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Introduction

EXPLORING CHILDHOOD is designed to acquaint students with
the processes of growth and development in young children, and
to engage students in children's lives through readings, films,
and work with children. The classroom component of the program,
which utilizes ethnographic films, booklets, records, posters,
and a range of activities, is divided into three modules: Work-

ing with Children, Seeing Development, and Family and Society.

Working with Children prepares students to work at fieldsites

such as nursery schools, kindergartens, and day care centers for

several hours a week. Seeing Development focuses on the proc-

esses of growth and development in young children. It draws on
common activities such as water play and working with clay to
illustrate these processes, and suggests ways students can learn
about the needs and abilities of children as they work with them.

Family and Society turns from the inner growth of the child to

the socializing forces that influence growth. It helps students
to understand these influences, and to see that children, who
are being shaped by others, are also influencing the behavior

of those around them.

Field work with children, which continues throughout the
program, gives students direct experience working with and ob-
serving children. This practical experience allows students to
develop confidence and competence with children, to test ideas
raised in class, and to try out activities and ways of behaving

that can later be discussed with their peers.



National Field Test

Between 1973 and 1975, a national field test of EXPLORING
CHILDHOOD was conducted in all parts of the United States. Dur-
ing this period, the program's evaluators gathered information
for three broad purposes:

+ Implementation. To inform course developers and users
whether the program was providing sufficient guidelines
and support for organizing and maintaining the program
in schools, and what additional support was needed.

- Revision. To inform course developers about which aspects
of the program functioned effectively for teachers and stu-
dents, and which needed revision.

- Accountability. To inform school administrators, teachers,
and federal and state agency personnel of what students

were learning from participating in EXPLORING CHILDHOOCD.

YEAR ONE The goals for the first year of the national field test
HEALE (1973-74) were:

- to ascertain teacher and student responses to program ma-
terials and learning approaches;

+ to identify aspects of program implementation that were most
and least difficult for schools to carry out in the first
year of the program;

- to assess the effectiveness of the program's teacher educa-
tion and support networks.

Findings from the first-year study are outlined in Summary of
Evaluation Findings: Year One. Those findings were used to in-
form the revision of materials, to determine the need for supple-

mentary materials, and to strengthen the teacher education program.

YEAR TWO The second-year study provided a follow-up to the suggestive

ORI findings of the first year. The second study was designed to



provide more definitive evidence of the educational effects of
EXPLORING CHILDHOOD, as well as to examine systematically program
implementation and teacher education. Specifically, its goals
were:

- to document changes in students' knowledge, attitudes, and
skills in working with children as a result of participating
in the program;

+ to identify program implementation characteristics, and
examine implementation differences between new teachers and
second-year teachers and between full-year and half-year
programs;
to assess the strengths and limitations of alternative
teacher educational models--a regional field coordinator
model, which provided teacher training through full-time
staff; and a community-based leadership model, in which
teachers collaborated with parents in a teacher training
program;

- to document program usage in a variety of nonschool set-

tings.*

This document describes the way information was gathered
during the second year and summarizes the major findings and
recommendations, building on those of Year One. The full
evaluation report, which documents and discusses findings in

detail, is available on request from EDC.**

Evaluation Methods

The second-year evaluation study actually encompassed four

topics:

*A discussion of findings related to this topic can be found
in "Use of EXPLORING CHILDHOOD Materials Outside of Secondary
Schools, " Evaluation Study of EXPLORING CHILDHOOD, 1974-75.

*#*The evaluation documents from which this summary is taken are
listed in the appendix.



STUDENT
KNOWLEDGE
AND
ATTITUDES

STUDENT
PRACTICAL
SKILLS

+ Student knowledge and attitudes;

+ Student practical skills;

+ Program implementation by course teachers;
- Teacher education.

Each study was designed somewhat differently.

To examine how EXPLORING CHILDHOOD affected students' knowl-
edge and attitudes of child development, two instruments were
emploved: a multiple-choice test of conceptual learning, and
a questionnaire consisting of several attitude scales. Both in-
struments were administered in the spring of 1975 to students in
60 EXPLORING CHILDHOOD classes, and also to a comparison group of
students from 25 schools who were pre-enrolled to take the course

the ‘following vyear.

The 60 teachers whose students participated in the test were
selected from 112 teachers who had indicated willingness to par-
ticipate (out of a September 1974 population of 410 teachers).

Of the 60, 44 percent were first-year teachers and 56 percent
were second-year teachers. A total of 934 EXPLORING CHILDHOOD

students were involved.

The comparison group consisted of students from 25 of the 60
schools who reported having pre-enrollment lists for 1975-76, and
who were willing to participate in comparison-group testing. A

total of 285 comparison students were involved.

The effects of EXPLORING CHILDHOOD on student knowledge and
attitudes were inferred from differences in the performance of
students who had taken EXPLORING CHILDHOOD and of those who were

planning to do so in the following year.

Student learning of practical skills could best be assessed
at the fieldsite. Thus, it was not possible to compare EXPLORING

CHILDHOOD students to a group that was not currently involved in



PROGRAM
IMPLEMEN-
TATION

TEACHER
EDUCATION

a fieldsite placement. Alternatively, a sample of 225 fieldsite
teachers (67 percent of those contacted), all of whom were con-
nected with the 60 schools involved in the learning study, agreed
to complete a guestionnaire rating one or more randomly selected
EXPLORING CHILDHOOD students at their fieldsite "in the beginning"
and "during the last month" of work at the fieldsite. The stu-
dents who were rated were asked to complete a guestionnaire de-
signed to assess the extent of their involvement in both the
classroom and fieldsite components of the course. Inferences
about the impact of EXPLORING CHILDHOOD on learning of practical
skills were made on the basis of relationships between student

course involvement and skill ratings.

Of the EXPLORING CHILDHOOD teachers, 173 (38 percent) com-
pleted a questionnaire on program implementation, including all
teachers whose classes were involved in the learning study. Of
the 173 teachers, 43 percent were teaching the course for the
first time, 57 percent for the second year. Most (58 percent)
were running full-year programs, while about one-third (34 per-
cent) had half-year courses. (About 8 percent reported some
Yother" program length.) Results of the questionnaire were used
to develop a descriptive profile of teachers' implementation of
the program and differences between full-/half-year programs and

first-/second-year teachers were investigated.

The nature and effectiveness of the teacher education pro-
grams were evaluated primarily through a two-part questionnaire
mailed to all EXPLORING CHILDHOOD classroom teachers during the
spring. A total of 198 teachers (48 percent) returned both parts
of the guestionnaire. Telephone interviews, seminar leaders'
logs and journals, and tape recordings of teacher seminars were
used to supplement the data. The two operating teacher education

models were assessed and compared. The Regional Field Coordinator



DIFFERENCES
BETWEEN
FIRST- AND
SECOND-YEAR
FIELD TEST
METHODS

(RFC) model represented 51 percent of the teachers in the sample,
while the Community Based Leadership (CBL) model represented 9
percent of the teacher sample. Forty percent of the teachers in
the sample did not participate in any teacher seminars or work-
shops during this second year of the program, compared to 50 per-
cent of the total, nationwide group of EXPLORING CHILDHOCD

teachers.

During Year One of the field test, proportionately larger
samples of course teachers and students participated. Their per-
ceptions of the course and its impact were tapped repeatedly
throughout the year.* To supplement the guestionnaires, inter-
views and observations were conducted at five "intensive" sites.
The study was designed to provide a considerable and rich body
of descriptive information about the course through the eyes of
the chief participants. All fieldsite teachers were also sur-

veyed once during the year.

The focus of the Year Two study was student learning. Rela-
tively less of the (growing) student population was sampled, but
student responses were compared to those of a group who had not
taken the course. A sample of fieldsite teachers were asked to
assess specific students' performances, rather than to recount
their impressions of and experiences with the program. Thus,
while placing less burden on respondents, the Year Two evaluation
attempted to follow the considerable descriptive data obtained
in Year One with information that would provide a firmer basis

for inferences about the program's educational accomplishments.

*Students from 100 of the 234 school sites using the program in
1973-74 were sampled (total student sample = 4,140). Students
were sent three or six questionnaires. All 234 course teachers
were sent six questionnaires.
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Participants’

STUDENTS Students were primarily female (92 percent) and white (80
percent). Approximately 9 percent were black, 4 percent of
Spanish heritage, 3 percent Native American, and less than 1 per-
cent of Oriental heritage. Ages ranged from 14 to 21, with the
largest proportion (71 percent) being 17-18 years old. Eighty-
nine percent were in grades 11 and 12. The majority (59 percent)
were of low socioeconomic status (based on student reports of
head-of-household occupation and level of formal education).
Only 11 percent had parents in major professions (law, medicine,
engineering) who were college graduates or had professional
training. In contrast to their parents, most students (99 per-
cent) expected to finish high school, 32 percent hoped to gradu-
ate froma four-year college or complete other training, and 8
percent expected to go to graduate school or a professional

school after college.

Approximately one-third of the students had studied child
or human development during the past two years, independent of
EXPLORING CHILDHOOD. They had a fair amount of experience with
young children, either through baby-sitting (89 percent) or tak-
ing care of siblings under seven (about one-third). (Only 21
percent of the group reported having siblings between ages two
and six.) While taking EXPLORING CHILDHOOD, 87 percent worked

in a preschool or day care center and/or tutored young children.**

As expected, the EXPLORING CHILDHOOD student sample and the
comparison group differed in age and grade (since comparison stu-

dents were planning to take the program, they were approximately

*See Appendices B and C for an analysis of student and teacher
characteristics.

**Tn some cases this work was part of their EXPLORING CHILDHOOD
fieldsite work and in some cases it was independent of the
course. While fieldsite work is considered an integral part
of the program, 23 percent of the teachers reported no field-
site component in their program.



COURSE
TEACHERS

one grade below the student sample, and had no institutionalized
or formal experience with children). For all other characteris-
tics--sex, ethnicity, socioeconomic status, educational expecta-
tions, prior course in child or human development, experience
with young children--the EXPLORING CHILDHOOD student sample and

comparison group sample were highly similar (see Appendix B).

EXPLORING CHILDHOOD is taught predominantly in home eccnom-
ics departments (79 percent); the majority of EXPLORING CHILDHOCD
teachers majored in that subject as undergraduates (83 percent).
Over 95 percent of the teachers were women. About two-thirds had

children, and of these, the median number of children was two.

On the whole, participating teachers were highly experienced,
and had taught for over five years. For teaching experiences
outside of school, teachers had considerably more experience with
preschool children than with adolescents; contact with both
groups occurred through institutional settings. Sixty-five per-
cent had worked in cross-age programs, involving children of

different ages working together (see Appendix C).

Most teachers had initiated action that led to teaching
EXPLORING CHILDHOOD: 36 percent asked to teach it after hearing
about it from other sources, and 15 percent asked to teach it a
second yvear. Thirty percent taught EXPLORING CHILDHOOD after be-
ing given the opportunity by their administrators, while only 5
percent were assigned to teach the course without being given a
choice. The remaining 14 percent reported a diversity of "other"

ways of becoming involved in teaching the program.



Student Learning

EXPLORING CHILDHOOD aims to help students understand the
processes of growth and development in children, what young chil-
dren are like (how they behave, think, and feel), and how human
interactions shape child development; it also aims to teach stu-
dents techniques of deepening such understanding (e.g., observing,
journal keeping). The program addresses both the universal
features or patterns of development as well as the individual or

unique features contributing to the growth of each child.

Conceptual

The evaluation of student conceptual learning asked:

- To what extent do EXPLORING CHILDHOOD students understand
course-related child-development issues and concepts?

- How appropriate are students' judgments and perceptions in
applying this knowledge to specific situations involving
children?

- To what extent have students developed systematic methods
or techniques of learning about children (e.g., observing,
journal-keeping, drawing correct inferences from children's
verbal and nonverbal behavior)?

The overall intent of the evaluation was to assess the extent to
which the EXPLORING CHILDHOOD program contributed to such under-

standing, and whether it was more or less effective for different



types of students. A summary of findings follows. The types of
questions included in tHe test of conceptual learning are illus-

trated in Appendix D.

When students were divided into high- and low-scoring groups,
there were significant differences in the total test performances
of those taking EXPLORING CHILDHOOD and of those planning to take
the course. One-third of the EXPLORING CHILDHOOD sample were low
scorers, compared to almost 44 percent of the comparison group;
whle 38 percent of the EXPLORING CHILDHOOD sample were high
scorers, compared with only 23 percent of the comparison group.
Overall, then, EXPLORING CHILDHOOD improved students' conceptual
understanding of children and of processes of development, and

helped them develop techniques of learning about children.

Importantly, EXPLORING CHILDHOOD seems particularly effec-
tive in helping students to apply child development concepts to
real-life situations (as measured by a paper-and-pencil test),
and in equipping students with the necessary skills for learning
more about the children with whom they work. Significantly more
EXPLORING CHILDHOOD students than comparison-group students
attained high scores on subsets of test items involving "skills
in working with children" and "ways of learning about children."
This latter result is interesting in the light of the Year One
finding, based on student reports, that, "on the whole, students
had difficulty relating journal-writing assignments to learning
about children."* Our finding of actuai student performance in

this area seems to belie students' subjective impressions.

On the basis of test results, EXPLORING CHILDHOOD appears
less effective in providing students with additional information
on "child development concepts and issues" per se than it is in
teaching "skills in working with children" and "ways of learning
about children." This finding may be an artifact of the particu-

lar test used to evaluate conceptual learning rather than a true

*Summary of Evaluation Findings: Year One, p. 15.
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indication of the impact of the program, since both groups dis-
played high levels of knowledge in this area at the time of test-
ing. Given that both "pre" and "post" test scores in this area
were high, there was little room for difference between the two
groups; hence, on the basis of test results we cannot determine
whether EXPLORING CHILDHOOD was less effective in teaching stu-
dents "child development concepts and issues" or whether the test
as constructed did not provide the opportunity for EXPLORING
CHILDHOCD students to display the particular knowledge in this
area that they had gained from the program. On the basis of the
data available, however, a major contribution to their knowledge
was provided by previous courses in child development. In both
groups, students who had had previous child development courses

generally scored higher on these items that those who had not.

Interpreting these findings, readers should note that find-
ings for specific groups of test items are suggestive rather than

definitive, due to their small number.

Year One evaluation findings indicate that students felt
they had learned much about how children think and feel, and had

developed understanding of a number of child development concepts:

«..75 percent of the students in the 100-site sample
felt they grew a great deal in this area [understanding
of how children think and feel]. That understanding
included an awareness that children's needs, emotions,
and abilities are different from those of an adolescent
or adult. Interviews with intensive site students pro-
vided numerous examples of this awareness. Many stu-
dents described the unrealistic expectations they had
initially, particularly of what children of different
ages are able to do. One high school girl recalled one
child and said, "We were always putting responsibili-
ties on him and always yelling at him...and couldn't
realize that he's only three years old!"

.. .Understanding more about how children think and feel
included not only an awareness of the differences be-
tween children and older people but also the realization
that no two children are alike: each responds differ-
ently because of his or her values, home life, and
experiences. Students realized that initially they had

11
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expected children, particularly children of the same

age, to be alike. Both the student sample as a whole

and the interview groups expressed surprise at discov-

ering wide differences in the vocabulary, physical

development, and social ease exhibited by the children

they worked with.#

Students who had taken a prior course in development had
higher total test scores than students who had not. This effect
was stronger for comparison group students than for EXPLORING
CHILDHOOD students: Comparison group students who had taken some
prior development course did considerably better than comparison
group students who had not (the latter having had no development
course at all); in contrast, the difference between total test
scores of EXPLORING CHILDHOOD students who had or had not taken
a prior development course was negligible, indicating possibly
that the test of conceptual learning used did not tap any differ-
ences in what students learned conceptually from EXPLORING CHILD-
HOOD as distinct from what they had learned in their prior devel-
opment course. In sum, however, the effect of having taken a
prior course in development for students in the comparison group,
in increasing their total test scores considerably more than the
scores of EXPLORING CHILDHOOD students, contributed to the rela-
tively small difference that was found in average test scores for
the two groups. (In particular, the differential effect of prior
development course experience on EXPLORING CHILDHOOD and compari-—
son group students was reflected in the set of test items con-
cerned with "learning about children." In this case, comparison-
group students who had taken a prior course in development did
better than comparison-group students who had not; however,
EXPLORING CHILDHOOD students who had or had not taken a prior
development course did equally well in this area.) Other experi-
ence with children, whether formal or informal, was not associ-

ated with test performance.

*Summary of Evaluation Findings: Year One, pp. 12-13.

12
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EXPLORING CHILDHOOD seems particularly to benefit the per-
formance of female students in the area of "working with chil-
dren." For example, in the comparison group about the same pro-
portion of girls as boys (28 percent versus 25 percent) received
high scores on "working with children" items. Among EXPLORING
CHILDHOOD high scorers, however, 42 percent were girls while,

again, 26 percent were boys.

Although representation from various ethnic minority groups
was relatively small, the course appears to have had a differen-
tial effect on students from diverse backgrounds: black students
benefited more from taking EXPLORING CHILDHOOD than did white,
Spanish heritage, or Native American students. For example, the
proportion of black students attaining high scores on the total
test was 35 percent in the EXPLORING CHILDHOOD group, in contrast
to only 6 percent in the comparison group. The corresponding
differences between EXPLORING CHILDHOOD and comparison group high
scorers for other ethnic groups were smaller: 38 percent versus
29 percent among white students; 27 percent versus 15 percent
among Native American students; and 19 percent versus 10 percent

among students of Spanish heritage.*

A positive relationship was found between students' socio-
economic status and their total test scores for both EXPLORING
CHILDHOOD and comparison-group students. Hence, on the whole,
EXPLORING CHILDHOOD did not seem to have a differential effect on
students of varying socioceconomic position. The relationship
found for both groups was that, in general, students with parents
of high socioeconomic status scored proportionally higher, while
students with parents of low socioceconomic status scored lower.**

No relationships were found between student test scores and other

*There were no students of Oriental heritage in the comparison
group, so that no analysis of the effect of EXPLORING CHILDHOOD
for this group could be carried out.

**Socloeconomic status was measured by the Hollingshead Social
Position Index.

13



background variables. In addition, no associations of students'’
scores were found with program length or with teacher experience

in the program.

Attitudinal

What we know about child development can affect our feelings
and attitudes toward children. By helping students discover and
apply knowledge about development through class and field work,
EXPLORING CHILDHOOD aims to affect students' ways of perceiving

and feeling about children.

One focus of the program is students' attitudes about chil-
dren and how to care for and work with them. The program encour-
ages students to be accepting of children, to respect the child's
activity and initiative rather than assume the child is passive.
EXPLORING CHILDHOOD encourages students to value the child's
ability to express ideas and feelings, rather than to expect the

child to respond solely to adult authority.

EXPLORING CHILDHOOD also focuses on adolescents' attitudes
toward themselves. The program attempts to help students develop
confidence in their ability to understand children and to support
their growth, and it encourages an interest in working with chil-
dren as parents and personal child-care professionals. At the
same time, the program tries to foster a sense of competence and
worth and to develop students' awareness of their own development

process.

With these program goals in mind, the Year Two field test
investigated the following guestions:
- How does the program affect students' views and feelings
about children and caring for children?
- How does it affect students' views and feelings about them-

selves, as caregivers and as individuals?

14



GENERAL
EFFECTS
OF THE

PROGRAM

Rating scales in the student questionnaire tapped attitudes
toward child-care issues and toward fieldsite participants (see

hppendix E for illustrative items):

Child-care Issues

- Communicating with children about their feelings
- Expressing tenderness toward children
Accepting their ideas and opinions
- Allowing them to express aggression
- Punishing and controlling children

« Encouraging children's independence and autonomy

Fieldsite Participants

- Young children
- Adults who work with children
- The student in a care-giving role

- The student as an indiwvidual

EXPLORING CHILDHOOD students favored expressing tenderness
and affection openly, allowing children to express some aggres-
sion, using mild rather than harsh forms of punishment, and en-
couraging the child's autonomy and independence somewhat more
frequently than students who had not taken the course. We could
not measure whether being in the program contributed to students'
views about communicating with children about their feelings, or
about accepting children's ideas and opinions, because close to
100 percent of students in both groups (pre- and post-test scores)
felt that children should be encouraged to express ideas and
opinions that differ from those of adults (see Appendix E for

examples of items from attitudinal scales).

Data from Year One evaluation indicated that students them-
selves perceived changes in their own attitudes and understanding
of young children, particularly with respect to ways of approach-

ing child behavior that might be "undesirable":

15



Students expressed an awareness that they were learning
not to attribute adult motives (particularly aggressive
ones) to rough play behavior. One boy said, "They
would just get on my nerves by the things they'd be
doing.... I used to hate them. But now I can put up
with it and I know that because I'm older than them,

I should be trying to teach them instead of...stopping
them from doing things. When they mess up, they just
do it because they enjoy it...."

...Students...mentioned that the fieldsite provided

a setting for practicing alternative ways to work with
children. Many students in the interwview group had
discovered that joining a child's work in a supportive
way could motivate them more effectively than telling
or forcing them. One girl recounted that at the begin-
ning of her field work she would get angry or ignore
the children if they became difficult to handle. She
would say, "If you're going to act that way, I'm just
not going to work with you." After a while she discov-
ered that, "If I just try to start doing writing with
them, then they usually calm down." Another student
said that early in the year if "the kid gets smart...
gets into something they're not supposed to do, I would
have whipped him.... But now...I'll just sit down and
talk to him or make a little game out of it and then
he'll understand it better than getting the whipping.™

...many students in the interview group could describe

this kind of change from directive to supportive be-

havior....*

The attitude scale used in Year Two indicated that the
course did not have a measurable effect on students' global atti-
tudes toward young children, adults, or themselves in the field-
site situation. In contrast, Year One findings suggested that
students became more understanding of young children, and that
"by the end of their participation in the program, close to half
of the student sample felt they had learned a great deal about
themselves as a result of the program." Findings from Year One
suggested that increased learning about themselves took two forms:

One was an awareness of what they were doing and

feeling as they work with children. In interviews,
students gave examples of "discovering" their own

*Year One, pp. 12 and 14.
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OTHER
FACTORS
RELATED TO
ATTITUDES

assumptions and personality characteristics in the
process of working with children. For €xample, one
student said: "If a kid does something wrong, I get
mad.... It's normal for you to get mad, but I think I
need to do something about my temper. If you have a
bad day, talk it over with someone, and you won't take
it out on the kids." Students also became aware of
ways they "project" their own self-critical attitudes
onto children: "When kids didn't want to act right it
used to get to me. I used to say there must be some-
thing wrong with me. I realized they got moods just
like we do. Sometimes they just don't feel like doing
it...still gives me trouble." Together the guotes sug-
gest a struggle that seemed typical: students' efforts
to understand how their behavior may affect the chil-
dren they work with, without exaggerating the degree

of their influence on the children.

The second area of self-understanding related to par-
enting: 60 percent of the student sample felt they
understood a great deal more about the responsibilities
it involwved. Although students entered the program
with the strong belief that parents have a great influ-
ence on children, that belief seemed to become more
personalized by the end of the program. What impressed
students most was the degree of responsibility involved.
When asked how they felt about being parents after
taking the course, students typically echoed this stu-
dent's sentiment: "I know it would be nice to be a
parent, but having to watch after them and making sure
they grow up right...you need to be really responsible."
Most students in the sample expressed a strong inter-
est in parenthood, but almost universally they agreed
that it was a serious undertaking, to be off for some
time.*

Several factors in addition to EXPLORING CHILDHOOD itself

help to explain differences in student scores on the attitude
scales used in the study. These include the effect of being in
any kind of development course (be it EXPLORING CHILDHOOD or an-
other course), age, educational expectation, sex, and ethnicity.
Other factors such as program length and teacher experience with
the program appear to have little relationship to students' atti-

tudes toward children and themselves.

*Year One, pp. 18-19.
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Experience
in a
Development
Course

Age
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Other courses in development taken by students in the sample
seemed to have affected their attitudes toward aggression in
children as much as EXPLORING CHILDHOOD did. EXPLORING CHILDHOOD
apparently had a more positive effect on attitudes toward ex-
pressing tenderness, using mild rather than severe punishment,
and encouraging independence than did other development courses.
Although EXPLORING CHILDHOOD had a clear and positive effect on
nonwhite attitudes toward child care (discussed below), other

child development courses may have had an equally strong effect.

Students who had taken any course in development evaluated
young children more positively than did students who had not
taken a course in development, and they rated themselves as more

lenient with children.

Though we do not have data on what proportion of "other
courses" had a field-work component, it is our impression from
past research that most did not. If that is the case, the com-
bination of field work with an academic component may explain why
EXPLORING CHILDHOOD students had more positive attitudes toward
tenderness, nonsevere punishment, and dependency than did stu-
dents who had taken other development courses. Data do not indi-
cate that students who had some field-work experience with chil-
dren, as part of EXPLORING CHILDHOOD or independently, differed
from students who did not have that experience. Students with
the most field-work experience tended to evaluate adults who work

with children more positively.

The older the student, the more he or she tended to encour-
age children to express differing ideas. Older students also
tended to see adults who work with children as less severe than
did younger students. The Year One field test found that, "The
oldest age group was much more positive than younger students
about approaches that allowed them to work outside the classroom:
visiting child care centers and talking with experienced adults,

for example."*

*Year One, p. 23.
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Educational Students with greater educational expectations tended to see
Experiencs themselves as more lenient in their work with children and to
evaluate themselves more highly as individuals than did students
with lower expectations. Among white students, those with higher
aspirations tended to favor expressing tenderness, using non-
severe punishment, and encouraging autonomy in children more than
those with lower expectations. No differences according to edu-

cational expectation were found among minority students.

Sex Before taking EXPLORING CHILDHOOD or another development
course, more females than males tended to favor expressing their
feelings to children and showing tenderness. EXPLORING CHILDHOOB‘W
increased the proportion of males who favored expressing tender-
ness, while EXPLORING CHILDHOOD or other development courses fur-
ther increased the proportion of females who favored communicat- |

ing with children.

More male than female students tended to tolerate children's
mild forms of aggression before taking the course. After EXPLOR-
ING CHILDHOOD or another course, males and females were equally

in favor of children expressing mild aggression.

Males saw themselves as more serious and severe as individ-
uals than did females before taking EXPLORING CHILDHOOD. Par-
ticipating in EXPLORING CHILDHOOD accentuated this difference by
increasing females' perceptions of themselves as lenient indi-
viduals. The course appeared to have no effect on males in this
area, even though a larger proportion of males now approved of

expressing tenderness toward children.

EXPLORING CHILDHOOD affected attitudes toward punishment of
children equally among male and female students. However, by the
end of the course, males still tended to favor harsh punishment
and strict rules more than females did. This corroborates simi-

lar findings in Year One.

Ethnicity One of the most consistent findings of the attitude study
was the effect of EXPLORING CHILDHOOD on the attitudes of
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SUMMARY

nonwhite students. Tﬁe course particularly affected nonwhite
students' perceptions of themselves as more lenient individuals.
In addition, the course may have affected several care-giving
attitudes of these students, although other courses in develop-
ment appear to have had equivalent impact. Before taking any
development course, more white than nonwhite students favored
expressing tenderness, allowing aggression, not using severe pun-
ishment, and accepting children's ideas. After participating in
a development course, white and nonwhite students wvalued these

attitudes equally strongly.

Participation in EXPLORING CHILDHOCD appears to strengthen
several attitudes toward child care. Though female and white
students tended to hold the attitudes encouraged by the program
more fequently than did male and nonwhite students, participa-
tion in the program tended to result in more positive attitudes
toward child care on the part of males and nonwhite students.
Although some of the effects discussed could have been accom-
plished by other child development courses, EXPLORING CHILDHOOD
appears to have had a stronger influence on attitudes toward ex-
pressing tenderness toward children, using less severe forms of
punishment, and encouraging children's independence and autonomy

than did other development courses.

Practical

The primary purpose of evaluating students' fieldsite activ-
ities was to measure students' learning of practical skills--that
is, the degree to which students utilized knowledge gained in
EXPLORING CHILDHOOD when working with children. Ratings by field-
site teachers measured two types of student learning in the area
of practical skills (see Appendix F for illustrative items):

- The roles students engaged in while working with children.
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FIELDSITE
ROLES

The skills students aéquired in their work with children.

EXPLORING CHILDHOOD encourages students to take active, pur-
poseful roles in their field work (for example, to participate in
children's activities in order to support and extend their growth
and development) rather than to be simply a friend or playmate
to the children. This study attempted to determine whether such
active, purposeful roles occurred more frequently. Further, it
was hypothesized that the skills high school students acquired
while working with children would be related to the kinds of
roles they engaged in at the fieldsite. Such relationships would
be helpful both in attempting to describe student learning in
different skill areas and in helping future teachers organize the

program to optimize student learning.

The evaluation of course impact on practical skills had two
aspects: to determine where in students' work with children
there was the greatest and the least growth and to relate stu-
dents' work with children to their degree of program involvement.
Data on student growth came from fieldsite teachers, who rated
students on general skill areas as well as on skills linked to
specific units of the program. To learn about the relationship
between work with children and program involvement, information
was obtained from students about which course materials they used
and how much time they spent at the fieldsite. The findings of

the practical learning study are summarized below.

Students tended to spend less time in activities that in-
volved "teacherlike" responsibility and initiative. They pre-
ferred being a friend or playmate to the children to taking on
more demanding roles. This finding echoes the Year One evalua-

tion results:
At the end of the course, students did not feel like
"authorities," or able to carry out a "teacher" role.

They felt less equipped to conduct a class, work with
a group, "keep children interested in learning," or
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GENERAL AND
SPECIFIC
SKILLS

create and carry out group activities than to work in

a close, one-to-one way with individual children.*
However, students who had previously taken child development
courses tended to take more active roles with children. This sug-
gests that multiple development courses may increase students'

confidence in knowing what to do with a child.

Older students take more active helping roles with children.
While the findings from Year One revealed no relationship between
student age and roles taken (as reported by students), Year Two
fieldsite teacher ratings indicate that eleventh and twelfth
graders more often "initiated/planned activities for a group of
children" than did ninth or tenth graders. In addition, while 61
percent of all nonwhite students were judged to have frequently
"initiated/planned activities for a single child," only 38 per-
cent of white students were so rated. These and all other find-
ings in the area of practical skills related to ethnic group mem-
bership should be viewed as extremely tentative, due to the small
numbers of students involved (ethnic data were available on only
three black, eight Spanish heritage, two Oriental heritage, and
eight Native American students, as compared with 104 white stu-

dents) .

EXPLORING CHILDHOOD students improved their practical skills
in working with children over the year. This corroborates the
findings in 1973-74 of students' reported increased ability to

work with children. The Year One evaluation reported that:

Sixty percent of the students in the 100-site sample
felt they grew substantially in this area. They felt,
for example, that they developed more patience, and
could interpret children's needs and reasons for be-
having in particular ways more accurately. They
attributed this to an increased ability to relate to
children on their own level, particularly to talk

*Year One, p. 13.
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AND SKILLS
TO COURSE
INVOLVEMENT

with and listen to children, and to be able to control

children in different situations.¥*

The second-year evaluation found greatest increases in prac-
tical competence in working with children in general skill areas

and in skills specifically related to Working with Children and

Seeing Development (see Appendix F for examples of general and

specific skills). Nonwhite students were rated higher in general
skills more frequently than white students, while students with
higher educational aspirations received proportionately higher
ratings on specific skills than did those with lower educational

expectations.

All fieldsite roles were positively related to end-of-year
skill ratings, indicating that the more frequently the students
engaged in these roles, the higher their ratings in working with
children were. However, the strongest relationships between

roles engaged in and end-of-year skill ratings occurred for the

more active, participatory roles: '"participating in children's
activities to promote growth"; "initiating activities for a
single child"; "collaborating with the teacher." Students who

engaged in these active participatory roles tended to have higher
ratings in their skills in working with children. Although it is
not possible to infer with certainty that taking on active roles

at the fieldsite directly improved student skills, these findings
should encourage course and fieldsite teachers to work on helping

students undertake more participatory roles.

Students' reports about their involvement with the reading
and film materials parallel EXPLORING CHILDHOOD teachers' re-
ported use and findings, and reveal a pattern of use similar to
Year One. Exposure to and discussion of print materials de-

creased over the three modules in both years, with materials for

*Year One, p. 13.
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Family and Society being used least.* Film exposure was lower

than hoped but did improve over 1973-74. The Year One evaluation

reported:

Probably because of film-sharing difficulties as well
as lack of time, less than half of the students saw
any "Children at Home" or "at School" films [for the
Family and Society module]. ILess than 15 percent saw
many of the films [for this module].**

During 1974-75, the number of students who saw the Family
and Society films increased greatly: 58 percent saw some "Chil-
dren at Home" films and 61 percent saw some "Children at School”
films. The percentage of students who saw most or all films for

each module was: 50 percent for Working with Children, 46 per-

cent for Seeing Development, and 27 percent for Family and Soci-

ety.

More important than the actual extent of exposure to course
materials was the relationship of course work to fieldsite roles
and skills. Analyses revealed that the more course booklets were
discussed with the fieldsite teacher, the more frequently stu-
dents engaged in more active, participatory roles with children.
However, these were not strong relationships. In general, stu-
dent exposure to print material correlated with collaboration
with the fieldsite teacher; discussion of course material with
him/her (which may have been a component of "collaboration") cor-
related with students' taking on of greater responsibility in

their fieldsite work.

students impressions of the value of course materials and

activities were recorded in Year One:

Reading how children develop, trying out children's
activities ("If you've never fingerpainted, you're not

*Year One, p. 22.

**This seems to be due largely to a lack of time, given that this
unit is the last in the course. (See "Program Implementation:
Planning and Conducting Class Work," in this summary, for a
discussion of the relative use of different course materials.)
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going to know how the kid's feeling"), discussing hypo-

thetical situations with children ("They explain what

might happen to vou"), and viewing films of children

and of adolescents working with children were all rated

"very useful" by more than half of the sample.*

Year Two analyses did not indicate a clear relationship be-
tween the amount of exposure to course materials and students'
degree of competence and practical skills. However, student
skill ratings were positively related to the amount of field work
they did--both during each week, and in total over the year.
These findings, as well as those cited above, relate to contact
with the fieldsite, and support the initial impressions offered
by students in Year One: that being able to spend more time at
the fieldsite would help them in their work with children.

The most universal, persistent complaint was that there

wasn't enough time to build continuous, effective re-

lationships with the children. Second, they would have
liked to spend more time with the fieldsite teacher
discussing the children, clarifying what the teacher
expected of them, getting direction and feedback about
their work.**

The extent of fieldsite exposure did not correlate with the roles

students engaged in, beyond "setting/clearing up the classroom."

The Year Two field test found that students in lab schools
(those attached to high schools) scored slightly lower in most
skill areas than those who had done their field work in pre-
schools, elementary schools, and kindergartens. However, overall
competence in specific skill areas improved most for students do-

ing field work at lab schools and preschools.

The finding that students in lab school fieldsites were
rated generally lower than students in other types of fieldsites
in their "beginning of the year" practical skills, and generally

higher in their "end of the year" practical skills, is probably

*Year One, p. 15.

**Year One, p. 15.
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best explained by a combination of two factors: (1) Since the

lab school teachers are also course teachers, they have a much

clearer idea of the practical skill goals of the course and hence

may tend to rate students' initial performance more critically.

At the same time, unlike the typical fieldsite teacher, the lab

school teacher knows the course work intimately, can therefore

coordinate course work and field work more easily, and probably

works harder at encouraging skill development as described in

course material. (2) Some bias is probably reflected in the !
"greater change" scores of students in lab schools, since course \
teachers are more likely to want to perceive that their students

have learned a lot during the course.

Discussion of EXPLORING CHILDHOOD course materials with the
fieldsite teacher may contribute to students' more active engage-
ment at the fieldsite. More participatory involvement on the
part of students with children is, in turn, associated with
greater end-of-year practical competence. The amount of time
spent in field work may in itself directly improve skills (or
teachers' perceptions of student competence), but time alone will
not influence the types of roles students assume. EXPLORING
CHILDHOOD students increased their practical skills in working
with children, particularly in general skills and specific skills

related to the course modules Working with Children and Seeing

Development.

Implications

Two issues stand out when considering overall student learn-
ing. First, EXPLORING CHILDHOOD has its clearest impact on stu- \
dents' abilities to apply their understanding of children to
actual interaction with them. This increased ability to work

successfully with children is evidenced both in their conceptual



understanding of ways of interacting with children and in their
actual behavior with children in students' field work. Attitudes
that might have a significant positive impact on their behavior

with children also seem to be fostered by the course.

Second, the self-selecting factors that attract students
to the course also contribute to a generally knowledgeable and
skilled student population, who already hold values espoused by
the course. This is indicated by the generally high performance
on all measures, along with the relatively few differences be-
tween EXPLORING CHILDHOOD students and those planning to take the
course. In addition, one-third of the students who came to EX-
PLORING CHILDHOOD had already taken another course in child or
human development. This prior experience significantly affected
their performance in most areas, as measured by the particular
evaluation instruments used, often as much as or more than EXPLOR-
ING CHILDHOOD. Nevertheless, it is notable that although prior
course experience was correlated with frequently engaging in one
of the student roles at the fieldsite as well as with conceptual
and attitudinal gains, it was neither a factor in the improvement
of student practical skills, or in their performance on "working
with children" test items. The unique strength, then, of EXPLOR-
ING CHILDHOOD does seem to be its integration of field and aca-
demic work; and its unigue contribution seems to be student appli-

cation of child-development principles to child-care practice.

It is important that the reader not interpret the otherwise
overriding or equivalent impact of "other" courses to mean that
any development course would have effects on knowledge and atti-
tudes equal to EXPLORING CHILDHOOD. It is quite likely that the
"other" courses in this case were taught in the same departments
and by the same people who are teaching EXPLORING CHILDHOOD

classes; this could account for similarity in many respects.

Female students derived somewhat more from the course in
knowledge and attitudes than did male students, although, surpris-

ingly, no sex differences were found in practical skills.
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Ethnic minority students appear to experience greater gains
in EXPLORING CHILDHOOD than their white classmates in the areas
of conceptual learning and attitudinal learning. However, the
number of students on which this inference can be based is small,
and effects may differ among minority groups. Nonwhite students
were also found to take on more active roles and were rated

higher in general skills at the fieldsite.

Perhaps particular attention in conducting the course is in-
dicated for those students whose educational expectations do not
extend much beyond high school. After having taken the course,
these youngsters received relatively lower ratings in specific
practical skills and evaluated themselves more negatively than

did college-bound students.
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Program Implementation

Implementing EXPLORING CHILDHOOD involves organizing a pro-
gram as well as teaching a course. This fact, more than any
other, determined the evaluation focus for 1974-75. The evalua-
tion of EXPLORING CHILDHOOD program implementation was based on
data supplied by classroom teachers who responded to questions
concerning:

+ Recruiting and selecting students,
Organizing the field-work component,
- Planning and conducting class work.
Patterns and profiles of program implementation were examined for
differences (or lack of them) between full- and half-year pro-
grams, and between courses organized and taught by first- and

second-year teachers.

Recruitment and Selection

EXPLORING CHILDHOOD encourages course teachers to take an
active role in recruiting students for the program. Most teach-
ers in the sample (77 percent) used at least one recruitment
strategy, and a majority (64 percent) used three or more strate-
gies. The most frequently used method was informing school
guidance programs about EXPLORING CHILDHOOD; more direct methods
included announcing the program to classes, advising students to

take the course, and making a special effort to interest boys.
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Although about half the teachers (51 percent in Year Two; 61 per-
cent in Year One) made a special effort to recruit male students,
males remained a small percentage of the students in the programs
(8 percent). This very low prpportion may be a significant fac-
tor in males' relatively poorer performance in conceptual and

attitudinal areas.

The Year Two study verified a tentative finding of the first
year: that many teachers used a variety of selection criteria to
screen potential course participants. Although teachers dissemi-
nated information about the program fairly widely, a substantial
proportion restricted entry into the program. The most common
selection criterion reported (32 percent of programs) was the
teacher's opinion (based on records or personal contact) on
whether students could handle fieldsite responsibilities. Over
one-fifth of the programs could be considered highly selective,
with students chosen according to two to four criteria. Other
criteria included school attendance record, course prerequisites,
and grades. We do not know whether more boys than girls were

screened out of the course because of these practices.

Implementing Field Work

In setting up fieldsites, teachers tended to rely on public
school sites (kindergartens and elementary schools). They also
used a variety of private and community child-care settings,
which indicates that public school teachers are well able to de-
velop collaborative relationships with nonpublic institutions in
their communities. A substantial number were able to develop a
diverse group of field placements, rather than relying solely on
kindergartens or preschool placements. Over 40 percent offered
three or more different types of site (including Headstart cen-

ters, day care centers, and lab schools) to their students.
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Teachers found some tasks associated with field work more
difficult than others. They experienced only mild difficulty in
setting up sites, but found supervising students and keeping

field work and classroom experiences parallel more difficult.

One reason supervision was difficult was that teachers had
several other objectives in visiting fieldsites. A majority of
teachers attempted to accomplish the following tasks, in a de-
creasing order of importance:

to familiarize themselves with their fieldsites;

- to maintain contact with the fieldsite teacher;

to gather data for class discussion;

- to ensure that field activities paralleled class work;

- to understand problems of the fieldsite teacher.

Teachers felt most successful at familiarizing themselves
with their fieldsites and maintaining contact with the fieldsite
teacher. They felt least successful in ensuring that students'
fieldsite activities paralleled class work. It is not surprising
that teachers had difficulty achieving the latter objective,
given the likelihood that the different fieldsites may have
raised different issues and demanded different skills and activi-
ties. Presumably, the more diverse the fieldsite, the more

challenging the task of relating field and class activities.

Arranging transportation continued to be a difficult problem

for many teachers, as in Year One.

Planning and Conducting Class Work

As in 1973-74, classes covered more of Working with Children

and Seeing Development than Family and Society. Teachers used

approximately 75 percent of the readings and activities in Work-

ing with Children and Seeing Development, but only 57 percent of

the Family and Society booklet. The overall use of films was
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less than that of booklets, and Family and Society films were

used least. TFifty-three percent of Seeing Development films, 43

percent of Working with Children films, and 39 percent of Family

and Society films were used, representing an increase in the

usage of Family and Society films over the previous year.

The Year One field test could not adequately assess the

lower coverage of Family and Society booklets, due to late deliv-

eries of materials. However, 1974-75 field test data tended to

support the view that teachers used fewer Family and Society

print materials, activities, and films because of insufficient

time rather than problems with the materials.

A substantial number of teachers supplemented their programs
with materials from other sources. The largest proportion of
teachers added films rather than supplemental texts or booklets.
On the average, they spent only 10 to 20 percent of class time on
other materials. The majority of teachers (70 percent or more)
supplemented their programs by expanding on EXPLORING CHILDHOOD

materials, rather than replacing them.

Finally, teachers were asked to rate several kinds of respon-
sibility associated with the classroom component of the course.
Creating a supportive class atmosphere and adapting materials to
local needs were fairly comfortable tasks for course teachers.

Oon the other hand, becoming familiar with materials, relating
them to field work, and using the learning strategies of the pro-

gram remained moderately difficult.

There were surprisingly few differences between full- and
half-year programs on the quantitative indices we used. Teachers
of full-year programs used a greater number of recruitment meth-
ods to attract students and a greater number of selection cri-
teria in forming their classes. But they did not differ from
teachers of half-year programs in types of methods or criteria

used. Half-year teachers took on as large a fieldsite
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responsibility as teachers of full-year programs: although they
had a less diverse group of sites, they had the same number of
sites to contact and maintain. Full-year teachers did not use
their longer program duration to begin field work later, as might
be expected. 1In fact, full-year teachers actually began field
work somewhat earlier than half-year programs (proportional to
program length), though they used the field work preparation ma-

terial (Getting Involved) more.

Full- and half-year teachers experienced the same level of
difficulty with tasks associated with the fieldsite component.
Importantly, however, full-year teachers perceived themselves as
more successful in maintaining fieldsite contact and as having

accomplished more course-valued objectives for visiting sites.

The two kinds of programs covered essentially the same quan-
tity of materials; half-year programs simply covered them at a
faster rate. Full-year programs spent only one or two weeks more
than half-year programs on EXPLORING CHILDHOOD materials. Though

full-year programs covered somewhat more of Working with Children

and Seeing Development, the two programs did not differ in the

particular booklets used nor in their film use. Full-year teach-

ers included more materials from other sources in their programs.

It was hypothesized that greater contact with fieldsites and
more extensive use of materials in the full-year program would
affect student learning. No relationship with program length was
found for conceptual, attitudinal, or practical learning. The
evaluation was not originally designed to test this hypothesis,
and the small number of half-year programs included in the learn-
ing sample precludes drawing any conclusions about the effect of

program length on student learning.

First- and second-year teachers differed in program imple-
mentation in two ways. First-year teachers developed a more

diverse set of fieldsites. Whether this represents temporary
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enthusiasm, or whether a climate of administrative support for
more diversified sites is developing is not clear. However, it
is interesting that the overall diversity of fieldsite use de-
clined from Year One (when virtually all teachers were "first-

year," at least with respect to the completed course). While 41
percent of the teachers used three or more types of site in 1974-
75, 57 percent did so in 1973-74. Without follow-up data on
specific teachers, we might still hazard the conclusion that
second-year teachers decreased the diversity of types of field-

sites that they used.

Findings also suggest that teachers with one year's experi-
ence may be able to plan their time better and cover course ma-
terials more fully. Second-year teachers covered more of the

later booklets of Seeing Development and more of the major pieces

of Family and Society. Moreover, they expanded on Family and

Society materials by adding films. Thus, while the program is
long, and does create a time press for first-year teachers (and
second-year teachers in half-year programs), experienced, full-
year teachers may be able to complete and even supplement most

course materials.
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Teacher Education

During 1974-75, teacher education was offered through two
channels. Five Regional Field Coordinators (RFCs) based around
the country offered a series of professional workshops focusing
on the use and implementation of EXPLORING CHILDHOOD, along with
performance of other duties (including individual technical and
administrative assistance, and dissemination of information about
the course to potential users). The Community Based Leadership
Program (CBL) involved teams consisting of an experienced EXPLOR-
ING CHILDHOOD teacher and a parent. These teams organized and
led more frequent, shorter teacher workshops in their own dis-
tricts. Workshop plans were included in course teacher guides,

and were available to all course participants.

The evaluation of teacher education addressed the following
questions:
- In what ways do the workshops support and aid teachers in
their use and implementation of EXPLORING CHILDHOOD?
+ What influences did the different training models have on
teachers' attitudes and impressions of the program?
The resulting findings regarding differences in the effectiveness
of the two models should be treated as merely suggestive. There
was often overlapping influence of the two models in a given geo-
graphical area, for the RFC carried on activities that benefitted
the CBL teachers both directly and indirectly. In addition, some
teachers attended both CBL and RFC seminars. Even though such in-

dividuals were not included in the analysis when this information
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became known, the study was unable to isolate the unique efforts

of each teacher education model.

The sample included not only CBL or RFC participants, but
also teachers who attended no workshops during this second vyear
of the program. As might be expected, a significantly greater
proportion of second-year teachers (61 percent) made up this lat-
ter group, since many of the second-year teachers had already
been involved in the teacher education program during their first
year. 1In contrast, only 24 percent of the CBL group and 37 per-

cent of the RFC group were second-year teachers.

Participation

The majority of CBL teachers were more likely than RFC teach-
ers to have participated in all of the designated EXPLORING CHILD-
HOOD workshops. Consequently, the CBL program seems to have been
more effective in providing curriculum training to teachers in-
sofar as scope of designated topics* and attendance is concerned.
This difference is probably attributable to such differences as
frequency of meetings, length, and location. Since RFC seminars
were longer (about four hours for a single session) but held less
frequently, RFC seminar leaders had to combine several seminar
topics into one workshop period. In contrast, CBL seminar lead-
ers, holding more frequent workshops of shorter duration, could
focus their attention on one (and not more than two) workshop
topics per month. Thus, a teacher missing an RFC workshop would
miss several seminar topics. In addition, RFC teachers, partici-
pating in a regional or statewide RFC workshop, might have to
travel 100 to 300 miles to attend the workshop (in contrast to 25

miles for the CBL workshop), and set aside two days to do so.

*¥RFCs, in informal communication with evaluators, reported that
in this second year of the RFC teacher education program they
tended to modify topics of workshops according to what RFCs
perceived as the needs of workshop participants.
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Teachers most frequently said they attended workshops to
learn specific ways to use course materials, to discuss teaching
needs and experiences with other teachers, and to review course
materials and projects. RFC teachers reported being more inter-
ested than CBL teachers in discussing their needs and experiences
with other teachers. Responses from the workshop leaders in in-
terview data indicated that CBL teachers were no longer as con-
cerned with discussing teaching needs, since the CBL program gave
them adequate opportunity to do so. Workshop leaders felt that
RFC teachers, on the other hand, were somewhat frustrated and dis-
satisfied at being unable to talk more with other teachers about
the teaching problems and needs they experienced, due to the time

constraints of the RFC seminar.

In general, teachers attending the workshops reported few
problems in making the meetings. The most frequently mentioned
problems were receiving insufficient notice of the seminar and
accommodating their schedules to the workshop schedule (each
problem reported by 33 percent of the respondents). Almost none
of the teachers reported "lack of usefulness" as a reason for not

attending.

Assessment

Overall satisfaction with the running of the workshops and
their structure was very high, similar to the Year One findings.
In fact, while "Ninety percent of the teachers in [1973-74] ex-
pressed the opinion that the workshop leader should have been
more informed about adolescent development,"* most participants
in 1974-75 felt that their leaders were "very knowledgeable" in

this area (74 percent of respondents) .

Workshops were felt to be most helpful in the way of general

orientation, that is, in helping teachers to understand course

*Year One, p. 34.
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goals, course content, the conceptual framework, and how individ-
ual pieces of material fit together. This finding is consistent

with Year One.

Teachers who responded to the implementation questionnaire
reported considerable difficulty in using the learning strategies
of the course. Those participating in the teacher education pro-
gram (either model) found the workshops "somewhat helpful" in

this respect.

Workshops were considered least helpful in helping teachers
learn more about their students, develop a support group in the
classroom, arrange for and set up fieldsites, and expand the con-
tent beyond the printed materials. However, from implementation
data we know that at least the last two areas probably did not
cause difficulties, so need for help was not great. More neces-—
sary, teachers felt, was help related to supervising field work
and integrating field and class work. However, implementation
data does indicate a need to help teachers develop a support
group in the classroom: about one-third of the teachers reported
experiencing moderate difficulty in developing a classroom atmos-—
phere in which students share experiences, a problem that was
also felt not to have been satisfactorily met during the 1973-74

teacher education program.

Teachers were asked to comment on the extent to which the
workshop program influenced their attitudes, behaviors, or teach-
ing styles. 1In the area of attitude change, there was great
diversity of opinion. Two particular changes are noteworthy, al-
though only 20 percent of the respondents reported them: teach-
ers grew more aware of children as individuals with needs and
feelings, and they learned to appreciate high school students'
abilities and to give them more responsibility. The latter find-
ing, to the extent that it is borne out by teacher behavior,

suggests that fieldsite teachers, too, might profit from
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attending workshops. A related finding, that greater effort was
needed on the part of both course and fieldsite teachers in en-
couraging students to assume more responsible roles at the field-
site, could be addressed by having both teachers attend workshops.
Although fieldsite teachers are encouraged to attend, few field-
site teachers did so in either year of the test. What attendance
there was appeared to depend on the encouragement of indiwvidual

leaders.

Teachers' attitudes toward young children were assessed by
scales similar or identical to those used in the student learning
study. Virtually all teachers, regardless of workshop attendance,
held course-valued attitudes concerning approaches to young chil-
dren. Thus, the teacher education program cannot be said to have

had measurable impact in this area.

A majority of teachers (61 percent) felt they had changed
their style of teaching, of classroom organization, or of choice
of teaching techniques as a consequence of participating in the
workshops. The changes reported most commonly were: increase in
the varieties of materials used (24 percent); greater emphasis on
the technique of discovery learning and student-oriented instruc-
tion (17 percent); better class discussions (14 percent); less
dependency on structure and materials; more spontaneity; and less
anxiety about preconceived notions of success and failure (16

percent) .

RFC Support Services

In general, teachers tended to report greater need for help
in 1974-75 than during the previous yvear. The need for advice on
how to use particular materials rose 35 percent; the need to ask
about course materials that did not seem clear rose 20 percent;
the need for information on the delivery of course materials, in-
formation on the arrival of films, and on dates and/or location

of seminars each rose 10 percent.

39



SUMMARY

Teachers were more satisfied in the second year with infor-
mation they received about: delivery of course materials; dates
and/or location of workshops; how to use particular course ma-
terials; and course goals and philosophy. They were less satis-—
fied with information received about: arrival of films; student
evaluation and grading; course materials that did not seem clear;
teacher's guide material that raised questions; and setting up
fieldsites. Thus, as in Year One, problems were both logistical

and substantive, although the particular emphases shifted.

No differences in types of reported need were found among
RFC, CBL, and teachers not involved in the teacher education pro-
gram. However, there were differences between first- and second-
year teachers. Understandably, first-year teachers reported more
need for help in organizing the course, organizing the fieldsite,
using particular materials, evaluating and grading students, and
answering guestions about course materials. Second-year teachers
reported more need for obtaining audio-visual materials or equip-
ment from RFCs. These results are consistent with the differ-
ences in program implementation found between first- and second-
year teachers. The latter were more organized and complete in
their course coverage, and used more supplementary films in

Family and Society.

The most common recommendation from teachers was for more
contact with other EXPLORING CHILDHOOD teachers or with the RFCs.
Other suggestions included: more teacher education workshops in
their area (30 percent), more RFC visits to their sites (19 per-
cent), and creation of smaller regions in order to reduce travel
and allow more frequent contact with other teachers and the RFC

in their area (14 percent).

Evaluation indicates that the teacher education program is
satisfactorily serving teachers who attend workshops and make use
of the RFCs as technical resources. Although teachers have few

complaints, there are gaps in service that might be remedied.
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There is still a large population of teachers who have not
been served. Many teachers do not attend workshops because of
time and travel difficulties and lack of incentives. Such teach-
ers might attend workshops if they were held in more convenient
locations and at times more suited to their schedules. They
might also attend if school systems could be encouraged to pro-

vide in-service credit and/or compensatory pay for participants.

First- and second-year teachers differed in the ways that
they drew upon resources. First-year teachers drew more fre-
quently on the services of the RFC through both the teacher edu-
cation programs and the support system, reflecting their inexperi-
ence in managing the implementation of the course. This suggests
that program developers should strive to improve the focus and
delivery of services to first-year teachers. Second-year teach-
ers were more interested in learning how to adapt materials,

since they had become familiar with them.

Perhaps somewhat different workshops could be designed for
first- and second-year teachers. While teachers new to the pro-
gram can benefit from meeting experienced teachers, some separate
workshops might serve the needs and potential of each group more

effectively.
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APPENDIX A:
EVALUATION DOCUMENTS

The present summary is based on the following evaluation documents:

1974-75

Student Learning: Research Methodology
Major Findings in Conceptual Learning
Major Findings in Attitudinal Learning
Major Findings in Practical Learning
Program Implementation by EXPLORING
CHILDHOOD Teachers

Relationship of Program Implementation
to Student Learning

Teacher Education

Use of EXPLORING CHILDHOOD Materials
Outside of Secondary Schools

1973-74

Summary of Evaluation Findings: Year
One
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APPENDIX B:
CHARACTERISTICS OF EXPLORING CHILDHOOD AND COMPARISON GROUP SAMPLES

I. SEX IT. AGE
EXPLORING COMPARISON EXPLORING COMPARISON
SEX CHILDHOOD GROUP AGE CHILDHOOD GROUP
n = 932 n = 285 n = 934 n = 285
Female 92% 91% 14-15 7% 29%
Male 8% 9% 16 18% 41%
17 42% 28%
18 29% 3%
19-21 3% -
IIT. GRADE IV. ETHNICITY
EXPLORING COMPARISON EXPLORING COMPARISON
GRADE CHILDHOOD GROUP ETHNICITY CHILDHOOD GROUP
n = 924 n = 283 n = 902 n = 368
9 3% 14% White 80% 67%
10 9% 37% Black 9% 18%
11 39% 49% Spanish
12 50% - heritage 4% 8%
Native
American 3% 3%
Oriental
heritage 0%* 0%
Other 3% 3%

*Actually, 0.3%; there were very
few Oriental students in the
total EXPLORING CHILDHOOD sample.
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V. SOCIOECONOMIC STATUS

EXPLORING COMPARISON
STATUS CHILDHOOD GROUP

n = 505 n = 146
1 11% 3%
2 10% 10%
3 19% 19%
4 50% 55%
5 9% 13%

VII. PRIOR COURSE IN
CHILD DEVELOPMENT

PRIOR EXPLORING COMPARISON
COURSE CHILDHCOD GROUP

n = 931 n= 279
Yes 32% 32%
No 68% 69%

VI. EDUCATIONAL EXPECTATIONS

EXPECTATION

Not graduate
from high school

Graduate from
high school

Complete 1, 2,
or 3 vyears
college

Graduate from
4-year college

Complete graduate
or professional
school after
college

Complete other
training after
high school

VIII.

EXPLORING COMPARISON
CHILDHOOD GROUP
n = 922 n = 274
1% 2%
37% 35%
21% 26%
21% 23%
8% 3%
11% 11%

HAVING YOUNGER SIBLINGS

BETWEEN TWO TO SIX YEARS OLD

YOUNGER
SIBLINGS

Yes

No
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IX. TOTAL EXPERIENCE WITH CHILDREN DURING PAST YEAR

EXPERIENCE EXPLORING CHILDHOOD COMPARISON GROUP
Working in a Preschool n = 925 n = 283
Never 28% 81%
Few times during year 11% 8%
Once or twice a month 4% 1%
Once a week or more 57% 10%

Tutoring Children Under Seven

Years 0ld n = 911 n = 281
Never 58% 77%
Few times during year 6% 8%
Once or twice a month 7% 3%
Once a week or more 30% 12%

Baby-Sitting n = 925 n = 280
Never 11% 6%
Few times during year 22% 14%
Once or twice a month 25% 31%
Once a week or more 42% 49%

Taking Care of Own Child n = 892 n =273
Never 94% 92%
Few times during year 1% 0%
Once or twice a month 0% 1%
Once a week or more 5% 6%

Taking Care of Younger Sibling

(Under Seven Years 01d) n = 909 n = 281
Never 68% 66%
Few times during year 4% 5%
Once or twice a month 4% 6%
Once a week or more 24% 23%
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APPENDIX C:

CHARACTERISTICS OF EXPLORING CHILDHOOD TEACHER SAMPLE

Course Department

n = 173
Home Economics 79%
Social Studies 6%
Family Education 3%
Vocational Education 2%
Humanities 0.6%
Other 10%

Extracurricular Contact
with Adolescents

n = 198
Camp counselor 37%
Playground supervisor 19%
Sports coach 16%

Boy/Girl Scout Leader 25%
4H Leader 25%
Sunday school teacher 48%

(Percentages total more than
100% because respondents
checked as many categories
of response as applied.)

Teacher's Undergraduate Major

n = 275
English 6%
Education 30%
History 4%
Home Economics 83%
Psychology 7%
Sociology 9%

(Joint majors account for
total greater than 100%.)

Preschool Experience

n = 198
Teaching preschool children 56%
Working in day-care center 28%

Helping in cooperative

preschool 19%
Running play groups 30%
Teaching Sunday school 55%
Baby-sitting 77%

(Percentages total more than 100%
because respondents checked as many
categories of response as applied.)

Sex Teacher Education Program
n = 195 CBL RE'C NONE TOTAL
Female 96% First-year
Male 4% teacher 13 62 31 106 (54%)
Second-year
teacher 4 37 48 89 (46%)

17 (9%) 99 (51%) 79 (40%) 195 (100%)
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APPENDIX D:
SAMPLE QUESTIONS FROM CRITERION-REFERENCED TEST OF CONCEPTUAL LEARNING

Sample Questions on Child Development Issues

A two- or three-day-old infant CANNOT be expected to

(A) react quickly to bright lights

*(B) grasp at objects nearby
(C) turn his or her head to avoid suffocating
(D) follow a moving object with his or her eves

Three-year-old Bennett waved a plastic key set, making noises like a rattle,
while five-year-old Mary played guard, walking around locking doors with
the key set.

The story shows that five-year-olds are more likely to
*(A) get involved in fantasy play
(B) confuse sex roles when they play

(C) experiment with new toys
(D) play more actively

GAME

1. Place a box and a ball side by side in the center of the table.

2. You sit at one side of the table and ask the child to sit at the
opposite side.

3. You ask the child to draw the objects as they looked from your side
of the table.

It would be most difficult for a four-and-a-half-year-old child to draw
the box and ball as they looked to you because the child would

(A) not want to do this kind of drawing
(B) have difficulty drawing a circle and a square
*¥(C) not understand that the objects look different from different sides
of the table
(D) rather sit next to you than opposite you

Sample Questions on Working with Children

A four-year-old who says, "I am going to cook my brother in a pot," while
she is playing in the kitchen should be
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(A) stopped because she is practicing a cruel behavior that may become
a habit
(B) stopped because older children may copy her
*(C) allowed to continue, because play is a good time to work through
strong feelings
(D) allowed to continue because she may resent the interruption and
become more aggressive

If a child asked you for help improving his or her drawings of a man and
woman, it would be most helpful if you

(A) asked another child to help do a better drawing
(B) found a picture in a book for the child to copy from
(C) told the child the drawing was very good for someone his or her age
# (D) worked step-by-step helping the child figure out how to fix what he
or she did not like

Sample Questions on Learning About Children

The questions below refer to the following reports:

John and Angela sat together, observing a two-and-a-half-year-old boy and
girl playing in a sandbox.

In class that afternoon, John reported that the children didn't talk to
each other or play together.

Angela reported that the boy sang a song about snow and made a sandball,
while the girl made foot- and handprints in the sand.

Which of the following statements best explains the difference between
John's and Angela's reports?

(A) Boys tend to observe in more detail than girls do.
*(B) People may focus on different things when observing the same
situation.
(C) The distance of an observer from a situation influences what he
or she will see.
(D) One observer may give a less accurate report than another.

The most correct conclusion for John to draw about the children he observed
is that they

(A) have difficulty playing cooperatively
(B) probably do not like each other

*(C) played separately
(D) probably do not know each other well
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The main reason Angela should NOT conclude that two-and-a-half-year-old
boys and girls have different interests is because she did not observe

*(A) enough different children
(B) while she was actually playing with the children

(C) the children long enough
(D) when the children did not know she was watching them
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APPENDIX E:

SAMPLE ITEMS FROM ATTITUDE QUESTIONNAIRE

Young children are:

Successful Unsuccessful

1 2 3 4 5 6 7

Severe Lenient
1 2 3 4 5 6 7

Strong Weak
ill 2 3 4 5 6 7

Serious Humorous
1 2 3 4 5 6 7

When I work with children I am:

Active Passive
1 2 3 4 5 6 7
Hard Soft
1 2 3 4 5 6 7
Fast Slow
1 2 3 4 5 6 7
Good Bad
1 2 3 4 5 6 7
Strongly Strongly
Agree Agree Disagree Disagree

A child should be taught to avoid
fighting no matter what happens. A a d D
(Approving mild aggression)

A child is most lovable when he
is small and helpless. A a d D
(Encouraging autonomy)

When you do things together,

children feel close to you and

can talk easier. A a d D
(Encouraging communication)

Too much affection will make
a child a "softie." A a d D
(Expressing tenderness)

Most children should have more
discipline than they get. .Y a d D
(Punishment)

Children should be kept away from

people with ideas which are dif-

ferent from their parents. A a d D
(Oown ideas and opinions)



APPENDIX F:
SAMPLE ITEMS FROM FIELDSITE TEACHER PRACTICAL SKILL RATING FORMS

General Skills

Please use the following ratings:

1: A great deal 4: Not very much At the BEGINNING
; f the student's
2: A fair amount 5: Not ©
5 0 In the LAST work at your
:  Somewhat 6: Don't know MONTH or so fieldsite

A. In working with children, does the
student

STRUCTURE ACTIVITIES by taking

into account children's:

1. Abilities

2. Feelings and needs

3. Readiness to learn new things

SUPPORT in children:

1. Individual differences (e.g.,
reinforce child's individual
style, choices, interests,
dress)

2. Self-esteem (e.g., reward
children's efforts and
accomplishments)

TRY TO LEARN MORE about children

by:

1. Probing their reasons for
their ideas and behavior

2. Using a variety of tech-
niques (e.g., observing,
collecting things children
say and do, keeping a
journal, trying out chil-
dren's materials‘or activi-
ties--clay, a trampoline--
to better understand a
child's experiences)

INDICATE AN AWARENESS of:

1. All of a child's behavior
as an opportunity to learn
more about him

2. Differences among children
as being both developmental
and individual
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Specific skills

To what extent has the student demon-
strated competency in working with
children in the skills listed below:

l: A great deal 4: Not very much
2: A fair amount 5: Not at all

3: Somewhat 6: Don't know

in the LAST
MONTH or so

At the BEGINNING
of the student's
work at your
fieldsite

A. In dealing with BEHAVIORAL PROB-
LEMS, does the student

RESPOND by:

1. Effectively handling minor
behavior problems which arise

2. Taking into account that a
young child's view of "what
is fair" is different from
the adolescent's

TRY TO PREVENT discipline prob-

lems by:

1. Organizing activities to
minimize the likelihood of
behavior problems occurring

2. Setting limits appropriate
to the age of the children

TRY TO LEARN MORE about a

particular child's behavior

problems by:

1. Asking children about their
feelings and needs

B. In working with children in PLAY
ACTIVITIES, does the student

STRUCTURE ACTIVITIES by taking

into account:

1. Children's interests at a
particular age

2. The range of materials
needed to encourage experi-
mentation

3. That very young children
are less able to follow
games with complex rules

4. That as children develop,
their play becomes more
social (versus solitary)

5. The effect on children's
behavior of varying the stu-
dent's role (e.g., super-
visor, participant observer)
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