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Introduction

Between October 2004 and October 2007, Action for Boston Community Development, Inc. (ABCD) and its partners—Urban College of Boston and Lesley University—engaged in activities to create and sustain a tiered approach to professional development for early childhood educators serving low-income children throughout Boston. With funding from the U.S. Department of Education, stakeholders representing the range of early childhood education agencies and professional development providers in the Boston area took steps to build a tiered early childhood professional development system. The project—called Professional Enrichment in Early Childhood Education (PEECE)—was led by stakeholders representing:  a) ABCD Head Start; b) ABCD Child Care Choices of Boston—the Resource and Referral Agency representing Boston; c) First Steps into Child Care—the workforce development initiative in Boston; d) Urban College of Boston (UCB), a two-year college that offers Child Development Associate credentials, certificates, and associate degrees; and e) Lesley University—a four-year college that grants bachelors degrees. 


The project aimed to provide high quality, research-based professional development to individuals working in early care and education environments serving low-income children in Boston. Rather than implementing a single intervention, leaders developed a tiered approach to professional development to enhance the education levels of all individuals teaching young children. Taking into account existing research that shows a correlation between the education levels of early childhood educators and classroom quality (Zazlow, M., & Martinez-Beck, I, 2005), leaders developed a unique approach to ensure that all early childhood educators from those with limited education to those seeking advanced degrees could receive professional development tailored to their unique needs. 

Description of the Intervention: Tiered Professional Development 

To address the range of professional development needs of the early childhood workforce in Boston, stakeholders designed a tiered professional development approach. As conceptualized the tiers represent a pathway for early childhood educators with education at varying levels. Table 1 below presents the tiers funded through the PEECE project. Table 1 illustrates the tiers, designed to serve early childhood educators ranging from teachers and assistants, child development managers, supervisors, administrators, integrating aides, and volunteer parents, to independent family child care providers. 

Table 1. Tiers

	Tier
	Education/professional development

	First Tier. Interns
	· Child Growth and Development course

	Middle Tiers. Assistant Teachers, integrating aids, teachers, family child care providers
	· Child Development Associate (CDA) credential

· Early childhood certificate

· Associate degree

	Highest Tier. Teachers, directors, education supervisors.
	· Bachelors degree

· Graduate coursework


It is important to note that unlike many early childhood professional development interventions, PEECE was a diffuse intervention designed to tailor professional development to individual educators’ needs. Since the intervention was tailored, the depth, dosage, and duration of professional development was not consistent across individuals. 

Yet regardless of the intensity of participation in PEECE, stakeholders aimed to improve participating early childhood educators’ knowledge, skills and educational attainment. In turn, leaders hoped these improvements would yield increased quality early childhood environments and teaching practices. Ultimately, the project hoped to improve the quality of services and outcomes for hundreds of low-income children in Boston. As the project was designed to leverage changes in the system, an ultimately goal was to create a sustained professional development pathway to meet the needs of early childhood educators at all education levels. 

To obtain formative feedback in order to improve the implementation of the project and summative data to assess the impact of the project, PEECE hired the Program Evaluation and Research Group (PERG) at Lesley University. Over the course of the project PERG evaluators carried out a rigorous participatory evaluation of the PEECE project. This report summarizes the findings across the entire project. Below we briefly describe the evaluation design and then present the findings.

EVALUATION DESCRIPTION

The evaluation design was a mixed-method quantitative/qualitative design with a quasi-experimental component and a qualitative component that employed the case study method. Given the diffuse nature of the intervention and the two-year timeframe for the intervention, the original grant application proposed a qualitative evaluation design. In the initial months of the PERG proposed a quasi-experimental component to meet the U.S. Department of Education’s requirement for a mixed-methods design. Over the course of the project, evaluators noted that individual early childhood professionals moved from one classroom to another and were participating at varying levels. Thus, rather than matching classrooms, evaluators used regression analysis to explore whether levels of participation in PEECE were related to improvements in early childhood educators’ knowledge, attitudes, and practices as well as improvements in classroom quality. 

At the inception of the project, PERG evaluators employed a participatory approach to finalize the design by asking PEECE leaders to articulate the measurable indicators and specific benchmarks to be used to gauge progress toward desired short and longer-term objectives. 
The evaluation framework that was :  

· Project indicators and benchmarks—linked to the U.S. Department of Education’s Government Performance Results Act (GPRA) measures—were used for data analysis and reporting.  

· Gains in the professional development and education levels of participants were measured by assessing participants’ progress up the tiers.

· Increases in knowledge of research-based early childhood education (ECE) and improvements in attitudes and practices were measured by a standardized instrument that incorporated items from the FACES study, the Investigating Partnerships in Early Childhood Education project, the Partnership Impact Project, and the Child Care Quality Project.

· Improvements in the quality of early childhood program environments in which PEECE participants were working were measured by improvements on reliable observational rating scales as well as informal observational protocols developed by PEECE evaluators to assess the specific changes in knowledge, attitudes and behaviors measured on the teacher instruments. Valid and reliable measurement tools include the Early Childhood Environmental Rating Scale Revised Edition (ECERS-R), the Family Day Care Environmental Rating Scale (FDCRS), and the Early Language and Literacy Classroom Observation (ELLCO).

· Data from standardized child assessment instruments were analyzed to assess child progress. Specifically, Peabody Picture Vocabulary Test (PPVT) data from the National Reporting System (NRS) were analyzed.

· A new benchmark designed to assess changes in the infrastructure was added to the initial evaluation plan.

With facilitation of the PERG evaluators, the project collaboratively developed a project logic model that graphically illustrates the project’s theory of change. Graphic 1 below provides a visual representation of the PEECE theory of change. Moving from left to right on this model, one can see the logical links between the inputs (such as the funding from PEECE and the match funding), project activities (such as courses and regular collaboration among stakeholders), the outputs (such as the number of courses taken by participants), and the desired outcomes. It is important to note that leaders aimed not only to improve educators’ knowledge and skills specifically related to classroom practice, but offered opportunities to enhance individuals’ perspectives of themselves as learners. Stakeholders argued that non-poor individuals participating in bachelor’s level coursework are offered opportunities that stretch their thinking, expand their understanding about issues facing the world, and expose them to cultural activities that, ideally, they will continue participate in after completing their degrees. Rather than viewing PEECE simply as a narrow intervention targeting specific skills, PEECE stakeholders sought to offer the low-income individuals working in early childhood environments in Boston with the same opportunities offered to their non-poor counter-parts participating in higher education courses. The stakeholders’ theorized that such opportunities would ultimately foster the professionalization of the early childhood workforce that would lead to improvements in early childhood environments and ultimately improve outcomes for the young children they teach.

Graphic 1. Project Logic Model
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Leaders articulated project performance measures associated with each section of the logic model—the activities, outputs and outcomes. These performance measures were aligned with the U.S. Department of Education’s GPRA measures. The project performance measures were as follows:

· Indicator 1:  Increases in the number of high-quality professional development opportunities offered to early childhood educators serving low-income children in Boston as measured by the number of courses participants take.

· Indicator 2:  Increases in the number of high-quality professional development opportunities received by early childhood educators serving low-income children in Boston.
· Indicator 3: Increases in early childhood educators’ knowledge of school readiness strategies and assessment practices as measured by responses to surveys 

· Indicator 4: Increases in educator’s use of research-based approaches and age-appropriate assessments as well as their perceptions of themselves as learners as measured by survey responses and observations

· Indicator 5. Improvements in early childhood outcomes as measured by NRS PVVT  data.  

· Indicator 6. Improvements in the infrastructure for providing high-quality tiered professional development as measured by reviews of administrative records, interviews, and observations. (This indicator was developed in the initial months of the project.)

The specific benchmarks represent the targets stakeholders hoped to achieve during the project and the evaluators used these as criteria to determine whether the project was successful in attaining each objective. While the evaluation design was participatory, the evaluators maintained their external role for the project’s data collection and reporting activities. As such, the external evaluators then collected and analyzed qualitative and quantitative data associated with each of the benchmarks.  The data collection methods are described below.

Data Collection Methods and Samples

Evaluators used a combination of qualitative and quantitative methods to data over the course of the project. The methods included:

· Administrative Record Reviews.  PERG evaluators were given administrative records on the number of individuals enrolled in courses through the PEECE project. Evaluators collected interview and survey data from participants to triangulate the qualitative data. In addition to examining enrollment data, evaluators selected a sample of 12 Individualized Training Plans and reviewed these to obtain in-depth profiles of selected PEECE participants over the course of the project. 

· Informal Interviews with PEECE Stakeholders.  PERG evaluators met with stakeholders on a regular basis to obtain qualitative data about the process of the project and the barriers faced. Over the course of the project a total of 12 regular informal interviews during PEECE meetings were conducted. 

· Early Childhood Knowledge, Attitudes, and Behavior Survey.  PERG evaluators refined a survey consisting of items from standardized instruments to assess participants’ knowledge, attitudes and practices. A baseline survey was administered at the time of participants’ enrollment and as participants’ moved up a tier. A total of 331 participants completed the initial baseline surveys and a sample of 186 early childhood educators completed surveys in 2006.  A total of 241 individuals completed both baseline surveys and 2007 post-participation surveys.  

Rather than using different measures to assess differences among participants across tier, the evaluators used one core measure—self reported attitudes, knowledge, and behaviors—to examine whether participants improved as they moved up tiers. The hypothesis was that participants would be more likely to experience greater changes in the lower tiers, but some change might occur in the higher tiers. For example, participants who had not yet taken Child Growth and Development would like improve early childhood attitudes, knowledge and practices. By contrast, educators who completed all required Early Childhood Education courses and were completing general education courses over the course of the project would be less likely to experience changes in ECE attitudes, knowledge and practices. Yet, these participants would be more likely to move up to the next tier.  

To ensure data collection methods are sensitive to the populations, stakeholders agreed that participants in the lower tiers who are likely to have lower literacy levels should be given opportunities to take the survey through an interview format, but the majority of participants completed a printed survey. Surveys were translated into Chinese and Spanish to obtain valid data from English Language Learners. 

· Participant Observation and Syllabus Reviews. Evaluators observed courses offered to PEECE participants. The observed courses included two First Steps classes, CDA classes (both English only and bilingual courses), courses offered at Urban College of Boston that could be applied to an early childhood certificate or AA degree, and courses offered through Lesley University. Accompanying syllabi were reviewed. Moreover, informal interviews were conducted with instructors.  

· Classroom Observation Data.  Observation data were collected using the FDCRS and ECERS-R during the first year of the project for a total of 

· as well as the Early Language and Literacy Classroom Observation (ELLCO) checklist. Moreover, PEECE evaluators observed classroom practice.  

· Participant Interviews and Focus Groups. Evaluators interviewed a total of 16 participants. Two types of interviews were conducted. First informal interviews were conducted to obtain data about participants’ experiences in PEECE classes, perceptions of the quality of the classes, and participants’ individual goals. Second, structured interviews were conducted to assess participants’ perceptions of change over the course of the project. A total of four focus groups were held with participants in the lowest and highest tier. In addition, a focus group of education supervisors was conducted to obtain their perspectives on changes resulting from the project.

Analysis and Reporting

Evaluators analyzed data collected over the course of the project to assess change over time and progress toward desired targets. For the qualitative analysis, data from administrative file reviews, observations of classes, classroom observations, interviews, focus groups, and participant observation in advisory committee meetings were coded to examine the interactions among context, activities, outputs and outcomes. Evaluators began by using open coding to categorize phenomena and to classify, compare, and contrast activities, outputs and outcomes. Evaluators analyzed the data using an iterative process of creating codes and coding findings as themes emerged. This report includes only summary findings from the qualitative analyses. It is important to note that names have been changed and identifying details have been changed to ensure anonymity of subjects. 

For the quantitative analysis, evaluators developed an analysis framework linked to the logic model and indicators. This analysis framework guided the descriptive statistical analysis, the development of composite, and analysis of differences between groups. Evaluators used SPSS—a statistical software package—to conduct descriptive statistical analyses and regression analyses to explore changes and relationships among variables. Evaluators analyzed the relationship between levels of participation in PEECE and desired outcomes using the Ordinary Least Squares Regression analysis technique. 

Over the course of the project, the evaluators met regularly with stakeholders to present baseline data and formative evaluation findings. Stakeholders reflected on the formative findings to inform the implementation of the project. 

This report presents the final results of the three-year evaluation.  As such, it includes details about the implementation as well as the summative evaluation findings. 

Findings

The PEECE project met all key benchmarks over the course of the grant period and made number of changes that leaders believe are likely to be sustained over time. Specifically, the project met or exceeded the benchmarks articulated by stakeholders during the initial months of the project. Themes that emerged based on an analysis of qualitative and quantitative data—linked with activities, outputs, and outcomes listed in the logic model—are presented below.

PEECE Increased Professional Development Opportunities Offered to Early Childhood Educators

Over the course of the project, PEECE leaders engaged in a variety of activities to increase the number of hours of high-quality professional development offered to early childhood educators and to increase the number of educators participating in these opportunities.  Reviews of administrative, survey, and qualitative data reveal that participants across tiers believe the project successfully increased the professional development opportunities available to them. Moreover, the project funded critical courses and professional development activities for participants across the tiers. 

PEECE leaders created tiered professional development opportunities for early childhood educators working with low-income children in the Boston area. PEECE funded courses for early childhood educators that were offered through ABCD’s Child Development Associate (CDA) program, Urban College of Boston (UCB), and Lesley University. The courses were designed to address the educational needs of early childhood educators across tiers. 

Analyses of administrative data reveal that PEECE leaders exceeded their overall project targets regarding the number of hours of coursework and the number of courses offered. Over the course of the project, PEECE provided 59,175 hours of high quality education to early childhood educators in Boston. Specifically:

· 3,420 hours of Child Growth and Development coursework were offered to low-income women participating in the First Steps program. This program, representing the lowest tier, is to low-income parents transitioning from welfare to work who were working in early childhood settings.
· 16,830 hours of Child Development Associate (CDA) coursework were offered to early childhood educators in the second lowest tier.  To meet the needs of the linguistically diverse populations of early childhood educators working in the Boston area, PEECE offered CDA Spanish and Cantonese CDA courses. 
· 29,430 hours of coursework were funded for those in the middle tiers—individuals seeking early childhood certificates or associate's degrees in early childhood. 
· 9,495 hours of bachelor's degree coursework for earl childhood professionals attending Lesley University. 
Table 2. Number of Hours of Coursework and Courses Supported by PEECE

	Tier
	Number of Hours of Coursework
	Number of Courses

	Lowest
	3,420
	106

	Middle: CDA

Middle: Certificate or AA
	16,830

29,430
	539

445

	Highest: BA or MA
	9,495
	811

	TOTAL
	59,175
	1,901


.  

PEECE Increased the Professional Development Opportunities Received by Educators

Over the course of the project, PEECE provided coursework to 770 early childhood educators—far exceeding the initial target of offering coursework to 400 educators.  PEECE leaders recruited Head Start staff and early childhood educators working in child care centers and family child care homes. The program also served interns participating in First Steps —the Boston Workforce Development program that serves families transitioning from welfare to work—who were interning in Boston-area early childhood environments.  

To determine whether participants were aware of the increased professional development opportunities available through the PEECE project, the project evaluator surveyed participants to assess their perceptions of professional development opportunities.  Analyses of survey data reveal that over 70 percent of early childhood educators reported that the amount of professional development available to them had increased compared with the opportunities available during the previous year. 

Over the course of the project, a substantial number of early childhood educators obtained credentials or degrees. Analyses of administrative data reveal that 55 individuals received First Steps certificates, 88 completed CDAs, and 70 received either CDAs or associate’s degrees. Moreover, a total of 17 individuals completed bachelor’s degrees or master’s degrees with financial, literacy, and employment supports from the PEECE project. 

Table 3. Number of Early Childhood Educators Obtaining Credentials with PEECE Funding

	Tier
	Number of Credentials

	Lowest
	55

	Middle: CDA

Middle ECE Certificate orAA
	88

70

	Highest: BA or MA
	17

	Total Credentials Awarded
	230


Qualitative observational data revealed that the sample of courses from which qualitative data were analyzed met important needs of early childhood educators. Courses included early childhood classes that reinforced research-based early childhood practices and general education courses as well. A sample of educators reported that the early childhood courses offered specific skills that they were able to translate into their classroom practice. For example, one teacher developed an inquiry-based science unit that engaged children’s conceptual learning and built on their prior knowledge. The teacher reported that she applied the KWL process she learned in her bachelor’s courses. She reported that this process—of beginning by asking students what they know, what they want to know, and then later asking them what they learned—was useful as she developed the science unit and that she would use it in the future. 

Qualitative data collected from observations of Child Growth and Development courses, Child Development Associate Resource File courses, an Associate’s level early childhood fiction course, and a number of Bachelor’s level early childhood courses revealed that the content was research-based and aligned with the project leaders’ definition of high-quality. These courses addressed the key areas aligned with NAEYC’s early childhood standards. For example, selected courses addressed the following areas: foundations of early childhood education; child growth and development;  curriculum for early care and education; health, safety, and nutrition in early childhood education; child observation and assessment; creating environments for young children; child guidance and discipline; cultural diversity; children with special needs; family and community relationships; professionalism; and, administration and supervision. In addition, specific content courses, such as children’s literature focused specifically on addressing children’s language and literacy skills through using high-quality children’s literature in the classroom. See Box 1 for additional details about a specific early childhood course offered through PEECE—a CDA Resource File course.

 

PEECE stakeholders and participants noted the importance of the general education courses—such as art, health, mathematics, and writing courses—that supported by PEECE. See Boxes 2-3 for more details about these courses. Many of the general education courses that participants took with PEECE funding offered content knowledge and exposure to new concepts. And, the existing research literature demonstrates the importance of teacher conceptual knowledge for providing the rich language and literacy experiences that are linked with children’s improved vocabulary and pre-reading skills (Snow, Burns, & Griffin, 1998). Moreover, for many PEECE participants, such general education courses were required for completing their degrees. Interviews of PEECE participants, reviews of participants’ written statements and work, and file reviews reveal that most of the early childhood educators participating in the project have faced significant challenges to educational attainment in the past. In interviews, multiple participants said that without PEECE financial support for general education courses, they would not have been able to complete their degrees.  

To obtain information about the characteristics of individuals entering the PEECE initiative, all individuals participating in PEECE answered baseline surveys. Analyses of survey data revealed that the majority of PEECE participants were lead teachers and many served as assistant teachers.  Graphic 2 presents the roles of PEECE participants. 

Graphic 2. Roles of PEECE Participants
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Participants were asked their perspectives of their current role.  Graphic 3 illustrates that most of the participants reported that working in early childhood education was their chosen role. Seventy percent of respondents reported that they viewed their role as their chosen profession, another 12 percent viewed their role as a stepping stone to a related field, and another 10 percent viewed their role as a stepping stone to similar work in a K-12 setting.

Graphic 3. PEECE Participants’ Views of Role
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To determine whether participants were aware of the increased professional development opportunities available through PEECE, the survey included questions about perceptions of professional development opportunities.  Analyses of survey data revealed that nearly 70 percent of the participants reported that the amount of professional development available to them had increased compared with the opportunities available during the previous year. Interestingly, on the final survey 98 percent of respondents indicated that they believed that the education and professional development they received helped them in their jobs. 


While early childhood educators reported that the professional development offered through PEECE helped them with their jobs, most of these individuals had faced challenges to educational attainment prior to participating in PEECE. Interviews of PEECE participants, reviews of participants’ written statements, and file reviews reveal—as illustrated in Boxes 3 and 4 below—illustrate the ranges of these prior challenges and the ways in which some PEECE were designed activities addressed them.

	Box 3. Stephanie:  A 34-year old Single Parent Working on her Bachelor’s Degree
Stephanie is a 34-year-old single parent of a 6-year old who has worked with children for over 15 years and has taught in early childhood environments for the past 6 plus years in the capacity of both teacher and director. Stephanie earned her AA from Dean Junior College in 1991. Since then she has also taken classes at Lesley College, Urban College, Bunker Hill Community College and Wheelock College, all in the Boston area. Her transcripts reflect her struggles in the academic world, including being placed on Academic Probation while at Lesley. In the fall of 1994 and the spring of 1995 her cumulative grade point average was less than 2.0. Prior to participation in PEECE, she was unable to complete her course work and had withdrawn from college.  Obstacles she faced to attaining her college degree in the past included: thyroid/weight problems, knee surgery, being a single parent, and in her own words “dreams that have been shattered” from a car accident. Nonetheless, others spoke about Stephanie’s abilities and talents in working with young children:


From Marge Smith, director of a local lab school/ kindergarten program:


I have worked with Stephanie on the Community Partnership Committee, I have observed her in her role as Director of Summer Child Care Center, and she has been a parent in the laboratory preschool/ kindergarten program I direct.  In all of these contexts Stephanie has performed with keen intelligence, mature commitment, and a sophisticated grasp of child development….She combines the marvelous enthusiasm of the best undergraduate with the maturity and sensitivity of the finest graduate learner.


From Ellen Kaplan, Director of Educational Programs, the YMCA program:


In my multiple roles in the field of early care and education, Stephanie continues to impress me as someone who not only understands the importance of high quality care of young children, but also continuously strives to improve her own skills and knowledge.


Stephanie said that the opportunities provided by the PEECE project helped her to obtain the college education that otherwise would have been unavailable to her. She stated:


Getting into the PEECE project was the best Christmas present I could ever receive. I would never be able to afford the tuition with out it. At first I thought it would be great to have college paid for. Now though, I know I get so many other supports. Being part of this group [The PEECE cohort] is giving me a real college experience that I didn’t have before. It is great to have a group of friends who help each other through these courses.
  
     Upon graduating from Lesley University with a bachelor’s degree, Stephanie said that through PEECE, she received more than free tuition. She said that the relationships she formed with her cohort, the support she received from her college professors, and the supports from ABCD Head Start helped her to reach the dream of being a college graduate---a dream she had for many years and had previously been unable to obtain. 


	Box 4.  Shamari:  An Associate’s Degree At Last

Shamari is a middle-aged African American assistant teacher working in a diverse classroom of three to five year olds. Prior to PEECE, she had completed her CDA but had been taking courses toward an early childhood certificate and ultimately toward an associate’s degree since 1992.  

At the inception of the PEECE project, Shamari’s transcript from Urban College showed both her abilities and her struggles as she had attempted to take on a larger academic workload. When Sharmari first began working on her CDA, she earned mostly A’s, with one B. However, over the years she began earning more C’s and had numerous instances of withdrawing from courses. She had withdrawn from a guidance and discipline class twice. Moreover, she had begun a college math course and had withdrawn from that as well. Shamari indicated that one major challenge in completing her coursework had been the lack of child care for her own children and the difficulty fitting in these courses into her busy life.

The successes and struggles Sharmari had experienced in her academic career were mirrored in her classroom. According to her supervisor Shamari had struggled with time management. In addition, her supervisor stated that she needed additional assistance in curriculum development, planning, and observation.  Nonetheless, her supervisor noted that Shamari exhibited strength in working directly with children and in communicating with their parents:

Shamari has been working with children for many years and is confident in her abilities to communicate with them.  She is very verbal.  She uses a lot of language in the classroom.  She promotes language through asking children open-ended questions and engaging them in conversation.
The opportunities provided by the PEECE project were designed to help Shamari with her areas of weakness. With PEECE funding and supports, Shamari successfully completed the following courses:  

· Guidance and Discipline

· Biology

· Health & Life Fitness

· College Math
· History of Culture of Boston
Shamari’s education supervisor stated that she saw the benefits offered through PEECE.  

The writing and tutoring offered by the literacy coach has been most helpful.  [Shamari is one of two staff who have received supports from the literacy coach.] Their attitudes have changed—they aren’t embarrassed and aren’t avoiding writing because their writing skills were so poor. They are excited to meet with the writing coach. They enjoy sharing ideas, asking how to do this or that and aren’t as ashamed. As teachers in the classroom they have grown. Their writing and speaking skills have grown. 

Shamari completed an Associate’s in Early Childhood Education in May 2006 and continued to take UCB courses that she hoped to apply bachelor’s degree. She reported that she wanted to take as many courses as possible when the courses were “free.”  She said that it was easier to get child care during the hours that some of the courses were offered, and noted that the writing assistance she received had helped her with her complete the papers she had to complete to get her degree.


PEECE increased Early Childhood Educator’s knowledge 

Qualitative and quantitative data reveal that participants in PEECE report increases in early childhood knowledge and practices An important PEECE project goal was to document changes in usage of research-based early childhood education practices and age-appropriate assessments. Moreover, stakeholders articulated another goal that participants gain knowledge of key content—such as science, math, and computer skills—that would provide them with the conceptual skills and knowledge needed to teach rich content to young children. To track progress toward this goal, evaluators surveyed PEECE participants to learn about the research-based approaches and assessments teachers use and differences in these approaches by tier. A total of 356 individuals who participated in PEECE completed surveys in the baseline year – with 241 individuals completing both baseline and 2007 surveys. In addition, a sub-set of 186 individuals completed surveys in 2005 and 2006. The survey included questions about:

· Early childhood attitudes, knowledge, and practices

· Teachers’ assessment practices and knowledge

· Self-reported confidence and knowledge of key content

· Attitudes toward learning

These questions were designed to go beyond narrow participants’ knowledge of narrow early childhood content, and thus were linked with the goal of the initiative. Unlike many other Early Childhood Professional Development (ECEPD) projects, PEECE was designed as a broad-based initiative to ensure that the pipeline of early childhood educators have access to tiered professional development. By contrast, many other ECEPD projects offered narrow and intense curriculum to address quite early childhood domains such as language and literacy practices of early childhood educators. Given the nature of the PEECE project, the stakeholders articulated a theory that the broad outcomes improve by tier and would be affected by the level of participation in PEECE. As such, the evaluation design was not an experimental design but rather examined differences in desired outcomes overall, based on tier, and based on level of participation. 


Analyses of survey data revealed improvements in early childhood educators’ knowledge and assessment practices as their tier increased. Moreover, changes were seen in PEECE participants’ confidence in some domains and in perceptions of their attitudes toward learning. The results are presented below. 

Early Childhood Attitudes, Knowledge, and Practices Increase As Tier Increases

Analyses of baseline survey data revealed that self-reported knowledge, skills and practices were lowest for those in the lowest tier, and highest for those in the highest tier  (see Graphic 4 below). For example, the average composite on a literacy development scale for individuals in the lowest tier was 1.44, compared with an average of 2.43 for those in the highest tier. Both the graph and Table 4 below show that similar trends were reported for items related to learning and teaching, learning environment, and assessment/curriculum planning. It is interesting to note that the biggest differences by tier were reported in the area of assessment and curriculum planning. 

Graphic 4. Average Score on Baseline Survey Sub-Scales by Tier
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Table 4. Average Score on 4-Point Scales by Tier
	Tier


	Literacy Development
	Learning and Teaching
	Rich Learning Environment
	Assessment/

Curriculum Planning

	Lowest Tier
	1.44
	2.52
	2.60
	1.62

	Middle Tier
	2.12
	2.88
	3.63
	3.64

	Highest Tier
	2.43
	3.14
	3.48
	3.77


Analyses of post-survey data revealed that at the end of the project, tier continued to be significantly related to teachers beliefs  (as reported on the 2007 post survey) about assessment and curriculum planning, learning and teaching, recognition of classroom diversity, and child initiated activities. 

Based on these trends, the evaluators hypothesized that levels of participation in PEECE would be related to self-reported improvements in attitudes, knowledge, and practices. As hypothesized, regression analysis showed that the number of PEECE credits received by early childhood educators significantly predicted change in teacher beliefs. For example, number of PEECE credits significantly predicted teacher’s beliefs about the importance of reading to children (t=2.86; p<.01).  Graphic 5 illustrates that the level of participation was strongly correlated with changes in self-reported views about reading to children. 

Graphic 5. PEECE Credits Predict Teacher Beliefs About Reading to Children
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Self-Reported Assessment Practices Improved After Participation in PEECE

To assess participants’ reported use of research-based assessments, evaluators analyzed follow up survey data from a sample of 186 early childhood educators. Analyses of survey data revealed that all of the respondents conduct screenings and assessments. The most commonly used child assessment tool is the Individual Child Profile, with 91 percent reporting using this tool and the most common screening is the Denver, with 85 percent of respondents reporting using this regularly. 


The majority of respondents reported using the data on a regular basis, with 94 percent reporting using the data regularly to plan their curriculum, 96 percent using the data regularly to identify services needed for children, and all of the respondents reporting that assessment data are used in summary reports to parents. However, differences were seen in the use of assessments and screenings by tier. Individuals in the highest tier were significantly more likely to report using assessments and screenings, compared with those in the lowest tier p < .05.

Self-Reported Knowledge and Confidence High After Participation in PEECE

To assess participants’ self-reported confidence and knowledge, evaluators asked baseline and follow up questions about knowledge of specific content. Analysis of the final round of survey data reveals that participants had self-reported high confidence regarding early childhood education content but lower confidence in their knowledge of other content. (See graphic 6). This finding is consistent with the fact that while PEECE supported some general education courses, the focus of the initiative was nonetheless to support early childhood education credentials and degrees. 

Graphic 6. Percent of Teachers Reporting Confidence by Content Area
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PEECE leaders noted that in addition to enhancing participants’ knowledge, the project aimed at providing early childhood teachers with the confidence and competencies gained by typical undergraduate students. Specifically, leaders stated that even though the vast majority of ECE teachers were low-income women seeking education through non-traditional means, they wanted PEECE to enhance these individuals’ confidence participating in cultural activities and their locus of control as learners. Graphic 7 illustrates that at the conclusion of the project, high percentages of PEECE participants reported feeling confident participating in many of the cultural activities offered in the Boston metropolitan area. Nearly all participants reported feeling confident attending the aquarium and nearly 90 percent felt confident attending an art museum. 

Graphic 7. Percent of Teachers Reporting Confidence Attending Different Cultural Activities
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Evaluators found that the number of PEECE credits received was significantly related to how teachers rated themselves in terms of their confidence as a learner on the post-test (t=4.56; p < .001). As the graph below shows, as the number of PEECE credits received increased, there was a rise in teacher confidence.  Approximately 9 percent of the variation in teacher confidence as a learner at post-test can be attributed to the number of PEECE credits received.
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Analyses also revealed that teachers’ confidence as a learner was significantly related to change in their beliefs about assessment and curriculum planning (t=2.76; p > .01).
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Moreover, teachers confidence as a learner was found to be significantly related to change in their beliefs about classroom diversity (t=3.10; p > .01).

[image: image10.emf] Confidence as learner predicting change in teacher beliefs about classroom 
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Sample of PEECE Classrooms reveal high-qualty n ECERS-R and mixed Quality on ELLCO 

The project assessed the quality of early childhood environments, through supporting rigorous observations of a sample of early childhood settings in which PEECE participants taught.  Specifically, during the first year of the project 55 classrooms were observed using the Early Childhood Environmental Rating Scale-Revised Edition (ECERS-R). This psychometrically valid and reliable instrument provides data about the quality of early childhood settings. In addition, a small sample of family child care homes were observed using the Family Day Care Environmental Rating Scale (FDCRS). These instruments assess global classroom quality and have been used in numerous research and evaluation studies to assess global classroom quality.

During the second year of the project, the same sample of classrooms was also observed using the Early Language and Literacy Environmental Classroom Observation Tool (ELLCO). The mean ELLCO Classroom Observation Score was 3.83, SD=.45. This reveals that the overall quality was higher and the variation in quality was greater than the norm. None of the observed classrooms had an ELLCO score below 3.0—indicating that even the lowest quality classroom provided some evidence of a systematic approach to language and literacy. 

Analyses of ELLCO data collected at 2 points in time revealed that PEECE classroom ELLCO scores exceeded those reported by other ECEPD grantees in the summer 2007. No statistically significant differences were reported in the small sample of participating classrooms over the short period of time. The average score on the Literacy Environment Checklist for PEECE classrooms was 32.00 of 40 (n=17). By comparison the NEQRC/LEEP national average is 21.57 and data provided by the U.S. Department of Education in the summer 2007 reveals that the man Checklist subtest for ECEPD grantees is 25.7

At the conclusion of the project, the sample of PEECE educators’ who participated in ELLCO Classroom Observations scored on average 4.2 of 5. By contrast, ECEPD grantees reported scores of 3.4 of 5 on the ELLCO General Classroom Observation subtest and the NEQRC/LEEP national average is 3.15.  Finally, on the Literacy Activity Rating Scale (LARS) PEECE classrooms scored an average of 12.65—nearly reaching of 13 for this sub-test. By contract ECEPD educators’ score was 6.9 and the NEQRC/LEEP was 5.8. 

Analyses of qualitative data revealed that PEECE participants reported that the experiences from PEECE provided them with additional opportunities to improve their own language and literacy practices and their classroom environments. To further explore the relationship between participation in PEECE and changes in classroom quality, we analyzed the relationship between changes in ECE’s self-reported beliefs and practices and changes in classroom quality. As Table __ below illustrates, a strong and statistically significant relationship exists between changes in PEECE participants’ beliefs and self-reported practices and changes in classroom quality.

Table 5:  Change in Scores for Teachers who Experienced High Positive Change in Classroom Quality 
	Teacher Believes and Practices Composites/Items
	Sample
	Mean
	SD
	Significance

	Parental Involvement Composite (Average of 5 items with range 0-4)

Pre-survey

Post-survey
	56

56


	3.09

3.56
	.61

.54
	P = .000

	Assessment and Curriculum Planning (Average of 3 items with range 0-2)

Pre-survey

Post-survey
	45

45
	1.76

1.95
	.46

.49
	P=.046

	Stand Alone Item:  How important is it to read to children?

Pre-survey

Post-survey
	44

44
	2.50

2.68
	.55

.52
	P=.044


Evaluators examined the relationship between self-reported survey data and classroom quality. Analyses of data of baseline and follow up data revealed that early childhood educators with the biggest changes in classroom quality were more likely to change self-reported early childhood practices. For example, the biggest changes in classroom quality were associated with changes in attitudes toward parental involvement items (p < .000), assessment and curriculum planning practices (p <  .05), and reading to children (p < .05). 
PEECE Evaluators Analyzed Data Regarding Early Childhood Outcomes
To assess change in the early language and literacy skills as well as mathematics skills of children in the classrooms of PEECE participants, the independent evaluator conducted analyses of the National Reporting System (NRS) data.  Analyses revealed that children’s scores changed for both periods for which data were analyzed. 

Ninety-five percent of the sample of 321 preschool-age children whose teachers participated in PEECE demonstrated age-appropriate oral language skills as measured by the Peabody Picture Vocabulary Test-III in the spring 2007.  That is 304 students (94.7%) of 321 students had score of 85 or higher in the spring. While the scores were high, 54 percent of children who participated in fall and spring assessments (n=284) had increases of 4 or more points on the PPVT NRS version. 

Evaluators also analyzed the number of letters a sample of PEECE children (n=321) identified on the PALS preK NRS version. Evaluators found that the number exceeded 15 on the PALS PreK NRS version. This figure exceeded the Head Start target of 10 letters and the target established by the Department of Education in 2004 for the Early Reading First Program which focuses specifically on language and literacy interventions for young children. Finally, this represents an increase from 9 letters in the fall to over 15 in the spring. Graphic 8 below illustrates the number of letters children taught by PEECE teachers could identify in the fall and spring.

Graphic 8.  PALS PreK Upper Letter Identification
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Analyses of data also reveal improvements on the mathematics tasks and the vocabulary assessment PPVT. (See Graphic 8 below).

These findings from the final year of the project are consistent with the findings from the first year analysis. For that year a total of 300 children were in the sample that was analyzed. The average percent correct on Sections A and B of the NRS in the fall was 67%, compared with 82% in the spring—a difference of 16 percentage points.  The average correct on the PPVT revised was 46% in the fall and 57% percent in the spring—a difference of 11 percentage points.  The average percent correct on the letter recognition was 31% in the fall and 60% in the spring, a difference of 29 percentage points. The average percent correct on the mathematics tasks was 52% in the fall and 62% in the spring, a difference of 10 percentage points. Finally, the average percentage correct on the mathematics counting tasks was 45% in the fall and 60% in the spring—a difference of 15 percentage points.
  Graphic 9 below summarizes the changes between the fall and spring.

Graphic 8.  National Reporting System Data
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Analyses of Individual Child Profile (ICP) data revealed that in the baseline year of the project, 64% of sampled 4-5 year olds had attained mastery in the spring of the year.  Analyses also revealed that nearly 70% had attained mastery in the area of social emotional development, 60% in the area of cognitive development, but less than 59% percent had attained mastery in the area of language and literacy development. Graphics 9 through 12 below summarizes data from the Individual Child Profile.

Graphic 9.  Individual Child Profile Overall Progress
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Graphic 10.  Individual Child Profile Social Emotional Data
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Graphic 11.  Individual Child Profile Cognitive Development Data
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Graphic 12.  Individual Child Profile Language Development Data

[image: image16.emf]Language Development

0.00%

20.00%

40.00%

60.00%

80.00%

100.00%

4-5 year olds (Fall)

2.34% 45.63% 43.79% 8.24%

4-5 year olds

(Winter)

0.25% 16.61% 57.32% 25.83%

4-5 year olds

(Spring)

0.00% 5.54% 34.69% 59.78%

Forerunner Level 1 Level 2 Level 3


Improvements in the Infrastructure for Providing High-Quality Tiered Professional Development 

Over the course of the project PEECE project, leaders took steps to create an infrastructure to sustain high-quality tiered professional development. Rather than targeting one single intervention to a small sample teachers, the PEECE initiative was designed to change the infrastructure to build a professional development pathway for current and future early childhood educators. To build this infrastructure project leaders met regularly to share information about high-quality professional development opportunities available to the community. Through these regular meetings, leaders learned about new state funds that were available to early childhood educators and shared research about early literacy and professional development issues.  Information about new scholarship opportunities and professional development experiences was disseminated regularly to all leaders and to their associated networks. Leaders reported that they would continue to take steps to share information about resources and new research regarding early childhood professional development.  


Through the PEECE meetings, leaders became aware of specific challenges early childhood educators had previously faced in obtaining degrees and credentials and took steps to address these problems. In reviewing academic records of early childhood educators, leaders became aware that prior to PEECE, many individuals had taken more credit hours than would be required to obtain a degree or credential, but had not taken all of the courses that were required for the degree. To better understand this issue, they held conversations with the early childhood educators and education supervisors. Three challenges existed. First, many early childhood educators were simply unaware of the courses that were required for a degree or credential. Moreover, many of these individuals were non-traditional students and were taking many years to complete their education and were unaware of changes that had occurred in the requirements to obtain a degree. Secondly, prior to PEECE most funding opportunities only supported early childhood coursework and did not support the general education courses that were required for a degree. Therefore, many individuals took courses that were offered to them even if these courses would not lead to a degree. Third, many individuals had language and literacy challenges and therefore were not securing the grades necessary to pass the courses. Finally, some individuals had taken courses at multiple colleges but were unable to transfer credit because they had obtained a grade lower than a C or had outstanding fees. 


PEECE leaders took specific steps to address these barriers so that systems would be in place in the future to support early childhood educators on a career pathway. ABCD developed materials that were distributed to early childhood educators that showed the course requirements for credentials and degrees and provided individuals with sample coursework schedules. These schedules showed that even for individuals taking multiple years to complete degrees could complete the degree or credential over time. 

PEECE was specifically designed to address the second challenge by supporting general education courses. However, to ensure future students would not face similar challenges leaders took other steps. For example, Lesley University worked with Urban College of Boston to ensure that students enrolled in the bachelor’s program could take courses required for their bachelor’s degrees through a lower-cost community college. 

Urban College of Boston created new courses to address the language and literacy needs of its students, to ensure students had opportunities to take general education courses that could count toward bachelor’s degrees, and to add specific supports such as offering courses at alternate hours that could assist students in their pursuit of early childhood credentials and degrees. ABCD Boston also created new professional development opportunities for early childhood educators to address specific areas of weakness. For example, as leaders learned that language and literacy are areas where early childhood educators need additional support, they supported literacy coaches. In addition, ABCD supported the development of targeted literacy workshops to provide teachers with opportunities to consider how to integrate research-based literacy approaches into their classrooms.

Education supervisors from ABCD also reported that through PEECE they had gained a knowledge and an understanding of the best ways  they could support their teachers. They noted that the financial supported PEECE offered to pay for coursework was invaluable to teachers. While many teachers ultimately were eligible for federal financial aid, they would not have applied for degrees or credentials if PEECE had not been in place. As such, even for those who did not use PEECE resources directly, it provided the safety net.

Finally, project leaders shared the early data about their project approach and baseline data to the broader community through presentations at numerous conferences and events.

Conclusion

The PEECE project met or exceeded most of their targets to provide high quality professional development opportunities to early childhood educators serving low-income children in Boston. Project leaders, early childhood supervisors and education leaders, and early childhood teachers and teaching assistants reported that they benefited substantially from the PEECE project. The tiered professional development program developed and implemented by the PEECE partners appears to have promise in targeting services to early childhood educators throughout Boston.
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Box 2. Introduction to Research and Writing:  Enhancing the Language and Literacy Skills of Early Childhood Educators


At the beginning of the PEECE project, all of the  bachelor’s degree candidates in the Lesley University PEECE cohort attended an Introduction to Research and Writing course taught by Anhar Mullah. This course was taught onsite at the ABCD South Side office from January through May 2005. To ease the transition into higher education for the diverse group of early childhood educators seeking bachelor’s degrees, some of the initial courses taught by Lesley faculty were offered in various locations throughout Boston. 


The diverse population of students attending the writing course reflected the educational levels and diverse needs of Boston’s early childhood educators. The typical student was in her thirties, was a single parent of young children, and had attained an associate’s degree. Many students had been enrolled in higher education for more than a decade, but had not attained bachelor’s degrees due to economic and time constraints.


The course provided the analytic reasoning, verbal communication, and writing skills necessary to complete a bachelor’s degree. This general education course was funded completely by the PEECE grant. Students noted that they had not had opportunities to take general education courses in the past because the public funds they had received for education previously only paid for early childhood coursework. During an informal focus group, one student stated that the support she had received from the other students gave her the feeling that she “was finally a real college student.”  Another student noted that it was helpful to have classmates who understood “where she was coming from.”


During one observation, the instructor asked the students to reflect on a passage written by Alice Walker. One student stated, “I always thought Alice Walker wrote for Alice Walker you know what I mean?”  Many other students nodded as the instructor furrowed her brows. She asked the student to explain, “She just uses lots of big words and talks about things I don’t know about, you know? I mean now that I’m taking these courses I can start to see where she’s coming from but before, it’s like she assumed we all knew what she was talking about but we didn’t.” Other students nodded.   


As the class continued, students discussed their roles as early childhood educators and reflected on how they could draw on these experiences for the upcoming writing assignment. One student discussed the brainstorming activity she had undertaken to write an essay about being raised by grandparents. She said, “The apple don’t fall far from the tree, you know what I mean?” The instructor asked her to explain and asked a series of questions. The instructor noted that she had three possible topics, one about grandparent rights, one about the benefits of being raised by grandparents, and another about the challenges grandparents face in raising their grandchildren. The student said, ‘Yeah, okay I’m starting to see. At first I thought I wouldn’t have enough to write I guess now I can see.” A classmate said that she had information about the legal issues grandparents face and she would be happy to share information about the topic that she had acquired in her role as family support coordinator.  The student then said, “I just didn’t get this but now I do. This is really helping me.”


In the Spring 2007, the students reflected on the importance of this particular writing course and other general education courses in helping them to obtain bachelor’s degrees. One new graduate, Stephanie, aged 37, said that the PEECE supports she received were enormously helpful. She stated that until PEECE, she was unable to take the courses required for a B.A. because other grant funds supported only early childhood education courses. PEECE helped her with her own language and literacy skills and also funded other courses she needed in order to obtain her degree. She reported that she was excited to begin a graduate program in the fall. She said that because of the solid foundation she had received through the writing course and language literacy supports funded through PEECE she was confident that she would succeed. 





Box 1.  Bilingual CDA Resource File 


The CDA Resource File course taught by ABCD employees through an affiliation with Urban College of Boston seeks to support CDA candidates in the development of rich portfolios documenting their competencies in functional areas aligned with the CDA competency goals.� To receive the CDA credential each candidate must prepare a Professional Resource File–defined by the Council for Professional Recognition as a collection of reference materials related to the Candidate's work. 


	To meet the needs of Spanish and Cantonese speaking early childhood teachers in the Boston area, Action for Boston Community Development began offering selected bilingual CDA courses. The goal of offering courses in both English and the teachers’ primary languages was to ensure teachers had necessary skills to offer high-quality early education experiences to the children in their care and assist teachers in acquiring language and literacy skills necessary for them to succeed in the field of early childhood education. 


	Observations of a bilingual Resource File course and an English-only course illustrated that the content domains were similar and the level of engagement of the participating students was high. For example, an observation of a Cantonese Resource File course revealed that the nine women who were working in Head Start and family child care settings were engaged and asked questions both about the early childhood content and about specific English terms. All of the students were of middle-aged women of Asian descent and most spoke English during part of the class. An English- speaking teacher posed questions in English and some students would answer in English. Then, a Cantonese co-teacher would translate questions into Chinese and ask non-respondents to answer. Most of the key terms presented were written on a white-board in English but as new terms were introduced, the co-instructor would translate into Cantonese and write these terms on the board. She encouraged the students to respond in both English and Cantonese. Each student possessed the required textbook in English with selected chapters translated into Cantonese and during the class some students referred to the English textbook and others looked at the translated version. 


	The Cantonese and the English classes covered the same content related to the CDA competency goals of Communication and Creativity. The lead teacher asked about ways to promote literacy in the classroom. In both classes, teachers reported that it was important to have multiple books throughout the classroom including in centers. Moreover, students in both classes said it is important for young children’s development to a print rich environment and a room that celebrates cultural, language and racial/ethnic diversity.


 Selected interviews with faculty and students revealed that the instructors and students in both classes were pleased with the content and the format. Moreover, students in both groups reported being pleased with course content and with the feedback they had received.








� Project leaders originally conceptualized 6 separate tiers but after analyzing formative evaluation data the tiers were collapsed. Additional details are provided later in this report. 


� Quotations from participants have been edited for these profiles and the names of the individuals and organizations have been changed. Full-length interviews include more digressions and these have been edited for illustrative purposes. 


� Evaluators analyzed child data to help project leaders tailor services to address areas of weaknesses. The findings are descriptive. The nature of the evaluation design does not allow the evaluators to attribute changes to the only to PEECE. 
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