory Council on early 

childhood education. The purpose of the council is to 

advise the Arizona Department of Education regarding at-risk 
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preschool programs, review applications for grants, and make 

recommendations to the ADE for awards. 

In 1992, Arizona passed legislation 8B1096 changing the 

status of the at-risk preschool programs from pilot to a 

permanent ADE program. Currently over 1,000 children are 

being served in 30 school districts throughout Arizona. 

Much to the credit of the Arizona Department of 

Education, they not only brought together those in the state 

who were ready to establish programs to meet the needs of 

at-risk preschoolers, but they also established a course of 

action to ensure these programs would be high-quality 

comprehensive programs. The Early Childhood Advisory 

Council developed The Guidelines for Comprehensive Early 

Childhood Programs based on nationally recognized criteria 

for developmentally appropriate practice (Bredekamp, 1987). 

In keeping with the research that says early childhood 

programs"must be developmentally appropriate in order to be 

effective (8chweinhart, et. al., 1993), the Arizona 

Guidelines are intended to provide guidance in establishing 

excellence in Arizona At-Risk Preschool Programs. The next 

step is evaluating whether or not the Arizona At-Risk 

Preschool Programs are indeed developmentally appropriate. 

This research project attempts to answer this question. 

--------------
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Developmentally Appropriate Practice 

Jean Piaget 

The premise that the early years provide a foundation 

for all subsequent learning and hence, can be positively 

influenced by early intervention has been well established 

and supported by research. The new issue for debate that 

emerged in the 1980s was the how of early intervention. 

studies of variations in learning models concluded that no 

one theory was exclusively successful (Consortium for 

Longitudinal Studies, 1983). It was in this atmosphere that 

educators became increasingly interested in the work of Jean 

Piaget. Although Piaget's work had been known in Europe 

since the 1930s, it wasn't until the 1980s that interest in 

his ideas blossomed in the United states. 

Based on his initial research with his own three 

children and later with literally hundreds of studies with 

thousands of children, Piaget's fundamental propositions 

were that: 

• all individuals are cognitive beings who pass through a 

series of stages in the same order albeit at different 

rates, 

• these stages of development are influenced by both 

biology and interactions with the physical world, 

• intelligence is developmental in nature, not a fixed, 

unchangeable entity, 



• children play an active role in their own cognitive 

development 

• every interaction with the environment is a process 

involving accommodation and assimilation, 

• development is a continuous process. 
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Because Piaget was a researcher and not an educator, it 

was left to others to devise early childhood programs using 

his theories of child growth and development. As a result, 

many interpretations evolved including Erikson's emotional 

development theory, Dewey's theory of play, Bandura's social 

learning theory, Gardner's theory of multiple intelligences, 

and Vygotsky's theory of language and culture (Kostelnik, 

et.al., 1993). These interactionist philosophies 

emphasized the interaction between biological and 

environmental influences. 

The question emerging among early childhood practioners 

in the late 1980s was how to translate interactionist 

principles into effective classroom practices. NAEYC 

offered an answer to this question by publishing a position 

paper on developmentally appropriate practices in early 

childhood education in 1987 (Bredekamp). This document 

defines an interactionist philosophy of education while at 

the same time offering examples of practices compatible with 

this philosophy as well as incompatible ones. 
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What Does It Mean to be Developmentally Appropriate? 

In reviewing the abundance of literature from 

individuals and groups describing their perceptions of what 

constitutes developmentally appropriate practice, it becomes 

clear that no two are exactly alike (Arizona Early Childhood 

Advisory council,1990; Bredekamp, 1987, 1991; Elkind, 1989; 

Katz & Chard, 1989; NAESP, 1990; Weikert, 1993). However, 

some common understandings do emerge. 

1. Developmentally appropriate means taking what we know 

about child development and learning and developing age

appropriate curriculum content and strategies to meet the 

needs of the particular age group being served. 

2. Developmentally appropriate means looking at children 

within the context of their family, culture, community 

and past experiences and creating individually 

appropriate learning experiences. 

3. Developmentally appropriate means centering the 

curriculum around play and child-initiated exploration in 

a context that is relevant and interesting to the child. 

In other words, we must recognize that childhood is a 

unique stage of human development different from adulthood. 

Experiences and programs should reflect this knowledge. In 

his book, Miseducation, David Elkind (1987) describes what 

he looks for in a healthy, or developmentally appropriate 

early childhood learning environment. Describing the static 
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elements of the program Elkind writes that a healthy program 

includes: 

• a staff knowledgeable about child development 

• an appropriate teacher/child ratio 

• a block corner 

• plants and animals 

• a reading area 

• a dramatic play area 

• a carpentry area 

• a science corner 

• musical instruments 

• the arrangement of the classroom into "interest areas" 

• an outdoor play area equipped with large, safe climbing 

apparatus 

Elkind also describes the dynamic measures of a 

developmentally appropriate program: large group activities 

such as circle time, singing, gross motor play, story time, 

etc., individual work between teacher and child, small group 

activities such as the water table, social activities such 

as snack time, occasional outings, and a large block of time 

devoted to play. Most of these indicators are described in 

the literature on developmentally appropriate practice 

including the guidelines from NAEYC (1987). 
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Empirical Support for Developmentally Appropriate Programs 

The National Association for the Education of Young 

Children has defined developmentally appropriate practice as 

a basis for program quality (Bredekamp, 1987). Research has 

helped to document the correlates of quality in develop

mentally appropriate programs as well as the lasting effects 

of appropriate practices. 

When discussing environmental variables, researchers 

have looked at more than just the components of the physical 

setting (Bellemere, 1993; smith, 1987). The nature, amount, 

and use of space and materials certainly affects the child's 

experience. But other environmental factors also playa 

part in the delivery of a quality developmentally 

appropriate program such as ratios, group size, stability of 

the caregivers and teachers, curriculum, and the involvement 

of parents. 

NAEYC (Bredekamp, 1987) strongly supports limiting the 

size of groups in programs for young children, maintaining 

that small groups are required for individualized 

instruction, more frequent adult/child interactions, and 

adequate supervision. studies show that both staff-child 

ratios and group size emerge as significant influences on 

adult behavior as well as child development. Keeping groups 

small provides ample opportunity for adult/child interaction 

resulting in less aggressive behavior and more cooperation 
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among children (Ruopp, Travers, Glantz & Coelen, 1979; 

Clarke-Stewart & Gruber, 1984; Francis & Self, 1982). Field 

(1980) found that when the staff/child ratio is appropriate, 

children tend to engage in play more often. The High/Scope 

Preschool Curriculum comparison study (Schweinhart, Weikart, 

& Larner, 1986) concluded that programs that emphasized 

child-initiated learning activities appear to have improved 

children's social responsibility considerably more than did 

the direct instruction-program. Vandell and Powers (1983) 

conducted a study of preschool programs relying on ratios, 

staff training, and space as quality criteria. They found 

that children in high quality centers were more likely to 

participate in social interactions in a positive manner than 

children enrolled in low quality centers where children were 

more solitary and unoccupied and had less adult interaction. 

Programs that incorporate principles of child 

development and learning into their philosophies and 

practices are likely to produce long term gains in 

children's intellectual development (Karnes, Schwedel, & 

Williams, 1983; Mccartney, 1984; McCartney, Scarr, Phillips, 

Grajek, & Schwarts, 1982; Peck, et. al., 1988). Children 

participating in developmentally appropriate reading 

programs, for example, demonstrate a higher level of 

competence in listening comprehension, and the 

------------.------.. -
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generalization of knowledge to problem-solving situations 

(Palincsar & Brown, 1989). When compared with children 

taught mathematics through a drill and ditto-style approach, 

children in developmentally appropriate classrooms focusing 

on process and the use of manipulatives, demonstrated a 

better understanding of concepts, a better use of 

generalization skills, and knew significantly more number 

facts than the traditional group (Nicholls, Cobb, Wood, 

Yackel, & Patashnik, 1991). 

In defining developmentally appropriate practice, NAEYC 

(Bredekamp, 1987) emphasizes the important role of playas a 

vehicle for growth in young children; " ... child-initiated, 

child-directed, teacher-supported play is an essential 

component of developmentally appropriate practice" (p. 3). 

Research has also pointed out that play enables children to 

progress in the areas of problem-solving abilities (Kamii, 

1980, 1982). Play can also lead to improved language and 

literacy skills. (Fromberg, 1987; Levy, Schaefer, & Phelps, 

1986; SpodeJc, 1991). In fact, the research touting the value 

of play in children's lives is quite sUbstantial and would 

be impossible to review in its entirety here. But one thing 

is quite clear, most researchers agree that play is central 

to children's learning and should be part of any develop

mentally appropriate curriculum. 
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When programs for young children embrace 

developmentally appropriate practices, gains for children 

are inevitable. Nowhere is this more apparent than for the 

population of children labeled "disadvantaged." A review of 

research recently presented at the National Forum on the 

Future of Children and Families (1991) indicates that 

developmentally appropriate practices are especially 

effective when used with children labeled "poor achievers." 

The High/Scope Preschool Project (Schweinhart, et. al., 

1993) is a powerful example of the long-term effects of 

developmentally appropriate programs for children at-risk of 

academic failure. 

Related to the preceding topic is the issue of self

esteem. Data show that when teachers implement 

developmentally appropriate practices, children in these 

programs exhibit less stress and more positive feelings 

about themselves and more positive attitudes toward school 

than children in programs whose teachers rely on less 

appropriate methods (Burts, Hart, Charlesworth, & Kirk, 

1990; Curry & Johnson, 1990; Fry & Addington, 1984; Kagan, 

1990) . 

The most recent study of the effects of developmentally 

appropriate practice conducted for the District of Columbia 

schools by Dr. Rebecca Marcone (Cohen, 1994) followed two 

cohorts of children at various points over a seven-year 
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period from pre-kindergarten to the 5th grade (461 children 

from 95 schools). The study is significant because it 

examines the effects of a variety of teaching approaches 

rather than comparing children with and without preschool, 

as in the High/Scope Perry Preschool study. 

Results of the study indicate that programs with a 

child-initiated focus are more beneficial and have longer 

lasting effects than academically oriented programs. By age 

9 the negative effects on achievement and social development 

of overly academic early-childhood programs were clearly 

apparent. By grades 4 and 5, children from academic 

programs were behind their peers from child-initiated 

programs. Children from the academic programs also 

displayed notably higher levels of socially maladaptive 

behavior than their peers in developmentally appropriate 

programs. The study found no notable advantage to 

maintaining a kindergarten program that resembles a junior 

first grade. 

Despite the valid research findings documenting the 

positive effects of high-quality, developmentally 

appropriate programs, teachers throughout the country report 

having great difficulty implementing these practices. In 

kindergartens especially, more structured programs seem to 
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Figure 2.4. Effects of academic versus child-initiated 

focused programs on achievement. 

Source: District of Columbia Public Schools (Cohen, 1994). 

be the norm. In a California study of more than 400 

kindergartens, smith (1987) reported that the most 

frequently used activity in these classes are workbooks and 

worksheets. The most disturbing finding of this report is 

that even though teachers seemed to be aware of the 

potential negative consequences of such practices for 

kindergarten children, 62 percent indicated they would 

continue teaching in this manner. Bryant, Clifford, & 

Peisner (1989) found a wide range of quality and 

appropriateness in a study of North Carolina kindergartens, 

82 
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with 60 percent of the observed classrooms falling well 

below the researchers' criterion of quality. The National 

child Care Staffing Study (Whitebook, et. al., 1989) 

examined the quality of 227 child care centers in five 

metropolitan areas in the united states. Their study 

revealed that the quality of services provided by most 

centers was rated as barely adequate. continuing low wages 

of staff which in turn fuels frequent turnover of teaching 

staff were cited as contributing factors to poor quality 

care. In addition, inadequate staff training was also 

documented as a reason for low-quality care. 

The Children's Defense Fund (1994) reports that in 

1991-1992, 32 states invested a total of almost $700 million 

in prekindergarten initiatives. Given this statistic, the 

gap between what the national studies tell us is appropriate 

practice and what is actually being implemented in early 

childhood programs is troublesome. 

Summary 

In reviewing the literature we find that three major 

educational movements - the kindergarten movement, the 

nursery school movement, and the daycare movement - brought 

acceptance to preschool education and care as worthwhile 

experiences for young children. The compensatory education 

movement demonstrated that early intervention can make a 
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difference in the lives of children who are at-risk of 

educational failure due to the effects of poverty and other 

factors. A discussion of these historical roots of early 

education provides an understanding of the traditions that 

influence the thinking and research molding the practices in 

early education today. 

The first wave of researchers in the 1960s and 1970s 

answered the question "Is child care good or bad for 

children?" The second wave of researchers investigated the 

effects of different kinds of child care. Today's 

researchers are concerned with how to achieve high-quality 

programs, focusing on the concept of developmentally 

appropriate programs. Researchers are asking more complex 

questions involving child care quality and family factors. 

Early education has always developed in response to 

societal needs and expectations. It is not surprising 

therefore, that many of the issues and problems that 

professionals encountered in earlier times are the same ones 

confronting early childhood professionals today. continuing 

research is needed to identify the key variables of high

quality programs and the best predictors of good outcomes 

for children. This research project is one attempt to meet 

this need. 



CHAPTER 3 

METHODS AND PROCEDURES 

The methods and procedures used in this study are 

discussed in this chapter. Included are purposes of the 

study, design of the study, sampling procedures, data 

collection, and data analysis. 
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The major objective of this study was to determine the 

quality of programs for at-risk preschool children in state

funded programs in the state of Arizona as outlined in the 

Indicators of section 2 of the Guidelines for Comprehensive 

Early Childhood Programs titled "Preschool Program 

operation." 

Purposes of the Study 

The purposes of this study were: 

1. To determine if programs for at-risk four-year-olds in 

Arizona public schools are developmentally appropriate. 

2. To gather comprehensive data on the details of ARPPs 

operated by 10 public school districts in the state of 

Arizona 

3. To describe a typical day in the life of an at-risk 

preschool child enrolled in an ARRP from the perspective 

of the child. 

4. To compare the reality of the practices in ARPPs as 

evidenced by the results of this study to the guidelines 

- .-._------------



informing the programs as outlined in the Guidelines for 

comprehensive Early Childhood Program. 

5. To determine if there are any areas in the programs 

observed that need to be tailored to meet the needs of 

prekindergarten children. 
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6. To show through the data examples of ways in which some 

programs in Arizona may have brought promise and practice 

closer together. 

study Design 

A case study approach was chosen to provide indepth 

information on selected aspects of the ARPPs. The case 

studies rely basically on qualitative methods of data 

collection and analysis. such methods are increasingly 

accepted as appropriate to understanding the nature of 

complex phenomena such as the local practice of an early 

childhood· education site (see Miles and Huberman, 1984). In 

addition, when qualitative and quantitative methods are 

combined, the results are more powerful (Smith and Louis, 

1982). Answers to certain of this study's basic questions 

(e.g., Are these programs developmentally appropriate?) can 

only be found through direct observation and face-to-face 

interviews. A paper review alone would be inadequate for 

capturing the dynamic translation of a curriculum model into 

a program for children. 

---- ------- ---------------------
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Data reflective of inquiry into what ARPP directors and 

teachers know and value and how this is translated into a 

developmentally appropriate educational experience for a 

young child was collected through the following means: 1) 

observations, 2) questionnaires, and 3) tape recorded 

interviews. Each component of the data collection is 

discussed in the following section. 

A letter describing this study was sent to each 

selected teacher and Project Director, along with a cover 

letter from the Early Childhood specialist from the Arizona 

Department of Education. The Project Director and teacher 

were contacted by telephone by this researcher to answer any 

questions about the study, ascertain agreement to 

participate, and to schedule the observations. This 

researcher spent one to two days at each site. The shadow 

study was conducted on the first day. Interviews were 

conducted-with the teacher at the end of the first day. 

This researcher spent 2-3 hours in the same classroom on the 

second day completing the ECERS. 

Sampling Procedures 

The sampling plan was established in consultation with 

the Early Childhood Education Specialist of the Arizona 

state Department of Education. A computer list of the 32 

public school-sponsored ARPPs in the state of Arizona was 



generated for the year 1993-1994. Given the purposes of 

this study the programs were selected based on geographic 

location in the state, and widely accepted quality program 

attributes related to staffing patterns, teacher 

qualifications, comprehensive services, curriculum, and 

parent participation. This sampling plan was chosen in 

order to investigate possible regional differences in 

preschool programs. 
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Two additional conditions were placed on site 

selection: 1) no more than two schools were chosen from a 

single location, and 2) no more than one class was chosen 

from a single school. The reason for these two restrictions 

was to increase the range of districts and schools included 

in the observation sample. 

In addition, two of the sites identified by the Early 

Childhood Education Specialist from the Arizona Department 

of Education as exemplary preschools were observed in order 

to assure that some examples of developmentally appropriate 

practice will be seen. 

A total of 15 classes were observed. Selection of the 

observation sites as described above fairly represented the 

types of classes in which at-risk preschoolers are enrolled 

across the state. 
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The two-day site visits were conducted from October to 

December and during the middle of the week to avoid any 

conflicts with holidays. 

Data Collection 

Observations 

Two basic instruments were used for observation and 

data collection by this researcher on site visits: 1) the 

Shadow study Observation Form (SSOF) and 2) the Early 

childhood Environment Rating Scale (ECERS). The Shadow Study 

technique, a quasi-ethnographic procedure developed by 

Lounsbury and Clark (1990) for a national shadow study of 

middle school students, provides a snapshot of the preschool 

program from the child's point of view. This research 

procedure has been used by many schools and hundreds of 

teachers in conducting studies of middle level grades 

(Lounsbury and Clark, 1990; Lounsbury and Johnston, 1985; 

Lounsbury, Marani, and Compton, 1980; Lounsbury and Marani, 

1964). Using the Shadow Study Observation Form, the 

observer records the minute-by-minute activities and actions 

of the child, providing a revealing picture of the 

educational process. By observing the day's events through 

the eyes of the student, a more valid perspective is 

obtained than when focusing on the teacher's actions. The 

researcher is provided with an accurate picture of the real 



curriculum, the curriculum actually experienced by the 

child. 
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The SSOF is divided into four columns. The first 

column (TIME) is for time entry. The second column 

(STUDENT'S BEHAVIOR) is for recording the student's 

activities. In this column, the observer objectively records 

what the child is doing. No judgments are made about the 

behavior. The third column of the observation form 

(ENVIRONMENT) denotes anything pertinent about the 

environment, for example, "the room is decorated with 

children's work", or "the temperature in the room is 

extremely warm". The last column (IMPRESSIONS/COMMENTS) 

provides space for making personal impressions and comments 

about what is happening at a particular moment of 

observation. 

The child chosen for shadowing at each site was 

randomly-selected from a roster provided by the director of 

the site. specifically, the child chosen was identified as a 

four-year-old with a first name beginning with the same 

initial as the last name of this researcher (D). 

The Early Childhood Environment Rating Scale (ECERS) 

was developed by Thelma Harms and Richard Clifford (1980) at 

the Frank Porter Graham Child Development Center at the 

University of North Carolina at Chapel Hill. Validity and 

reliability of the scale has been established by nationally 



recognized experts in the day care and early childhood 

fields. 
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The ECERS provides an overall picture of the 

surroundings that have been created for the children and 

adults who share an early childhood setting. Environment is 

broadly defined to include the "use of space, materials and 

experience to enhance children's development, daily 

schedule, and supervision provided" (Harms and Clifford, 

p. 2). The 37 items in the original scale are divided into 

seven subscales: Personal Care Routines; Furnishings and 

Display for Children; Language-Reasoning Experiences; Fine 

and Gross Motor Activities; Creative Activities; Social 

Development; and Adult Needs. For this study only 32 items 

and six subscales will be used. Items 33-37 "Adult Needs" 

will not be rated as part of this study since this 

researcher's main focus is the child. Each item is scored 

from 1 to 7, where 1 represents an inadequate situation, 3 

is minimal, 5 is good, and 7 is excellent. Both the 

subscale scores and the total score can be converted into 

mean ratings between 1 and 7, corresponding to the above 

indicators of developmentally appropriate programs. 

Together, the two instruments provided valuable data 

related to the quality and appropriateness of the ARPPs. 

The ECERS provided a comprehensive picture of the 
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environment, while the SSOF provided a snapshot of how this 

environment impacts on a particular child. 

Surveys 

The second component of the data consisted of a survey 

of the project Director of ARPPs developed by this 

researcher adapting a previously designed measure from the 

Franklin Porter Child Development Center (1989) to reflect a 

review of the literature and the components of 

developmentally appropriate practice as outlined in the 

Guidelines. This survey component was reviewed by a panel 

of experts in early childhood education and modified to 

reflect their comments. 

The major topics covered in the Project Director 

questionnaire included the following: 

• Qualifications considered necessary for preschool 

teachers 

• Knowledge of developmentally appropriate practices 

• The importance of different components of the program 

• Sources of influence ~n their program 

• Behavioral management 

• Standardized testing 

• Areas of their program that are outstanding or that need 

improvement 

• Personal professional background 
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The questionnaire was given to the Project Director 

prior to the site visit with instructions that it be 

completed and available to this researcher at the end of the 

site visit. The questionnaire was designed to be completed 

within 30 minutes. 

The teacher questionnaire was similar to that of the 

Project Director. Most of the questions corresponded across 

the two versions of the questionnaire. The teachers of the 

preschools visited were given the questionnaire prior to the 

site visit and were asked to complete them as soon as 

possible. A follow-up postcard was sent two weeks after the 

initial mailing to remind Project Directors and teachers 

that the questionnaires should be completed by the date of 

the site visit. 

Interviews 

structured interviews were employed by this researcher 

at the end of the site visit to gather information from 

participants about what was not apparent from observations 

and not available through the questionnaires. An interview 

protocol was developed that contained core questions 

focusing on program purpose, philosophy, parent involvement, 

and personal satisfaction with the progam. The personal 

interview disclosed the participants' tacit knowledge and 

values about the program. Interviews were tape recorded. 



Data Analysis 

Case Studies - Shadowing 
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The description of the nature and needs of at-risk 

preschoolers as presented by the Arizona Department of 

Education in their Guidelines, section 2, presented a 

yardstick against which to measure the appropriateness of 

the educational experiences now being provided for at-risk 

four-year-olds in public school affiliated programs. To 

control for bias in the interpretation of the results, 

copies of the SSOF were submitted to a panel of expert early 

childhood educators along with a checklist of program 

characteristics deemed desirable in preschool programs for 

four-year-olds. The panel were asked to review the SSOFs 

without reading the checklist so as not to influence their 

opinions about the observations. They were then asked to 

complete the checklist indicating the degree to which the 

data from the SSOFs seem to evidence these conditions and 

characteristics. The checklist was developed from the 

Indicators in the Arizona Guidelines, section 2. The data 

compiled from the SSOF are descriptive in nature and are 

presented in narrative form addressing each of the 

Indicators in the Guidelines. 

Early Childhood Environment Rating Scale 

The data from the Early Childhood Environment Rating 

Scale are quantitative and were compiled in the form of 
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frequencies and means for each of the 32 EeERS items as well 

as the six subscales. These scores provided a picture of 

the variation in the quality of kindergarten practices 

across the state. This analysis also provided data on 

whether some areas are taught more appropriately and/or more 

often than others. The total scores and the subscale scores 

on the EeERS were analyzed for the quality and 

appropriateness of preschool practices as measured by the 

EeERS. 

Project Director and Teacher Questionnaires 

The Project Director and Teacher surveys were designed 

to obtain information about their knowledge, attitudes, and 

philosophies toward preschool. For those items where 

quantitative information is obtained, frequencies and 

percentages were reported as appropriate. 

Establishing linkages and relationships is part of the 

task of qualitative analysis. In order to examine the 

relationship between directors' and teachers' beliefs and 

practices, the results of the quantitative analyses were 

compared with the qualitative analyses to respond to the 

questions about program practices. For example, both the 

Project Director and Teacher Developmental Appropriateness 

scores (number 3 of the questionnaire) were correlated with 

the EeERS mean to determine if knowledge of appropriate 

practice is related to the quality of actual practices in 
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the classroom. The relationship between the level of 

developmental appropriateness in the classroom and a variety 

of other factors relating to the teacher and director were 

also examined such as level of education, certifications 

held, and years of teaching experience. 



CHAPTER 4 

RESULTS 
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The purpose of this study was to investigate how well 

programs for at-risk four-year-olds in public schools are 

implementing developmentally appropriate practices as 

described in the Guidelines for Comprehensive Early 

Childhood Programs developed by the Arizona State Early 

childhood Advisory council. This chapter presents findings 

from the methods described in Chapter 3. The data analyzed 

in this chapter are the result of a shadow study, an 

environmental rating scale, and teacher and director 

surveys. 

The following data are based on classroom visits to 12 

sites across Arizona. Since some of the sites conduct two 

separate sessions, morning and afternoon classes, a total of 

15 shadow studies were completed. Surveys were mailed to 12 

teachers-and 11 directors of the sites selected. The 

teachers and directors were asked to complete the surveys by 

the date of the site visit. Of the 12 teachers and 11 

directors asked to complete a survey, 11 teachers and 11 

directors returned completed surveys at the time of their 

site visit. One teacher did not have the survey completed 

by the date of the site visit, and never returned a 

completed survey to this researcher after the site visit was 

completed. 
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Using data from the site visits and surveys, this 

chapter begins with demographic information about the sites 

visited and provides information about general aspects of 

the programs. Following is a report of the results from one 

of the major components of the study, the Early childhood 

Environmental Rating Scale. The data from the ECERS provides 

an overall picture of the surroundings that have been 

created for the children. Data from another major component 

of the study, the teacher and director surveys will be 

reported. This component of the study develops a profile of 

teachers and directors and provides information about 

attitudes and philosophies regarding preschool practices. 

Finally, a description of what life is really like in a 

program for at-risk four-year-olds, as revealed in the major 

component of this study, the shadow studies, will be 

presented. 

Program Characteristics 

Location and Classroom Size 

The 12 schools participating in this study were located 

in 10 different districts across the state of Arizona. They 

included Aguila, Douglas, Maricopa, Phoenix, Picacho, 

Sanders, Somerton, Sunnyside, Tucson, and Yuma. These sites 

were located in urban and suburban settings. Three of the 

programs are housed in actual classrooms within a building, 
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while the rest of the programs are located in portable 

classrooms some of which were purchased specifically for the 

at-risk programs. The mean number of children in a 

classroom is 18. with the exception of one site that has 

three adults in the classroom, a ratio of one teacher and 

one aide per 18 children is customary at each of the sites. 

Program Aides 

All of the programs visited included one paid classroom 

aide. Minimal qualifications are required for this 

position. In all cases a high school diploma and some 

experience with young children is required. Training of 

aides takes place on site and is usually the responsibility 

of the classroom teacher. All of the aides are bilingual, 

Spanish/English with spanish as their primary language. 

At-Risk Students 

The criteria most frequently mentioned to identify "at

risk" stl:ldents for inclusion in the preschool programs is 

socio-economic status, that is, the family meets the 

governmental criteria for free or reduced lunch. The child 

also has to be 4 years old by August 31. Acceptance into 

the programs is on a first-corne, first-served basis. Only 

one program reported administering a developmental screening 

tool prior to entrance into the program. However, this 

screening tool is used by the teachers to determine 

developmental delays in order to develop a responsive 
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curriculum and not: for determining eligibility for entrance 

into the program. 

Daily Schedule 

site visits provided information about daily schedules. 

although time allotments vary from site to site, all of the 

daily schedules include major components generally accepted 

as necessary for developmentally appropriate programs for 

four-year-olds. The daily schedule provides for teacher

directed as well and child-initiated learning. The schedule 

reflects a balance of indoor and outdoor play. Daily 

routines involving hygiene and proper nutrition are evident. 

The schedule includes time for both large and small group 

activities. Nap or rest time is an integral part of the 

daily routine. 

The greatest variation in the schedules can be seen in 

the number of hours a child attends a given program. Here 

the programs differ widely in length of time allotted to the 

program. In those programs serving one group of children 

only, the daily schedule can be anywhere from 2~ to 6~ hours 

per day. sites providing programs for morning and afternoon 

groups are more consistent ranging from 2~ to 3 hours per 

session. 
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Comprehensive Services 

All of the at-risk preschool programs visited are 

required to provide an educational program for children that 

includes social, health, and nutritional services along with 
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Figure 4.1. Length of average session for all day preschool 

programs. 

strong parent involvement. The belief is that a program 

that serves only the intellectual needs of children deemed 

at-risk will not be as effective as a program that addresses 

family needs as well. 

One hundred percent of the sites in this study provide 

children with breakfast and lunch. with the exception of 

one school, breakfast and lunch was included in the daily 
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schedule as part of the program. Health services are also 

provided at all sites in the form of visits from the school 

nurse, and vouchers for physicals at a doctor's office. One 

site reported having a dentist who volunteers his services 

in cases of emergency. Another site had a full-time nurse 

hired specifically to be part of the staff for the at-risk 

program. This was an exception, however. 

All of the sites reported some type of parent education 

in the form of workshops, newsletters, or parent-teacher 

conferences. The premise for the strong parent component is 

that parents who cannot support their children's education 

because they have not completed their own will have 

difficulty learning. services to parents are provided so 

that they can be more effective supporters of their 

children's education while at the same time developing 

themselves as adult learners and as parents. 

All-of the programs also reported some form of parent 

involvement. The most common was having parents volunteer 

to work in the classroom, or helping with tasks that could 

be done at home and sent back to school. 

Bridging home and school is an important component in 

the at-risk preschool programs. without exception, all of 

the teachers reported they are provided time within their 

weekly schedule to make home visits to every child's home at 

least twice a year . 

.. _---_ ... _--- .--......... . 
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Although none of the programs hire social workers 

solely to meet the needs of at-risk preschoolers, programs 

report easy accessibility to public school psychologists and 

social workers. Referrals are made at the discretion of the 

teacher and/or director after consultation with the parents. 

Finally, with the exception of one site, transportation 

to and from the program is offered as a support service to 

parents. Buses provide transportation to and from the 

child's horne. No program offers transportation to child 

care settings. All sites reported that busing schedules 

played a major role in determining classroom schedules since 

transportation is provided by the public school busing 

system. 

The Early Childhood Environment Rating Scale 

One-of the instruments used in this study as an 

observational measure of quality of classroom environments 

was the Early Childhood Environment Rating Scale (ECERS). 

The ECERS provides an overall picture of the environment 

that has been created for young children in an early 

childhood program. The authors of the ECERS define 

environment as "the use of space, materials and experiences 

to enhance children's development, daily schedule, and 

supervision provided" (Harms & Clifford, 1980, p. 1). To 

---------- -----_._---._.-
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make the data more meaningful to the reader, the following 

definitions of the six areas used in this study are taken 

from the ECERS (p. 1). 

Personal Care Routines of Children: 

All routines associated with the comfort, health, and 

well-being of the children: for example, diapering, rest, 

and meals. 

Furnishing and Display for Children: 

Making available, taking care of, arranging, and using 

regularly with children the furniture, storage shelves, and 

display space necessary to provide personal care and an 

educational program. 

Language-Reasoning Experiences: 

Use of materials, activities, and teaching interactions 

to help children learn to communicate in words and to use 

relationships basic to thought, such as size relationships, 

cause ans effect, steps in a sequence, and time 

relationships. 

Fine and Gross Motor Activities: 

Fine motor activities exercise the fine or small 

muscles of the hand used in drawing, cutting with scissors, 

or picking up a small object. Since the coordination of the 

eye and the hand are usually needed for fine motor work, 

these activities are sometimes called perceptual-fine motor 

activities. 

-_.------_. ----



Gross motor activities exercise the gross or larger 

muscles, such as the muscles of the legs used in climbing 

and running or the muscles of the arms used in swinging. 

creative Activities: 
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Activities and materials, such as those used in art, 

block building, and dramatic play, are flexible, open-ended, 

do not have one right answer, and allow for a wide variety 

of constructive uses. creative activities reflect the 

abilities and interests of children. 

Social Development: 

Guiding the children's development of a good image of 

themselves and others and helping them to establish 

interaction skills. 

Table 4.1 represents the ranges, means, and standard 

deviations for each of the 32 items of the six subscales as 

well as the overall score from the 12 sites visited. On a 

scale fr0m 1 (Inadequate) to 7 (Excellent) the mean overall 

score was 5.78 (s.d. = 0.68) indicating a rating of "Good" 

in overall quality. The wide range of scores on several of 

the items indicates some variation in the quality of 

preschool practices across the state. A similar pattern of 

variation in practices is exhibited in the range of total 

scores of the 12 sites (213-155) as displayed in Figure 4.2. 

The random sample appears to adequately represent the 

variation in practices in preschool programs. 
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Table 4.1 

Mean Scores on ECERS Items 
12 Classrooms 

Subscale M SD Range* 

1. Personal Care 
Greeting/Departing 5.16 1.03 3-7 
Meals/Snacks 5.41 1.37 2-7 
NaplRest 2.58 2.35 1-7 
Toileting 5.25 1.81 2-7 
Personal Grooming 5.50 1.31 3-7 
Personal Care Subscale 4.78 1.23 2.58-5.50 

2. FurnishingslDisplay 
Routine Furnishings 6.25 l.l3 4-7 
Learning Furnishings 5.91 1.37 3-7 
Relaxation Furnishings 5.08 0.90 3-7 
Room Arrangement 6.50 1.00 4-7 
Child Related Display 4.75 1.35 3-7 
Furnishings Subscale 5.70 0.75 4.75-6.50 

3. Language/Reasoning 
Understanding Language 6.08 0.90 5-7 
Using Language 6.41 0.66 5-7 
Reasoning. 5.75 1.48 2-7 
Informal Language 5.75 0.96 5-7 
Language Subscale 6.00 0.31 5.75-6.41 

4. Fine/Gross Motor 
PerceptuallFine Motor 6.50 1.24 3-7 
Fine Motor Supervision 5.58 0.90 5-7 
Gross Motor Space 5.16 1.26 3-7 
Gross Motor Equipment 4.66 0.77 3-7 
Gross Motor Time 5.66 1.07 4-7 
Gross Motor Supervision 6.25 0.86 5-7 
Motor Subscale 5.63 0.67 4.66-6.50 
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Table 4.1 -- Continued 

Sub scale M SD Range* 

5. Creative Activities 
Art 6.00 1.53 3-7 
MusiclMovement 6.00 1.04 5-7 
Blocks 6.16 1.99 1-7 
SandlWater 5.08 1.50 3-7 
Dramatic Play 5.50 1.50 3-7 
Creative Schedule 6.58 0.79 5-7 
Creative Supervision 6.66 0.49 6-7 
Creative Sub scale 6.00 0.56 5.08-6.58 

6. Social Development 
Space to be Alone 3.25 1.35 1-7 
Free Play 6.66 0.65 5-7 
Group Time 6.50 0.90 5-7 
Cultural Awareness 6.25 1.54 3-7 
Tone 6.58 0.66 5-7 
Exceetional erovisions 6.75 0.62 6-7 
Social Subscale 6.55 0.56 3.25-6.66 

Overall Mean 5.77 0.68 2.58-6.66 

*Total range possible is 1-7 
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The mean ECERS subscales varied across the different 

content areas as shown in Figure 4.3 and Table 4.1. The 

highest mean subscale score was in social Development 

(6.55). This subcategory included components such as space 

to be alone, free play, grouping practices, and the general 

quality of personal interaction. Program scores ranged from 

6.25 to 6.75. The one exception was "space to be alone" 

with a mean rating of 3.25. only one site had provided a 

space for children to be alone, protected from intrusion by 

others, although most teachers said children were allowed to 

find space to be alone in the classroom. 

The lowest mean subscale score was in Personal Care 

(4.78). This lower subscale score can be attributed to lack 

of formal rest time in most programs (75%). In addition, 

most programs (66%) did not schedule time for brushing teeth 

after meals. 

While the mean subscale scores indicate need for 

improvement generally across the state in certain areas, 

the range of scores on each of the subscales included both 

low and high scores. For example, in the Personal Care 

subscale, the lowest area overall, the range of scores 

reached a maximum of 7. This indicates that within this 

subscale, some classes are achieving scores near the top of 

the scale. This variation in range of scores within an area 

suggests that even within the areas designated as having 
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room for improvement, some classes are implementing 

developmentally appropriate practice within that category. 

other than the Personal Care subscale area (4.78), all of 

the subsea Ie areas achieved a mean rating of 5.5 or better. 

Four of the mean item scores within the six subscales 

achieved a rating below the 5.0 or "good" range. Two of 

these items scored slightly above the minimal range of 3.0. 

250 

200 

150 

100 

50 

10 

Figure 4.2. Total ECERS raw scores based on a possible 
total score of 231. 

12 

One item was in Furnishings/Display and included child 

related displays (4.75). Only 50% of the programs displayed 

individual children's work, or a mixture of children's and 

teacher-made displays. The second item scoring below the 

minimal range of 3.0 came from the Fine/Gross Motor category 

._----------_._ .. _ ... 
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and included gross motor equipment (4.66). This score was 

affected by the fact that two sites did not have outdoor 

play equipment available due in one case to theft and the 

other to remodeling of the play area. 

The two lowest mean item scores included nap and rest 

time (2.58) from Personal Care, and space to be alone (3.25) 

from Social Development. The lowest item, nap and rest time, 

came from the lowest subscale overall. The second lowest 

item, space to be alone, came from the highest subscale 

overall. 

7 

6 

4 

o 
Social Languago Creative Furnishings Motor Personal 

Figure 4.3. Mean ECERS subscale scores for 12 classrooms 
using a range of 1-7. 
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A more in-depth description of the subcategories of the 

ECERS is included in the section of this chapter titled "The 

Shadow Observations." 

Teacher and Director Surveys 

In addition to some demographic information, the 

teacher and director surveys provided information about 

attitudes and philosophies regarding preschool practices. 

The surveys were constructed so that most of the questions 

corresponded across the two versions of the questionnaire. 

Teacher Qualifications 

Directors and teachers were asked to choose the 

qualifications they considered important for preschool 

teachers. The results are presented in Table 4.2. Both 

directors and teachers tended to choose these categories of 

qualifications with similar frequency. The most important 

considerations chosen by both directors (100%) and teachers 

(90%) included experience teaching preschool or 

kindergarten, and specialization in early childhood 

education. In addition to these two categories, 72 percent 

of the directors and 81 percent of the teachers indicated 

that a specialization in early childhood development was 

also an important qualification for preschool teachers. 

-_ .. _----_._--_._---_._ ..... 



Table 4.2 

What Directors and Teachers Consider 
Important Qualifications for Preschool Teachers 

Qualifications 

Experience 
teaching at any 
level 

Experience 
teaching 
elementary age 
children 

Experience 
teaching primary 
age children 

Experience 
teaching preschool 
or kindergarten 

Specialization in 
early ch"ildhood 

Specialization in 
child development 

specialization in 
reading 

other (Bilingual) 

o 

2 

6 

11 

11 

8 

1 

2 

Directors 
N=ll 

o 

18 

54 

100 

100 

72 

9 

18 

-------_ .. -_._- -

1 

o 

5 

10 

10 

9 

o 

o 

Teachers 
N=ll 

9 

o 

45 

90 

90 

81 

o 

o 
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Finding Qualified Preschool Teachers 

using a scale ranging from exceptionally difficult to 

not at all difficult, directors were asked to rate how 

difficult it is for them to find qualified preschool 

teachers. six of the directors said it was somewhat 

difficult (83%), and three said it was difficult (27%) to 

find qualified preschool teachers. Only one director (9%) 

said it was not at all difficult and one felt it was 

exceptionally difficult. 

Helpful Professional Experiences 

Teachers were asked to indicate which experiences they 

considered most useful to them in learning about 

developmentally appropriate practices. The frequency and 

percentages of teachers' choices are presented in Figure 4.4 

and Table 4.3. Most teachers (90%) indicated books and 

journals to be the most valuable source of professional 

development, followed by classroom experience (81%). Many 

teachers (63%) also found inservice sessions, other 

teachers, their own children, and other experiences with 

children to be helpful experiences in developing knowledge 

about developmentally appropriate practices. The least 

helpful experiences or sources chosen by teachers was 

teaching other grade levels (18%) and their program 

directors (18%). 



Principal 
3% 

Family 
11% 

Inservlce 
11% 

Other 
11% 

Courses 
13% 

Internship 
6% 

Figure 4.4. Teachers' perceptions of helpful experiences 
for professional development 
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Table 4.3 

Teachers' Perceptions of Helpful 
Experiences in Professional Development 

N=ll 

Experience .E !* 

College courses 8 72 

Internship/student 4 36 
teaching 

Teaching other' 2 18 
grade levels 

Classroom 9 81 
experience 

Inservice sessions 7 63 

other teachers 7 63 

Special mentor 3 27 

Principal 2 18 

Books/journals 10 90 

Own children 7 63 

Other experiences 7 63 
with children 

Other (conferences) 1 9 

*Respondents could choose as many categories as applied, 
therefore percentages in this columan total more than 100%. 

115 



116 

Important Components of Preschool Programs 

Directors and teachers were asked to rate the 

importance of various components of their preschool programs 

on a scale of 1-5, with 1 being not at all important to 5 

being very important components. Mean ratings, standard 

deviations, and ranges are presented in Table 4.4. Directors 

and teachers attributed the same rate of importance to 

several items in this question. Both agreed that play 

(4.82, 5.00) and staff development (4.91, 4.91) were the 

most important components of the preschool program. In 

addition, motor skilli development (4.81, 4.91), and parent 

involvement (4.73, 4.82) were highly rated by both directors 

and teachers. Directors and teachers also agreed that the 

least important aspects of the preschool program were 

academic skills development (3.27, 2.27), and teacher 

directed activities (3.36, 2.73). The greatest difference 

between director and teacher ratings was for child 

assessment. Directors rated this component more important 

than teachers did (4.73, 3.82). There was 100 percent 

agreement among teachers (5.00) in their rating of play and 

social skills development as the most important components 

of a preschool program. 



Table 4.4 

Importance of Various components of Preschool Program 
Director and Teacher Ratings 

Directors Teachers 
N=l1 N=ll 

Aspects 11 SD B 11 SD B 

Academic skills 3.27 1.10 1-5 2.27 0.65 1-3 
development 

Affective 4.81 .40 4-5 4.18 1.54 3-5 
development 

Motor skills 4.81 .40 4-5 4.91 0.30 4-5 
development 

Social skill 4.72 .64 3-S S.OO 0,00 S 
development 

child selected 4.63 .SO 4-5 4.82 0.04 4-5 
activitiE?s 

Teacher 3.36 .80 2-4 2.73 0.79 2-4 
directed 
activities 

Learning 4.45 .68 3-5 4.S5 0.82 3-S 
centers 

Play 4.82 .40 4-5 5.00 0.00 5 

Parent 4.73 .46 4-5 4.82 0.60 3-S 
involvement 

Social services 4.00 .77 3-5 4.00 1.18 2-S 
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Table 4.4 -- continued 

Aspects M SD R M SD R 

Nutrition 4.27 .78 3-5 4.27 1.19 2-5 services 

staff 4.64 .50 4-5 4.18 0.98 2-5 evaluation 

Program 4.82 .40 4-5 4.45 0.82 3-5 evaluation 

Community 4.82 .40 4-5 4.64 0.81 3-5 
support 

Child 4.73 .52 4-5 3.82 1.08 2-5 assessment 

Multi-cultural 4.45 .30 4-5 4.82 0.40 4-5 and anti-bias 
curriculum 

staff 4.91 .46 4-5 4.91 0.30 4-5 development 

.. _-_._-------
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Sources of Influence on Preschool Programs 

Directors and teachers were asked to indicate the 

amount of influence various sources had on their preschool 

programs, rating them from 1 (not at all) to 5 (very much) . 

Results are shown in Table 4.5. Although not identical in 

ratings, overall director and teacher ratings tended to be 

similar for most categories, both in terms of means and 

ranges. The data indicate both directors and teachers agreed 

the most highly rated source of influence on preschool 

programs is the director (4.45, 4.45). In addition, 

directors and teachers rated as high the influence of 

parents (3.64, 4.18) and administrative policies (3.64, 

4.00). The category with the greatest difference in rating 

was that of superintendent. Directors rated superintendents 

as the least influential in the program (1.18) while 

teachers rated superintendents' influence much higher 

(3.91). The top four choices of influence for directors 

were program directors (4.45), changes in society (3.91), 

parents (3.64), and administrative policies (3.64). For 

teachers, the top four influences were director (4.45), 

parents (4.18), administrative policies (4.00), and 

superintendent (3.91). 

Flexibility in Scheduling 

Directors and teachers were asked to indicate on a 

scale of 1-5 how much flexibility they had in developing the 

daily curriculum. without exception, all teachers reported 



Table 4.5 

Sources of Influence on Preschool Program 
Director and Teacher Ratings 

Directors Teachers 
N=ll N=ll 

Sources M SD B M SD 

Parents 3.64 0.81 3-5 4.18 0.98 

Other preschool 3.00 1. 34 1-5 3.36 1. 57 
teachers 

Kindergarten 2.64 1.12 1-4 2.45 1. 29 
teachers 

Director 4.45 0.82 3-5 4.45 0.93 

Administrative 3.64 1. 43 1-5 4.00 0.77 
policies 

Board of 3.00 1.18 1-4 3.45 1. 51 
Education 

superintendent 1.18 1. 33 1-5 3.91 1. 38 

Readiness 1. 64 1.12 1-4 1. 73 1.19 
testing 

Kindergarten 2.36 0.92 1-4 1.91 0.94 
curriculum 

Teacher 3.09 1. 64 1-5 2.64 1. 57 
appraisal 
instrument 

Achievement 1. 45 0.82 1-3 1.18 0.60 
testing 
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Table 4.5 -- continued 

Sources M SD B M SD B 

Changes in 3.91 0.94 3-5 3.82 1. 08 2-5 
society 

Changes in the 3.45 1. 21 1-5 3.73 1. 01 2-5 
education 
profession 
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having a great deal of flexibility (5 on the scale) in 

making decisions about the daily curriculum. The response 

from directors varied from some flexibility (27%), to much 

flexibility (18%), to very much flexibility (54%). 

Managing Children's Behavior 

One of the questions on the survey addressed the topic 

of discipline and young children. Directors and teachers 

were asked to give their opinion of the usefulness of 

various management techniques with preschool children using 

a rating scale of 1 = not at all important, 2 = slightly, 3 

= somewhat, 4 = fairly, 5 = very important. The actual 

ratings and consequent ranking of items corresponded very 

closely for most items. Table 4.6 contains the results of 

directors and teachers opinions about various discipline 

techniques. 

The most highly rated technique overall for both 

directors and teachers was a reward technique - giving 

verbal praise (4.27, 4.36). The least favored techniques 

for discipline for both directors and teachers were 

punishments: putting the child's name on the board (1.09, 

1.00), and using corporal punishment (1.00, 1.36). The 

range in this last category for teachers was 1-5, suggesting 

that teachers have differing views on how about the 

effectiveness of using corporal punishment with 

preschoolers. 



Table 4.6 

Usefulness of Control Techniques for Managing 
Behavior: Director and 'Teacher Ratings 

Directors Teachers 
N=ll N=11 

Technique 11 SD B 11 SD B 

Giving verbal praise 4.27 1.56 3-5 4.36 1.03 2-5 

Lecture 1.36 0.50 1-2 2.09 0.83 1-3 

Give extra 2.36 1.03 1-4 2.45 0.93 1-4 
privileges 

Discuss the offense 3.91 0.70 3-5 4.27 0.79 3-5 

Scold the child 2.27 0.47 1-2 1.55 0.69 1-3 

Take the child out 3.09 1.30 1-5 3.64 1.43 1-5 
of the activity 

Let child do 3.18 l.83 2-5 3.45 1.04 2-5 
something special in 
class 

Take away 2.63 1.03 1-4 2.55 l.29 1-5 
privileges 

Make the child 1.82 1.08 1-4 2.18 1.25 1-5 
apologize 
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Table 4.6 -- Continued 

Technique M SD B M 12 B 

Use corporal 1.00 0.00 1.36 1.21 1-5 
punishment 

Send the child to 1.18 0.60 1-3 1.64 1.21 1-5 
the director 

Put the child in time 3.09 1.04 1-5 3.09 1.38 1-5 
out 

Send a note home 2.36 .1.21 1-4 2.27 1.49 1-5 
for bad behavior 

Give tangible 2.45 1.13 1-3 2.18 1.08 1-5 
rewards 

Ignore the child's 2.91 0.70 2-4 2.55 0.82 1-4 
behavior 

Call the child's 3.09 1.38 1-5 3.45 0.82 2-5 
parents 

Put the child's name 1.09 0.30 1-2 1.00 0.00 
on the board. 

Give extra play time 1.82 1.17 1-4 1.91 0.94 1-3 

Send a note home 4.18 1.25 1-5 3.64 1.2 i 1-5 
for good behavior 

Isolate the child 2.45 1.13 1-4 2.09 1.38 1-4 

Send the child home 1.27 0.65 1-3 1.73 1.19 1-5 
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The data indicate that both directors and teachers 

favor more positive management techniques such as rewardsand 

praise rather than punishment techniques such as sending the 

child to the office or using corporal punishment. The 

common practice in most classrooms of putting the child in 

"time out" received a favorable rating from both directors 

and teachers. out of 21 possible choices with 1 as the 

first choice, "time out" was the fifth technique chosen by 

directors and the third technique chosen by teachers. 

special Needs Services 

Directors and teachers were asked to list the type of 

special needs services that were used during the 1992-1993 

school year for preschoolers in their programs. Figure 4.5 

represents the results of this question. Director and 

teacher responses varied across categories with a few 

exceptions. Speech and language services was reported to be 

the service most available and most widely used in all of 

the programs by 90% of the directors and 90% of the 

teachers. Psychological services also seemed to be widely 

used in most programs as indicated by 63% of the teachers. 

The third most frequently used service according to the data 

are parent services, although a somewhat higher percentage 

of directors (57%) than teachers (36%) reported the use of 

these services. The data reveal that Adaptive PE was the 

service least available to at-risk preschoolers. 
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Speech/lang Physical 

therapy 
Occupational Psycholog Audiology Adapllve PE Parent servlceG 

therapy services 

Fioure 4.5. Services used for preschoolers with special 
needs during 1992-1993 as reported by program directors and 
teachers. 

Note. N=ll,ll 

Developmentally Appropriate Practices 

Question 3 of the survey sought to determine the 

directors' and teachers' knowledge about developmentally 

appropriate practice for preschool. They were asked to rate 

29 items describing classroom practices on a scale of from 1 

to 5, from strongly disagree to strongly agree. These 

ratings were then summed into a mean score to determine the 

developmental appropriateness of their responses with 1 
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being an inappropriate response and 5 being an appropriate 

response. Table 4.7 presents the means, standard 

deviations, and range of director and teacher responses. 

The scoring on items in Table 4.7 marked with an asterisk 

were reversed (strongly disagree was marked as 5 and 

strongly agree was marked as 1) to match the appropriateness 

ratings of other items since the asterisked items describe 

inappropriate practices. A mean rating of 1 indicates an 

inappropriate response while a mean rating of 5 indicates an 

appropriate response. 

The Director Developmental Appropriateness Score was 

4.33 (s.d.=O.37) with a range from 3.18 to 4.91. The 

Teacher Developmental Appropriateness Score was 4.55 

(s.d.=O.34) with a range from 4.00 to 5.00. The high mean 

item and overall scores as well as the limited range of 

scores suggests that directors and teachers have a 

theoretical knowledge of what is and is not developmentally 

appropriate practice at the preschool level. 

Areas Needing Improvement 

Directors and teachers were asked to list three areas 

within their program needing improvement. These areas are 

listed in Table 4.8 by both frequency of response and 

percentage. Only one category, staff development, was named 
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Table 4.7 

Develo~mentall~ Aggro~riate Practices 
Ratings of Director and Teacher Res~onsesl 

Directors Teachers 
N=ll N=ll 

Preschool Teachers M SD B M SD B 
Should: 

Devote at least half of each 4.36 0.67 3-5 4.72 0.46 4-5 
school day to child-chosen 
activities 

Assume that children arc 4.45 0.93 2-5 4.18 0.60 3-5 
motivated to learn without 
tangible rewards 

Show more interest in HOW 4.54 0.69 3-5 4.90 0.30 1 
children work and play than in 
what they PRODUCE 

*Provide subslantial workbook 4.82 0.40 4-5 5.00 0.00 4-5 
and other seatwork activity 

* Administer reading readiness 4.36 1. 03 2-5 4.72 0.46 3-5 
tests to all preschoolers at the 
end of the year 

Use an integrated curriculum 4.73 0.47 4-5 4.27 0.64 4-5 
approach 

*Involve all children in formal 4.36 1. 21 2-5 4.81 0.40 4-5 
reading instruction. 

Encourage dramatic playas a 4.73 0.47 4-5 4.90 0.30 3-5 
means of enhancing cognitive 
and social development 

"Require completion of all task 3.82 0.87 2-5 4.09 0.70 4-5 
and activities 
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Table 4.7 -- continued 

Preschool Teachers M SD IS M SD IS 
Should: 

Provide major segments of each 3.82 1.33 4-5 4.81 0.40 3-5 
day for free play 

"'Usc privileges, prizes and other 4.00 1.34 1-5 4.09 0.53 3-5 
rewards to motivate children. 

"'Require all childen to take part 3.91 1. 30 1-5 4.36 0.67 5 
in every activity. 

Provide children with 4.45 0.69 3-5 5.00 0.00 3-5 
considerable open-ended 
materials and experiences 

"'Teach children to be quiet 4.00 1. 00 2-5 4.00 0.77 4-5 
during class time 

Read stories to the class every 4.82 0.40 4-5 4.72 0.46 3-5 
day 

Present educational activities as 4.18 0.60 3-5 4.18 0.60 4-5 
games 

Usc manipulatives to teach 4.64 0.50 4-5 4.81 0.40 4-5 
children math 

"'Not leave children to solve 4.09 0.94 2-5 4.36 0.50 2-5 
problems on their own .. 

"'Usc competition to motivate 4.27 1. 01 2-5 4.00 1. 26 4-5 
children during games and 
activities 

"'Not use too many different 3.18 1. 33 1-5 4.36 0.50 4-5 
materials requiring fine-motor 
skills 

Plan time for gross-motor 4.18 0.75 3-5 4.81 0.40 5 
activities every morning and 
afternoon 

*Use worksheets to help 4.91 0.30 4-5 5.00 0.00 4-5 
children learn skills such as 
math and reading 
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Table 4.7 -- continued 

Preschool Teachers M SD B M SD B 
Should: 

Plan time for sand and water 4.55 0.52 4-5 4.81 0.40 4-5 
play 

Have a daily music activity 4.45 0.69 3-5 4.54 0.52 5 

Allow children to play with 4.55 0.52 4-5 5.00 0.00 2-5 
blocks 

Have a written curriculum plan 4.73 0.47 4-5 4.18 0.98 2-5 

Usc centers as a primary method 4.18 0.60 3-5 4.18 0.98 2-5 
for teaching 

Allow children to be alone when 4.36 0.50 4-5 4.54 0.68 3-5 
they want 

*Have children spend most of 4.18 0.87 2-5 4.63 0.50 4-5 
the day in large group activities 
with the whole class 

Overall 4.33 0.37 4.55 0.34 

IOn this scale, scores of 1 = least appropriate answer and 5 = most appropriate answer. 

*Scoring on these items has been reversed so that the ratings are consistent with other 
items since these items represent inappropriate practices for preschool. 

------- ----
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with similar frequency by both directors and teachers (44% 

total response). Directors indicated parental involvement 

as the next most frequently cited area of concern (44%). 

The major area of improvement for teachers was physical 

environment (66%) followed by curriculum (55%). Examples of 

responses coded as physical environment included such things 

as larger classrooms, larger play areas, sinks and restrooms 

in classrooms, repairs needed, and drinking fountains in 

outdoor play area. Res~onses coded as curriculum included 

more science, more opportunity for woodworking, more math 

and science areas, and longer days. The data suggests the 

directors are more concerned with components peripheral to 

the daily program whereas teachers are concerned with those 

aspects that directly impact upon the daily implementation 

of their program. 

In addition to the above question about areas needing 

improvement, teachers were also asked to list those areas of 

the program they felt were most outstanding. Table 4.9 

summarizes the teachers' responses. Answers could be 

combined under 5 major categories including 1) respect for 

children and adults, 2) supportive environment for staff, 3) 

parent component, 4) curriculum, and 5) developmentally 

appropriate practices. The data suggest that teachers feel 

they are implementing developmentally appropriate programs 

and that they are being supported in their efforts to do so. 



Table 4.8 

Areas of Program Needing Improvement 
Director and Teacher Responses 

Directors Teachers 
N=9 N=9 

Area ~ ~ ~ ~ 

Staff 4 44 4 44 
development 

Physical 1 11 6 66 
environment: 
indoor and/or 
outdoor 

Parent 2 22 2 22 
education 

social services 2 22 1 11 

Curriculum 2 22 5 55 

Parental 4 44 1 11 
involvement 

Developmentally 3 33 2 22 
appropriate 
practices 

No response 2 22 2 22 

------------------------------
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Table 4.9 

Most outstanding Program Areas 
Teacher Responses 

N=10 

Area .E l!, 
..2. 

Respect 3 30 

Support 7 70 

Parents 4 40 

Curriculum 7 70 

Appropriate 8 80 
practices 

Learning Assessment 

Directors and teachers were asked to indicate the 

methods used to assess a child's learning and if any 

standardized testing was administered to the children in 

their programs. The majority of directors and teachers 
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reported using the High Scope Child Observation Record (81%, 

60%) to assess children's learning. Five directors reported 

using some form of standardized testing in their program 

while only two teachers reported doing so. Directors 

reported using the Preschool Inventory, Brigance, Gates, and 

the Peabody Picture Vocabulary Test. One teacher reported 



using the Iowa Test of Basic Skills, and another reported 

using the Preschool Inventory. 

Demographic Information 
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The survey data (Table 4.10) reveal that the preschool 

teachers in this study, in general, are experienced 

teachers. The data indicate that the mean for total number 

of years of teaching experience is 6.09 (s.d.= 4.59) with a 

range of from 1 to 15 years of total teaching experience. 

Not surprisingly, these teachers have had some experience 

teaching at the preschool level. The mean number of years 

that teachers in these programs have taught preschool is 

3.72 (s.d.= 1.95). The minimum number of years of preschool 

experience for teachers is 0 with a maximum of 8 years 

preschool teaching experience. The data reveal that most of 

the teachers' previous teaching experience is at the pre

kindergarten/kindergarten level. Only two teachers 

indicated they had taught above the kindergarten level. The 

mean age of teachers in this study is 37 years-old (s.d. = 

7.87) with a range of 25 years of age to 45 years of age. 

Two of the teachers describe themselves as Hispanic, while 

the remainder classify themselves as white, or caucasian. 

All of the teachers are female. 

Teachers were asked on the survey to indicate their 

level of education. Eleven teachers hold a Bachelor's 

degree although none of the programs require a 4-year 

------------- ------.---
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degree. One teacher has a Master's degree, and another has 

an Associate's degree and indicates she is working towards a 

Bachelor's degree. All of the teachers possess some form of 

state certification or endorsement in early childhood 

education, either pre-k through 4, or kindergarten through 

grade 4. 

Table 4.10 

Teacher and Director profiles; 
Age, Experience, and Education 

Variable 

Mean age 

Mean number of 
total years teaching 

Grade levels taught 

Highest degree 
obtained 

Teachers 

37.3 (N=10)* 

6.09 (N=11) 

Pre-kindergarten/ 
kindergarten 

Bachelor 

Directors 

43.8 (N=10)* 

11. 4 (N-10) ** 

Primary - 12th 

Master+ 

*1 teacher did not specify; one director did not specify. 
**1 director did not specify. 
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The survey data indicate that program directors are 

very experienced educators. The mean for number of total 

years of teaching experience is 9.3 (s.d.= 6.74) with a 

minimum number of 6 years teaching experience and a maximum 

number of 24 years of teaching experience. Most of the 

directors have taught at the primary level and above, but 

only one has preschool level experience. Program directors 

in this study have served as principals or program directors 

an average of 3.7 years (s.d.= 3.13) with a range of 3 

months to 10 years. 

The survey question about educational level indicates 

that all of the directors hold a Master's degree or higher. 

Director certifications range from kindergarten through high 

school. Some directors are also certified in special 

education, ESL, gifted education, and school counseling. 

The mean age for directors is 44 (s.d. = 15.7) ranging 

in age from forty years old to 56 years of age. Four of 

the directors are male. Three of the directors classify 

themselves as Hispanic. The remainder classify themselves 

as white or Caucasian. 

Correlational Analysis 

In order to examine the relationship between directors' 

and teachers' beliefs and practices, information from the 

questionnaires and the ECERS was compared. The correlation 

between the overall director and teacher developmental 
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appropriateness scores (Question 3 of the survey) and the 

overall mean scores on the ECERS for each site were 
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correlated using a Pearson Product Moment. The correlation 

between overall director scores for DAP and the overall mean 

scores of the ECERS was only slightly positive at 0.165. 

The correlation between teacher DAP scores and the mean 

overall ECERS scores for each site was significant at 0.565. 

This statistical finding corresponds with the linear 

relationship shown in the scatterplot in Figure 4.6 and 

suggests that teacher knowledge of developmentally 

appropriate practice and the implementation of 



138 

developmentally appropriate programs are correlated. It can 

also be pointed out that when teachers were asked in the 

survey to indicate the greatest source of influence on their 

programs, the number one choice for teachers was their 

program director even though no significant correlation was 

shown to exist between director knowledge and implementation 

of developmentally appropriate practice. None of the 

teachers indicated the influence of their own knowledge and 

education. 

The correlation between age and overall mean ECERS 

scores for individual sites was somewhat significant at 

0.564 suggesting that life experience may have some 

influence on the quality of the preschool programs. There 

was no statistically significant correlation (-0.111) 

between years of education and the mean overall ECERS 

scores. 

The Shadow Observations 

The third and perhaps most important component of this 

study involved shadowing a randomly chosen student at each 

site. Following a child through the daily routine provided 

an intimate picture of what life in a preschool program is 

really like for an at-risk four-year-old. Evaluating the 
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quality of a program through the eyes of the child rather 

than focusing solely on the teachers' performance was a 

realistic method of implementing one of the principles 

underlying the Guidelines for Arizona At-Risk Preschool 

Program~ which is: "In evaluating the quality of Arizona's 

At-Risk Preschool Project, the most important aspect is the 

quality of the daily experiences for children" (p. 10). 

The lens through which this researcher and two 

independent analysts looked at the shadow component of the 

study was quality as defined by section 2 of the Guidelines, 

"Preschool Program operation." Nine elements of section 2 

served as a framework for summarizing the nature of school 

experiences for at-risk preschoolers at the 12 sites visited 

by this researcher. 

Appendix C contains a sample of the checklist developed 

from the Guidelines used to help draw conclusions about the 

developmental appropriateness of a child's experience in a 

program. Readers are reminded however, that drawing 

generalizations from so diverse a data base is difficult. 

Even though the Guidelines are clearly articulated, the 

final interpreter of these Guidelines is the classroom 

teacher. The classrooms this researcher visited were 

remarkably diverse and reflected a range of interpretations 

of the Arizona Guidelines. As one analyst wrote: "The state 

Guidelines seemed to have been read and interpreted the same 
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by all the involved teachers. The differences seem to be in 

the 'talent' of the teacher as to how these activities were 

carried out and the classroom managed." In this respect, 

the samples were like early childhood programs everywhere. 

Nevertheless, despite this variation in interpretation, 

there were also enough similarities in the children's daily 

experiences to be able to articulate a number of 

generalizations about the quality of the programs. Where 

appropriate, specific examples from the shadow data are 

cited as evidence supporting the generalizations. Unless 

otherwise indicated, quotes are authored by this researcher. 

The Child's Daily Experience 

The Physical Environment 

Generalizations about physical environment are almost 

impossible to make about the classrooms observed since each 

one was unique in its setting. Seven classrooms were housed 

in portable classrooms and five were in regular classrooms 

within the main public school building. Programs using 

classroom space within a building had larger rooms and 

usually had better bathroom facilities than those programs 

housed in portables. All of the portables lacked the 

standard 35 square feet per child. Some of the portable 

classrooms were very old and needed major repairs. One 

portable, for example, had a rodent problem. Poor 
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ventilation was also a problem in many of the portables. 

Lack of floor space prevented many teachers from organizing 

their rooms as they would have preferred, limiting the 

variety of centers for example. Perhaps the most noticeable 

inconvenience of portable classrooms was the lack of child-

sized bathroom facilities, or in a few cases, the lack of 

facilities within the classroom altogether. This observer 

recorded the following: 

Classroom is a portable and does not have running water. 

Bathroom is about 100 feet away from classroom. 

Teacher had to leave the room to go to the bathroom with a child 
who has had an "accident". 

No indoor drinking water readily available to the children. 

Bathrooms are far away and there is no running water in the 
portable. 

However, despite the differences in classroom sites, 

one generalization that can be made is that teachers worked 

hard to create an attractive environment. All of the 

classrooms were cheerful and bright and inviting places for 

young children. 

Classroom is very inviting - teacher is warm, creative, and 
obviously loves her children. Children come in happy and eager. 

Classroom is bright, cheerful, clean, and and equipment is in good 
shape. 

Classroom is clean, neat, well organized and inviting. 
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without exception, the preschoolers at every site 

arrived eager and willing to participate in the program and 

obviously enjoyed the environment their teachers had created 

for them. 

Materials 

Fortunately, the grant funding for the at-risk programs 

provided all of the classrooms observed with a variety of 

intellectually stimulating materials designed to extend 

children's language and reasoning skills and conceptual 

abilities. All of the sites had child-sized open shelving 

displaying math manipulatives, puzzles, language games, and 

craft materials. Large easels, dramatic play furniture and 

accessories, blocks, sand and water tables, woodworking 

tables, music and science equipment, and reading materials 

were also observed. 

The teacher has a variety of activities outdoors just outside the 
classroom: easel, water table, woodworking, chalk board and 
colored chalk, bean bag game, and a small garden. 

Children are playing with blocks, writing a book, playing lotto, 
playing in housekeeping and store, making play dough, and cutting 
and pasting. 

Some children are painting with sponges, some are at the computer, 
some are in the blocks, some are listening to the teacher read a 
book. 

Particularly striking was the fact that only three 

classrooms actually used the woodworking table although no 

restrictions had been placed on their use either by 



143 

directors or parents. In most cases, the woodworking became 

a tabletop for other activities. 

Children had access to record players and tape 

recorders in all of the classrooms. In addition, some 

classrooms also had their own video and television 

equipment. Computers were also observed in all of the 

classrooms. 

Learning centers 

Young children learn best when they are actively 

engaged with their environment using open-ended materials 

that allow them to proceed at their own pace and according 

to their own learning style. It is fair to say that active 

learning dominated in all of the programs. A sample of the 

daily activities included: 
... making a puzzle and talking with the teacher . 
..• playing on the floor with plastic barrels and shapes . 
... playing with Tonka trucks in the block area . 
... listening to a story at the computer . 
..• pulling a child in a wagon . 
..• watering bean plants in a garden . 
..• using tape and paper to make a sign • 
•.• carving a face into a pumpkin in the math center. 

All of the sites had the standard learning centers 

usually visible in early childhood programs such as blocks, 

housekeeping, library, and art. In all of the programs 

children were encouraged to plan daily activities to include 

these centers. This researcher noted the observed children 

using a variety of centers: 



(Child) is looking at a bean plant in the science center . 
•••••••. playing in the housekeeping area . 
•••••••• using play dough and rolling pins in the art center • 
•••••••. listening to story with headphones and tape in the 

reading center . 
•••••••• building with large soft blocks in the block center. 

Three of the 12 sites had lofts in the classrooms for 
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children to climb and use as dramatic play centers. All of 

the sites had allocated a large space to enable children to 

sit comfortably during large group activities. 

Noticeably lacking in all of the sites was a "quiet" 

center. In busy, stimulating classrooms, it is important 

that children have a place where they can go and not be 

disturbed by others. None of the classrooms, even the very 

best sites, had planned for a space where children could be 

alone, protected from intrusion by others. 

Block Play Equipment 

All of the sites had block play equipment. Ten sites 

had also-provided block areas, large spaces in which 

children could build. However, this observer noted two of 

the sites had insufficient space set aside for block play, 

so that the space resembled more of a storage area than a 

learning center. 

Block area is super small and in a traffic area. 

Block area is very small and does not have enough room to expand 
structures. 
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As a result this very important learning center was not 

observed being used in these classrooms. 

Sand/water Play Equipment 

All of the sites had some type of sand/water play 

table available to them. However, 4 of the 12 sites were 

not taking advantage of water play. One teacher reported 

the table was "in the shop being repaired". Another teacher 

had placed the table outside of the classroom and had not 

filled it with water. still another reported the water 

table was still in the storage shed and had not been 

removed. The fourth teacher had the table in a small ante 

room and had not determined how to incorporate it into the 

main classroom. 

It was interesting for this observer to see that of the 

8 sites who were using the water table, only 3 actually 

contained water. The remaining tables were filled with 

something other than water for children's play. For 

example, some had beads, others had seeds, still others had 

craft materials for children to assemble. 

Classroom Displays 

Displaying children's work in the classroom provides a 

sense of ownership for the children as well as developing in 

children a sense of pride in their accomplishments. An 

unexpected observation was the fact that only 6 of the sites 

displayed children's work. Four of the sites had a 
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combination of children's work and commercially prepared 

materials displayed, but in those instances the children's 

work was merely a copy of an adult model. The two remaining 

sites had no children's work of any kind displayed at all. 

Also, in keeping with a general absence of culturally 

diverse materials, when the commercial displays depicted a 

character, it was usually an animal or cartoon personality. 

This lack of cultural diversity was particularly disturbing 

since all of these classrooms included a population of 

children and teaching staff of diverse cultures. 

Gross-motor Equipment 

The majority of programs evidenced the importance of 

gross-motor play in the psychomotor development of young 

children by providing ample opportunity for extended periods 

of outdoor play usually in large open areas. This observer 

noted the outdoor equipment, although not new, generally was 

age appropriate and in good repair. Three examples of 

typical outdoor areas were described as follows: 

Very large outdoor play area incudes 6 different climbing 
apparatus, 8 swings, 7 child-sized picnic tables, large plastic 
building blocks, sand box, balance beam, bike path and bikes, 
bouncing horses, trees for shade, and large ramada. 

Play yard has large wooden climber, small rainbow climber, swings, 
bicycle path (paved), soft sand so children can dig, picnic table, 
child-sized basketball court, wagons, large grassy area, large 
shed for storing play equipment. 

Outdoor play area includes seesaws, sand box, 3 large climbers, 
child-sized basket ball court, swings, slides, metal horses, 
balls, bikes, gas pump, hoola hoops, wagons, sand toys. 
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Two of the sites had a noticeable lack of play 

equipment. This was due to the fact that all of the large 

equipment at one school had been stolen from the school's 

play yard the week before. Another site had minimal 

equipment because the school was remodeling the play area. 

Only two of the observed programs planned structured 

learning activities during this time. Usually gross-motor 

play was seen as a free play opportunity where children 

could "let off steam" rather than as a creative learning 

opportunity. One of the sites included an indoor slide, but 

none of the classrooms were large enough to define a space 

solely for gross-motor activities. All of the teachers said 

the school gym was available for gross motor play during 

inclement weather. 

The Curriculum 

cognitively oriented curriculum 

curriculum may be defined as the underlying theory that 

determines room arrangement, the materials to be used, class 

groupings, and the structure of the daily routine. When 

asked which curriculum model was in use, all of the teachers 

reported following the High/Scope Cognitively Oriented 

Curriculum model, although this was not always easily 

recognized by this observer. (The reader is referred to 

Chapter 2 for an explanation of the High/Scope curriculum.) 

Teacher interviews revealed that most had received some 



training in High/Scope offered by the State Department of 

Education at the initiation of the at-risk preschool 

projects three years ago. However, only a few of the 

teachers appeared to be confident in their ability to 

implement High/Scope or to articulate the philosophy 

underlying this program. 

It was observed however, that even though the 

implementation of High/Scope curriculum was of uneven 

quality, most of the teachers did attempt to involve 
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children in the daily planning of events and activities 

using the High/Scope model of plan-do-review. For example, 

at the beginning of the daily program, each teacher had 

planned time to allow children to determine what activities 

they would engage in during the day_ This was accomplished 

in a variety of ways as noted by this observer. 

During breakfast, teachers sit at the tables with the children and 
eli~it plans for the day (2 sites). 

Children choose a center and put their name under a picture 
representing the center and teacher writes child's choice on a 
clipboard for herself (2 sites). 

Children are sitting in large group on the floor and telling 
teacher what they will do this morning. As they tell, they leave 
the circle for the center (3 sites). 

Children are sitting at three different tables in small groups 
with three adults and planning for free play time. 

Children are told to write their name on a piece of paper and draw 
a picture of what they are going to do this morning. 
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The remaining 3 sites did not have a plan for choosing 

daily activities. Rather, centers were explained to the 

children in a large group setting, and then children were 

dismissed from the group. As one analyst remarked; "There 

seems to be a procedure for selecting centers. But it is 

not evident that there is a procedure for thinking about, 

i.e., planning, their activities at the centers." It was 

this observer's opinion that in all settings the child's act 

of choosing was more important than the activities they 

chose. And in a few instances, children did not even engage 

in the activities they chose after leaving the large group. 

Another problem area appeared to be the "review" part 

of the High/Scope curriculum. At the 4 sites where this 

part of the "plan-do-review" process was implemented it 

usually consisted of children sitting at a table with an 

adult and reporting the morning activities one by one. 

Teachers sit at tables and talk with children and do recall at 
this time (11:45 a.m.) 

(The subject) is sitting at a table with the teacher and children 
and recalling what she did during the morning. 

(Subject) is sitting listening to a child report on activities of 
the morning. 

Review of the morning's activities is done during lunch while the 
children are eating. 
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In one case, this was done in a haphazard manner with 

little apparent benefit to the children. For example this 

observer noted: 

Teacher is attempting to implement High/Scope model - children are 
sitting in two groups and teachers ask each child to report on the 
morning's actitities. This activity is a bit disorganized with 
children up and down, walking around, talking even though a child 
is speaking. 

At several sites, the review part of the process was 

eliminated altogether because teachers felt they did not 

know how to implement this component effectively. 

Environmental Organization 

The environment in most sites was organized to 

facilitate and support children's independent learning and 

use of materials. Noisy and quiet centers were in opposite 

ends of the room. In many of the classrooms the observer 

noted that "shelving was labeled so children could easily 

find or return materials with little assistance". Furniture 

was child-sized and moveable. Bulletin boards and cubbies 

were placed at a child's eye level. Furniture was arranged 

so that teachers could easily supervise all areas of the 

room. 

Perhaps the only real environmental problem in most 

classrooms were the bathroom facilities (or lack thereof). 

Of the 6 sites that included a bathroom in the classroom, 

only two had child-sized sinks and toilets. In the 
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remaining sites children used portable wooden steps so they 

could reach the facilities. 

Daily Schedule 

The daily schedules appeared to reflect the teacher's 

knowledge of developmentally appropriate practices. As one 

analyst remarked; "Children can show initiative, act 

independently, and make choices." The schedules allowed 

children time to explore, to converse, to move about and to 

play. The daily programs reflected an integration of 

physical activity, literacy events, creative activities, 

mathematical and scientific experiences, and social 

activities. All of the programs arranged their schedules to 

include both indoor and outdoor activities as well as active 

and quiet times. In all of the schedules observed, blocks 

of time were scheduled in such a way that children could 

become absorbed in their learning experiences without being 

interrupt~d. Most of the sites (83%) had daily schedules of 

sufficient length to allow for the implementation of a 

comprehensive program that included a variety of activities. 

Following is an example of a typical schedule. 

8:30 Arrival 

8:45 

9:00 

9:15 

10:00 

Breakfast 

Brush teeth and wash hands 

Outdoor play 

Wash hands/bathroom 
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10:15 Large group activity 

10:30 Centers/free play 

11:30 Clean-up 

11:40 Small group activities 

12:00 Lunch 

12:20 Clean up 

12:30 Rest time 

1:00 Outdoor play 

1:30 Dismissal 

Grouping Practices 

Grouping practices reflected the staff's knowledge of 

developmentally appropriate practices. In all of the 

programs, there was a balance of teacher-directed and child

initiated activity. The amount of time spent in large group 

and small group activities reflected appropriate practice 

for the age group being served. The children rarely worked 

together as a total group for more than 30 minutes of the 

day. Most direct instruction was done in small groups or 

one-to-one as teachers worked with individual children. 

Teacher-directed learning always included the use of 

manipulatives or concrete objects and was presented in a 

context relevant to the child's world. The focus was 

always on the process and not on the finished product. For 

example; 



The (observed) child is putting his hands in a "feely bag" 
trying to guess the fall object by feeling its shape. 

The (observed) child is sitting at a table with the teacher 
stringing beads and trying to estimate how many beads it will 
take to fill the string. 
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Children estimate how many boys and girls are in the room and then 
place a popsicle stick under a figure of a boy or girl. Children 
then count how many in each group and compare to their estimates. 

Three or four different small group activities were 

presented at all of the sites on a daily basis and usually 

children were rotated through the activities so that each 

child participated in three or four different small group 

activities throughout the week. For example at one site 

children could choose between painting with Q tips, glueing 

wood pieces together to create a structure, making their own 

playdough, or carving a face into a pumpkin. 

Commercial Materials 

Fortunately, none of the sites used textbooks, 

commercially prepared workbooks, or close-ended paper and 

pencil tasks. "It is obvious that the days of four-year-

olds sitting at long tables coloring a ditto from 9:00 to 

2:00 might be gone ... at least from these sites!" (Analyst) 

In only two of the sites was there evidence of children 

working on small group projects involving close-ended 

activities such as gluing cotton on precut teacher-made 

shapes. 
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Transition Times 

Transition times in most programs were regarded as an 

integral part of the learning process. Teachers used a 

variety of methods to reduce wait time and provide practice 

in a number of skills. For example, this observer noted 

Transition times seem smooth - children always have something to 
do, not just waiting. 

Transition times are very smooth - children appear to know the 
routines. 

Teacher has worked out systems for transitions that make change 
easy (for the children) to handle. 

Young children need time to prepare for transitions, 

and most teachers gave a five-minute warning signal to alert 

the children to an upcoming transition. Teachers used a 

variety of methods for transitioning between activities 

including ringing a soft bell, flicking room lights, and 

singing songs or nursery rhymes with the children. 

No one in the field of early childhood education would 

argue that play is an important component of any early 

childhood program. In quality early childhood programs play 

is recognized and respected as an appropriate way of 

learning. "Play is the fundamental means by which children 

gather and process information, learn new skills, and 

practice old ones" (Kostelnik, Soderman, & Whiren, 1993, p. 

54). Play was observed to be an integral part of the 



curriculum in all of the classrooms in this study. Most 

programs went beyond the laissez-faire type of play to 

intellectually challenging children through the use of 
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problem-solving activities and materials. For example, this 

observer noted: 

Child is sitting on the floor making a large puzzle with three 
other children and the teacher. 

Child is trying to determine how to arrange dramatic play clothes 
for easiest access. 

Child is siting on the'floor playing with game where he has to get 
the right-size ring on the correctly sized spoke. 

Encouraged by the teacher, a group of children is determining 
which materials in the room would be best suited to building a 
"canoe" for dramatic play. 

An analyst also made the observation that "the 'hidden 

styrofoam activity' has potential for rich opportunities to 

raise questions and solve problems." 

All of the programs in this study, without exception, 

provided-many opportunities for free play and guided play. 

Children in most of the programs also experienced directed 

play such as learning how to playa new group game. 

Integration 

An integrated approach to curriculum reflects the 

belief that content areas in instruction are naturally 

interrelated as they are in real life experiences. Learning 

is regarded as a process rather than the acquisition of a 

number of facts . content is not presented as isolated 

.. __ . -------.. ----_. __ .. _._--. 



pieces of information but is integrated around themes 

relevant to the life of the young child. 
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The curriculum at most sites reflected this integrated 

approach to content. Many sites used a thematic approach 

that included activities in language arts, social studies, 

creative dramatics, music, art, science, math, and gross 

motor activities. For example, at the time of this study, 

many sites integrated content around themes of fall. 

Literacy Development 

In a developmentally appropriate program, the 

curriculum reflects a wholistic approach to literacy 

learning. Young children are immersed in a print-rich 

environment with a wide variety of communicative experiences 

and literacy events that promote conceptual development and 

encourage children to express thoughts and feelings. Spoken 

and written language skills are taught simultaneously and 

are an integrated part of the curriculum. 

When asked to list some of the primary goals of the at

risk preschool programs, all of the teachers indicated that 

language/literacy development was of prime importance. The 

teachers reported that programs were structured to faciliate 

children's oral and written language development. This was 

apparent in the daily routines that included a minimum of 

quiet time. Children were encouraged to talk to each other 

and to adults in order to express their needs and to 



communicate their views and feelings. Adults listened 

attentively to children as they spoke, bending down or 

kneeling down in order to have eye contact with the child 

speaking. 
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Generally is was observed that teachers were skilled in 

supporting children's oral language development by 

intentionally asking questions to extend children's 

responses and provoke thinking. Children were frequently 

asked "why, how, what if" questions rather than "yes or no" 

questions. Teachers helped children to extend language by 

providing them with words to explain what they were feeling, 

seeing, thinking, etc. Preschoolers were also encouraged to 

engage in fantasy play using puppets and role-playing 

techniques. 

However, it is this observer's opinion that language 

development is an area needing improvement. Because 

teachers ·were aware of the sensitive balance between helping 

with and interfering in a child's play, teachers were 

observed not verbally interacting frequently enough with the 

children in their care. It was also noted by this observer 

that in most classrooms some children did not have the 

opportunity for informal conversation with the teacher. 

Teachers needed to make more of a conscious effort to have 

an informal conversation with each child in the program. 



158 

Reading and writing were a natural part of the learning 

environment in all of the classrooms. Children learned 

about reading and writing through observation and practice. 

As one analyst noted; "The environment has book-making 

materials and the teacher reads to the children. These are 

good examples of authentic literacy events. II All of the 

sites without exception had arranged space for a library 

complete with books, earphones, tape recorders, and 

comfortable furniture. Books were also visible in other 

centers of room including science and housekeeping. Children 

were also read to on a daily basis by an adult and 

encouraged to reread and retell the stories they had heard. 

(Observed child) is sitting on the floor reading a book and 
discussing it with another child. 

Child is climbing up the climber to choose a book to r8ad. 

Some children are listening to books on tape in the library 
corner. 

Child is sitting on the floor with four other boys reading a book. 

Child is sitting in a corner while an eighth grade student reads a 
book to him. 

Child is sitting listening to the teacher read a story. 

A conscious effort was made on the part of every 

classroom teacher to include reading material that was anti-

bias and culturally supportive for the children in the 

program. However, these types of books appeared to be 

limited in number and could be expanded particularly since 



all of the programs in Arizona enroll many students of 

varyious ethnic backgrounds. Books apparently were also 

carefully chosen to reflect the curriculum theme. 
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Support of children's literacy development was evident 

in the way many teachers labeled the environment providing 

children with opportunities to informally develop an 

awareness of print meaning, form, and function. This 

observer noted that; 

The environment has lots of labeling in both languages (Spanish 
and English). 

Furniture in the dramatic play area is labeled as well as the 
blocks. 

This environment is extremely well-labeled in both Spanish and 
English. Picture~ of furniture are pasted on the related objects 
and the printed names of the objects are next to the pictures. 

Generally, materials were available for children to 

experiment with print in the classroom including materials 

for self-initiated writing. with the exception of one 

classroom, writing centers were part of the curriculum and 

included a variety of materials to encourage writing 

development. This observer noted the following writing 

activities; 

Child is asking teacher to staple a paper so she can write a book. 

Child is standing in housekeeping center creating a menu with 
paper and markers 

Child is writing in his journal and brings it to show the teacher. 
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Child is tracing shapes on paper at the writing center. 

This observer did note however the lack of display of 

children's writing attempts in many of the classrooms. 

Also, writing seemed to be limited to activities in the 

writing center and needed to be integrated into other 

curriculum areas. None of the classrooms included writing 

materials in other learning centers to encourage children's 

use of writing across the curriculum. 

Math Experiences 

Childrens natural curiosity and inclination to 

investigate and solve problems was nurtured and stimulated 

through a variety of experiences in all classrooms. Math 

centers equipped with manipulatives and games were available 

to the children on a daily basis. Math concepts and 

vocabulary were introduced and extended through other 

curricular activities throughout the day. For example, one 

analyst noted that children in large group activities 

discussed the number of days in a month. "The calendar as a 

daily routine is one effective way to expose children to 

numbers and patterns." (Analyst) Some children estimated 

how many boys and girls made up the class. Other children 

sorted objects and then counted them. still others tried to 

determine how to stack blocks so they would not collapse. 

Computers were visible in all classrooms. However, 

children were observed using computers in only 5 of the 
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classrooms. Of these 5 sites, only 2 allowed children 

independent use of the computer by providing software they 

could use independently. This type of computer activity 

generated a great deal of language and social interaction 

among the children. The remaining three classrooms where 

computers were in use ran inappropriate software, that is, 

software that required adult direction and supervision which 

greatly limited the child's independent use of the computer. 

In classrooms where computers were not being used some 

were either covered up, not plugged in, or in a space not 

accessible to children. When asked about the reason for 

this, teachers responded that the children were not yet 

ready to use the computers, that it was too early in the 

school year. This response was surprising since the 

computers in other sites were being used appropriately as 

simply another center for exploration. 

Science Experiences 

All of the classrooms included a science center with 

investigative, hands-on activities in which children were 

encouraged to solve problems. Large group activities 

observed included tracking weather on charts, estimating the 

number of rainy days in a given month, tasting a new food 

and learning about its origin, or guessing how many uses a 

potato has. As an example, this observer recorded a science 

activity about colors. 
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The teacher read a story about colors and then the children were 
given jars of water and various shades of food coloring. Children 
blended the food coloring to create new colors, and recorded their 
findings on a chart. These color jars were then displayed in a 
window for all to see. 

Many sites also contained some form of gardening either 

indoors or outdoors where children could observe and record 

changes in the plants. Seven of the classrooms included 

pets in their science centers such as gerbils, hamsters, 

fish, and birds. 

Music and Art Education 

Children's aesthetic development is an important 

component of a developmentally appropriate program. Children 

should have daily opportunities for aesthetic expression and 

appreciation through music and art. All of the teachers 

provided a good balance of guided and independent activity 

in music and the arts. Music especially was integrated 

throughout the day. Children sang songs during transition 

times, as part of outdoor play activities, and during large 

group activities. 

Children arrive and choose activities to do while waiting for all 
children to arrive. Soft music is playing in the background. 

Child (being observed) is following actions in a song in a large 
group activity. 

Children are sitting on the floor singing a song. 

To signal a transition to clean-up time, teacher has children put 
hands in the air and sing a song about cleaning up. 
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Children listened to tapes and records that 

incorporated movement into the music experience such as 

bending, stretching, turning, and jumping. Music was also 

used to sooth the children and encourage rest during nap 

time. 

Young children should also be provided daily 

opportunities to experiment with a variety of art media for 

creative expression such as easel and finger painting and 

clay. In all of the programs observed, children's art 

experiences were a mixture of free exploration and guided 

activities. Sufficient materials were available to the 

children in all of the classrooms to enable them to freely 

choose their own type of activities. Children had access 

during the day to easels, clay, paper, paste, scissors, 

paper, etc. Children were also guided in developing craft 

materials during small group activities. Although children 

engaged freely is such activities, there was a noticeable 

lack of the children's art work displayed in most 

classrooms. Many of the teachers explained that children 

wanted to take their products home immediately and therefore 

there was little left to display. 

Children certainly did not lack opportunity to explore 

and experiment with art materials. However, on the day of 

the visit at two of the sites, children's art experiences 

consisted of closed-ended activities where the children 
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attempted to complete an art project similar to an adult

made model. These types of projects are inappropriate for 

young children. Not only are they a waste of the children's 

time, but they may permanently blunt the children's 

creativity and desire to work with materials in new and 

innovative ways. 

The use of paints and easels varied across sites. A 

few of the sites used the easels as part of outdoor play 

equipment. Given the importance of easels for children's 

aesthetic and creative development, it was particularly 

surprising to find 2 sites where no easels were visible. 

One teacher explained that the easels were too big for the 

classroom space and chose not to use them. Another said the 

easels had not been taken from the storage shed yet. 

Social Skills Development 

Developmentally appropriate curriculum provides for all 

areas of·a child's development including social development. 

Teachers at most sites attempted to create an environment 

where children's personal and interpersonal living skills 

could be developed. Conflicts were seen as an opportunity 

for growth in this area. Children were helped to use their 

words to negotiate and solve personal disagreements. In 

some classrooms a particular chair was designated as the 

time-out chair, but teachers reported this was used only in 

extreme cases of misbehavior. 
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Daily routines and activities were planned and designed 

so that children had ample opportunity to make choices and 

develop independent skills. For example, this observer 

recorded the following taking place at mealtimes. 

The child I am shadowing has been chosen as lunch helper. He will 
go to the cafeteria with the aide to get a cart with lunches and 
then he will help set up tables in the classroom for lunch. 

At breakfast and lunch children use real dishes (not styrofoam) 
and utensils. Children put food from the cafeteria into serving 
dishes and place the serving dishes on the tables. Children are 
seated and begin passing dishes of food around the table. 
Children serve themselves everything from vegetables to milk which 
is poured from pitchers. Amazingly, the children do not spill a 
single drop of food and are extremely polite with one another. 
After the meal, they stack the dishes and return the cart to the 
cafeteria. 

Children were responsible for maintaining an orderly 

and neat environment. without exception, teachers at every 

site insisted that each child help in some way to restore 

order to the environment after free play both indoors and 

out-of-doors. No child was left standing by watching while 

clean-up was underway. Each child was either given a 

specific duty or else looked around to see what had to be 

done and simply joined in the group effort. 

Teachers were also observed using a variety of 

techniques to rotate classroom responsiblities on a daily 

basis. Using charts, name cards, and visual aids, children 

would choose or be chosen for a specific classroom job. 

Under the supervision of an adult, children were responsible 

--------- ---- ------------
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for the care and feeding of classroom pets, for example. 

Other children were responsible for putting manipulatives in 

order at a particular learning center. still others took on 

the responsibility of watering the classroom plants. 

Teachers also facilitated positive social skills such 

as cooperating, helping, taking turns, sharing equipment and 

supplies, and speaking in moderate voices when appropriate 

throughout the day. 

Health and Safety 

Health education appeared to be a very important 

component of all the programs observed. All of the sites 

incorporated a handwashing routine into their daily 

schedule. However, in only 4 of the 12 programs were 

children taught how to brush their teeth on a daily basis. 

with the exception of one site, all programs included a free 

and nutritious breakfast, snack and lunch for the children. 

Teachers -took advantage of these mealtimes to discuss the 

health benefits of the foods the children were eating. 

Children discussed the relationship between weather and 

clothing and were provided practice in self-help skills such 

as buttoning jackets and lacing shoes. opportunities were 

provided during the day for children to use large and small 

muscles. Outdoor activities were planned in an area where 

children could run and jump and express themselves freely 

motorically. Indoors, children had daily opportunities to 
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develop small muscles through play activities such as peg 

boards, puzzles, cutting and pasting, painting and writing, 

and other similar activities. 

In a developmentally program, rest or nap time is 

scheduled into the daily program so that children experience 

the benefits of a healthy daily routine of play and rest. 

This was the area most in need of improvement in most of the 

programs. only three sites observed appropriately scheduled 

a nap time with supervision and adequate space and equipment 

conducive to resting. The remaining 9 programs did not 

include nap or rest time in their schedules. Lack of nap 

time and toothbrushing accounted for the low mean item 

scores in the Personal Care category on.the ECERS. 

Safety issues were discussed with the children 

pertaining to safe play behaviors when using outdoor play 

equipment as well as safe living habits. On the day of the 

site visit, one program had invited the fire department to 

corne and demonstrate fire safety to the children. Noted one 

analyst; "The visit from the local fire department is an 

excellent way for children to learn about their 

environment." At another site, children practiced 

responding to a school fire drill. It was observed that 

children were reminded throughout the day about safe play 

behaviors both indoors and out-of-doors. 
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Generally speaking, the data from the shadow studies 

revealed programs that were effectively implementing many of 

the indicators of quality outlined in the Guidelines for 

Arizona At-Risk Preschool Programs. 



CHAPTER 5 

TWO SAMPLES OF A TYPICAL DAY IN THE 
LIFE OF AN AT-RISK PRESCHOOLER 
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This chapter presents 2 of the 12 shadow studies. The 

studies are presented in their entirety, exactly as they 

were recorded. The studies included in this chapter were 

not randomly chosen. They were selected because they are 

representative of the realities of daily classroom living 

observed across the twelve samples. The purpose for 

including these sample studies is to provide the reader with 

an unadulterated picture of what an at-risk preschooler 

experiences in the course of a day in programs supported by 

the public schools. In this way, the reader may be able to 

grasp something of the human drama that is played out on a 

daily basis in these classrooms and draw their own 

conclusions about the appropriateness of the programs. 

Time 

8:45 

Shadow Study Number 1 

Specific Behavior 
every 5-7 minutes 

Sitting on rug in 
large group 
listening to 
teacher 

Environment 

Children have come 
in from outdoor 
play and are 
sitting in a group 
on a large rug -
singing good 
morning song 

Impression-Comments 

Teacher takes time 
to go around the 
circle and 
acknowledge each 
child (teacher is 
bilingual) 
Call children "Mr. 
so and so, and Miss 
so and so". 



Time 

8:50 

8:55 

9:00 

9:10 

9:15 

9:30 

9:40 

9:43 

9:45 

specific Behavior 
every 5-7 minutes 

sitting on floor 
listening to other 
children sing a 
song 

At sink in 
classroom washing 
hands for breakfast 

sitting at table 
eating breakfast 

Brushing teeth at 
the sink after 
breakfast 

Outdoors with 
teacher and one 
child playing bean 
bag toss 

Looking at other 
child's painting 
and discussing it 
with her 

Went to get water 
to water garden 

Watering bean 
plants in garden 

Playing in water 
table 

Environment 

Children are 
sitting at tables 
in the classroom 
having breakfast -
lots of 
conversation and 
music playing sofly 
in the background. 
Teachers are 
sitting at the 
tables eliciting 
plan for the day 
from children. 

9:15 is free play 
time 
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Impression-comments 

Environment is well 
labeled in both 
spanish and english 

Pictures of 
furniture are 
pasted on object it 
matches with word 
next to it (ex.: 
stove has a picture 
of a stove pasted 
on it with word 
stove) 

Teachers talk a lot 
with children using 
language as an 
instructional tool 
for example long, 
short, high, low. 

There are a variety 
of activities 
outdoors just 
outside classroom; 
easel, water table, 
woodworking, chalk 
board, colored 
chalk, bean bag 
game, small garden 



Time 

9:50 

10:00 

10:05 

10:10 

10:25 

10:30 

10:35 

10:45 

10:50 

Specific Behavior 
every 5-7 minutes 

Went inside to use 
the bathroom 

picking up chalk 
that she spilled 
out of container 

sitting at table 
indoors playing 
with play dough 

still playing with 
dough 

Playing with beads 
and string on the 
floor with a few 
other children 

Environment 

Subject is sitting 
at a table with a 
teacher and 3 other 
children indoors 

Putting basket of 10:30 is clean up 
bean bags away from time 
outdoor play 

sitting on floor in 
large group singing 
with teacher 

sitting at a table 
stringing beads 

still stringing 
beads 

Children are 
sitting on the 
floor in large 
group getting ready 
for small group 
activities 

10:40 small groups 
begin -- activity 
is stringing beads 
- children are in 3 
groups with a 
teacher 
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Impression-Comments 

Children are 
encouraged to wash 
hand often 

Two aides are 
indoors and teacher 
is outdoors. 
Classroom door 
remains closed 
because of heat 
loss to room 

Teachers use 
reality therapy as 
a discipline model 

Teachers use lights 
to signal 
transition time and 
then children al 
put hands in the 
air and sing a four 
sentence song about 
cleaning up 

Child's work 
predominates 
classroom walls 

Teacher flashes 
name card - if 
child recognizes 
their name they can 
choose a table to 
sit at for small 
group 



Time 

10:55 

11:00 

11:05 

11: 15 

11:20 

11:25 

11:30 

11:32 

11:40 

11:45 

Specific Behavior 
every 5-7 minutes 

Playing outdoors on 
balance beam 

Digging in the sand 
with several other 
children using 
pail, shovel and 
large funnel 

Playing on large 
wooden climber 

Pushing another 
child on a bike 

Riding a bike -
being pushed by 
another child 

Riding bike alone 

Riding bike while 
being pushed by 
another child 

Being pulled in a 
wagon by another 
child 

sitting indoors on 
rug waiting for 
lunch 

sitting at table 
eating lunch 

Environment 

10:50 as children 
finish stringing 
they move to 
outdoor play in 
play yard 

Play yard has large 
wooden climber, 
small rainbow 
climber, swings, 
bicycle path 
(paved) soft sand 
so children can dig 
in most of yard, 
picnic table, 
child-sized 
basketball court, 
wagons, large 
grassy area 

11:35 is clean up 
time and children 
are helping put 
toys in a large 
shed 

Rest time and hand 
washing for lunch 

Children eat lunch 
in the classroom 
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Impression-Comments 

Children' are 
allowed to string a 
length of bead of 
their own choosing 

During outdoor play 
teachers move 
around interacting 
with children 

Teachers are always 
on the lookout to 
prevent problems 
while children play 

Teacher uses soft 
bell to signal 
clean up time 

Teachers sit at 
tables and talk 
with children -
they do recall at 
this time 



Time 

11:50 

12:00 

12:05 

12:10 

12:15 

12:16 

12:20 

12:25 

Specific Behavior 
every 5-7 minutes 

Sitting at table 
eating lunch 

Sitting at table 
eating lunch 

sitting on floor 
with a teacher and 
a few children 
listening to a 
story 

Sitting near 
teacher reading a 
story book to 
teacher about dogs 

Washing hands 
because she was 
picking her nose 

sitting in group on 
floor listening to 
teacher read a 
story to whole 
group 

s1tting on rug 
waiting for turn to 
go get things in 
cubby to go home 

Waiting with other 
children for the 
bus outside of the 
classroom 

Environment 

Children are 
sitting on the 
floor in small 
groups looking at 
books while waiting 
for all children to 
finish lunch 

Children are in 
large group on 
floor listening to 
a story being read 

Children are being 
sent one-by-one to 
get their things to 
go home 

Bus picks this 
subject at 12:35 
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Impression-Comments 

Teachers always use 
gloves when washing 
wounds on children 

Teacher reads book 
in English and aide 
repeats story in 
Spanish 

Teacher sings a 
song to send 
children to cubby 
one by one 



Shadow Study Number 2 

Time 

8:30 

8:35 

8:40 

8:45 

Specific Behavior 
every 5-7 minutes 

Takes name from 
table and puts it 
in a pocket chart 
and sits down on 
floor 

sitting on floor 
listening to 
teacher 

walking in line to 
cafeteria for 
breakfast 

Carrying tray to 
table and sits down 

8:50 Eating and talking 
with children 
beside him 

9:00 

9:05 

9:10 

9:15 

sitting waiting for 
teacher 

sitting with head 
lying on table 

Washing hands in 
washroom 

Outdoor play -
child is sliding 
down a slide 

Environment 

Buses arrive and 
children are coming 
in with the aide 

Children are in 
school cafeteria 
for breakfast 

Outdoor play -

----.-.----------.---..• 
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Impression-Comments 

Classroom is very 
inviting. Teacher 
is warm, creative, 
and obviously loves 
her children. 
Children come in 
happy and eager. 

Outdoor play area 
is enclosed by a 
high wall and gated 
entrance - has soft 
sand and grass -



Time 

9:25 

9:30 

9:35 

9:40 

9:47 

9:55 

10:05 

10:10 

10:15 

specific Behavior 
every 5-7 minutes 

Climbing on climber 

Pu 11 ing a wagon 
with' another child 
in the wagon 

Playing with a sand 
truck and one other 
child 

Joined a group of 
children digging in 
the sand 

Environment 

Riding sand truck 9:47 is clean up 
to shed to put away time 

standing in line 
singing a song 
waiting to go in 

Lying on a mat 
resting 

Folding mat to put 
away 

Sitting on floor 
singing song with 
teacher 

10:00 Children are 
preparing for rest 
time - getting out 
mats anc washing 
hands - lights are 
out, soft music 
playing 

'reacher walks 
around room tapping 
each child as a 
signal to get up 

Children are 
sitting in large 
group on floor and 
teacher is leading 
an activity 
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Impression-comments 

Yard has large 
pieces of play 
equipment; 
woodworking table 
bikes, wagons, 
pails, trucks. Has 
a ramada with 
cement floor. 

Teachers lock the 
gate to playyard 
behind them 

Transition times 
are very smooth -
children appear to 
know the routines. 
Teacher has worked 
out systems for 
transitions that 
make change easy to 
handle. 



Time 

10:20 

10:25 

10:30 

10:35 

10:42 

10:45 

10:55 

11:00 

11:05 

11: 12 

11:15 

11:23 

specific Behavior 
every 5-7 minutes 

Counting out loud 
with teacher 

sitting watching 
children choose a 
center 

Sitting waiting for 
a turn to choose 
center 

Playing in blocks 
with 2 other 
children 

Wearing a hat -
playing in blocks 

Building a road of 
blocks with 2 other 
boys 

Building a garage 
in the blocks with 
2 other boys 

Placing street 
signals on road he 
built 

Rolling cars on the 
block road 

Drawing on board 
with a marker 

Drawing on board 
with marker with 
one other child 

Discussing a change 
of center with one 
other child 

Environment 

Children are 
reviewing center 
activity with 
teacher and 
choosing a center 

Free play -
children are in 
centers 

--- ------ ------------.. 
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Impression-Comments 

Children choose a 
center and put 
their name under a 
picture repre
senting the center 
and teacher writes 
child's choice on a 
clipboard for 
herself 

Children working in 
centers are very 
engaged - nice hum 
in the room -
teachers work with 
small groups -
music is playing 
softly in 
background 



Time 

11:25 

11:30 

11:36 

11:40 

11:42 

11:45 

11:55 

12:00 

12:05 

12:10 

Specific Behavior 
every 5-7 minutes 

Playing in 
housekeeping area 
with one other girl 

Working in writing 
center making a 
book 

sitting on a chair 
watching children 
clean up 
housekeeping area 

Sitting on rug 
waiting 

Washing hands at 
sink in classroom 

Walking to 
cafeteria with aide 
to get lunches for 
children 

P"utting milk 
cartons and napkins 
at each place 
setting 
Going to bathroom 

Sitting at table 
eating 

sitting at table 
eating 

Environment 

Clean-up time. 
Teacher puts a song 
tape on and 
children begin to 
clean up 

Children are 
sitting listening 
to story while aide 
prepares tables for 
lunch (lunch is 
eaten in the 
classroom) 

Lunch time 

-----------------------------
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Impression-Comments 

Teacher has left 
the room and aide 
is alone in the 
room 

Teacher uses song 
tape as a signal to 
clean up - children 
sing with tape as 
they clean up 

Child I am 
shadowing has been 
chosen as lunch 
helper - he goes to 
cafeteria with aide 
to get cart with 
lunches and then 
helps set up tables 
in classroom 

Teacher brings her 
lunch and sits at 
table and eats with 
children 



Time 

12:15 

12:21 

12:40 

12:45 

12:50 

12:55 

1:01 

1:15 

1:17 

specific Behavior 
every 5-7 minutes 

Cleaned off place 
at table and is now 
sitting on floor 
drawing in his 
journal with 
markers 

Cutting page out of 
his journal 

Lying on stuffed 
chair 

Lying on stuffed 
chair 

Goes outside to 
play 

sitting on the 
grass talking with 
another child 

Goes off with 
school nurse to be 
checked 

Playing "Duck, 
duck, goose" 

standing in line to 
go inside 

Environment 

As children finish 
lunch they go to 
the floor and write 
in journals 
followed by reading 
a book while 
waiting to go 
outside to play. 

Clean up time 

Children are 
sitting on floor in 
circle singing a 
song led by a 
student 

Outdoor play - in 
common outdoor play 
area for whole 
school 
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Impression-Comments 

Teachers appear to 
be extremely 
sensitive to any 
change in a child's 
behavior and try to 
determine why child 
may be acting 
differently than 
normal 

Child doesn't seem 
to be bothered by 
fever 
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Time Specific Behavior 
every 5-7 minutes 

Environment Impression-Comments 

1:20 sitting on floor 
with coat and back 
pack waiting 

1:25 Putting on jacket 

1:30 Walking to bus with 1:30 Dismissal 
teacher and aide 

The picture of life inside a preschool classroom as 

presented in these sample shadow studies is encouraging. 

What awaits children in "these programs -- the content of the 

curriculum and how it is presented -- appears to focus on 

the developmental needs of the age group being served. What 

is also encouraging is the fact that clearly the national 

trend toward downward extension of academics into early 

childhood programs has not affected the programs sampled in 

this study. On the whole, the shadow studies provided a 

picture of life in at-risk preschool programs where children 

are happily and actively engaged in their own learning, with 

caring teachers trying to do their best to provide 

appropriate programs for young children. 



CHAPTER 6 

SUMMARY, CONCLUSIONS IMPI,ICATIONS 
AND RECOMMENDATIONS 

In the first part of this chapter, a summary of this 
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study and a discussion of the findings is presented. This is 

followed by conclusions, implications, and recommendations 

for further study. 

Summary of the Study 

The purpose of this study was to determine the quality 

of preschool programs for at-risk-four-year-olds in programs 

operated by public schools in the state of Arizona. 

Qualitative methods of data collection and analysis were 

used to determine how effectively the Guidelines for 

Comprehensive Early Childhood Programs were being translated 

into developmentally appropriate classroom practices for 

four-yea:r:-olds. 

The classroom visits involved two observational 

measures, the Early Childhood Environmental Rating Scale 

(Harms & Clifford, 1980) and the Shadow Study Observation 

Form (Lounsbury & Clark, 1990). The ECERS generates an 

overall picture of the environment that has been created for 

the children in an early childhood setting. The Shadow 

Study Observation Form provides an intimate picture of a 

child's daily experience in a program for at-risk 



181 

preschoolers. The third instrument used in this study was a 

survey adapted from a questionnaire developed by the Frank 

Porter Graham Child Development center, Chapel Hill. This 

survey was designed to provide demographic information as 

well as director and teacher attitudinal and philosophical 

information regarding preschool practices. Face-to-face 

interviews were conducted when it was deemed necessary for 

clarification of observed behaviors or to complete 

demographic information. 

Analysis of the Data 

Using Minitab® (1995) a statistical package adapted 

for education, data from the ECERS were analyzed for means, 

standard deviations, and range of scores. Results of the 

director and teacher surveys were reported as percentages 

and frequencies as well as means, standard deviations and 

range of scores. The correlation between directors' and 

teachers l beliefs and practices was analyzed using a Pearson 

Correlation. The shadow study data were descriptive in 

nature and were analyzed by comparing observed practices 

with the Guidelines for Comprehensive Early Childhood 

Programs. To control for bias in the interpretation of the 

results, two independent early childhood experts were asked 

to analyze the shadow study data using a checklist of 

developmentally appropriate practices developed from the 

Guidelines. 
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Discussion 

The Guidelines developed by the Arizona Early childhood 

Advisory Council provided the lens through which this 

researcher looked at the quality of programs for at-risk

four-year olds. Guided by research and best practice, the 

Guidelines operationalize the features of a high-quality, 

developmentally appropriate early childhood experience for 

young children in public schools, that is, a program guided 

both by knowledge of child development and a responsivity to 

the individual needs of the population being served. The 

question for this researcher was, assuming directors and 

teachers were provided with these Guidelines at the 

initiation of the at-risk preschool programs in Arizona, how 

well have these Guidelines been translated into daily 

practices? 

The main purpose of this study was to determine the 

developmental appropriateness of Arizona at-risk preschool 

programs in public schools. The data from instruments used 

in this study and the shadowing of preschool children 

suggest that directors and teachers are generally successful 

overall at implementing the Guidelines on developmentally 

appropriate practice. 

The Early Childhood Environmental Rating Scale (ECERS), 

a standardized observational measure of quality and 

appropriateness, revealed that, in general, the preschool 
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programs visited during this study met the criterion set as 

developmentally appropriate: an overall mean item score of 

5.0 or higher on the ECERS. only one site scored below this 

criterion with a score of 4.6, a reachable distance. That 

is, with a little more attention to certain areas (e.g., 

better personal care routines, more block play space) this 

site could soon reach the criterion. 

All of the mean item scores within the category of 

Furnishings/Displays, with the exception of Child Related 

Displays met the criterion for developmental 

appropriateness. Furniture was child-sized and in good 

repair. The provision of furnishings for learning 

activities such as open shelves, easels, child-size 

furniture, and dramatic play equipment, was especially 

notable. Many teachers had included planned cozy areas in 

the room with rugs, cushions, and upholstered furniture. 

What was -notably absent however in most sites were child

related displays of individualized projects or art work. A 

majority of the classrooms used commercial display material 

or teacher made materials. In developmentally appropriate 

programs, children's work should dominate the environment 

including samples of recent activities as well as three 

dimensional objects (clay, playdough, carpentry). This is an 

area which can be easily corrected to meet the criterion for 

developmental appropriateness. 
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In the area of language experience, the use of 

receptive and expressive language activities (e.g., books, 

records, lotto games, puppets, dramatic play, singing, 

rhymes) was better than reasoning activities (sorting games, 

sequence cards), and informal language activities 

(teacher/child or child/child interaction). Although a 

conscious effort was made on the part of the staff to 

verbally interact with the children, conversation tended to 

be used more for exchange of information and social 

interaction than for expanding on children's ideas. 

Survey data indicate that both directors and teachers 

consider motor skills development to be important components 

of a preschool program. This belief is evident in the 

developmentally appropriate ratings the programs received on 

the ECERS and in the activities of the children shadowed. 

Both the fine and gross motor areas appeared to be taught 

appropriately although fine motor skills were given more 

attention in most programs than gross motor skills. 

Provision of gross motor equipment was fairly good overall 

and children were allowed adequate amounts of time for gross 

motor play. However, supervision during gross motor play 

was generally supervisory with few structured gross motor 

activities. Neither did the teachers attempt to enhance 

concepts such as near-far, fast-slow, during this play time. 
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The provision of fine motor activities (e.g. puzzles, 

beads, scissors, Leggos) was excellent overall. The shadow 

studies documented that children were provided with a 

variety of developmentally appropriate perceptual/fine motor 

materials on a daily basis. Teachers planned daily 

activities to enhance fine motor skills. Fine motor 

materials were easily accessible, and children were given 

help and encouragement to use materials appropriate for 

their developmental level. Interviews revealed that teachers 

rotated materials frequently to maintain children's interest 

in the equipment. 

Personal care routines were adequate overall. Emphasis 

was placed on personal hygiene such as hand washing and 

teeth brushing, important self-help skills for preschoolers 

in preventing illness. More than half of the sites however, 

were appallingly lacking in appropriate bathroom facilities. 

Shadow studies indicate an enormous amount of time is wasted 

daily walking to and from bathroom facilities. This is 

certainly an area to target for improvement. Another item 

within this category needing special attention is the 

provision for nap or rest time. Over half of the sites 

(66%) scored well below the level considered developmentally 

appropriate. The programs either did not provide for rest 

periods during the program, or had inappropriate places or 

schedules for napping. 
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Survey results and personal interviews indicate that 

both directors and teachers rated play and social skills 

development as the most important components of a preschool 

program. This belief is obviously being carried out in the 

classroom. The area rated most appropriate overall on the 

ECERS was social development. The shadow studies also 

confirmed directors' and teachers' beliefs about play and 

social development. Children were provided with many free 

play opportunities within the daily schedule and teachers 

were especially adept at using free playas an educational 

opportunity. Teachers planned large and small group 

activities suited to the age and abilities of the children 

in their care. Children's curiosity and independence were 

fostered by opportunities to make choices such as which book 

to read or which center to work in. Teachers were 

remarkably skillful at managing children's personal 

conflicts by helping children think through appropriate 

solutions to their problems. Staff and children seemed 

relaxed, cheerful, and genuinely happy to be in each other's 

company. Only one item within this subscale scored well 

below the criterion for developmental appropriateness and 

should be targeted as an area for improvement; space to be 

alone. Although many of the teachers indicated that 

children are allowed to find space to be alone, only one 

site had made provisions for space for a child to be alone 
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in the room. There was no possibility for children to play 

alone in most sites, protected from intrusion by other 

children or staff in any of the programs. 

On a set of questions designed to provide information 

about director and teacher knowledge of developmentally 

appropriate practices, both groups received high scores. 

The relationship of these scores to the scores received on 

the ECERS suggests that in addition to the fact that 

directors' and teachers' beliefs about DAP are strong, they 

are also capable of translating many of these beliefs into 

appropriate classroom practices. statistical analysis also 

suggests that teacher knowledge of appropriate practices may 

have a relationship to the quality of classroom practices. 

There appears to be little disparity generally between what 

teachers know about DAP as indicated by the surveys, and 

what is actually happening in the classroom as revealed 

through the ECERS and shadow study data. This suggests that 

overall, teachers are quite capable of translating knowledge 

into practice. Therefore, increasing teachers' knowledge or 

their understanding and commitment to DAP may lead to better 

teaching and even higher quality programs. 

The question of how to effectively increase teacher 

knowledge of DAP may be answered by looking at the data from 

the survey indicating teachers' perceptions of helpful 

experiences in professional development. Teachers reported 
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that books and journals were most helpful, followed by 

experience and then college courses. These were unexpected 

results for it has been this researcher's observation that 

classroom teachers are not in the habit of reading 

professional journals, and many do not hold memberships in 

national organizations that disseminate professional 

journals. However, directors and teachers did indicate on a 

survey question that one of the program areas needing 

improvement was staff development. Perhaps teachers turn to 

books and journals when other opportunities for professional 

development are scarce or lacking such as inservice days or 

financial support for local and national conferences. 

Since, according to the data, teachers perceive books and 

journals to be helpful in their professional development, it 

may behoove school districts to budget for professional 

journals and create professional libraries for teachers in 

lieu of less effective activities. 

The survey data and interviews with directors and 

teachers confirmed that teachers have a great deal of 

flexibility and freedom in developing and implementing 

curriculum. All of the teachers in this study pointedly 

remarked about the fact that they feel trusted by their 

directors to provide good programs for young children. 

Despite this fact, the survey data revealed both directors 

and teachers perceive administration to have a great deal of 
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influence on the quality of at-risk preschool programs. 

Directors' influence was rated highly by both groups as a 

determinant of quality programs. However, an analysis of 

the data reveals that teacher knowledge of DAP received 

higher scores overall than Director knowledge. This 

suggests that teachers are not aware of or do not consider 

as important the influence of their own knowledge and 

professionalism on the programs they implement. Perhaps this 

is a reflection of the poor self-image teachers have 

nationally due to overwhelming criticism of the public 

school systems in this country. Efforts at developing 

teachers' awareness of their professional competence and the 

positive influence this has on developmentally appropriate 

practices could result in a cadre of teacher leaders who 

effectively articulate and implement a philosophy of 

developmentally appropriate early childhood programs. 

Conclusion 

This study was designed to provide an intimate picture 

of what life is like currently, for a four-year-old child in 

a public educational system. It is readily apparent that 

contrary to many of the expressed fears about the 

miseducation of young children in this country today 

(Elkind, 1987), the Arizona Department of Education and the 

public school districts have made sUbstantial efforts to 
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provide developmentally appropriate programs for the young 

children in their care. 

As revealed in the shadow studies, much diversity 

exists across sites in the implementation of the Guidelines 

for developmentally appropriate practice. However, the one 

generalization that can be made from the samples studied is 

that programs for at-risk four-year-olds in Arizona provide 

children with knowledgeable, well-prepared teachers who 

deliver a play-based, challenging, age-appropriate, child

centered curriculum. Indicators of inappropriate practices 

such as long periods of whole-group instruction, too many 

dittos and worksheets, and the predominance of teacher-led 

instruction were not observed in any of the programs. 

Instead, classrooms are busy and stimulating environments, 

where curiosity and independence are fostered through active 

learning, where cognitive growth is stimulated, and 

individua~ity is supported and celebrated. 

Although the ECERS clearly indicated there are some 

areas for growth in these programs such as improvement in 

teachers' interaction style, it is also clear that the 

preschool programs in Arizona are far from the negative 

stereotypes described in the literature of recent years. 

Based on the case studies, this researcher found that in 

public school-operated early childhood programs, the quality 

of the programs is directly influenced by the leadership of 
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the classroom teachers who are knowledgeable about 

developmentally appropriate practices and committed to 

providing quality programs for young children. Many of the 

sites studied are already implementing most of the practices 

outlined in the Guidelines, and others are well on their way 

to doing so. Therefore, rather than ask the question of 

whether Arizona public schools should include preschool 

programs, perhaps we should ask how can we best ensure that 

good programs for young children continue to be the norm in 

Arizona public schools. The implications for educators in 

this regard are presented in the following section. 

Implications 

Ensuring that principles of appropriate early childhood 

education continue to be translated into good practices in 

Arizona has important implications for all persons involved 

in the administration of these programs. 

1. Establish exemplary early childhood teacher awards in 

each school district. Data from the surveys indicate 

teachers are not aware of the positive influence they have 

on the early childhood programs in their district. 

Recognition of a job well done serves as encouragement to 

these teachers to continue providing quality programs for 

young children. 
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2. Create exemplary teacher positions in each school 

district to guide the implementation of developmentally 

appropriate programs throughout the district. If good 

programs are to continue growing in the state, teachers 

recognized as exemplary in their field should be provided 

released time to serve on state and district level 

committees, to serve as mentors to other teachers, and be 

given funds to travel outside the district for inservice in 

other locations. 

3. Require training of all preschool teacher assistants. 

Teacher interviews revealed that one of the biggest 

frustrations for classroom teachers is the lack of inservice 

training for classroom aides. It is unrealistic to expect 

untrained aides to provide quality services to young 

children or the type of assistance needed by preschool 

teachers. It is also unrealistic to expect classroom 

teachers-to provide on-the-job training. Eventually school 

districts and the state should require that preschool 

teacher assistants have either a child Development Associate 

Credential or a degree from a community college. 

4. Provide staff development for administrators in 

assessment of developmentally appropriate practices for 

young children. Survey data indicate principals have 

relatively good knowledge of what constitutes a good early 

childhood program. However, translating this knowledge into 



good practice requires the ability to assess where 

improvements need to be made. Considering that 

administrators play a key role in the practice of early 

education in a school district, staff development should 

focus on increasing principals' knowledge of the use of 

assessment tools such as the ECERS or the shadow study 

method so that principals can make valid judgements about 

the quality of the teachers and the programs in their 

schools. 
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5. Provide professional support groups for teachers in the 

at-risk programs. Interviews revealed teachers in the at

risk preschool programs feel isolated from their colleagues 

because of lack of opportunity for state-wide staff 

development focused specifically on the needs of teachers in 

these programs. Teachers reported the need for 

opportunities to interact with their peers to discuss the 

problems-particular to their specialized programs. 

6. Fund a supplemental appropriation to upgrade classrooms 

for young children. Both the ECERS and the teacher surveys 

indicate the need for improvement of the physical 

environment at many of the sites. Classrooms for young 

children should be clean, safe, and well-ventilated with 

running water and adjacent or in-house bathroom facilities. 

7. Provide additional state-level personnel to assist in 

improving child development through parent education. 

-----------
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Although parent involvement and education is mandated in the 

state-funded at-risk preschool programs, teacher and 

director interviews indicated great inconsistencies in the 

implementation of this program component. A couple of the 

programs studied had highly structured activities and 

education programs for parents. Generally, however, no such 

programs exist across sites. Programs for parent education 

and involvement, as reported by teachers and directors, are 

problematic due to lack of personnel to conduct these 

programs. Most reported it is unrealistic to expect 

classroom teachers to conduct workshops and similar training 

sessions due to time constraints and/or lack of training in 

this area. 

8. Develop a state-wide objective to institute a 

developmentally appropriate curriculum for all children from 

age three through age eight. A common concern expressed 

during the interviews by all preschool teachers in this 

study was the lack of continuity in appropriate learning 

experiences as children transitioned from a developmentally 

appropriate prekindergaten experience to an increasingly 

academic kindergarten experience. A major objective of 

district directors of primary education should be the 

continuity of approach from prekindergarten through third 

grade. 
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Recommendations for Further study 

Currriculum was one of the elements explored in this 

study. Another aspect of quality early childhood programs 

closely related to curriculum is the issue of continuity. 

continuity refers to the ease with which a child transitions 

from one program to another. In developmentally appropriate 

programs continuity is rated high when the philosophical 

approaches among different programs that a child is engaged 

in over time are compatible. This study could be expanded 

to include data on the rating of continuity between 

preschool and kindergarten programs in the public schools. 

Is the kindergarten experience an extension of the preschool 

program? Is there a similarity of philosophy between 

preschool and kindergarten classrooms as evidenced in the 

environment and the activities? Do the preschool and 

kindergarten teachers communicate and plan together? Are 

kindergar-ten teachers knowledgeable about developmentally 

appropriate practices and are they able to translate this 

knowldege into appropriate classroom practices? Are 

kindergarten programs victims of the downward extension of 

schooling? 

The goal of early childhood public policy should be 

universality of access, that is, families who need and want 

services should have access to them. This study explored 

one way the state of Arizona is moving toward this goal, the 
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inclusion of preschool programs in public schools. However, 

it is unrealistic to expect public schools to carry the full 

burden of offering access to good care and quality education 

to all young children in the state. There are pressing child 

care needs that are only partially addressed by the 

availability of preschool programs within the public school 

system. Studies are needed on how to build on the foundation 

of the existing early childhood programs in the communities 

across the state -- how to expand and create quality 

alternative early childhood programs to meet the variety of 

educational and emotional needs of young children and their 

families. Some of the questions that could be investigated 

may be under what conditions is preschool a good investment? 

Would a student benefit as well from a quality home-based 

daycare program for example, which is considerably less 

expensive to operate, so that financial resources could be 

directed toward improving kindergarten and elementary 

programs? Basic data are needed to determine how public 

schools fit into the early childhood ecosystem of the 

community. 

Family issues cannot be ignored when addressing the 

needs of at-risk preschoolers. There is a lack of empirical 

data relative to the merits of combining preschool and other 

services for young children. How can social services 

institutions, local child care agencies, and public schools 

._ .. ----.. ---
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collaborate to achieve comprehensiveness in providing 

services for young children and their families? studies 

are needed using experimental comparisons of a variety of 

combinations of services within the public sector to provide 

an empirical base for future decisions about educational 

alternatives for young children. What are the relative 

costs and implementation difficulties of the different 

approaches? 

The point to remember is that early childhood 

education, in and of itself, is not a panacea for social 

change. Quality early childhood programs must be seen as 

only one part of the web of planning for social reform. 

Early childhood education can only deliver on its promise of 

developing better citizens if it is supported by other 

social reforms such as better housing, improved health care, 

and expanded job opportunities for all. 
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APPENDIX A 

SCHOOLS PARTICIPATING IN THE STUDY 



Aguila Elementary 
Aguila, Arizona 

Douglas Unified 
Douglas, Arizona 

Drexel Elementary 
Tucson, Arizona 

Isaac Elementary 
Phoenix, Arizona 

Los Amigos Elementary (2 sites) 
Tucson, Arizona 

Maricopa Unified 
Maricopa, Arizona 

Pecan Grove Elementary 
Yuma, Arizona 

Picacho Elementary 
Picacho, Arizona 

Safford Elementary 
Tucson, Arizona 

Sanders Unified 
sanders, Arizona 

Somerton Elementary 
Somerton, Arizona 
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APPENDIX B 

COVER LETTERS AND SURVEY INSTRUMENTS 
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September, 1994 

DearMs 

It has been a few years since the full implementation of programs for at-risk 

preschool children in the state of Arizona. It seems a good time now to begin looking at 

these programs to uncover all the good things being done to implement quality programs 

for these children in .Arizona. A review of these programs will be conducted in October 

under the direction of Dr. Donald Clark, and Dr. Alice Paul from the University of 

Arizona, and Dr. Mary Belle McCorkle. Your program is among those selected to 

participate in this important study. This study will fulfill my dissertation requirement for a 

degree of doctor of education at the University of Arizona, but more importantly will 

inform and influence policy decisions concerning the role of public schools in early 

childhood education in the state of Arizona. 

The study will focus on developmentally appropriate practices in programs for at

risk four-year-olds. One part of the study involves site visits during which time I will be 

observing one child during a typical day in the program. In the second phase I will be 

surveying directors and teachers about the preschool curriculum and policies at your 

school, as well as your opinion about appropriate practices for this age group. 

I encourage you to give this study your full consideration. All the information will 

be treated with confidentiality. An ID number will be assigned to your program and 

information will be collected, coded and entered into the computer by ID number. In the 

summary report no information on any single program will be given out. You will be 

given a copy of the Executive Summary of this study, and at your request, any other 
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information particular to your site that may be of interest to YOll. A copy of the Executive 

Summary will also be given to the Arizona Department of Education. 

Enclosed you will find a more detailed description of this study along with a letter 

of support from the Arizona Department of Education. I will be contacting YOll within the 

week to ascertain if you are interested in participating in this study and to designate a date 

that is mutually convenient to conduct the site visits. 

If you have any questions about the study, I will be happy to answer them over 

the phone at that time. I look forward to working with you. Your participation in this 

study will benefit you and the children you serve. It is my intention to use the information 

collected as a guide for providing you with the support you need in your efforts to better 

serve young children in the state of Arizona. Thank you in advance for your interest in 

and cooperation with this project. 

Sincerely, 

----------- -----------------
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PROGRAMS FOR AT-RISK PRESCHOOLERS 

Questionnaire for Elementary School Principals 
or Pl'ogral11 Dia'cctors t 
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Please answer the following questions according to the instructions. All of the 
answers you give will be kept confidential, identified by an ID number only I will know. 
Summaries of this information will be presented in a way that will not allow the 
information given by anyone individual or school district to be determined. If you have 
any questions about the survey items or about this study, please call Blanche Perrotta. 

1. What qualifications do you look for when searching for a preschool teacher? 
(Circle all that apply) 

1 Experience teaching at any level 
2 Experience teaching elementary age children 
3 Experience teaching primary age children 
4 Experience teaching preprimary age children, preschool, or kindergarten 
5 Specialization in early childhood education 
6 Specialization in child development 
7 Specialization in reading 
8 Other (Please specify): _____________ _ 

2. Overall, now difficult has it been for you to find well qualified preschool teachers? 
(Circle one) 

1 Not at all 
2 Somewhat 
3 Difficult 
4 Very difficult 
5 Exceptionally difficult 

t Adapted from a questionnaire developed by the Frank Porter Graham Child Development Center, 
University of North Carolina at Chapel Hill, 1989. 

---------. -----... _---
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3. Please tell us your opinion about what preschool teachers should do. Indicate the 
degree to which you agree or disagree with each statement. Use the following scale: 

I = Strongly disagree 
2 = Disagree 
3 = Neutral 
4 = Agree 
5 = Strongly agree 

(Circle the appropriate number) 

Strongly Disagree Neutral Agree Strongly 
Preschool teachers should: Disagree Agree 

Devote at least half of eHch school day 2 3 4 5 
to child-chosen activities ....................... 

Assume that children are motivated to 2 3 4 5 
learn without tangible rewards .............. 

Show more interest in HOW children 2 3 4 5 
work and play than in what they 
PRODUCE ........................................... 

Provide substantial workbook and other 2 3 4 5 
seatwork activity ................................... 

Administer reading readiness tests to 
all preschoolers· at the end of the year ... 

2 3 4 5 

Use an integrated curriculum 2 3 4 5 
approach ............................................... 

Involve all children in formal reading 2 3 4 5 
instnlction ............................................ 

Encourage dramatic playas a means of 2 3 4 5 
enhancing cognitive and social 
development. ........................................ 

Require completion of all task and 2 3 4 5 
activities .............................................. 

--- -.----------------
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Strongly Disagree Neutral Agree Strongly 
Preschool teachers should: Disagree Agree 

Provide major segmcnts of each day for 2 3 4 5 
free play ................................................ 

Use privilegcs, prizcs and othcr 2 3 4 5 
rcwards to motivatc children ............. 

Requirc all childcn to takc part in evcry 2 3 4 5 
activity .................................................. 

Providc childrcn with considcrablc 2 
opcn-cnded matcrials and cxpcrienccs .. 

3 4 5 

Tcach childrcn to bc quict during class 2 3 4 5 
timc ...................................................... 

Rcad storics to the class cvcry day ........ 2 3 4 5 

Prcscnt cducational activities as 2 3 4 5 
gamcs ................................................... 

Use manipulativcs to tcach childrcn 2 3 4 5 
math ..................................................... 

Not Icave children to solve problcms on 2 3 4 5 
their own .............................................. 

Usc compctition to motivatc childrcn 2 3 4 5 
during gamcs and activitics ................ 

Not use too many diffcrcnt matcrials 2 3 4 5 
rcquiring finc-motor skills .................. 

Plan timc for gross-motor activitics 2 3 4 5 
CVC!)' morning and aftcrnoon ......... 

Usc workshects to hclp childrcnlcarn 2 3 4 5 
skills such as math and rcading ........... 
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Strongly Disagree Neutral Agree Strongly 
Preschool teachers should: Disagree Agree 

Plan time for sand and water play ....... 2 3 4 5 

Have a daily music activity .................. 2 3 4 5 

Allow children to play with blocks ........ 2 3 4 5 

Have a written curriculum plan ............. 2 3 4 5 

Use centers as a primary method for 2 3 4 5 
teaching ............................................... 

Allow children to be alone when they 2 3 4 5 
wanl. .................................................... 

Have children spend most of the day in 2 3 4 5 
large group activities with the whole 
class ...................................................... 

4. How impqrtant do you consider each of these components of your preschool program? 
Use the following scale: 

1 = Not at all 
2 = Slightly 
3 = Somewhat 
4 = Fairly 
5 = Very important 
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(Circle the appropriate number) 

NOT SLIGHT SOME FAIR VERY 

Academic skills development 2 3 4 5 

Affective development 2 3 4 5 

Motor skills development 2 3 4 5 

Social skills development 2 3 4 5 

Child selected activities 2 3 4 5 

Teacher directed activities 2 3 4 5 

Learning centers 2 3 4 5 

Play 2 3 4 5 

Parent involvement 2 3 4 5 

Social Services 2 3 4 5 

Nutrition Services 2 3 4 5 

Staff evaluation 2 3 4 5 

Program evaluation 2 3 4 5 



NOT SLIGHT SOME FAIR VERY 

Community and district support 2 3 4 5 

Child assessment 2 3 4 5 

Multi-cultural and anti-bias 2 3 4 5 
curriculum 

Staff development 2 3 4 5 

5. How much do each of these sources influence your preschool program? 
Use the following scale: 

1 = Not at all 
2 = Slightly 
3 = Somewhat 
4 = Much 
5 = Very much 

(Circle the appropriate number) 

NOT SLIGHT SOME MUCH VERY 
MUCH 

Parents ..................................... . 2 3 4 5 

Other Preschool teachers ............ . 2 3 4 5 

Kindergarten teachers .............. .. 2 3 4 5 

Principal or director .................. . 2 3 4 5 
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NOT SLIGHT SOME MUCH VERY 
MUCH 

Administative policies ................. 2 3 4 5 

Board of education .................... 2 3 4 5 

Superintendent. ......................... 2 3 4 5 

Readiness testing ...................... 2 3 4 5 

Kindergarten curriculum ............ 2 3 4 5 

Teacher appraisal instrument.. ..... 2 3 4 5 

Achievement testing .................... 2 3 4 5 

Changes in society ..................... 2 3 4 5 

Changes in the education 2 3 4 5 
profession .. : ................................ 

6. How much flexibility do you have in deciding your curriculum from day to day? 
Circle one number. 

1 Almost none 
2 Slight 
3 Some 
4 Much 
5 Very much 

--- --------------
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7. There are many techniques to manage children's behavior. In your judgment, how 
useful do you consider each of the following control techniques for managing 
preschoolers' behavior at school? Use the following scale: 

1 = Not at all important 
2 = Slightly 
3 = Somewhat 
4 = Fairly 
5 = Very important 

(Circle the apppropriate number) 

NOT SLIGHT SOME FAIR 

Giving verbal praise .................. . 2 3 4 

Lecture ................................... . 2 3 4 

Give extra privileges ................ .. 2 3 4 

Discuss the offense .................. .. 2 3 4 

Scold the child .......................... . 2 3 4 

Take the child out of the 2 3 4 
activity ...................................... . 

Let child do something special in 2 3 4 
class ........................................ . 

Take away privileges .............. .. 2 3 4 

Make the child apologize .......... 2 3 4 

VERY 

5 

5 

5 

5 

5 

5 

5 

5 

5 
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NOT SLIGHT SOME MUCH VERY 

Use corporal punishment.. ........... 2 3 4 5 

Send child to the principal or 2 3 4 5 
director's office ........................... 

Put the child in "time out" ............ 2 3 4 5 

Send a note home for bad 2 3 4 5 
behavior ..................................... 

Give tangible rewards ................. 2 3 4 5 

Ignore the child's behavior .......... 2 3 4 5 

Call the child's parents ................ 2 3 4 5 

Put the child's name on the 2 ... 4 5 .> 

board ......................................... 

Give extra playtime ..................... 2 3 4 5 

Send a note home for good 2 3 4 5 
behavior. .................................... 

Isolate the child .......................... 2 3 4 5 

Send the child home .................... 2 3 4 5 
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8. How is children's learning assessed in your program? 

What standardized tests, if any, are given at your school? 

Name of test: --------------------------------------------
Month given: _______________ _ 

Who administers the test? -------------------------------------
Are all children in the program given a standardized test? ______________ _ 

11. What kinds of services were used for preschoolers with special needs at your school 
during the 1992-1993 school year? Circle all that apply. 

1 Speech/language therapy 
2 Physical therapy 
3 Occupational therapy 
4 Art/Music therapy 
5 Psychological services 

6 Audiology 
7 Adaptive physical education 
8 Parent services 
9 Other (please specify) 

12. What areas of the preschool program at your school do you feel need the most 
improvement? (List the most important first, least important last.) 

1. ________________________________ ___ 

2. __________________________________ __ 

3. ________________________________ ___ 

13. How long have you served as principal or program director? _________ _ 

14. How many years did you teach prior to becoming a principal or director? ____ _ 

15. At what levels have you taught? (Circle all that apply) 



1 Preschool 
2 Kindergarten 
3 Grades 1-3 
4 Grades 4-6 
5 Grades 7-12 

6 Coach 
7 Guidance Counselor 
8 Other specialist ________ _ 

(Subjects taught): ________________ _ 

16. What certificates or endorsements do you hold? (Circle all that apply) 

1 Pre-k-4 
2 K-4 early childhood 
3 4-6 intermediate 
4 6-9 middle grades 
5 9-12 secondary 
6 Curriculum instructional specialist Level 1 
7 Curriculum instructional specialist Level 2 
8 Curriculum instructional specialist Level 3 
9 Administrator Level 1 
10 Administrator Level 2 
11 Administrator Level 3 
12 Other __________ _ 

17. What is your age? __ _ 

18. What is your sex? __ _ 

19. What is your race __ _ 

20. What is 1he highest educational degree you have attained? 

1 Bachelor 
2 Master 
3 6-year Degree 
4 Doctor 

21. Please lise this space for any additional comments you may have. 
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Please answer the following questions according to the instructions. All of the 
answers you give will be kept confidential, identified by an ID number only I will know. 
Summaries of this information will be presented in a way that will not allow the 
information given by anyone individual or school district to be determined. If you have 
any questions about the survey items or about this study, please call Blanche Perrotta. 

1. What qualifications do you feel are important for a preschool teacher? 
(Circle all that apply) 

Experience teaching at any level 
2 Experience teaching elementary age children 
3 Experience teaching primary age children 
4 Experience teaching preprimary age children, preschool, or kindergarten 
5 Specialization in early childhood education 
6 Specialization in child development 
7 Specialization in reading 
8 Other (Please specify): ______________ _ 

2. What experiences have been helpful to you in learning about developmentally 
appropriate ways to teach preschool children? (Circle all that apply) 

1 
2 
3 
4 
5 
6 , 

College courses 
Internship/student teaching 
Teaching other grade levels 
Classroom experience 
Inservice sessions 
Other teachers 

7 Special mentor 
8 Principal 
9 Books/journals 
10 Own children 
11 
12 

Other experiences w/children 
Other: ______ _ 

1 Adapted from a questionnaire developed by the Frank Porter Graham Child Development Center, 
University of North Carolina at Chapel Hill, 1989 
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3. Please tell us your opinion about what preschool teachers should do. Indicate the 
degree to which you agree or disagree with each statement. Use the following scale: 

1 = Strongly disagree 
2 = Disagree 
3 = Neutral 
4 = Agree 
5 = Strongly agree 

(Circle the appropriate number) 

Preschool teachers should: 

Devote at least half of each school day 
to child-chosen activities ...................... . 

Assume that children arc motivated to 
learn without tangible rewards ............ .. 

Show more interest in HOW children 
work and play than in what they 
PRODUCE .......................................... . 

Provide substantial workbook and other 
seatwork activity ................................. .. 

Administer reading readiness tests to 
all preschoolers at the end of the year ... 

Use an integrated curriculum 
approach .............................................. . 

Involve all children in formal reading 
instnlction ........................................... . 

Encourage dramatic playas a means of 
enhancing cognitive and social 
development. ....................................... . 

Require completion of all task and 
activities ............................................. . 

Strongly Disagree Neutral Agree 
Disagree 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

2 3 4 

Strongly 
Agree 

5 

5 

5 

5 

5 

5 

5 

5 

5 
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Strongly Disagree Neutral Agree Strongly 
Preschool teachers should: Disagree Agree 

Provide major segments of each day for 2 3 4 5 
free play ................................................ 

Use privileges, prizes and other 2 3 4 5 
rewards to motivate children ............. 

Require all childen to take part in every 2 3 4 5 
activity .................................................. 

Provide children with considerable 2 3 4 5 
open-ended materials and experiences .. 

Teach children to be quiet during class 2 3 4 5 
time ....... , .............................................. 

Read stories to the class every day ........ 2 3 4 5 

Present educational activities as 2 3 4 5 
games ................................................... 

Use manipulatives to teach children 2 3 4 5 
math ..................................................... 

Not leave children to solve problems on 2 3 4 5 
their o\\'n ........ _ .................................... 

Use competition to motivate children 2 3 4 5 
during games and activities ................ 

Not use too many dilTerent materials 2 3 4 5 
requiring fine-motor skills .................. 

Plan time for gross-motor activities 2 3 4 5 
every morning and afternoon ......... 

Use worksheets to help children learn 2 3 4 5 
skills such as math and reading ........... 

-----------------------------
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Strongly Disagree Neutral Agree Strongly 
Preschool teachers should: Disagree Agree 

Plan time for sand and water play ....... 2 3 4 5 

Have a daily music activity .................. 2 3 4 5 

Allow children to play with blocks ........ 2 3 4 5 

Have a written curriculum plan ............. 2 3 4 5 

Usc centers as a primary method for 2 3 4 5 
teaching ............................................... 

Allow children to be alone when they 2 3 4 5 
want. .................................................... 

Have children spend most of the day in 2 3 4 5 
large group activities with the whole 
class ...................................................... 

4. How impo,rtant do you consider each of these components of your preschool program? 
Use the following scale: 

1 = Not at all 
2 = Slightly 
3 = Somewhat 
4 = Fairly 
5 = Very important 
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(Circle the appropriate number) 

NOT SLIGHT SOME FAIR VERY 

Academic skills development 2 3 4 5 

Affective development 2 3 4 5 

Motor skills development 2 3 4 5 

Social skills development 2 3 4 5 

Child selected activities 2 3 4 5 

Teacher directed activities 2 3 4 5 

Learning centers 2 3 4 5 

Play 2 3 4 5 

Parent involvement 2 3 4 5 

Social Services 2 3 4 5 

Nutrition Services 2 3 4 5 

Staff evaluation 2 3 4 5 

Program evaluation 2 3 4 5 



NOT SLIGHT SOME FAIR VERY 

Community and district support 2 3 4 5 

Child assessment 2 3 4 5 

Multi-cultural and anti-bias 2 3 4 5 
curriculum 

Staff development 2 3 4 5 

5. How much do each of these sources influence your preschool program? 
Use the following scale: 

1 = Not at all 
2 = Slightly 
3 = Somewhat 
4 = Much 
5 = Very much 

(Circle the appropriate number) 

NOT SLIGHT SOME MUCH VERY 
MUCH 

Parents ..................................... . 2 3 4 5 

Other Preschool teachers ............ . 2 3 4 5 

Kindergarten teachers ............... . 2 3 4 5 

Principal or director .................. . 2 3 4 5 
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NOT SLIGHT SOME MUCH VERY 
MUCH 

Administative policies ................. 2 3 4 5 

Board of education .................... 2 3 4 5 

Superintendent.. ........................ 2 3 4 5 

Readiness testing ...................... 2 3 4 5 

Kindergarten curriculum ............ 2 3 4 5 

Teacher appraisal instrument.. ..... 2 3 4 5 

Achievement testing .................... 2 3 4 5 

Changes in society ..................... 2 3 4 5 

Changes in the education 2 3 4 5 
profession .... : .............................. 

6. How much flexibility do you have in deciding your curriculum from day to day? 
Circle one number. 

Almost none 
2 Slight 
3 Some 
4 Much 
5 Very much 
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7. There are many techniques to manage children's behavior. In your judgment, how 
useful do you consider each of the following control techniques for managing 
preschoolers' behavior at school? Use the following scale: 

1 = Not at all important 
2 = Slightly 
3 = Somewhat 
4 = Fairly 
5 = Very important 

(Circle the apppropriate number) 

NOT SLIGHT SOME FAIR 

Giving verbal praise .................. . 2 3 4 

Lecture ................................... . 2 3 4 

Give extra privileges ................ .. 2 3 4 

Discuss the offense .................. .. 2 3 4 

Scold the chiltl ......................... .. 2 3 4 

Take the child out of the 2 3 4 
activity ...................................... . 

Let child do something special in 2 3 4 
class ........................................ . 

Take away privileges ............... . 2 3 4 

Make the child apologize .......... 2 3 4 

------_.------_.-_. --

VERY 

5 

5 

5 

5 

5 

5 

5 

5 

5 
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NOT SLIGHT SOME MUCH VERY 

Use corporal punishment.. ........... 2 3 4 5 

Send child to the principal or 2 3 4 5 
director's office ........................... 

Put the child in "time out" ............ 2 3 4 5 

Send a note home for bad 2 3 4 5 
behavior ..................................... 

Give tangible rewards ................. 2 3 4 5 

Ignore the child's behavior .......... 2 3 4 5 

Call the child's parents ................ 2 3 4 5 

Put the child's name on the 2 3 4 5 
board ......................................... 

Give extra playtime ..................... 2 3 4 5 

Send a note home for good 2 3 4 5 
behavior ..................................... 

Isolate the child .......................... 2 3 4 5 

Send the child home .................... 2 3 4 5 

--------
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8. How is children's learning assessed in your program? 

What standardized tests, ifany, are given at your school? 

Name of test: -------------------------------------
Month given: ______________ _ 

Who administers the test? ------------------------------
Are all children in the program given a standardized test? _________ _ 

11. What kinds of services were used for preschoolers with special needs at your school 
during the 1992-1993 school year? Circle all that apply. 

1 Speech/language therapy 
2 Physical therapy 
3 Occupational therapy 
4 ArtlMusic therapy 
5 Psychological services 

6 Audiology 
7 Adaptive physical education 
8 Parent services 
9 Other (please specify) 

12. What areas of the preschool program at your school do you feel need the most 
improvement? (List the most important first, least important last.) 

1. ________________________________ __ 

2. ___________________________ _ 

3. _______________________________ _ 

13. How long have you served as principal or program director? ____ _ 

14. How many years did you teach prior to becoming a principal or director? __ _ 

15. At what levels have you taught? (Circle all that apply) 



1 Preschool 
2 Kindergarten 
3 Grades 1-3 
4 Grades 4-6 
5 Grades 7-12 

6 Coach 
7 Guidance Counselor 
8 Other specialist. ________ _ 

(Subjects taught): ________________ _ 

16. What certificates or endorsements do you hold? (Circle all that apply) 

1 Pre-k-4 
2 K-4 early childhood 
3 4-6 intermediate 
4 6-9 middle grades 
5 9-12 secondary 
6 Curriculum instructional specialist Level 1 
7 Curriculum instructional specialist Level 2 
8 Curriculum instructional specialist Level 3 
9 Administrator Levell. 
10 Administrator Level 2 
11 Administrator Level 3 
12 Other ----------------------

17. What is your age? __ _ 

18. What is your sex? ___ _ 

19. What is your race __ _ 

20. What is the highest educational degree you have attained? 

Bachelor 
2 Master 
3 6-year Degree 
4 Doctor 

21. Please use this space for any additional comments you may have. 
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APPENDIX C 

PROGRAM OPERATION CHECKLIST 
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PROGRAM OPERATION CHECKLIST Site: ________ _ 

(Developed using the Guidelines for Comprehensive Early Childhood Programs) 

GUIDELINE 2.1 

Each school system has a developmentally appropriate preschool curriculum to support 
the development of the total child. 

Yes No Not apparent Comments 
ill data 

Does the curriculum encourage children to 
be actively involved in the learning 
~rocess? 

Does the daily schedule provide for' 
teacher-directed and child-initiated 
learning? 
Does the daily schedule reflect a balance 
of indoor/outdoor activities? 
Is the curriculum sufficiently broad to 
meet the needs of a variety of children? 
Does the curriculum reflect an integrated 
approach to content? 
Are the children involved in the planning 
of activities? 

(Note: Guideline 2.3 concerns assessment and will not be included in this study.) 

GUIDELINE 2.3 

All children have equitable opportunities to learn through teacher-directed and child
initiated experiences that match their needs, interests and developmental levels. 

Yes No Not apparent Comments 
in data 

I Does active learning dominate the total 
day? 
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Ycs No Not appal'cnt Comments 
in data 

Are music, fingerplays, etc. used to 
eliminate wait time during transitions? 
Is there a balance of small group and large 
group activities? 
Is teacher-directed learning carried on in 
such a way as to enable children to 
become active participants? 
Is there sufficient time (45-60 min.) set 
aside for spontaneous play? 
Are there learning centers to facilitate 
children's self-directed learning? 
Is there a procedure used for children to 
plan and think about their activities ~t the 
centers? 
Are children given notice of an upcoming 
transition time? 
Are transitions viewed as an integral part 
of the learning process? (Children help 
clean up, put things aW<ty?J 

GUIDELINE 2.4 

Children have many opportunities to inquire about their environment, reflect on their 
experiences and develop communication skills by asking and responding to questions. 
Staff actively seeks meaningful conversations with children. 

Yes No Not apparent Comments 
in data 

Are children helped to develop their 
thinking skills through a variety of types 
questions? 
Are children encouraged to ask questions? 

Are children encouraged to respond to 
questions with more than one word? 
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GUIDELINE 2.5 

The daily program immerses children in a wide range of communicative experiences and 
literacy events that promotes conceptual development, encourages children to express 
thoughts and feelings, and helps them attain self-determined goals. 

Yes No Not apparent Comments 
in data 

Are daily routines and practices are 
structured to facilitate children's oral 
expression? 
Do adults provide words to describe what 
children are seeing, feeling, thinking, etc. 
Are children immersed in a print-rich 
environment? 
Are books available to children on a daily 
basis? 
Are children read to by adults on a daily 
basis? 
Are opportunities provided for the children 
to interact with print on a daily basis? 
Are opportunities provided for children to 
engage in self-initiated writing? 

GUIDELINE 2.6 

Children's curiosity and natural inclination to investigate and solve problems is nurtured 
and stimulated through a daily balance of guided, developmentally appropriate and 
independent experiences in social studies, science and mathematics 

-
Yes No Not apparent Comments 

in data 
Are children involved in daily routines that 
engage children in the use of math? 
Are math activities provided either as 
centers or teacher-directed lessons 
emphasizing fun, exploration and 
discovery? 
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Yes No Not apparent Comments 
in data 

Are concrete manipulatives used and 
available for self-exploration? 
Is there a block area in the room? 

-
Are there activities/opportunities for 
children to learn about themselves and 
their environment? 
Is there a science center in the room? 

Is scientific investigation hands-on and 
intended to raise questions and solve 
problems? 
Are children exposed to computers? 

GUIDELINE 2.7 

Children's natural inclination to be creative is nurtured and stimulated through a daily 
balance of guided developmentally appropriate and independent activities in music, 
movement and the arts. 

Yes No Not apparent COlllments 
in data 

Is outdoor play provided on a daily basis 
for at least 20 - 30 minutes? 
Is sufficient equipment provided so that 
children can refine or acquire fundamental 
motor movements? 
Is music integrated throughout the day? 

Are children's art experiences focused on 
exploration of materials, free expression, 
and creative process? 
Are sufficient materials provided to 
support children's independent activities 
such as easels, clay, paper, paste, scissors? 
Is the children's art work displayed around 
the room? 
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GUIDELINE 2.8 

Adults create an environment in which children can show initiative, act independently and 
make choices. Adults observe, guide and respect children as they develop personal and 
interpersonal living skills. 

Yes No Not apparent Comments 
in data 

Are children treated with respect, warmth, 
and diKnity? 
Are daily routines implemented in such a 
way as to control behavior problems? 
Do adults help children negotiate and 
solve personal disagreements? 
Are conflicts seen as an opportunity for 
learning such skills as negotiation? 
Are the daily routines and activities 
implemented so that children have 
opportunity to make choices? 

GUIDELINE 2.9 

The preschool environment evolves from children's needs, interests and experiences; 
facilitates th~ir independence, exploration and discovery; and reflects their ideas, 
accomplishments and products. 

Yes No Not apparent Comments 
in data 

Is furniture child-sized? 

Are there plenty of open shelves at the 
learning centers so children can function 
with a minimum of assistance? 
Does the space allocated to the learning 
centers facilitate the kind of activity taking 
place at each one? 

----------------------- -
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Yes No Not apparent Comments 
in data 

Is the room arranged so that children can 
engage in activities without being 
distracted by other? (Noisy centers and 
quiet centers are together) 
Does the room reflect the children's work 
instead of commercial material? 
Is the room bright, cheerful, and well-
organized? 

GUIDELINE 2.10 

Children's health and safety are ensured throughout each program day. 

Yes No Not apparent Comments 
in data 

Are children actively supervised by adults 
at all times? 
Is the adult/child ratio developmentally 
appropriate? (1/1 0 or less and no more 
than 20 in a group for fours) 

Is the room clean, safe, and well-
ventilated? 
Are bathrooms adjacent or in the 
classrooms with hand-washing sinks? 
Do children wash their hands often? 

Are materials in the environment clean and 
ingood rej)air? 
Are poisons and other harmful chemicals 
stored safely away from children? 
Is the outdoor play equipment safe and in 
good repair 
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Yes No Not apparent Comments 
in data 

Is the outdoor play area safe from 
strangers, traffic, extreme weather 
conditions? 
Are staff involved in children's outdoor 
play? 
Does the staff position themselves 
throughout the area to provide maximum 
supervision? 
Are sign-in and sign-out procedures 
implemented in the classroom? 
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