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FOREWORD

A five-year growth profile of ESEA programs in th2 Los Ang2les City Schools would
show, as in any human eadeavor, great variability on almost any base one might
select: kind of program, amount of funding, grade levels served, density of
services, pupil-teacher ratios, curriculum materials, number of schools, dagree
of staff involvement, and extent of evaluation.

Spring 1966 brought the first ESCA funds to Los Angeles City Schools. Elementary
programs that semester (11 in number) included Reading, Kindergarten, English as
a Second Language, Preschool, and More Capable. Secondary activities (numbering
25) included Student Achievement Center, Teaching Standard Oral English as an
Alternate Dialect, Dropout lounseling, Fine Arts (Artmobile), and Homemaking
Education. Specfal prujects in other divisions included Educational Diagnostic
Center (Specfal Education), Camp Returnees, Scnool-Age Expectant Mothers, and
School-Community Relations Consultants. Cultural enrichment was emphecized
wherever possible., Helping the lowest achiever was a comuon objective.

The programs were spread into as many public and nonpudblic schools as the money
could be stretched to reach.

The focus changed by 1969-70. Under new state guidelines, implemented during
the year covered by this report, components were mandated, regardless of level:
Reading and Mathematics Instruction, Auxiliary Services (health, counseling, and
attendance), Parental Involvement, Intergroup Relatione, and Staff Development.
Saturated services were the thrust, with the objective of providing as much ESEA
fntervention as possible for each disadvantaged learner. All activities led
tovard one goal: improved achievement in reading and arithmetic.

With the largest funding in its ESEA history (approximately $20 million), the
District assigned ESEA funds to 55 elementary schonls and 15 junior high schools
irom September 1969 to August 1970 -~ including selected summer school programs,
Also, 38 noupublic schools participated.

Guidelines mandated a per-capita expenditure for each child; projects concen=-
trated on the younger grades; teacher accountability became a common phrase;
performance objectives entered the evaluation field, replu:ing less definitive
behavioral objectives; local-school principals -+d their staffs had unprecedented
autonomy in writing individual proposals for th. :ducational program at their
school, including budget and staffing; the community became inextricably more {n-
volved in the education of their children; ard many parents became adviscrs to
Disteict adainistrators and teachers.

Hard data troa standardized achfevemert tests seemed to say that the learners
were learning better than before.

Findings printed in this report pertain only to 1969-/0, and not to four aud a
halt years of ESEA operation. We must repeat cautions given in earlier yesrs
about the tenuousness of test results, att‘tude ratings, and questionnaire
ratings from parents and staff. But at the conclusion of this first year under
the rew guidelines, evaluative findings for all components ate encouraging.

”//;ii




TABLE CP CONTENTS

Division of Elementary Education

Reading

Mathematics

Englich as a Second Language
Teacher-Librarian

Pre~Kindergarten

Kindergarten

Follow Through

Intergroup Relations

Parent Involvement

Staff Development

Counseling

Health Services

Pupil Serviccs and Attendance (PSA)
Nonpublic School Reading

Nonpublic School Mathematics
Nonpublic School Supportive Services

Parent Involvement, Staff Development and Intergroup Relations

Division of Secondary Education

Reading and Mathematics Core

Supportive Services
Farent Involvement, Auxiliary Services, Staff Development
and Intergroup Kelations

Nonpublic School Instruction and Supportive Services

:7\:

33
39
45
55
63
67
79
89
97
105
113
119
125
131

137
145

127



Page

Health Services Branch

Neglected and Delinquent Children 195

Office of Urban Affaive

School-Community Relations Program 205

Special Education Branch

Special Education tor the Handicapped 213

vi




LIST OF STANDARDIZED TESTS

1969 - 1970

NAME OF TEST FORM GRADE LEVEL
Elementary and Seccendary
Caldwell Preschool Inventory, Revised Pre-K
Metropoiitan Readiness Test Form B K,1(Pre)
Coopaerative Primary Reading Test Form 12A 1(Post)
Cooperative Primary Mathematics Test Form 23A 3
Stanford Reading Test Primary I, Form W 2(Pre)

Stanford Reading Test
Stanford Reading Test

Compreheusive Tests of Basic Skills =
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Comprehensive Tests of Bagsic Skills -
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Nonpublic Schools
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Metropoliian Achfevement Tests -

Intermediate Science Test

Special Bducation

Metropolitan Readiness Test
Gates+MacCGinitie Reading Test
Cooperative Primary Mathematics Test

Comprehensive Tests of Basic Skills -
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vit
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level 2, Form R
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7,8,9(All post)

2(Post), )
2,3(Post)

K1
2,3

4,5,6



INSTRUCTIONAL ACTIVITY: READING

Abstract
Pupils 53,751
Schools 55
Teachers 175
Approximate Cost $3,801,611

Description: The Reading program served almost 54,000 pupils, grades one tnrough
six, in the 55 ESEA Title I schools, Two general strategies, direct instruction

or instructional assistance, were employed in varying degrees, according to pri=

orities established at each school. .

Most schools emphasized increased pupil contacts efther through addition of

reading specialists to provide direct fnstructfon tc pupils or through assignment
of aides to assist the classroom teachers. Some schools sought to improve fnstruc-
tion primarily through staff development and the assignment of resource teachers
and consultants to help classroom teachers directly in the improvement of instruc-
tion. These two emphases were not mutually exclusive, and their relative weight
varied greatly from school to school,

More than 400 persons served the reading program in some capacity, many of these
persunnel performing nultiple functicns. Some personnel who functioned as
reading teachers actually held titles other than reading teacher or apecialist.
Music and physical education teachers supplemented the work of reading teachers
by stressing development of 1istening and motor skills. Personnnl were assigned
to provide flexibility in grouping and instruction a.d increased opportunity for
intz.raction between children and edults.

In most schools the reading teacher took a small group of pupils from their
regular clasdroca to a room sufitadble for small-group instruction, leaving th~
clasgroom teacher with the remaining pupils, 1In other schools, where a separate
room was not available, the reading teacher worked with a group in the regular
classroom, the classroom teacher still working with the remaining pupils, In
some cases the reading teacher and classroom teacher, as a tean, shared the
planning and responsidbility for instruction of the entire class,

Several schools {nstituted departmentalized reading prograns in which hetero-
geneously grouped classes were redistributed into howogeneous adbility groups.
Incorporation of a reading teacher {uto this type of organization was another
means >f Jowering the pupil-teacher ratfo. For the most part such groupings
were done within a grade, rather than across grades, However, sone schools
used multigraded or ungraded instructicnal groupings, in most cases at primary

levels, .
I

Jime Intervals: The component operated from mid-September 1969 to mid-June 1970,
There was variation among schools, hovever, because of delays in allocation of
funds and availability of personnel,
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Reading instructional time varfed from about 30 minutes daily in a few primary
classes to more than two hours a day.

Activities: Fxtensive use was made of learning or multimedia centers, Typically
these utilized vocabulary building and word games; listening centers; individual
chalk bLoards; Durrell, SRA, Peabody Xits, etc.; tape recorders; phonographs; film
and slide projectors; EFI Audio-Flashcard System; and a multiplicity of manipu-
lative and game-type learning materials.,

Instructfonal &activities most commonly fnvolved baral reader approaches used in
conjunction with a wide range of supplementary materfals and methode. Non-basal
methods most frequently fdentified as major or supplementary approaches included
Sullivan, Language Experience, motor okills, linguistic, phonetic, individualized,
tutorial, Malabar Program, and {ta. )

A program of inservice education was conductad to assist participants fn fulfill-
ment of the objective.

Each elementary area had its own pattern of monthly inservice for all or some of
its resource teachers, consultants, and reading specialists. These personnel,

in turn, conducted local inservice sessions to disseminate the i{nformation they
gained in the area meetings, In some cases, areca personnel arranged special
demonstrations for local schoola or for groups of personnel with particular needs
or finterests., In addition, each school had {ts own pattern of fnservice training
which drew on outside resources as well as local school and area personnel.

Inservice training stressed preparation and use of materials, instructional tech-
niques, methods of individualieing instruction, diagnosis and remediation of
reading problems, and the effects of poverty on children.

Objective:

-~ To improve classroom performance in reading beyond usual expectations
Raise the median gain of project participants in reading by 1,0 grade level
as measured by standardited tests

valuation Stratesy: Overall evaluation was based on results of standard achieve-
ment tests administered pre and post to each pupil in grades one through six. 1In
the first grades this task was complicated by non-ceqrivalence of the tests. lere
comparisons were based on relative position to norm populations pre and post.

Comparison schools were not available because of the saturatfon of the district
over the past several years with various District and specially funded reading
progréens,

Reading programs were categorieed according to three ways in which they affected
pupils: (1) Treatment - the personnel who taught pupils and their effect on the
size of the instructional group (e.g., reading specialist with or without aide,
classroom teacher with or without aide, teacher-specialist comdbinations, etc,);
(2) Organisation - the manner in which pupils were grouped for insttuction (e.8.,
ungraded \s, graded, or divided day vs, regular day); and (3) Naterials « the
principel materials used as the basis for reading instruction,
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Another major variable in program cvaluation was the average minutes of daily
fnstruction received by the group to which the pupil was assigned for reading
fnstruction,

Results: The Title I schools, as a whole, acliieved the stated objective of one
year's growth in one schicol ycar; that is, 0.1 grade level per school month.
Pupils {n the upper three grades equaled or exceeded the goal, Only at the
second grade level did the District's Title I echildren fall distinctly short of
the goal, while third 8raders fell barely short. First graders could not be

directly compared, but they showed a distinct jump in relative percentile rankings
between fall and spring testing periods.

Relatively large differences between schools and areas appeared in achievement
scores,

Conclusion~: Overall, the Reading componrent succeeded in mceting its stated
objecttve of improving by 0.1 grade level per school month the reading achieve-
ment of pupils in the Title I schools, Wide varfability in achievement scores
was observed between areas and between schools and grades. Further analyses of
the data will attempt to discover relatlionships to reading achievement of a
number of instructionai variables (i.e., treatment, organization, materials and
time, The lesser rates of growt!i observed at the secend and third grades must
be interpreted with caution; nearly half of the children at those grades were
not included :n the reported sample because pretest scores were not readily
available in the local school,

Recommendations: Program descriptions and personnel functions and relationships
within programs need to be stated in operational (f.e,, observable) terms so

that evaluation of program efficacy may be made in less equivocal terms, Termi-
nology describing differing instructional treatmente should be standardized; e.g.,
use of terms like "team teaching', when departmentalirzation is meant.

Tests should be administered under controlled conditions by trained personnel
and should be scorcd by scoring clerks to insure standard conditions and inter-
pretation, as well as to speed turnaround of results to personnel needing the
data for planning, evaluation, etc.




READING

Detailed Report

This report covers preliminary analyses of data on rcading achievement. More
detailed analyses of the scores in terms of their relationships to a number of
fnstructional variables ({.ec., treatment, organization, materials, time) and
fnstitutional or status variables (i.e., sex, class, grade, schocl, arca) will
require additional study., *

Tests used in the state-mandated testing program were employed i{n the evalua-
tion. The same basic test was used pre and post, except at the first-grade
level. This exception was necessary because a reading test is not appropriate
for beginning first graders, and a readiness test i{s not appropriate at the end
of the first grade. The tests used at each grade level are listed §n Table A,
along with the dates of the testing perfod and the interval in months between
tests, Consideration of the latter figure is important, since the objective of
one year's growth in one year's time is interpretable as being equivalent to 0,1
grade level growth per school month,

Objective: To improve classroom performance in reading beyond usual expectations,
Rafse the medfan gain of project participants in reading by 1.0
grade level ap measured by standardized tests.

As a group the schools achieved the objective when it is viewed in terms of
months' goi‘n matched with months of instruction between testing periods, Based
on median raw scores, only second-prade pupils were distinctly short of the goal,
Also, third graders fell somewhat short; however, these findings may have been
affected by the loss of slightly more than helf of the pretest scores for second
and third graders. Llosses from the total earollment at other grade levels ranged
from 247 at the sixth grade to 30% at the first grade. While there is no way to
be sure what changes in data would have occurred had the missing pupils been
fncluded, it {s fairly axiomatic that such losses tend to be biased in the direc-
tion of poorer achieving pupils.

When all pupils tested at the three upper grades (rather than the more restricted
group whio had completed both pre- and poattests) are considered, the differences
between thefir mean raw scores and those of the matched group were not more than
U.4 of a point lower for the pretest, and 0.9 of a point or less at the posttest
period., The losses from total population for the unmatched samplc at the fourth,
ftfth, and sixth grades were 127, 11%, and 10%, respectively. Thes’ small raw
score differences resulted in a deficit of 0,1 year from the grade equivalents
observed for the matched groups at the three upper grades,

Percentile ranks were reported for results on the two tests given at the first
grade level, However, the two tests appear to measure different sels of abilie
ties (rf=.11). For the ESEA pupils who took both teste, only about 11% of the
score on the posttest (Cooperative Primary Reading Tenrt) may be explained by the
score on the pretest (Metropolitan Readiness Test). Therefore, the tests aroc
not directly comparable, and changes in percentile rank may be explainable in
terms of i{nftial differences fn the pupils' abilities not measured by the MRT,
ag vell as differences in the two norm populations,

On the Cooperative Primary Readini Test first grade«s in the ECEA schools as a
gtoup scored sligiitly above the national average.
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At the second~- and third-grade levels, the gain based on mean scores was 0,8 in
the 10-month period; but, since more than half the sample was lost, it probably
18 inadvisable to attempt to interpret the finding,

The largest difference appeared for matched pupils at the fourth grade, which
showed a gain of one year in seven months of instruction time, The fifth grade
improved by 0,8 or 0,9, depending on whether the larger unmatched group or the
matched group is considered, The sixth grade, with only a six-month interval
batween tests, showed growth of 0.9 (matched) and 0,8 (unmatched) reflecting a
rate of growth in excess of one month gain per month of instruction,

Most scores were reported in terms of mean raw score rather than median raw
score, Means are susceptible to a small number of extremely high or extremely
low scores; medians provide a more stable way of viewing groups of scores--as

the exact midpoint of all the scores, they are less susceptible to extremes.
Table B shows grade equivalents, percentiles, and gains for each grade by both
mean and median raw scores, For the three upper grades these figures are shown
for both matchaed and unmatched samples--nine comparisons in all, For gain scores
(excluding first grade) medians are lower in four compatisons, higher in one, and
the same in three, ot "Years Belcw Grade Level," except at the third grade, all
madian decrements from grade level were greater than those based on mean scores.
However, because state reports requested mean scores and results based on mean
scores were rather widely published, means were used in the remainder of this
report, unless otherwise noted,

Tables C-1 through C-3 contain tabulations for grades 1-3 of pre~ and posttest
scores, materiale, and organization by treatment. Pupils for whom special mate=-
rials or organizations were identified were listed, No consistent relationships
were observable across the grades between treatment and final achievement.,

Tables D and E present summary tabulations by grade of numbers of pupils reported
for each type of treatment and combination of treatments. Pupils categorized as
"Other Treatment" are those for whom that category was signified or those for
whom no treatment category was indicated,

Teachaers reported that 224Z pupils, grades 1-6, received reading instruction from
a reading specialist, while 4579 of their classmates remained for instruction
from their classroom teacher, More than 21,000 pupils received instruction in a
classroom in which all were instructed by the regular teacher. In all, more than
26,000 pupils received their reading instruction from a classronm teacher, Aides
served in classrooms in which more than 10,000 ESFA children received their read-
ing instruction, while in excess of 18,000 were in classrooms not served by aides,

Counts of pupils by types of materials and organization (Table F) revealed ne.rly
4600 for wnom Sullivan Readers were the principal instructional materials,
"Language Experience' was reported for 531; however, it is uncertain whether that
was the principal method of instruction for 123 upper graders. Almost 200 pupils
received instruction based on the Initial Teaching Alphabet (ita). Not reported
was the vast majority of pupils, for whom the principal instructional method was
one of the traditional basal reading methods,

Ungraded organizations were reported for more than 1000 pupils, while 2038 first
graders and 1153 second graders were on a divided day schedule. Reports of
divided day programs for pupils above the second grade probably were in error,

The median time reported for reading instruction at all grade levels was approx-
imately 90 minutes; the range, from less than 30 to more than 240 minutes. Two

EKC 5
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major problems cloud analysis of data concerning achievement by time or inter-
pretation of time: (1) Not all schools used the same criteria for defining the
length of the instructional period for reading (e.g., some included spelling,
writing, etc,); (2) Teachers had been instructed by administrators at various
levels that reading periods were to be of 90 minutes' duration; consequently,
even when their actual instructional time varied, there may have been a tendency
to report the approved time,

A summary of reading grade equivalents and gains by grade and area at each testing
is presented in Table G, Thc gap between pupils' achievement and their expected
grade equivalent showed an annual increcase, except batween the third and fourth
grades, The greatest gain occurred at the fourth grade--one year in seven months
of instruction, Table H lists the pre and post grade equivalents and gains by
grade and school within each administrative areca., Grade one scores are reported
in percentiles for the pretest (readiness) and by grade equivalent for the post-
test (achievement),

A multilevel program of inservice education was conducted to assist participants
in the attainment of the objective, Monthly sessions were conducted by Area
personnel for resource teachers, consultaunts, and reading specialists, 1In some
cases special demonstrations were arranged for groups of personnel with partic-
ular needs or interests. Local inservice sessions were corducted to disseminate
information gainad in Area meetings. Additionally, each school had its own pat-
tern of inservice training, drawing on outside resources, as well as on local
school and Area personnel, These were further supplemented at each 3chool by
grade level meetings and/or workshops, Stressed at all levels were the use and
preparation of materials, instructional techniques, methods of individualizing
instruction, diagnosis and remediation of reading problems, and the effects of
different cultiiral backgrounds and poverty on children,

Strengths and Weaknesses

, Although patterns of attainment varied widely Erom school to school, it appeared
that, for the project schools as a whole, the objective was achieved,

Conversely, it still is evident that, for the pupils in ESEA schools, the deficit
from grade level increased with each succeeding year, reaching ~1.5 years at the
fifth grade level and ~2,1 years at the sixth,

Until further detailed analysis of the data 1s completed, concomitants of success-
ful or unsuccessful programs can not be identified,

Perhaps the most notable weakness 1is in the lack of operational definitions for
the various kinds of organization and treatment variables; accurate descriptions
are prerequisite to meaningful evaluation,

Other weaknesses, as identified by participant schocls, included insufficient
lead time in planning and orientation; lack of enough inservice for special
reading teachers, with emphasis on '"laboratory' (prescriptive) techniques and
in individualization of instruction; insufficient supplies of materials for
prescriptive teaching; lack of informal instruments for diagnostic testing; and
not enough availability of professional literature,
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TABLE B

GRADE EQUIVALENTS, GAINS, AND PERCENTILES FOR READING
MEANS VS8, MEDIANS

MORTIS )
GRADE PRE GE %ILE POST GE %ILE BETWEEN GAIN .EARS BELOW
GRADE LEVEL
TESTS

1 MEAN  46.3 =-- 33 23.4 1.8 51 7 - -0.1
MDN.  47.3 =-= 35 21.5 1.7 41 7 . -0.2

2 MEAN  26.7 1.6 14 35.8 2.4 26 10 0.8 -0.5
MDN.  23.4 1.5 8 30,6 2.1 14 10 0.6 -0.8

3 MEAN  27.8 2.0 10 48.6 2.8 14 10 0.8 -1.1
MDN.  24.4 1.9 6 47.9 2.8 14 10 0.9 1.1

4 M MEAN  20.8 3.0 23 32.9 4.1 36 7 1.1 -0.8
MDN.  20.1 2.9 21 28.6 3.8 30 7 0.9 1.1

UNM MEAN  20.6 3.0 22 32,0 4.0 35 7 1.0 -0.9
MDN.  19.9 2.9 20 27.5 3.6 28 7 0.7 -1.3

5 M MEAN  26.1 3.5 20 37.8 4.4 26 7 0.9 -1.5
MON,  23.8 3.3 16 3.5 4.1 23 7 0.8 -1.8

UNM MEAN  25.8 3.5 20 36.9 4.3 26 7 0.8 -1.6
MDN.  23.6 3.3 16 33.1 4.1 21 7 0.8 -1.8

6 M MEAN  38.4 3.9 16 43.8 4.8 22 6 0.9 -2.1
MDN,  35.9 3.8 14 42.4 4.1 20 6 0.9 -2.2

UNM MEAN  38.1 3.9 15 43.1 4.7 21 6 0.8 .22
MDN.  35.6 3.8 14 41.2 4.6 19 6 0.8 2.3

M = Matched; UNM = Unmatched,




TABLE C-1

MINUTES, MATERIALS, ORGANIZATION, AND PRETEST AND POSTTEST MEANS BY TREATMENT

GRADE 1
PRETEST POSTTEST
TREATMENT MINUTES MATERIALS ORGANIZATION METRO coop
CODE N MEDIAN CODE N CODE N MEAN 7ZILE MEAN Y%ILE
1 404 90 1 141 2 135 43,6 28 23,2 50
2 12
6 3
3 715 90 1 254 2 290 47.4 35 21,9 43
4 449 89 1 108 2 194 45.4 32 27.0 69
2 16
6 3
5 1302 90 1 258 1 1 47.7 36 22,0 44
6 166 2 K)
6 1358 90 1 101 1 11 46,9 35 23.3 51
2 104 2 772
3 17
4 6
6 31
8 623 89 1 101 1 17 42,9 27 25,7 63
2 20 2 328
4 12
6 187
TOTALS 90 1 963 1 29 46.3 33 23.4 51
N = 4851 2 152 2 2038
3 17
4 18
» 6 390
Treatment Code: 1 =~ Reading Specialist With Aide
3 - Regular Teacher of Remaining Group, With Aide
4 - Regular Teacher of Remaining Group, Without Alde
5 = Regular Teacher of Entire Class, With Aide
6 - Regular Teacher of Entire Class, Without Aide
8 = Other Treatment
Materials Code: 1 ~ Sullivan 3 - SWRL 5 - Read! ¢ Pacemakers
2 - {ta 4 - Miami Linguistic 6 - Langu.ge Experience
Organization Code: 1 = Ungraded 2 - Divided Day




TABLE C-2

MINUTES, MATERIALS, ORGANIZATION, AND PRETEST AND POSTTEST MEANS BY TREATMENT

GRADE 2.
»  PRETEST POSTTEST
'TREATMENT MINUTES MATERIALS ORGANIZATION STANFORD STANFORD
CODE N MEDIAN CODE N CODE N MEAN ZILE GE MEAN 7%ILE GE
1 377 90 1 83 2 156 23.3 8 1.5 32,9 20 2.2
2 1
6 2 )
3 579 90 _ 1 156 2 144 25,5 8 1,5 33.5 23 2.3
4 495 90 1 61 2 244 28.4 14 1,6 39.7 32 2,5
6 9
5 822 90 1 241 1 11 23.5 8 1,5 31.6 20 2,2
2 157
6 609 90 1 85 1 9 25.5 8 1,5 32,3 20 2,2
2 36 2 393
8 296 90 1 57 1 15 24,9 8 1,5 - 28,9 10 2,0
6 2 2 59
TOTALS 90 1 683 1 35 26,7 14 1.6 35.8 26 2.4
N = 3178 2 37 2 1153
6 13
Treatment Code: 1 - Reading Specialist With Alde
3 - Regular Teachar of Remaining Group, With Aide
4 - Regular Teacher of Remaining Group, Without Aide
5 = Regular Teacher of Entire Class, With Aide
6 - Regular Teacher of Entire Class, Without Aide
8 - Other Treatment
Materials Code: 1 = Sullivan 3 - SWRL 5 - Reading Pacemakers
2 - {ita 4 - Miami Linguistic 6 - Language Experience
Organization Code: 1 - Ungraded 2 - Divided Day
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TABLE C-3

MINUIES, MATERIALS, ORGANIZATION, AND PRETEST AND POSTTEST MEANS BY TREATMENT

GRADE 3
PRETEST POSTTEST
TREATMENT MINUTES MATERIALS ORGANIZATTON STANFORD STANFORD
CODE N MEDIAN CODE N CODE N MEAN %ILE GE MEAN %ILE GE
1 368 90 1 45 24,1, & 1,9 44,7 12 2,7
k| 489 90 1 116 29.1 10 2.0 48,5 14 2.8
6 5
4 521 90 1 23 ——— 28.1 10 2.0 50.2 16 2.9
5 753 90 1 214 1 14 23,9 6 1.9 49.5 16 2.9
2 2
6 696 98 1 49 1 6 28,6 10 2.0 49,1 14 2.8
2 2
8 405 90 1 38 1 5 29,8 14 2.1 48.0 14 2.8
TOTALS 90 1 485 1 25 27,8 10 2.0 48,6 14 2.8
N = 3232 6 5 2 4

Treatment Code: Reading Specialist With Aide

Regular Teacher of Remaining Group, With Aide
Regular Teacher of Remaining Group, Without Aide
Regular Teacher of Entjve Class, With Aide
Regular Teacher of Entire Class, Without Aide

Other Treatment

[=<Be WV BN - VLN
[}

Sullivan 3 - SWRL 5 - Reading Pacemakers

Materials Code: 1
2 ita 4 - Miami Linguistic 6 - Language Experience

Organization Code: 1 - Ungraded 2 - Divided Day
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TABLE D

NUMBER OF PUPILS BY GRADE AND TYPE OF INSTRUCTIONAL 'fREATMENT

GRADE
CODE 1 2 3 4 5 6 TOTAL
1 * * * 75 121 17 213
2 404 377 368 388 234 258 2029
3 715 579 489 112 118 41 2054
4 449 495 521 500 .379 181 2525
5 1302 822 753 1695 1420 1776 7768
6 1358 609 696 3747 3959 3300 13669
7 * * * 377 228 239 844
8 . 623 296 405 57 67 33 1481

* Data not available for Treatments 1 and 7, Grades 1, 2, and 3.
Treatment Code: 1 - Reading Specialist With Aide

2 - Reading Specialist Without Aide

3 - Regular Teacher of Remaining Group, With Aide

4 - Regular Teacher of Remaining Group, Without Aide
5 - Regular Teacher of Entire Class, With Aide

6 - Regular Teacher of Entire Class, Without Aide

7 - Teacher Specialist Team

8 - Other Treatment
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TABLE E

NUMBER OF PUPILS BY SELECTED COMBINATIONS OF INSTRUCTIONAL TREATMENT

GRADE .

CODE 1 2 3 4 5 6 TOTAL
1,2 4O4* 377% 368% 463 355 275 2242
3,4 1164 1074 1010 612 497 222 4579
5,6 2660 1431 1449 5442 5379 5076 21437
3,4,5,6 3824 2505 2459 6054 ° 5876 5296 26016
1,3,5 2017% 1401% 1242% 1882 1659 1834 10035
2,4,6 2211 1481 1585 4635 4572 3739 18223
7,8 623% 296% 405% 434 295 272 2325

* Data not available for Treatments 1 and 7, Grades 1, 2, and 3.
Treatment Code: 1 - Reading Specialist With Aide

2 - Reading Specilalist Without Aide

3 - Regular Teacher of Remaining Group, With Alide

4 - Regular Teacher of Remaining Group, Without Alde
5 - Regular Teacher of Entire Class, With Alde

6 - Regular Teacher of Entire Class, Without Alde

71 - Teacher Specialist Team

8 -~ Other Treatment
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TABLE F

PUPILS REPORTED FOR TYPES OF MATERIALS AND ORGANIZATION

GRADE )
CODE - MATERIALS 1 2 3 4 5 6 TOTAL
1 - Sullivan 963 €83 485 927 796 736 4590
2 -~ {ta 152 37 -- -- 8 -- 197
3 -~ SWRL ‘ 17 -- -- -- -- - 17
4 - Miami Linguistic 18 -- .- .8 10 1 37
5 =~ Reading Pacemakers .- -~ - -- -- 7 7
6 - Language Experience 390 13 5 1 88 34 531
GRADE
CODE - ORGANIZATION 1 2 3 4 5 6 TOTAL
1 - Ungraded 29 35 25 312 327 337 1065
2 - Divided Day 2038 1153 4 25 -- 58 3278

14




*sT1dnd paydsjewmuf - P
*s1Ydnd poyole -~ O
*3s9391d 9prald-3S1TII 103 paysIIqnd s3jusTearnbs speald oN - q
°S9I00S MBI URIW UO pISeq S9INSIF IV ~ ¥
6°9 9 6°0 L% 8°¢t 1°1 6% g8°¢ S0 9°% 1% 8°0 Ly 6°¢ pd
6°S L 80 Y VAR 0°1 Sty s°e 9°0 [ 9°¢ 8°0 £y St ps
6°y L 0°1 6°¢ 6°2C VAR €'y 6°¢ 80 8¢t o°¢ 0°1 0y 0°¢t X
6°¢ 01 L°0 9°2 6°1 6°0 6°2 0°2 g8°0 L7 6°1 6°0 8°¢ 6°1 €
6°¢ 01 8°0 £°2 S 1 0°1 A S°1 S°0 0°¢ $°1 9°0 1°2 S 1 A
6°1 L - 8°1 - - 8°1 ~—- - L°1 -—— - 8°1 —— ql
1SALLS0d SISIL D) D) R D) ) o O e )
Jd0 FWIL NIINIIE NIVO 1S0d  J8d NIvD 1S0d Tad NIVO 1s0d J4d NI¥D 1s0d T4 aavad
vy 2 SHINOW HIOOS V¥V HIYON VIIvY T 1SVE vIav STOOHOS TIV
q3xr03dX3

VAV IATIVILSINTNQY NV 3IAVYD X8 ONIQVIY NI SNIVO QNV SINFTVAINDT IAVED

O TI9VL

O

15

Aruitoxt provided by Eic:

E



TABLE H

READING TEST RESULTS - GRADES 1-6

PRE POST
AREA SCHOOL GRADE Ny G.E. N, - G.E,
EAST Belvedere 1 112 35% ’ 156 1.7
2 68 1.5 136 2.5
3 81 2.0 139 2.7
4 130 3.4 133 3.9
5 114 3.9 120 4.3
6 128 4.1 132 4.6
Breed 1 85 27% 85 2.3
2 65 1.8 63 2.7
3 41 2.0 56 3.5
4 55 3.0 52 3.9
5 59 3.8 6l 07
6 63 4.3 59 4.9
Bridge 1 55 31% 63 1,7
2 39 1.5 40 2.6
3 38 1.8 42 2,7
4 35 3.0 34 3.7
5 59 3.5 60 4.5
6 36 3.8 36 4.3
Dacotah 1 134 41% 126 1.8
2 132 1.6 147 2.4
3 118 1.9 129 2.7
4 104 3.5 92 4.0
5 94 3.4 92 4.4
T 6 64 3.8 71 4.8
Eastman 1 178 20% 166 1.6
2 110 1.5 172 2.3
3 117 2.2 228 3.0
4 161 3.0 177 3.9
5 176 3.7 187 4,2
6 160 4,1 151 4.7
Euclid 1 126 29% 137 1.7
2 9 1.6 135 2.1
3 81 2.2 138 2.8
4 116 2.8 119 3.5
5 120 3.4 117 4.4
6 102 4.0 106 4,7
*Percentile Equivalent
**See explanatory note at end of table.
G.E, (Grade Equivalent) is based on MEAN raw score.
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TABLE H (Cont.)

READING TEST RESULTS - GRADES 1-6

PRE POST

AREA SCHOOL GRADE Ny G.E. N, G.E.
EAST Evergreen 1 143 37% 136 1.7
2 155 1.4 147 1.9

k] 132 1.8 15 2.7

4 91 2.9 117 3.9

5 101 3.8 118 4.2

6 107 5.1 111 4.6

Ford 1 175 31 177 1.7
2 111 1.5 151 2.1

3 106 1.8 167 2.6

4 171 3.1 175 4.1

5 160 3.4 176 4,0

6 135 4.1 135 4.7

Hammel 1 174 G1* 161 1.6
2 113 1.5 152 1.9

3 73 1.9 124 2.4

4 107 2.9 110 3.4

5 157 3.4 153 3.9

6 126 4.0 125 4.5

Harrison 1 145 52* 145 1.5
2 88 1.6 123 1.9

k] 103 1.8 98 2.7

4 100 2.9 102 3.7

5 105 4.0 111 4.6

6 109 4.3 103 5.1

Malabar 1 163 28* 181 1.7
2 93 1.6 173 2.2

3 112 2.1 180 2.6

4 1n 3.1 184 3.8

5 134 3.9 136 4,5

6 155 4.3 159 4.8

Marianna 1 64 3> 55 1.9
2 55 1.5 65 2.1

3 50 2.1 73 2.7

4 72 3.0 63 3.6

5 45 4.0 49 5.4

6 b4 3.8 41 4.3

*Percentile Equivalent
#*See explanatory note at end of table,
G.E. (Grade Equivalent) is based on MEAN raw score.

17




TABLE H (Cont.)

READING TEST RESULTS = GRADES 1-6

PRE POST
AREA SCHOOL GRADE Ny G.E. Na G.E.
EAST Rowan 1 191 2.4% 171 1.9
2 95 1.6 178 2.5
3 124 1.9 176 2.6
4 162 2.6 178 3.5
5 170 3.5 170 4.1
6 141 4.0 136 4.6
Second 1 102 2)% 120 1.3
2 55 1.5 91 1.9
k] 61 1.7 111 2.4
4 9] 2.7 109 3.8
5 99 3.0 99 3.6
6 107 3.8 119 4,3
Sheridan 1 154 27% 144 1.5
2 153 1.4 151 1.9
k] 106 1.9 127 2.7
4 119 3.2 135 3.9
5 140 3.5 130 4.1
6 136 4,2 145 4.1
Sote 1 42 37k 51 1.9
2 44 1.6 47 2.5
k] k k] 2.2 37 2.9
4 15 3.0 34 3.7
5 45 3.7 48 4 .&
6 36 4.3 41 4.9
Utah 1 174 16% 179 1.8
2 105 1.5 141 2.1
k] 118 1.8 152 2.2
4 127 2.9 131 33
5 114 3.4 119 3.7
6 99 3.% 101 4.1

*Percentile Equivalent
*4See explanatory note at end of tabdle.
G.E. (Grade Equivalent) is based on MEAN rawv score.
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TABLE H (Cont.)

READING TEST RESULTS - GRADES 1-6

PRE POST
AREA SCHOOL GRADE Ny G.E. N2 G.E. CAHIN
NORTH Ann 1 114 74% 103 2,5 -
2 49 1.6 86 2.9 1.3
3 3 1.7 6 3.8 2.1
4 52 2.9 45 4.8 2,0%%
5 43 3.5 43 5.5 2.0
6 42 3.6 43 5.7 2.1
Cortec 1 170 21% 143 1.9 -
2 100 1.5 124 2.5 1.0
3 88 2.0 158 2.9 0.9
4 138 2.9 141 5.7 2.8
5 111 3.6 123 6.7 3,0%%
6 135 4,1 143 7.2 3.1
52nd St. 1 190 36% 193 1.7 -
2 197 1.5 211 2.3 0.8
3 117 2.1 156 2.8 0.7
4 177 3.4 199 4.3 0.9
5 145 3.7 157 4.5 0.8
6 135 4,2 162 6.0 1,94
49th St, 1 116 20% 103 2.1 -
2 62 1.6 118 2.6 1.0
3 51 2.0 125 2.6 6.6
4 91 2.4 100 6.1 3.7
5 97 3.4 114 5.3 1.9
6 83 3.6 83 4.5 0.9
Holmes i 87 2% 70 2.7 -
2 52 1.5 101 3.5 2.0
3 37 1.8 71 4.0 2.2
4 64 3.0 68 5.8 2,7h%
) 63 3.6 65 5.4 1, 7%
6 14 3.7 78 5.7 2.0
Hooper 1 204 26* 201 1.8 -
2 153 1.6 197 2.2 0.6
3 185 2,3 206 2.6 0.3
4 124 2.7 151 3.9 1.2
S 166 3.3 156 4,2 0.9%k
) 149 3.7 158 4.5 0.8

#Percentile Equivalent
*1See explanatory note at end of table.

G.E. (Grade Equivalent) is based on MEAN raw score,
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TABLE H (Cont.)

READING TEST RESULTS -~ GRADES 1-6

PRE | POST
AREA SCHOOL GRADE Ny G.E. ' N2 G.E.
1
NORTH Lillian 1 89 16% | 61 2,2
2 69 1.5 i 53 2.7
3 67 2.0 ; 73 3.3
4 66 3.1 62 4.1
5 64 3.6 l 67 4.8
6 53 4.5 ; 57 5.6
1
Main 1 190 28% i 167 1.8
2 90 1.6 i 161 2.4
3 7 2.1 : 142 3.0
4 144 3.0 ! 140 3.9
5 129 3.6 140 4.2
6 139 4.0 146 4.6
|
Miramonte 1 185 32 [ 178 1.8
2 126 1.5 204 2.3
3 147 1.8 197 2.9
4 175 3.1 179 3,6
5 172 3.5 186 4.1
6 121 3.8 143 4.6
havin 1 59 26% 56 2,0
2 54 1.6 73 2,5
3 53 2.3 61 3.7
4 61 2.5 61 4.6
5 57 3.2 54 4,5
6 57 3.6 $6 6.0
68th St. 1 140 27% 145 1.7
2 ni 1.5 153 2.5
3 105 2.2 143 2,6
4 147 3.0 143 3.8
5 156 3.5 142 41
6 115 3.8 127 4.4
61st St, 1 154 21% 135 1.5
2 124 1.5 137 2.0
3 102 1.8 115 2.5
4 110 *.0 120 3.7
S 104 3.4 125 4.3
6 108 4.0 117 4.5

*Percentile Equivalent
**Sce explanatory note at end of table,
G.E. (Grade Equivalent) is based on MEAN raw score,
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TABLE H (Cont.)

READING TEST RESULTS - GRADES 1-6

PRE ' POST

AREA SCHOOL GRADE Ny G.E. N2 G.E.
NORTH 656th St, 1 143 29% 135 1.9
2 94 1.5 134 2,6

3 129 2.1 146 3.5

4 129 3.1 136 4,6

5 160 3.6 151 4,5

6 123 4,0 126 4,9

Trinity 1 146 20% 131 2.0
2 81 1.6 120 2.4

3 82 2.2 111 3.0

4 101 2,6 86 4,2

5 101 3.1 105 4,0

6 86 3.9 88 4,3

2Uuth St, 1 40 57% 53 2,5
2 15 1.4 48 2,3

3 21 1.9 42 2.7

4 52 3.0 43 3.5

5 52 3.5 43 4,7

6 46 3.8 49 4.5

28th St. 1 140 24> 116 2.2
2 86 1.4 136 3.4

3 8 1.6 90 3.2

4 108 2.9 99 5.8

S 89 3.4 89 6.4

6 66 3.8 83 5.0

Wadsworth 1 145 6% 130 1.8
2 108 1.4 148 2.3

3 122 1.9 138 2.8

4 13§ 2.6 137 3.6

5 116 3.4 126 3.9

6 92 37 99 4.3

*Percentile Equivalent
**Sece explanatory note at end of tabdble,
G.E. (Grade Equivalent) is based on MEAN raw score,
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TABLE H (Cont.)

READING TEST RESULTS - GRADES 1-6

PRE POST

AREA SCHOOL GRADE N G.E. N2 G.E.
SOUTH Compton 1 66 51% 75 1.7
2 59 1.4 69 1.9

3 46 2.0 74 2.5

4 51 3.1 59 3.5

5 64 3.4 68 4.1

6 72 3.8 71 4,3

Graham 1 132 27% 140 2.2
2 86 1.6 139 2.6

3 81 2.4 143 2.7

4 141 3.3 139 4,1

5 127 3.7 118 4,2

6 113 4,1 115 4,6

Grape 1 121 3% 133 1.8
2 140 1.5 140 2.0

3 107 2.3 132 2.5

4 112 2.5 110 3.8

5 95 3.1 g1 4,0

6 66 3.8 69 4.5

95th St., 1 284 33* 251 1.7
2 105 1.5 205 2.3

3 101 1.9 180 2.7

4 174 2,8 163 3.8

5 149 3.2 145 4.0

6 136 3.8 152 4.5

99th St. | 132 19* 89 1.8
2 40 1.5 100 2.7

3 60 2.0 93 2.8

4 88 3.0 105 3.4

5 99 3.6 106 4.3

6 75 4,2 82 4.7

97th St. 1 121 33 152 1.5
2 40 1.5 100 2.7

3 73 1.9 137 2.5

4 169 2.8 162 3.8

5 142 3.1 131 4.1

6 170 3.8 163 4.9

*Percentile Eqiivalent
**See explanatory note at end of table,
C.E. (Grade Ejuivalent) is based on MEAN raw score.
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TABLE H (Cont.)

READING TEST RESULTS - GRADES 1-6

PRE POST

AREA SCHOOL GRADE Ni G.E. Ny G.EB.
SOUTH 96th St, 1 113 27% 108 2.0
2 ] 58 1.5 115 2.0

3 57 1.7 117 2.3

4 95 2.9 99 3.7

5 88 3.4 101 4.3

6 88 3.6 94 5.0

111th St, 1 136 Le* 134 1.8
2 112 1.4 130 2.8

3 99 2.2 159 2.7

4 143 2.8 136 4.0

5 118 3.4 106 5.1

6 108 3,7 109 5.3

109th St, 1 97 27% 75 2.0
2 51 1.4 64 2.0

K] 57 1.8 75 2.5

4 70 3.0 70 3.6

5 51 3,3 57 4.0

6 69 3.6 70 5.0

102nd St. 1 133 6% 137 2.0
2 97 1.5 168 1.9

3 110 1.8 171 2.5

4 128 2.9 123 3.4

5 133 3.3 125 4.1

6 116 1.6 116 4.3

107¢th St., 1 177 33 172 1.8
2 104 1.5 195 2.4

3 80 1.8 191 2.9

4 159 2.9 158 3.9

5 147 3.4 146 3.9

6 116 39 129 4.5

Parmelee 1 162 34 168 1.7
2 85 1.5 126 2.0

3 79 1.8 140 2.9

4 169 3.0 147 5.6

5 157 3.4 139 5.4

6 145 3.8 132 5.7

*Percentile Equivalent
*%See explanatory note at eand of table,
G.E, (Grade Equivalent) is based on MEAN raw score.
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TABLE H (Cont.)

READING TEST RESULTS - GRADES 1-6

PRE POST
ARFA SCHOOL GRADE Ny G.E, N2 G.E,
SOUTH Ritter 1 55 53% 41 1.9
2 36 1.6 38 1.9
3 28 2.0 43 2.5
4 32 3.2 37 3.4
5 51 3.7 49 4.0
6 36 3,6 46 4.0
Russell 1 128 32*% 143 1.9
2 85 1.6 149 2.5
3 80 2.0 140 2.8
4 160 3.1 161 4,2
5 130 3.4 132 4,0
6 143 3.6 144 4.5
75th St, 1 209 48% 213 1.5
2 123 1.5 249 2.1
3 139 1.8 236 2.4
4 205 2.8 202 3.4
b) 193 3.6 176 4.1
6 145 4.1 187 4,6
South Park 1 138 29* 150 1.8
2 90 1.5 163 2.0
3 83 2.4 127 2.7
4 153 2.9 145 3.5 *
5 141 3.5 127 3.9
6 138 4,0 132 4,7 L1

*Percentile Equivalent
**tNote: Apparent discrepancies in gain scores
(eeg., 4.0 to 4,7 shows a gain of 0.8)
are not in error but the result of
their computation prior to rounding off
the G.B. scores for reporting.
G.E. (Grade Equivalent) is based on MEAN raw score.
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INSTRUCTIONAL ACTIVITY: MATHEMATICS

Abstract
Pupils 45,000
Schools 55
Teachers 66
Approximate Cost $1,216,401

Description: 1In the mathematics component each school was encouraged to develop
innovative approaches which best would meet the needs of {ts pupils. The follow-
ing information, therefore, serves as a generalized description of the program
without specific reference to the variations within the 55 participating ESEA
schools.

The component, serving almost 45,000 pupils, grades one through six, provided
the services of a specfal mathematics teacher. This person, whose duties
varied from working almost full time with pupils to serving only teachers, was
called a "consultant' in some schools and a "specfalist” in others.

Specialists in music, art, and physical education incorporated mathematics
concepts and skiils in their respective subject areas and helped regular teachers
to individualize instruction by lowering class size. Also, education aides
assisted teachers in most schools. A total of 66 full-time positions served

the mathematics component in the 55 schools.

In some schools specfalist teachers used the ''pull-out” method to teach pupils

in greatest need of help while the regular teacher worked with the remainder of
the class. In others they engaged in team-teaching or taught demonstration les-
sons, some daily, some twice weekly. In a few schools certain teachers paired

up to departmentalize mathematics and reading fnstruction with their two classes -
one teaching mathematics to both classes, the other teaching reading.

Time Intervals: The component operated from mid-September 1969 to mid-June 1970,
and was continued for some pupils during the summer sessions.

Activities: Instruction was provided on an individual basis and in small groups.
Diagnostic tests, materials from the Madison Mathematics Project, programmed
workbooks, basic and supplemental textbooks, and teacher-made learning materials
wvere utilized. Concrete and manipulative materials such as abaci, Cuisenaire
rods, and geoboatds were used in independent activities. Pupils learned dasic
matheuatics facts, measurement principles, prodlem solving, money and time con-
cepts, and discovery methods.

Grade-lev:l meetings, workshops, and {nservice classes were scheduled regularly
throughout the year to develop instructional materials, strengtien teaching
skills, and increase effectiveness in the use of curriculum materials, Area
consultants assisted teachers in experimenting with new *echniques and in
lnterptetlng test data.
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Objective:

- To improve classroom performance in other skill areas (mathematics) beyond
usual expectations
To raise the median gain of project participants in mathematics by 1.0
grade level as measured by standardized tests

Evaluation Strategy: Pre- and posttests were used to measure achievement in
mathematics of all pupils in grades three through six in the target schools and
in six comparfson schools. Third graders took the Cooperative Primary Test,
while fourth-, fifth-, and sixth-grade pupils were tested with the Comprehensive
Tests of Basic Skills.

Results: For the Title I schools as a group the machematics component achieved
its objective of one year's growth in one year's time. The third grade demon-
strated a gain of 14 percentiles relative to the norming population between the
pre- and posttest periods.

The greatest gain occurred in the fourth grade (1.2 grade levels in 7 months),
with the fifth grade also exceeding the objective. The sixth grade group equaled
the objective., It must be noted, however, that even though the project objec-
tives were met or exceeded relative to the national norming population, decrements
from mean grade placement ranged from just less than one year at the fourth grade
level to just less than two years at the sixth, This decrement was just under

one and one-half years at the fifth grade level,

The areas differ no* more than two months (0.2) from the District average, with
Area East schools showing less gain at the fifth- and sixth-grade levels than

the other areas. However, the final grade placements were fidentical to those of
Area North, whose schools made the greatest gains. Although Area South schools
started and ended with the lowest grade placements, they succeeded in lessening
the gap between their pupils and those in the other areas at the fifth- and sixth-
grade levels,

Conclusions: Title I pupils efther achieved or exceeded the stated objective
for the muthematics activity. The decrement fyom grade level was lessened at
the third, fourth, and fifth grades generally.

Recorpendations: The mathematics activity should be continued.

Where priorities permit, the activity should be expanded in an effort to decrease
the pupils' decrements from 3rade level.
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MATHEMATICS

Detafled Report

Evaluation of the Mathcmatics component was directed at assessment of achieve-
ment and improvement {n mean grade placements in grades three through six., New
tests were used at the third grade (Cooperative Primary Test, Form 23A) and the
upper three grades (Comprchensive Tests of Basfc Skills - CTBS).

Objective: To improve classroom performance in other skill areas (mathematics)
beyond usual expectations.,
To raise the median gain of project participants in mathematics
by 1.0 zrade level as measured by standardized tests,

Results showed that the objective was met or exceeded for each of the upper
three grades., No grade level equivalents were available for the Cooperative
Primary Test used at the third grade. Third-grade progress was indicated by a
gain of 14 percentiles in reference to fall (pre) and spring (post) norms for
the two testing periods.

Although the upper three grades gained one month or more per month of instruc-
tion, each grade remained well below its expected grade level placement: -8
months at the fourth grade, -1,3 years at fifth, and -1,7 years at sixth grade.
The results of the pre- and posttests with grade equivalents for each area and
for all Title I schools are displayed in Table A. All arcas showed about the
same gains in fourth grade, but fn the fifth and sixth grades Area East fell
behind the other areas~-though still meeting the objective as to amount of gain
at the fifth grade. Sixth graders in Area East fell just short of the amount
of growth stated i{n the objective.

Results by grade and school within each area are presented as Table B.

Strengths and Weaknesses

The overall strength of the component was indicated by the results which showed
pupils at the fourth and fifth grades exceeding the objective of one month gain
per month of instruction, and the sixth grade equaling {t.

Although their tests were not directly interpretabte in terms of grade placement,
the third-grade group climbed from the 13th to the 27th percentile during the
school year, indicating that they made greater than the expected gain,

On the negative side, all groups remafn below the national averages--but then,
half of the schools fn the country are also in that condition.

Efforts to specify treatments and to fidentify in more concrete terms the way in
which the mathematics program affects each child need to be contfnued and eapanded
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TABLE A

MATHEMATICS TEST RESULTS - GRADES 4-6

Unmatched Scores

PRE POST
AREA GRADE Ny G.E. N, G.E. GAIN ELAPSED
MONTHS
East 4 1696 3.0 1894 4.1 1.1 ?
5 1784 3.9 1890 4.6 0.7 7
6 1697 4.7 1744 5.2 0.5 6
North 4 1709 2.9 1823 4.1 1.2 7
5 1751 3.5 1847 4.6 1.1 7
6 1568 4.4 1714 5.2 0.8 6
South 4 1873 2.7 1925 3.7 1.0 7
5 1739 3.4 1749 4.4 1.0 1
6 1600 4.2 1726 4.9 0.7 6
District 3 5149 131ile 5149 27%1le - -
4 5278 2.8 5647 4,0 1.2 ?
5 5274 3.6 5486 4.5 0.9 ?
6 4865 4.5 5184 541 0.6 6

*Grade equivalent (G.E.) 18 based on mean raw score.
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TABLE B

MATHEMATICS TEST RESULTS - GRADES 4--6

PRE N POST
ARFA SCHOOL CRADE Nl G.E. N2
FAST Belvedere 4 124 3.0 134
. Y 107 4,1 119
6 118 4,7 126
Breed 4 51 3.0 50
5 58 4.1 61
6 59 5,0 59
Bridge 4 33 3.0 35
5 54 3.8 59
6 32 4,5 37
Dacotah 4 120 3.2 111
5 89 3.8 87
6 67 4,4 71
Eastman 4 154 2.9 176
5 130 4.1 184
6 158 4.6 153
Euclid 4 67 3.0 94
5 122 3.9 118
6 104 4,9 105
Evergreen 4 70 2.4 115
5 98 3.8 118
6 109 4,6 112
Ford 4 160 3.3 169
5 158 3.9 176
6 135 4.7 134
Hammel 4 109 2.8 98
5 159 3.8 145
6 120 4,6 122
Harrison 4 100 3.0 108
5 108 4.1 108
6 110 4,7 98
Malabar 4 160 3.0 183
5 131 4,2 138
6 157 4.9 162
Marianna 4 69 2,9 54
5 46 4,2 37
6 43 4.7 39

*Grade equivalent (G.E.,) is based on mean raw score.
*%See explanatory note at end of table.
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TABLE B (Cont.)

PRE POST N
AREA SCHOOL GRANE N1 G.E. N2 G.E. GAIN
EAST Rowau 4 162 3,0 177 4,2 1,2
5 169 3.9 167 4,9 1.0
6 139 4,6 136 5.5 0.9
Second 4 8h 2.6 106 3.6 1.0
5 83 3.2 8¢9 4,0 0.8
6 98 4,5 120 5.0 0,42
Sheridan 4 90 2.9 128 4,2 1.3
5 120 3.4 125 4,5 1.1
6 129 4,7 137 5.4 0,7
Soto 4 31 2.4 33 3.9 1.5
5 45 3,6 49 4,7 1,1
6 34 4,8 38 5.4 0.6
Utah 4 111 2,7 118 3.2 0.5
5 107 3.4 109 3.9 0.5
6 85 4.1 95 4,6 0.5
NORTH Ann 4 31 2,3 45 4,0 1.7
5 34 4,0 40 4,8 0.%x%
6 39 4.6 42 4.9 0.3
Cortez 4 126 2,9 137 4,6 1.7
5 112 3.9 123 5.2 1.3
6 135 4.7 143 6,2 1, 4%%
S2nd St. 4 170 3.0 192 4,0 0.9%%
5 129 3.8 145 4,5 0.8%4
6 142 4,8 165 5.7 0.9
49th St, 4 71 2.4 102 5.0 2,6
5 92 3.3 112 4,5 1,2
6 79 3.8 77 4,6 0.8
Holmes 4 59 2.9 65 4,8 2,.0%%
5 63 3.5 66 6.0 2,40k
6 63 4,5 75 6.4 1.9
Hooper 4 105 2,9 138 4,2 1.3
5 163 3.3 161 4,6 1.3
6 123 4,2 139 4.9 0.7
Lillian 4 51 2.8 59 4,4 1.6
5 62 4.0 70 5.6 1,6
6 53 4.9 58 6.6 1.7
Main 4 123 2,9 143 4,0 1.1
5 120 3.4 132 4,3 0,9
6 136 4,6 140 5.2 0.6

~ *Grade equivalent (G.E.,) is based on wecan raw scorao,
. *XSee explanatory note at end of “3%10'



TABLE B (Cont.)

PRE POST
AREA  SCHOOL GRADE N, G.E, ¥ N, G.%, GAIN
NORTH Miramonte 4 170 3.0 161 3.9 0.9
5 155 3.3 167 4,1 0.8
6 119 4,1 140 4,7 0.6
Nevin 4 63 2.7 61 3.9 1.2
5 56 3.5 52 5.1 1.6
6 57 4,1 56 5.1 1.0
68th St, 4 150 2.8 130 3.5 0.7
5 146 3.5 145 4.3 0.8
6 110 4.3 119 4.9 0.6
61st St, 4 109 2.8 118 3.7 0.8%x
5 115 3.4 127 4,4 1.0
6 101 4.3 111 4,9 0.6
66th St, 4 130 2.9 140 4.3 1,3x%
5 156 3.9 149 4,8 0.9
6 123 4,5 126 5.5 1,0
Trinity 4 81 2.3 88 3.7 1.4
5 97 3.2 104 4,1 0.9
6 85 4,6 90 4,8 0,2
20th st, 4 41 2.9 43 3,6 0,7
5 48 3.4 42 4,5 1,1
6 47 3.9 48 4,6 0.7
28th St., 4 101 3.1 91 4,6 1.5
5 85 3.7 89 5,0 1.3
6 67 4,4 86 4,9 0.5
Wadsworth 4 128 2,7 110 3.9 1,2
5 118 3.6 123 4.4 0.8 -
6 89 4.4 99 5.0 0.6
SOUTH  Compton 4 48 2.8 65 3.4 0.6
5 67 3.5 67 4.4 1,0%*
6 58 4,1 65 5,0 0.9
Graham 4 135 3.0 138 4.1 1,1
5 119 3.6 83 4,6 1.0
6 109 4,5 116 4,8 0.3
Grape 4 75 2,2 109 3.4 1.2
5 89 3.0 92 4,1 1.1
6 56 3.8 49 4,7 0,9
95th St. 4 169 2,7 175 3.8 1.1
5 115 3.3 131 4,3 1.0
6 126 4,3 152 5.2 0.9

O

IToxt Provided by ERI

*Grade equivalent (G.E.) 18 based on mean raw score,
IERJ!: *ASee explanatory note at end of tﬁﬁle.



TABLE B {Cont,)

PRE

POST

AREA SCHOOL GRADE Nl G.E. ¥ Nz G.E,* GAIN
99th St, 4 89 2.7 94 3.4 0.7
5 102 3,7 109 4,6 0.9
6 71 4,6 77 5.0 0.4
97th St, 4 173 2,7 137 3.8 1,2%%
5 132 3.4 128 4,5 1.1
6 158 4.4 142 5.2 0.8
96th St, 4 95 2.6 101 3.3 0.7
5 92 3.2 103 4,2 0,9%*
6 85 3.9 93 4,8 0.9
111th St, 4 132 2.6 132 3.5 0.9
5 110 3.5 105 4.6 1,2%*
6 106 4,2 106 5.0 0.8
109th St, 4 58 2.7 68 3.9 1,2
5 43 3.2 54 4.4 1.1%*
6 71 4,2 66 5.2 1.0
102nd St. 4 100 2,6 118 3.4 0.8
5 131 3.3 132 4,2 0.9
6 111 4,1 112 4.5 0.4
107th St. 4 144 2.7 143 3.9 1.2
5 118 3.6 131 4,3 0,7
6 102 4,1 118 4,7 0.6
Parmelee 4 155 3.0 140 4,2 1,2
5 150 3.8 134 4,6 0.8
6 136 4.3 133 5.0 0.7
Ritter 4 32 2.9 23 3.2 0.3
5 48 3.3 49 4.1 0.9%x%
6 35 3.9 45 4,4 0,4%%
Russell 4 144 2,7 151 3.7 1.0
5 121 3.3 128 45,1 0.8
6 134 4.1 141 4,7 0.6
75th St., 4 182 2,5 189 3.5 1.0
5 195 3.6 173 4,2 0.6
6 107 4,2 181 4.8 0,6
South Park 4 136 2,9 146 3.9 1,0
5 107 3.5 130 4.1 0.6
6 135 4.4 130 5.0 0.6
*Grade equivalent (G.E.) is based on mean raw score.
kANote: Apparent discrepancies in gain scores (e.g.,
4,0 to 4,7 shows & gain of 0.8) are not in
, error but the result of their computaticn
LS
: rior to rounding off the G.E, scores for reporting.
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INSTRUCTICNAL ACTIVITY: ENGLISH AS A SECOND LANGUAGE

Abstract
Pupils 1039
Schools 20
Teachers (Titl:> I) 13
Teachers (AB938) 19
Consultants 2
Specialist 1
Approximate Cost $160,500

Description: The English as a Second Language (ESL) component served pupils
who were unable to speak English or were having difficulty in speaking English
because of primary use of a foreign language at home.

The pupils, predominantly from Spanish-speaking environments, were served from
kindergarten through sixth grade in classes ranging from nine to eighteen, They
initially were identified and recommended for this component by their classroom
teachers. Most referrals were screened by teachers and principals. English as
a Second Language teachers screened pupils by means of oral interviews and
diagnostic tests to determine their English comprehension, pronunciation, and
fluency in speech patterns.

Time Intervals: The component was in operation from mid-September 1969 to mid-
June 1970. Class periods ranged from 30 minutes to one hour in length.

Activities: The audio-lingual approach was emphasized in the initial stages of
the prograr., Vocabulary development utilized selected language patterns, ideas,
concepts, interests, and experiences which were familiar to the pupils in their
native language.

Teachers provided opportunities for reading as soon as pupils gailned some back-
ground in listening and speaking. Pupils next learned to write, using materials
from the regular reading program and examples from their own convereation.

Before classes began the specialist and consultants planned and conducted 10 days
of preservice for new ESL teachers. Subject matter included the problems and the
needs of non-English-speaking children.

During the year the specialist and consultants planned and conducted monthly two-
and-one-half hour Inservice meetings. There the subject areas introduced during
the preservice meetings were expanded and discussed in greater depth, drawing
increased relevance from the participants' actual ESL teaching experiences.

Objective:

- To improve the verbal functioning level (English) of the children
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Evaluation Strategy: ESL pupils in each of the 20 ESEA schools &«1d pupils in
each of the seven comparison schools were given, pre and post, the ESL/Bilingual
Structured Placement Test. The comparison group was composed of pupils who
spoke little or no English but did not participate in the ESL classes.

Results: The adjusted mean score attained by the ESEA group on the ESL/Bilingual
Structured Placement Test was significantly higher than the adjusted mean score
of the comparison group.

Ratings by parents, classroom teachers, ESL teachers, and administrators indi-
cated that the program was effective in improving the verbal functional level,
the attitudes, and the academic skills of pupils.

An inservice education program was conducted to provide training and development
of skills that would aid in attainment of the objective. Teacher participants
indicated that the program was successful.

Conclusions: The objective of improving the verbal functioning level (English)
of children was attained. Parent and staff ratings and testing confirmed the
effectiveness of the component. ‘

Recommendations: The component should be continued and expanded,

Existing facilities should be improved and new facilities added, cs needed; the
number of ESL teachers should be increased; self-contained classrooms should be
used; periods of instruction should be lengthened; and coordination of activities
between ESL and regular classroom teachers should be improved.
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ENGLISH AS A SECOND IANGUAGE

Detailed Report

Attainment of component objectives was evaluated by pupil scores on the
ESL/Bilingual Structured Placement Test, analysis of staff comments and recom-
mendations, and analysis of parent responses to a questionnaire.

The ESL/Bilingual Structured Placement Test, developed by the ESL/Bilingual
Center at San Diego, California, was administered to ESL pupils and to a compar-
ison group in October 1962 (pre) and in May 1970 (post), The comparison group
was composed of pupils who would have qualified for English as a Second Language
(ESL) instruction if funding had made it possible to include their schools in
the program,

The second level of the ESL/Bilingual Structured Placement Test had not been
completed at the time of posttesting. Use of this portion of the test would
have enahled many pupils who scored at the ceiling of the first level to have
shown their total growth. Also, a teacher strike, during which there was little
or no ESL instruction, affected the galns of these pupils.

Parent responses to a questionnaire and ratings and comments by regular class-
room teachers, ESL teachers, and administrators were obtained at midyear,
Objective: To improve the verbal functioning level (English) of the children.
The ESL/Bilingual Structired Placement Test consisted oi Level 1, Parts I and 1I,
with a maximum raw score of 77, The test measured the students' ability to
produce basic linguistic structures in sentence patterns.
Means obtained on the test by ESEA Title I and comparison groups are shown in
Table A, The ESEA group had a lower pre mean but a higher post mean score than
the comparison group. The F ratio on the adjusted means of the test was signi-
ficant at the .0l level in favor of the ESEA group.

TABLE A

ANALYSIS OF COVARIANCE BETWEEN ESL AND COMPARISON GROUPS

PRE POST ADJUSTED
CROUP N MEAN MEAN MEAN
ESEA Title I 795 3.83 46.62 46.89
Comparison 117 4.85 19.55 17.68
F(1,909) = 172,27%%
Table A 1s based on ESL/Bilingual **s5ignificant at the .0l level,

Structured Placement Test.
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Only 25% of the parents reported that they spoke English at home with their
children, Nearly all of the parents thought their children's English had
improved, Seventy-five percent of the parents had received information about
the program (Table B),

TABLE B

PARENT RESPONSES

ITEM YEgERCENTAGgo .
Do you speak in English at home with your child? 24,9 75.1 577
Do you feel your child improved in speaking English? 95,9 4,1 564
Did you receive information about the program? 7.7 25,3 570
Would you like to have this program continued? 98,2 1.8 547
Did you visit the program? 31.2 68.8 554
Are you taking adult school courses in English? 15,2 84.8 567
Table B is based on Form 003P. Maximum N = 580

Virtually all parents wished to have their children enrolled in the class next
year. However, approximately 70% of the parents responding said they hkad not
visited an English as a Second Language class,

Table C shows that the regular classroom teachers reported improvement in pupils’
pronunciation skills, speech patterns, vocabulary, learning skills, and attitude
toward speaking English, These teachers felt that pupil selection was appropri-
ate and that pupils increased their use of English in informal situations. Most
teachers had sent two to four of their pupils to the ESL class,
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TABLE C

CLASSROOM TEACHER RATINGS

FREQUENCY MEDIAN
0 1 2 3 4
) @ v o
ITEM o A 9 2 2
- Lo +4 & <
£ > 9] £ 3] ]
Vi ] Vo 0 > 0
U 1% Bt w LW
/% 89 &4 PEI3
Improvement of pupil pronunciation skills 3 8 67 130 54 2.9
Improvement of pupil speech patterns 3 8 71 134 47 2.9
Improvement of pupil vocabulary 2 5 62 122 74 3.0
Improvement of pupil learning skillsg 6 9 79 108 57 2.9
Improvement of pupil attitude toward
speaking Euglish 3 9 38 119 95 3.2
Appropriate pupil selection 4 7 32 117 99 3.3
Pupils' increased use of English in
informal situations 3 18 59 108 75 3.0
Table C is based on Form 003T (1-4 scale). N = 268

Most of the 21 ESL teachers and 20 administrators who responded to an open-end
questionnaire felt that English as a Second Language was a strong program,

An inservice program was conducted to assist participating teachers in fulfill-
ment of th: objective,

Teachers rated the inservice education by filling out an inservice questionnaire
which asked them to rate their "Expectations' before the beginning of each
meeting and their "Fulfillment" as of the close of each meeting. Generally, both
expectations and fuifillment ranged from 3,2 to 3.8 medians on a 5-point scale,

Two meetings, "Teaching Strategies and Multi-Media," and '"Linguistics =

Dr. Ricardo Cornejo," received higher ratings on both "Expectations' (3.8 and
4.3 medians) and "Fulfillment' (4.4 and 4,6 medians), respectively. The meeting
on "Making Instructional Tapes' received a higher (4.1 median) "Expectations'
rating but a lower (2,7 median) '"Fulfillment" rating.

Strengths and Weaknesses

The component attained its objective of improving the verbal functioning level
(English) of the children.
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Parents enthusiastically endorsed the program, It was noted that only 15% were
taking adult school courses in English, though more than 75% were not speaking
English at home with the child,

Regular classroom teachers stressed the necd for more ESL teachers, They felt
that ESL children would benefit more in a self-contained classroom, that periods
of instruction should be longer than 30 minutes, th:t materials should be
provided for regular classroom use in follow-up work done in the ESL class, and
that there should be more communication between themselves ana the ESL teacher,

0f the 21 ESL teachers responding, seven mentioned in open-end comments that the
naterfials and supplies available were one of the strengths of the program, Need
for specific materifals; development of teaching methods and techniques; additional
classroom space; and inclusion of such facilities as bulletin boards, teaching
charts, and large tables, were mentioned by 10 of the teachers,

Most of the 20 administrators responding felt that English as a Second Language
was a strong program and that teachers were doing an outstanding job, Again,
administrators agreed with teachers in the recommendation that additional ESL
positions should bz budgeted.

38




INSTRUCTIONAL ACTIVITY: TEACHER-LIBRARIAN

Abstract
Pupils 40,600
Schools 40
Teachers 40
Approximate Cost Included in Reading

Description: Teacher-librarians at 40 of the 55 ESEA Title I schools supple-
mented classroom Instruction by providing lessons in literature appreciation,
reading and research skills, ar well as library usage, to more than 40,000 pupils
from kindergarten through sixth grade,

Time Intervals: The component encompassed the period from mid-September 1969 to
mid-June 1970. Only rarely, however, was it possible to schedule pupils into the
library prior to mid-October; and, in a number of cases, no teacher-librarian was
available until December or even later.

Classes typically were scheduled to visit the library once a week for periods cf
30 to 60 minutes. In larger schools and in schools where the teacher-librarian
served other functions classes met less frequently, usually once every two weeks.
In a few cases, because departmentalized programs complicated scheduling, some
pupils did not receive instruction from the teacher-librarian.

Activities: Teacher-librarians taught lessons in literature appreciation, read-
ing and research skills, as well as library usage, in addition to assisting with
the selection and checking in and out of books. They served as resource persons
to classroom teachers in the selection of literature, materials, and aids for
classroom instruction. Pupils participated in library clubs, choral reading,
storytelling, and dramatizations; constructed dioramas and puppets; and conducted
research on assigned topics.

Flexible schedules developed by some librariains provided time for them to guide
pupils in individual or small-group research projects, Provision for individuals
and small groups also allowed the librarian to assist with selection of books to
be read for pleasure.

An inservice education program was conducted to assist participants in fulfillment
of the objective.

Preservice instruction was provided for new teacher-librarians whr were assigned
to positions by Septiumber 1969, Instruction included presentation of library
books relating to all curriculum areas, library skills lessons, and organization-
al patterns to increase competence in the mechanics of library management. Those
who were assigned later received special assistance from the library coordinator.
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The Library Section conducted monthly inservice for teacher-librarians, alter-
nating between group meetings at the Library Section and demonstratlon-visits to
school libraries. The group ineetings, intended for all the teacher-librarians,
included presentations of materials, lesson plans, btcok reviews, organizational
plans, and a review of literature on ethnic minorities, as well as displays of
new materials, books, and pictures available from the Library Section. The
demonstration-visits were split geographically so that two were held at nearly
the same time, each for about half the teacher-librarianse As the name implies,
there wts a dual purpose for these sessions: to observe exemplar demonstration
lessons taught by experienced teacher-librariens; and to observe various tech-
niques of library management and organization, including some stimulating and
artistic arrangements of library interiors.

Objective:

- To improve classroom performance in other skill areas (library skills)
beyond usual expectations

Evaluation Strategy: A revised version of the Library Skills Test (LST), a
locally developed instrument designed to assess pupil knowledge of some basic
facts about the library and ability to apply these facts to research problems,
was glven to a random sample of classes at the beginning of the school year and
to another random sample at the end. Since different random selection proce-
dures were used, the classes which received both pre- and posttests were randomly
chosen - though there was a greater probability of a class in a small school,
with few classes at each grade level, receiving both pre- and posttests.

Schools with no teacher-librarians assigned for 1969-70 served as a comparison
for schools which had teacher-librarians, with the revised LST focusing on skills
not normally taught by the classroom teacher.

It 1s important to note that the test necessarily focused on skills which made up
an important subset of objectives of the program, Equaly important objectives

of improving interests and skill in reading, alding selection of literature, and
building experiential background were not readily accessible to evaluation.

The evaluation was designed to explore the relationship of a nuanber of variables
to scores attained on the posttest, Variables examined iacluded presence or
lack of a teacher-librarian, time in the library, schools 30% or more Mexican
American or Negro, and whether or not the class had received the pretest.

Results: Schools with teacher-librarians significantly outperformed those
without the services of teacher-librariai. No differences were found between
schools which were predominantly Mexican American and predominantly Negro,
However, Negro pupils with no teacher-iibrarian were significantly poorer then
Negro pupils who had a teacher~-librarian, while this effect appeared only at the
sixth grade in Mexican American Schools,

Evidence that the pretest influenced achievement on the posttest was apparent:
pupils having a teacher-librarian did significantly better on the LST than pupils
without this assistance when neither group had had the pretest.

40




Analysis of scores by trcatment and amount of time in the library showed that the
teacher-librarian group spent more time in the library, and was significantly
superior on the LST at the fourth and sixth grades (but not at the fifth) than
the group with no tceacher-librarian. The amount of time in the 'ivrary, however,
did not seem to be related significantly to scores on the LST.

Approximateiy half the schools reported provisions for use of the library by
individuals or small groups, and indicated that the library was open before or
after school. Of the 55 ESEA schools, 21 allcuwed pupils to check out books for he
use, Teachers rated the quality of library finstruction received by their classes,
hal{ of them saying "excellent", and another 23% indicating ''good". Nearly 15%
rated their library instructfion as 'poor", and most were at schools ot served

by a teacher-librarian.

Conclusions: Teacher-librarians contributed significantly to bett<r performance
in research and library skills, as measured by a test of library skiils, Find-
ings in previcus years of no differences between pupils served by a teacher-
librarian and those without such services may be explained: (a) in terms of
test-retest interaction (matched samples were used), (b) the fact that classes
knew in advance they would again receive the test, and (c) the possibiflity that
che previous test did not adequately discriminate between skills normally taught
in the classroom and those which tended to be uniquely in the domain of the
librarian. Having a teacher-librarian appeared to benefit Negro pupils more than
Mexican American pupils, but did not seem to make much difference when pupils had
been exposed to the test previocusly.

In terms of the limited set of skills measured by the LST, evidence indicates
that the teacher-librarians achieved thefr objective. Comments by teachers and
administrators suggest strongly that they have achieved much more.

Recommendations: Provide a teacher-librarian for every school.

Wherever possible, librarfes should be open before and after school to consider
using part-time aides to assist with time-consuming clerical duties (cataloguing,
shelving, checking books in and out, and s0 on) which would free the 1ibrarian
to work with individuils and small groups doing 1ibrary research.
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TEACHER-LIRRARIAN

Detafled Report

Evaluation of the Tearher-Librarfan program sought to explain findings of no
difference for the past few years. Two explanations secmed most plausidble,
assumiag that differences between pupils taught by a teacher-librarian (TL) and
those not receiving such instruction (NOTL) really <id exist. One was that the
test did not differentiate between skills taught uniquely by the librarfan and
those taught commonly by the classroom teacher. The other wir that test-retest
fnteraction explained the findings. Support was found for both contentione,

Objective: To improve classroom perfotmance in other skill . eas (library
skills) beyond usual expectations

Analysis of results of the evaluation revealed significant differences between TL
and NOTL classes at each grade. No differences were found between ethnic groups
when treatment was controlled, and time in the library seemed not to affect test
results. The comparisons and findings at each grade are summarirzed below!

Comparisons Grades Sign.
(1) TL vs. NOTL 4 .01
. 5 .05
6 .01
(2) TL vs. NOTL within Mexican American Schools 4 NS
5 NS
6 .05
(3) TL vs. NOTL within Negre Schools 4 ,01
5 .05
6 .01
(4) Mexican Amer! an vs. Negro with TL all NS
(5) Differences in lLibrary Time with TL all NS
(6) Differences in Library Time without TL ali .05
(7,8) Retest vs Posttest Only Within Ethnic Groups all NS
(9) TL vs. NOTL (Posttest Oniy) 4 .01
5 .05
6 .01
(10) TL vs. NOTL Time covaried ] .01
5 NS
6 .01

{11) TL vs. NOIL (Retest) all NS o

TL = Schools with teachet-librarian
NOTL = Schools without teacher-librarian
NS = Not significant
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Approximately half the schools reported that their libraries were available for
use by individuals or small groups during the day, and that they were open be~-
fore and/or after school. Some librarfes were available at noon., Pupils at 21
of the 55 ESEA schools were allowed to check books out for home use.

Teacher ratings of the quality of instruction in library skills were very pos-
ftive: half rated ch.e program as "excellent'; 23% rated i% 'good'; while 15%
rated it as ''poor,” and most were at schools not served by a teacher-librariean.

Preservice sessions included presentatfion of library books relating to curric-
ulum areas, library skills lesson plans, and techniques of library management.
Monthly finservice programs also were conducted to aid teacher-librarians in
achieving their objectives. On alternate months demonstrations were held to
provide them with opportunities to observe exemplar lessons and management
techniques. On other wmonths neetings included presentation of materials,
lesson and organizational plans and book reviews, as well as reviews of 1lit-
erature on ethnic minorities, displays of books and materials available from
the library section, panel discussfions and lecture-presentations on various
library-related topics. Ratings of inservice were elicited from teacher-
librarians on the following areas: wusefulness in conducting library program
and in pi>fessional growth; contrihution of group meetings to on-the-job effec-
tivenesas; contribution of demonstration lessons to on-the-job effectiveness; etc.
The modal response in each area (on a scale of 1 = not at all, 4 = very much)
was a very positive "4,

Strengths and Weaknesses

Evidence was strong that the teacher-librarfans achieved their stated objective.
Teachers and administrators indicated that the program was of service to schools,

The library coordinator and committees of teacher-librarfans are defining more
clearly the objectives of the teacher-librarfian in terms of observable pupil
behaviors. A flexible scheduling plan was developed which .- with the addition
of an afide ~ allows the teacher-lidbrarian time to assist small groups and indi-
viduals working on research projects.

So long as the teacher-librarian plays a supportive and complementary role to

the classroom teacher, and so long as teachers expand on the instruction given

by teacher-librarfans, normative testing does not seem likely to be a very ef~
fective or meaningful tool. 1Identification of sets of facts and skills requi-

site to efficient use of the library, and administration of criterfion-referenced
tests to judge attainment or nonattainment of the requisite facts or skills,

would be more useful. Pupils possessing these skills should be able to function
effectively in the lidbrary; pupils lacking them would receive specific instruction.
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INSTRUCTIONAL ACTIVITY: PRE-KINDERGARTEN

Abstract

Pupils 983
Schools 37
Staff

Teachers 64

Education Aldes 64

Other full-time personnel 3
Approximate Cost $987,165

Description: The Pre-Kindergarten program was designed to help meet the chil-
dren's {ndividual needs and to assist them in achieving greater success in school,

Classes consisted of a maximum of 15 children who would be of Kindergarten age
in the following year. Criteria used for selection included such factors as
family circumstances, housing, economic status, and cultural background,

A diagnostic-prescriptive approach was utfilized in the 64 classes involved, 1In
each class of 15 children a teacher and an education afde planned indoor and
outdoor activities to aid the individusl child in developing perceptual and motor
skills, appropriate social-emotional Yehavior, and readiness for successful aca-
demfc performance,

In addition to full-time teachers, consultants, and the coordinator-specfalist,
part-time counselors and health services personnel also assfisted fn the component.

Iime Intervals: The component operated from mid-September 1969 to mid-June 1970.
Dafly classes were held for three hours either f{n the morning or afternoon,
Teachers made home visits four days a week,

Activities: Children's experiences included observing plants and animals and
caring for them; participating {n dramatic representations, particularly fn the
playhouse center; manipulating puzzles, blocks, and puppets; using toy telephones,
wheel toys, and playground equipment; singing and listening to music; exploring
art medfa; viewing films; and engaging in walking trips into the community. The
children were able to explore and enjoy such activities individually, in smail
groups, and as members of an entire class, Instructional media included visual
aids to help {n learning to distinguish shapes; record players for us: by chil-
dren with listening difficulties; tape recorders to remedfate speech difficulties;
matching plctures for language development; and games desfgned to teach number
concepts,

In morning or afternoon, when they were not f{nvolved in class work, teachers

made home visits, engaged in individual pupil and parent conferences, main-
tained recotds, acquired supplies and materials, and attended inservice meetings.,
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Parents and community volunteers participated in this program on a rotating basis,
with parent meetings held moathly in the several schools., Frequent staff confer-
ences were held with teachers and supportive staff members.

Objectives:

- To improve the verbal functioning level of the children

~ To improve the nonverbal functioning level of the children

- To improve the children's self-image

- To increase the children's expectations of success in school

Evaluation Strategy: The Caldwell Preschool Invente y was administered to each
child in October 1969 (pretest) and in May 1970 (posttest).

Parents, teachers, and administrators rated various aspects of the program, and
teachers evaluated their education aides.

Resvlts: Each subtest of the Caldwell Preschool Inventory and the total test
were analyzed by meanes of t tests, comparing pre- and posttest results. Posttest
scores were significantly higher than pretest scores (at ,001 level).

Parents responded very favorably to questionnaires sent to them, indicating that
children progressed especially in ability to get along with other children and in
doing things for themselves. Over 99% of pavents wanted the program continued,

Questiovnnaires completed by teachers and administrators reflected the belief
that children benefited greatly from component activities. Teacher ratings of
education aides indicated that aides were highly effective,

Conclusions: The objectives of the ¢ smponent were met, as measured by the
Caldwell Preschool Inventory. The program was well received by parents.
Teachers and administrators attributed the success of the program to parental
participation, effectiveness of teachers and aides, and small class size.

Recommendationt! Continue the component.
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PRE-KINDERGARYEN

Detailed Report

Attainment of compoient objectives was evaluated according to pupil scores on
The Bettye Caldwell Preschool Inventory; open-end comnments by administrators,
teachers, and consultants, and questionnaire response by parents. The Preschool
Inventory was completed by pupils at the beginning and again at the ead of the
school year; and parents and school employees evaluated the program at midyear.

Objectives: To improve the verbal functioning level of the children.
To improve the nonverbal functioning level of the children.
To improve the children's self-image.
To inciease the children's expectation of success in school

Results of the Preschool Inventory, administered pre and post to 729 of the
960 children in the program, are summarized in Table A,

Significant differenceo were found between pre and post means from t tests. Dif-

ferences were highly significant (at .00l level} for all subtests and for the
total test, in favor of the posttest.

TABLE A

CALDWELL PRESCHOOL INVENTORY RESULTS (FOR ALL 3CHOOLS)

MEAN RAW SCORES

Pretest Posttest Difference
Subtest A, Personal-social Responsiveness 13.6 20.8 7, 2%k%
Subtest B, Assocfative Vocabulary 6.4 15.3 B.9%AR
Subtest €y, Concept Activation, Numerical 6.4 12.3 5, Giedck
Subtest Cp, Concept Activation, Sensory 9.9 15.1 5,2k %k
Total Test 36.3 63.5 27, 27hhk
N =729 *rsignificant at .00l level

A school-by-school listing of test results may be found in Table D. Mean raw
scores for the pretest, posttest, and differences are gshown for each of the four
subtests and total scores &s recorded in each ¢lass.

Table B shows that, in most respects, the majority of parents felt that their
children improved "Much" on a scale of 1 (Little) to 3 (Much) as a result of
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participation in the program. Parents more frequently placed a '"Much" rating on
improvement in ability to get along with other children than on any other
category (74%4). A large number of parent-respondents (183 of 252) expressed a
desire for additional field trips for children as a means of improving the pro-
gram. Relatively few, however, thought that the number of home visits by
teachers should be increased. Almost all parents who responded said that their
children henefited from the program; that they were kept informed about the pro-
gram; and that the program should be continued.

The composite teacher ratings of aides is shown in Tsble C.

On a1l (low) to 5 (high) scale, individual teacher ratings resulted in medians
ranging from 4.6 (helpfulness of aides in working with parents and other adults),
and in assisting teachers with other duties (willingness to carry out instruc-
tions, and having rapport with children, parents3, and teachers) to 4.9. Ratings,
in general, were very high.

Strengths and Weaknesses:

Strengths of the program are evident in all evaluation results. While no compar-
fson group was utflized for the purpose of determining whether the progress made
was due to component activities, the growth i{n achievement, as measured by the
Caldwell Preschool Inventory, was impressive.

Responses to questionnaires were recefved from 88% of administrators and 46% ox
teachers to whom they were sent. Of 28 completed forms returned by administra-
tors, 17 fndicated generally positive comments, 17 anoted that parent participation
and enthusiasm was good, and five categorized this component as the best or one

of the best of the Title I programs. Three recommended that the program be
expanded.

Twelve of 25 responding teachers commented in general on the effectiveness of
the program. Ten mentfoned especially the enthusiasm of and participation by
parents, s¢'en noted the helpfulness of their education aides, five attributed
success of the program at least partially to small class size, and four wrote
of the effectiveness of teachers' home visits and/or inservice education.

As to weaknesses, eight teachers agreed with five administrators that supplies
and equipment were inadequate, and six thought that parent involvement was insuf-
ficient (at midyear more than 20% of the parents had been unable to visft the
program),

Seven teachers recommended field trips for the children, six felt the progran
should be expanded, and five wanted the number of resource personnel inrcreased.

48




TABLE B
PARENT EVALUATION

Predominant ethnicity of school Mexican American Negro
Number of questionnaires sent to parents 195 285
Number of completed questionnalres

returned in time for analysis 79 173
Percent of response 417 61%

QUESTIONNAIRE ITEMS

o
-
+

Section A None* 1-6 7 None* 1-6

About how many times did you visit
the program? 227, 349, 44 20% 547 267

If you did not visit, or seldom visited,
please indicate reason:

a. Working away from home 407, 1%
b. Taking care of younger children 50 46
c. Lack of transportation 03 0
d, Some other reason 07 23
Section B

Did your chtiild improve in: Some- Some-

Little what Much Little what Much

1. Playing and getting along with other

children? 05%  21% 74% 04%  22% 4%
2, Speaking better English? 18 21 61 11 26 63
3. Showing awareness of numbers? 11 33 56 17 19 64
&, Doing things for himself? 07 26 67 05 21 74
5. Being responsible for h{s actfons? 12 36 52 14 41 45
6. Showing respect for properiy of others? 04 28 68 11 35 54
7. Expressing himself orally 15 37 48 12 23 65
Section C About About

the the
Should the program include: More Same less More Same less
1., FEducational field trips? 66% 3% 03% 76%  21% 03%
2. Participation of mothers? 40 56 04 58 36 06
3. Home visits by teacher? 36 61 03 30 67 03
4, Teaching of English? 55 45 00 60 39 01
5. Educational aides for the teacher? 57 43 00 65 3 M
Section D
Yes No Yes XNo

1. Do you feel your child benefited from

the program? 1007, 00% 98%  02%
2. Were you kept infotmed about the program? 100 O 96 c4
3. Should the program be continued? 100 00 99 01
4. Should the daily program be longer? 33 67 43 527
Table B i{s based on Form 005P, *or not indicated

49




TABLE C

TEACHER RATINGS OF EDUCATION AIDES

MEDIAN RATINGS*

PRE-KINDER- KINDER- FOLLOW
ITEM GARTEN GARTEN THROUGH
N = 40 N =18 N=15
Rating of aides in terms of:
- Ability to carry out instruction 4.8 4.8 4.2
- Willingness to carry out {instructions 4.9 4.9 4,8
- Conscientiousness (e.g., working six
full hours each day) 4.8 4.6 4,8
- Rapport with children 4.9 4.9 4.6
- Rapport with parents 4.9 4.9 4.6
- Rapport with teachers 4.9 4.8 4.8
Extent to which the presence of
aides gave teachers more time
for professional duties 4.7 4.5 4.0
Helpfulness of aides Zn working
with Fupils 4.8 4.8 4.4
Helpfulness of aides in working with
parents and other aduvlts 4.6 4.7 4,1
Helpfulness of aides in arsisting
teachers with other duties 4.6 4.5 4.5

Table C is based on Form 000S5-A.
*Based on a 1-5 scale.
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INSTRUCTIONAL ACTIVITY: KINDERGARTEN

Abstract
Pupils - 647
Schools 5
Teachers
Title I 6
District 9
Approximate Cost $67,200

Description: The kindergarten component provided additional services thrcugh
the assignment of specially funded teachers. These teachers worked within one
of, or a combination of, the followlag plans: teaching a class or classes of
her own; working as a team teacher; working with individuals or groups on a
"pullout" basis; working with individuals or groups in another teacher's
classroom; serving as a relief teacher when other teachers were engaged in
ccnference, visitation, cbservation, or inservice; or serving as a consultant.
The program served 25 classes limited, where feasible, to 20 children.

Time Intervals: Classes met for two and one-half hours daily, either morning
or afterncon, from mid-September 1969 to mid-June 1970. Regular teachers had
both morning and afternoon classes.

Activities: Activities were similar to those in regu.ar classes, but the chil-
dren received increased special services according to their individual needs.
Specialized teaching materials were employed, when available. Education aides
assisted teachers in all classrooms, on a shared basis, however, in some schools.
Teachers parcticipated ir a District inservice program designed to assist them in
attainment of the objectives.

Objectives:

-To improve the verbal functioning level of the children

-To increase the children's expectdations of success in school
Ralse the median gain of project participants commensurate with the time
span between pre and post administration of the Metropolitan Readiness Test

Evaluation Strategy: The Metropclitan Readiness Test (Form B) was administered
(pre, October 1969 and post, May 1970} to pupils in all ESEA classes and to
comparison classes in both ESEA and non-ESEA schools., Teachers and administra-
tors completed a questionnaire concerning the effectiveness of the component,
Teachers rated their education aides.

Results: Post mean scores made by ESEA kindergarten children on the Metropol=~
itan Readiness Test were above the national average for entering first graders
and were numerically higher than those reported for the same component in 1969.
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Adjusted mean total scores of the ESEA classes were higher than those of comper-
ison classes in non-ESEA schools but no higher than those of comparison classes
in schools with ESEA-funded ciasses.

Scores of children taught by specially funded kindergarten teachers augmenting
the regular staff were significantly higher than scores of children taught by the
regular staff with the assistance of specially funded specialists,

In contrast to preceding years, children with preschool expevience made higher
scores than those without experience. However, the preschool group consisted

of only 17 participants. Children who had been enrolled in ESEA Pre-Kindergarten
made the highest pre- and postscores, but those with Head Start experience showed
greater gains. Performance of all groups on the teat subscores was relatively
consistent,

Staff ratings of the component were high, and written comments were favorable.

Conclusions: The objectives to improve the children's verbal functioning level
and to increase thelr expectations of success in school were attained in schools
with ESEA-funded teachers, not only by the ESEA group “uat by residual comparison
classes 1n the same schools.

Use of specially funded personnel as additional kindergarten teachers produced
higher gains than assignment of specialists to assist the regular kindergarten
staff. :

Ratings and comments by the staff affirmed the effectiveness of the component.

Recommendations: Since comparison of gains made by children in the component
with those made by noncomponent groups do not show significant difference, it

is questionable whether the project in its present form should be continued,

If funds are allocated for its continuance, the findings indicate that specially
funded personnel should be assigned as additional kindergarten teachers, supple-
menting the regular staff, rather than as speclialists assisting the staff.

Articulation of the preschool and kindergarten programs should be studied and
developed for greater effectiveness, in view of the findings that the learning
achieved by children in preschool programs 1s repeated, rather than augmented,
when they participate in the regular kindergarten program. The evidence that
children without preschool experience have achieved substantially the same level
of skills by the end of the kindergarter year would suggest that a better artic-
ulated program for the preschool group could be making better use of the benefits
they have gained from the preschool experience.
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'
KINDERGARTEN

Detailed Report

Attainment of the objectives was evaluated on the basis of children's scores on
the Metropoliran Readiness Test, teacher and administrative comments on component
effectiveness, and teacher rating of aides.

The Metropolitan Readiness Test, Form B, was admiuistered *» ESEA Title I chil-
dren and to a comparison group in October 19569 (pre) and in May 1970 (post).
Title I youngsters were divided into two groups according to the instructional
patteru which had been employed. The first group consisted of children taught
by specially funded teachers supplementing the regular staff, The second group
were taught by District-funded teachers who had the services of a specially
funded kindergarten specialist. Comparison classes also were divided into two
groups~-residual kindergarten classes conducted in the same schools as the first
Title I group above, and classes in non-ESEA schools.

Objectives: To improve the verbal functioning level cf the children,
To increase the children's expectations of success in school,
Raise the median gain of project participants commensurate witch
the time span between pre and post administration of the
Metrop»litan Readiness Test,

Tables A and B show a comparisorn of test results of ESEA and comparison groups
according to their prescheol experience. Pupils without preschool experience

made the lowest post scores on the total Metropolitan Readiness Test., Pupils

with Head Start experience had the lowest prescores but showed the greatest gains,
attaining post scores almost as bkigh as pupils with ESEA preschool experience, who
had achieved much higher prescores.

Table C shows the performance of the groups, separated according to the instruc-
tional pattern which had been employed., Classes taught by specially funded
teachers mads higher scores than did those taught by District-funded teachers
having the services of a specially funded kindergarten specialist. However,
naither group made greater gains than did the residual comparison classes in ESEA
schools. Comparison classes in non-ESEA schools made the highest prescores and
lowest post scores, thus showing the least gain, These were the classes with the
highest class size norms, Also, there was considerable variation in scores among
and within the schools,

Strengths aund Weaknesses

Five of the six specially funded teachers returned questionnaires on the strengths
and weaknesses of the program. They specified as strengths: education aides

(3 responses), work made easier and more enjoyable (3), opportunity to work with
smaller groups (2), consultant services (1), and more instructional materials (1).

They designsited weaknesses in the following frequencies: difficulty in obtain-
ing materials (3), necessity of sharing aides and classrooms (2), increased en-
rollments causing classes to exceed desired norm in size (2), and need for more
inservis.e (1).
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Twenty-four kindergarten teachers (including District-funded) who utilized the
education aides assigned to ESEA clasces were asked to rate the aides in terms

of their abilities and usefulness. The 18 teachers who returned completed rating
scales rated the aides uniformly high (4.5 to 4.9 on a 5-point scale) in all
categories (Table D),

Comments on strengths and weaknesses made by the five administrators were essen-
tially the same as those made by the teachers,

TABLE A

ANALYSIS OF COVARIANCE BETWEEN KINDERGARTEN GROUPS BY KIND OF PRESCHOOL EXPERIENCE

4 PRE POST NAT'L®  ADJUSTED
GROUP N MEAH MEAN %ILE MEAN
Preschool
ESEA Title I Group 17 34,76 65.82 73 59.98
Comparison Group ~ 60 32.73 67.05 75 62,62
Community Head Start
ESEA Title I Group 41 24,10 60.05 61 61.60
Comparison Group 66 21.45 59,64 61 63.01
No Previous Preschool
ESEA Title I Group 256 26.38 58.8¢ 59 58.82
Comparison Group 351 25,97 53.75 48 54.00

F(5,814) = 10.526%%*

3Entering first-graders **Si{gnificant at the .0l level.
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TABLE B

ANALYSIS OF COVARIANCE - BETWEEN KINDERGARTEN GROUPS BY KIND OF PRESCHOOL EXPERIENCE
(MRT SUBTES13)

WORD MEANING MATCHING NUMBERS
GROUP N PRE POST ADJ PRE POST ADJ PRE POST ADJ
MEAN MEAN MEAN MEAN MEAN MEAN MEAN MFAN MEAN
Preschocl
ESEA Title I 17 6.1 10.8 10.6 5.0 9.9 9.3 8.1 15.3% 13.4
Comparison 60 6,6 i1.7 11.2 3.7 9.5 9.4 6.5 15.2 14.1
Community Head Start
ESEA Title I 41 5.0 10.3 10.0 3.2 9.8 9.3 4.4 12.5 13.0
Comparisoa 66 4,9 12.0 12.3 2.3 7.7 8.1 4,3 12.1 12.7

No Previous Preschool
ESEA Title 1 286 5,
5

3 9, 10.0 3.6 9.
Comparison 351 .8 9 7

9 1 9.0 5.1 12,5 12.4
4 9.3 3.3 .4 7.5

4.8 11.5 11.7

FP(5,814) = 11,786*%% F(5,814) = 12,393r% F(5,814) = 4,6262%*

LISTENING ALPHABET COPYING
GROUP N PRE POST ADJ PRE POST ADJ ¥RE POST ADJ
MEAN MEAN MEAN MEAN MEAN  MEAN MEAN  MEAN  MEAN
Preschool
ESEA Title I 17 6.9 11.8 11.4 4,1 9.8 9.7 4,6 8.0 6.6
Comparison 60 7.0 11,3 10.9 6.3 13.4 12,3 2.6 6.2 6.0
Community Head Start
ESEA Title I 41 6.0 11,2 11. 3.8 10.0 10.1 1.8 6,7 6.9
Comparigon 66 5.2 11.0 11.3 3.0 11.5 12,0 1,6 5.2 5.6
No Previous Preschool
ESEA Title I 286 5.8 10.4 10.6 4.1 10.5 10.5 2,6 6,6 6.5
Comparison 351 6.2 9.7 9.7 3.9 10,9 11.0 2.0 4,7 4.9

F(5,814) = 7.454%% F(5,814) = 3,567%* F(5,81%) = 14.490%%

**Significant at the .01 level.
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TABLE C
ANALYSIS OF COVARIANCE BETWEEN KINDERGARTEN GROUPS

TEST RESULTS ACCORDING TO TEACHING DESIGN

PRE POST NAT'L®  ADJUSTED

TEST AND GROUP N MEAN MLAN %1LE MEAN

Metropolitan Readiness Test,
Form B, Total Score

Funded Teachers with
Own Classes
(class size norm, 21.5) 104 27.98 62.44 65 61,22

District Teachers with
Services of Funded
Specialisct

(class size norm, 21.6) 240 25.89 58.00 57 58,33

Comparison Classes in
ESEA Schools
(class size norm, 22 5) 255 23,55 60.40 61 62,47

Comparison Classes in
in non-ESEA Schools
(class size norm, 25.7) 222 29,23 51.45 42 49,30

— _ F(3,816) = 47,495%%
Entering first-graders *kSignificant at the .01 level.

60




TARLE D

TEACHER RATINGS OF EDUCATION AIDES

MEDIAJ RAT1NGS*

PRE-KINDER~ KINDER- FOLLOW
ITEM GARTEN GARTEN THROUGH
N = 40 N =18 N=15
Rating of aides in terms of:
- Ability to carry out instructions 4,8 4.8 5,2
- Willingness to carry out instructions 4.9 4,9 4,8
- Conscientiousness (e.g., working six
full hours each day) 4.8 4.6 4.8
- Rapport with children 4.9 4.9 4,6
- Rapport with parents 4,9 4.9 4.6
~ Rapport with teachers 4,9 4,8 4.8
Exitent to which the presence of
alides gave teachers more time
for professional duties 4,7 4,5 4,0
Helpfulness of aides in working
with pupils 4,8 4,8 4.4
Helpfulness of aides in working with
parents and other adults 4,6 4,7 4.1
Helpfulness of aides in assisting
teachers with other duties 4,6 4.5 4.5

Table D is based on Form 000SA.
*Based on 2 1-5 scale.
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FOLLOW THRCUGH

Abr tract
Schools 10
Pupils (Kindergarten) 453
Pupils (First grade) 46
Teachers - 20
Aldes 30
Other Personnel 10
Approximate Tost (Title I) $250,000

(EOA) $250,000

{(District) $ 62,280

Description: Follow ihrough was designed to build upon and augment, in eatly
primary grades, gains that childrep had made in a full-year Head Start or other
preschool program. Thus, projects began in kindergarten with at least 50% of
the children in each project having had a full year of Head Start or a similar
preschool experience.

An essential feature of Follow Througu projects was active participation by
parents in planning and operation. A Policy Advisory Committee (PAC) was formed
in each school.

The program involved 10 schools, 453 kindergarten children, 46 first-grade
children, 30 teacher aides, 20 teachers, three consultants and a project
director, as well as two nurses, two guidance counselors, and two Pupil Services
and Attendance counselors, who were assigned specifically to the Follow Through
schools. The project also had the benefit of ESEA and District medical, dental,
and audiometric services.

Three plans were followed: the Los Angeles Plan, the Bilingual Flan, and the
California Process Model.

All plans involved diagnostic-prescriptive techniques, and all stresscd sequen-
tially developed experiences in meaningful learning centers, indoors and outdoors. ,
They used a variety of materials in multi-sensory, multi-media approaches.

The Los Angeles Plan brought community people, administrators, teachers, parents,
and education aldes together as a team to provide learning experiences for
children. Diagnostic-prescriptive teaching was based on analysis and understand-
ing of children's educational and behavioral development.

The Bilingual Plan was designed to develop language proficiency, in both Spanish
and English, for children whose background was primarily Mexican American.
Visual, auditory, and oral perceptive methods and techniques were stressed.

The Califormnia Process Model sought pupil development in perceptual-motor,

soclal-emotional, and intellectual academic ereas through language experience,
linguistics, and phonetic approaches to learning.

. 43/63




Time Intervals: The Follow Through project operated from mid-September 1969 to
mid-June 1970. Clagses wece held from 9 to 2 daily,

Each teacher, assisted by at least one aide, instructed a maximum of 25 children
daily,

Activities: The children teck part in various indoor and outdcor activities,
including individual, small-group, and total-group programs. Guided by the
teacher and the teacker aide, they used a variety of materials and aquipment.
Activities included developing abilities to express thoughts and feelings about
artwork, wmusic, arnd environment; viewing pictures, picture books, films and
filmstrips; pacticipating in rhythms and singing; working with geometric figures
and measuring containers; solvirg puzzles; manipularing blocks and various art
materials; listening to stories, discussions, songs, records, and tapes; partici-
pating in welks; visiting within the school; engaging in gardening projects;
playing games; and using apparatus,

Teachers and aides participated in a preservice and inservice education program
designed to assist them in fulfillment of the objectives. This included study
of child development, review of teaching techniques, evaluation of progress
made by the children, and development of materials for classroom use, In addi-
tion some of the aides attended classes at UCLA, focusing on career advancement
opportunities for paraprofessionals,

The teachers, with consultant assistance, planued for the utilization of volun-
teers, who attended meetings, participated in discussions, and were trained to
assist in the program. Before, during, and after class periods, volunteers
were helped to develop their interesis and to increase their ability to make
effective use of their time with the children,

Objectives:

- To raise the median gain of project participants commensurate with the time
span between pre and post admiristvation of standardized and nonstandardized
tests

- To improve the verbal functioning level of the children

- To increase the children's expectations of success in school

Evaluation Strategy: The Metropolitan Readiness Test (MRY) was used pre and
rost for all kindergarten children in Follow Through and comparison classes.

In additior, the Bilingual Plan participants underwent a separate evaluation by
the Southwest Educational Development Laboratory (SEDL). First-grade children
took the MRT as a pretest but used the Cooperative Primary Reading Test as &
posttest.

Follow Through pupils were compared with (1) comparison groups in their ownm
schools and (2) various kindergarten groups in other schools.

Each model was assessed separately, and a comparisnn of the three models was

made. Locally developed questionnaires were completed by staff mewmbers and
parents,
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Results: Pupilu in the California Process Model dieplayed the steepest le.'rning
slope, followed closely by those in the Bilingual Plan, then by the Los Anfeles
Plan.

Follow Througli children In both the California and Bilingual pla:s &cored signi-

ficantly higher than comparison children in their own schuols on the Metropolitan
Readiness Test, and all Follow Through children scored significantly higher than

did comparison groups in schools without Follow Through programs.

Although the Follow Through groups exceeded their comparison groups in MRT gains,
they did not appear to achieve as well as ESEA kindergarten classes or .helir
within-sciiool comparison classes, when it is considered that Follow Through
youngsters had twice as long a school day,

MRT scores showed that, in the case of the Bilingual and Los Angeles plans,
preschool and Head Start experience mede no difference. Higher achievement
found in the California Process Model for youngsters with preschool experience
was affected by scores at one school.

Test results for first-grace Follow Through pupils and their comparison groupe
showed that neither group made any gains. However, these findiugs are subject
to qualification, as is explained in the detailed evaluation report of this
component.

All of the 170 parents who completad questionnaires recommended continuaticn of
the program, and nearly half of the parents added supportive comnents,

Teachers, consultants, and administrators commented favorably on parent pavtici-
pation, teacher aides, and auxillary services.

Teacher ratings indicated that aides were helpful to the teachers, parents, and
pupils. Comments and recommendations made by eight Follow Through teachers
about their aides indicated that the aide: were competent, cooperative, respon-
sible, outstanding workers,

Seven out of 10 Policy Advisory Committee (PAC) chajlrmen reported memberstip in
tneir schools totaling 165. FAC m.mbers stated thzy actended an average of 10
meetings during the year and that the membership determined the PAC activities.
They rated the PAC adequate in fulfilling its cbjectives,

Nurses served practically all Follow Through chiiiren. Health Services reporis
indicated correction of 59 of 123 health defects detected. Counselors reported
242 cases closed in their effort to meet problems of Follow Through youngsters;
and Guidance and Psychological Services showed 197 psychological studies,
207 pupils counseled, 790 conferences, and 260 hours of conferences held,

Conclusions: Data at hand would indicate the three plans rank as follows, in
order of effectiveness: California Process Model, Bilingual Plan, Los Angels:s
Plan, Detailed inspection of the data by class and school, however, leads to
the couclusion that apparent diffevences may owe mcre to variation between
teachers and schools than to variation between programs.
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A notable conclusion is that, for pupils studied, preschool experience could not
be said to have any effect on scores obtained on tha MRT,

The apparent cffectiveness of Pollow Through programs, when compared to
"traditional" 2,5-hour kindergarten programs, must be interpreted with caution.

Positive comments by administrators, consultants, teachers, parents, and PAC
members indicated enthusiasm and commitment to the project.

Data collected on Follow Through health, psychological, and social :upportive
services indicated that a successful effort had teen made to meet the neaeds of
the children.

Recomendations: Consider this year's resulte as baseline data, and contirnue
assessment throughout the primary grades.

Investigate why youngsters do not sustain gains which are made in preschool
pPrograms.

Compare effectiveness of Follow Through programs with a larger sample of
"traditional" 2.5-hour kindergarten progrars in target and non-target schools.
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SUPPORTIVE SERVICES: INTERGROUP RELATIONS

Abstract

Pupils (ESEA Title I) 2200
(Non-ESEA) 2200
Schools (ESEA Title I) 42
{(Non-ESFa) 58

Staff
Teachers (ESEA Title I) 62
(Non-ESEA) 62
Coordinator ),
Consultants 3
Approximate Cost $183,041

Program for Interschool Enrichment

Description: The Program for Interschool Enrichment (PIE) was designed to provide
opportunity for children, grades 1-6, from differing ethnic and socio-economic
backgrounds to work together toward greater academic achievement, better inter-
personal relattonships, and more positive self-concepts. Selected classes from
Title I schools, including some student councils, were paired with selected
classes from non-Title 7 schools as a basis for the project, At the beginning

of the school year, teachers of these partner classes jointly developed an
instructional theme i{n student government or in a subject area of their choice,
such as language arts, science, or social studies.

During the year each pair of classes met at one or the other of their schools
and/or took field trips together as the principal medium for the learning active
i{ties. These meetings were intended to provide a basis for cormunication and
mutuail problem soiving and for development of interpersonal relationships.

Parents were invited to attend teacher inservice meetings, to share in planning,
and to assist teuchers with class meetings at schools or on field trips. Substi-
tute teachers were provided so that participating teachers could attend as many

as possible of the seven all-day staff development meetings which were held during
the year.

Time Intervals: Bach pair of P1E classes was scheduled to meet one full day on
alternate weeks hetween September 1969 and June 1970, Staff development meetinge
for teachers were held about once & month,

Activities: Children in grades one through six worked with children from differing
ethnic and socio-~economic dackgrounds on science, literature, mathematics, art,
social studies, music, and student-government themes,

Activities for each fnstructionsl theme, planned to promote specific learning in
that subject area, included research projects, field trips for science specimen

Q
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collection and fdentification, art workshops in photographic line design, sculp=
turing, silk screen process, texture study, group painting, collage construction,
opera study, assembly line production, and joint class culminations, as well as
attendance at opera rehearsals and performances, and visits to City Council,
County Board of Supervisors, Board of Education, Court House, and consular offfces.

Written, taped, pictorial, and filmed reactions to the experiences were exchanged
between classes and between individuals fn order to strengthen self-image, build
interpersonal relationships, improve communication skills, and reinforce cognitive
learning,

Student-produced stories and reports and photographs of the participants were
printed in bi-semester {scues of "P,I,E, Happenings,'" a four-page newspaper that
was distributed to all persons involved in the program,

Junior Arts Center Workshop and the UCLA Opera Workshop were typical community
resources, Resource personnel from both the paired schools' local communities
and the community-at-large contributed to the program,

Other Intergroup Activities

In additfon to the PIE activities directly affecting 42 Title I sciiools, inter-
group programs in all 55 schosls weru designed to provide multicultural experience
and improve attitudes toward other ethnic groups. Almost 53,500 participants were
involvad, with the activities conducted at irregular intervals throughout the
school year,

In 41 schools enrichment journeys or exchange visits by classes other than those
fnvolved in PIE activities were reported, and 24 schools described participation
in programs to recognize such special days or events as Negro History Week and
Cinco de Mayo.

Other approaches to better intergroup relatfons mentioned by individual schools
included use of £ilms or other audfo-visual materiais to "ravide opportunity to
contrast and compare values (mentioned by 30 schools); use of library displays

and library resources (19); auditorium displays, assemblies, or assembly recog-
nition to individuals and/or classrooms {17); school clubs, including interest
groups in intercultural relations, {ndustrial arts, careers, journalism, and

charm (12); activities to develop self-image and self-respect (9); the tutorial
program (7); ethnic studies (6); art, dance, or music presentations (5); group dis~
cussions (5); workshops (4); speakers (4); displays (4); and home visitation (2).

Approaches to the development of u.aderstanding and friendly, cooperative, respect-
ful relationships which were mentfoned by at least one school each were parent
counseling, use of comunity resource people, and presentation of an on=site
college course,

Objective:

= To chanye in a positive direction attitudes toward other ethnic groups through
rulticult:ral experience
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Evaluation Strategy: Using results of pre-pest administration of the locally
devised Pupil Attitude Rating Scale (PARS), several comparisons involving such
variables as school ethnicity, partner class ethnicity, experimental-control
status, and/or Title I versus non-Title I status were made. The six concepts
reflected in the PARS were separately analyzed with respect to the above types
of comparisons,

The same types of comparisons were made from data from the Teacher Perjodic
Evaluation Report. This instrunent was completed three times during the year
by participating teachers.,

Parents and administrators also rated various aspects of the program.

Questionnaires to be completed by teachers and administrators were developed
and used to evaluate the extent and effectiveness of other programs or activities
fn {ntergroup relations,

Results: Analysis of data from pre-post administration of the Pupil Attitude
Rating Scale indicates that changes of attftude for PIE pupils were negligible
while attftude scores of comparison groups declined. Since the difference be-
tween pre and post scores was miniscule, changes in attitude cannot be considered
meaningful for either group.

Three times during the school year component teachers were asked to estimate the
atti‘udes of their pupils with respect to other ethnic groups and also to estimate
the effestiveness of the last PIE event attended. In December 1969 and May 1970
PIZ teachers estimated pupil attitudes and the effectiveness of PIE events in

(1) enriching pupil background, (2) increasing knowledge of subject matter, and
(3) developing positive attitudes toward others. Analysis of their responses
showed that teachere of Caucasfan (Anglo)-Negro matched classes rated pupils sig-
nificantly higher (.05 level of significance for item 1 and .01 level for item 2)
than did teachers of Caucasfan (Mexican American)-Negro matched classes. No
differences were found on item 3,

Conclusfons: Teachers of Negro classcva paired with Caucasian (Anglo) children
wvere more confident as to the contribution of PIE events both toward pupil back-
ground enrichment and toward pupil knowledge o. subject matter than were teachers
of Caucasian (Mexican American) and Negro matched classes,

Pupil ratings of other ethnic groups showad little chenge at the time of the
posttest.

Recommendation: Continue the program, in view of its acceptance by parents,
teachers, and administrators.

Assessment of Intergroup Activities Other than PIR

School journey tours and provision of ethnic studies centers fn the classroom or
1ibrary were commeon intergroup activities in the schools, as were provision of
assenbly speakers or programs promoting intercultural understanding,
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Reactions of teachers and administrators indicated that effective work was being
done in a variety of intergroup approaches and activities,

Administrators felt that recruitment and employment of minority people from the
community played an important part in improving intergroup relations.

Involvement of still larger numbers of pupils, parents, teachers, and administra-

tors in an increased program of intergroup/intercultural activites will benefit
schools and the community.
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INTERGROUP RELATIONS

Detailed Report

Program for Interschool Enrichment

Attainment of the component objective was evalusted according to the following
indicators: scores on a locally devised pupil attitude scale; tedcher ratings
of program effectiveness, as well as their estimates of pupil attitude toward
other cthnic groups; questionnaire responses by parents; and open-end comments
by administrators, Pupils completed rating scales at the beginning and end of
the school year, and teachers submitted estimates and ratings three times dur-
ing the year. Parents and administrators completed questionnaires at midyear.

Objective: To change in a positive direction attitudes toward other ethnic
groups through multicultural experience.

The pupil attitude rating scale was completed pre and post by about 630 of the
approximately 4400 pupils in the program and by approximately 515 comparison
pupils in Title I and non-Title I schools.

It was originally planned to have approximately 50X of al’' classes in the com~
ponent, other than K~3 classes, complete the pupil attituae rating scale, pre
and post. Because of objections to the instrument, however, classes in schools
in the East Area werc not required to complete the form.

Table A shows the differences between pre and post means obtained with the Pupil
Attitude Rating Scale (PARS) for PIE and comparfison groups.

Scores on the PARS declined between the pre and posttest administrations for
all groups (except the Title I PIE group which gained .04 of a point). Changes
of attitude for PIE pupils were negligible, while a statistical test indicated
scores of comparison groups declined significantly. No differences exceeded
0.65 mean raw score points however, and caunot be considered as meaningful in
terms of changes in attitude for any of the groups.

Three times during the year coamponent teachers rated the attitudes of their
pupils toward other ethnic groups, ard also the effectiveness of the most
recent PIE event in assisting pupils to (a) broaden and enrich their back=
ground, (b) increase their knowledge of subject matter, and (c) develop pos-
ftive attitudes toward children from other ethnic grcups. Except for the
following, no significant differences were fcund among the opinions of several
groups of teachers!

(1) A comparison of responses regarding background enilichment received
at midyear with those received at the ead of the year showed that
teachers of matched Caucasian (Anglo) and Negro classes rated their
pupils significantly higher (at the .05 level of significance) than
did teachers of matched Caucasian (Mexican American) and Negro classes,

(2) A conparison of responses regarding knowledge of subject matter re-

ceived at the beginning of the year with those received at the end
of the year showed that teachers of matched Caucasian (Anglo) and

71




Negro classes rated their pupils significantly higher (at the .05
level of significance) than did teachers of matched Caucasian
(Mexican American) and Negro classes.

In their three evaluatjons the teachers commented on the program. Their com-
ments, some of which probably were duplicated, were, in order of frequency:
program should be continued to determine effectiveness (21 comments); allow
more school time for planning (11); visits to schools are rore effective than
visits to other places (7); rcduce number of trips (too much time away from
academic work) (7).

Pareants ot children involved in the component completed questionnaires rating
the program. Their responses on 502 returns are shown in Tables B-1 and B-2.
Table B-1 indicates little difference among responses from parents-of children
in various grades. Approximately 96% of the parents thought the program had
been helpful to their children, would improve intergroup teelings, and should
be continued. The tables also reveal that approximately 77X of the parents

- received explanation of the program before it began but that relatively few
attended joint meetings or trips.

Comparing responses by parents of children in schools categorized by predominant
enrollment from one or another of the ethnic groups, Table B-2 shows compara~
tively few differences j§n responses among these groups. The greatest diffevence
was between the Caucasian (Anglo) and Negro group in response to the question,
"Was the program explained to you before it began?'" Negro parents (69%) answered
in the affirmative, compared with 89X of the Caucasian (Anglo) parents,

In dpen-end comments, administrators praised the program, attributing its success

to factors suct as parental and teacher enthusfasm and effective organization of
the activity.

Strengths and Weaknesses!

Strengths are evidencted in the questionnaire responses of administrators and
parents, most of whom regarded the program very favorably. Most felt that PIE
had done much to improve relations between ethnic groups.

An attempt was made to assess the extent to which the component objective was
achieved. Certain deficiencies in the evaluation research design and/or the
operational program, however, prevented ready determination of this in terms
of pupil response.

The instrument used to obtain pupil attitudes toward other ethnic groups was not
validated, nor were any reliability studies effected.

In addition, pupils in Title 1 schools in the Mexican American community were
excused from completing the pupil attitude rating scale, thereby seriously
affecting assessment of attitude change by all participants,

Other Intergroup Activities

Administrative reports of intergroup relations activities, based on responses
from 48 of the 50 principals surveyed to a questionnaire on Administrative
Evaluation of Supportive €  vices, arte shown in Table C.
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The principals indicated that the most common activities were school journey

tours and the provision of ethnic studies centers in classrooms or libraries.
Recruitment and employment of minority people from the community ranked third
as an activity mentioned, though it did not involve as many participants.

An estimated 74,000 persons were involved in these three activities, and 1ssem-
bly speakers or programs promoting intercultural understanding involved more
than 21,600,

A number of principals added evaluative comments concerning intergroup activ-
ities. Nineteen of these .omments were positive, three negative.

Typical statements were!
On ethnic studies and assembly programs --

Rich variety of materials available.

Inspirational speakers have helped raise self-image and
provide new career insights.

On minority employment =--

A most effective program! Education aides and part-time
community workers are invaluable to our program.

On school journey tours --
Very effective!

Extra trips (Title I ESFA funded) have been very heneficial
this year for intergroup relations.

The negative comments tended tu deal with specifics. They included these state-
ments by the principals concerning parent meetings and minority employment:

Unless a program or meeting is at night, we get a very siall turnout.,
I1f {t is at night, people won't come to hear about and discuss vital
issues but will come out to Year a celebrity or be entertained.

Impossible to get them patd without an act of congress metaphoricelly
and actuallyl!!

Reactions by teachers also indicated that effective work in intergroup rela~
tions had been done, and comments predicted that it will continue to be done
as par:nts, school personnel, and all participants become more aware of 1its
importance.

Teacher reports, summarized in Table D, showed that school journey tours were
the most common activity. Also frequent were provision of ethnfc studies

centers in classrooms or libraries, development of curriculum materials, and
provision of assembly speakers or programs promoting intercultural understanding.

Sensitivity training, sister school programs, school newspaper exchange, other

exchange of pupils and/or teachers, a speaker's bureau, and other approaches to
iaprove intergroup understanding also received mention. “
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Seventeen teachers added open-end comments concerning intergroup activities,
almost all emphasizing the importance of such programs. Among their statements
vere:

Our school is not doing much or as much as they should for intergroup
relations,

We should all be able to have pupils exchange with schools in different
areas. We have no opportunity to get to know children of different ethnic
compositions, and therefore since our children are vic.ims of de facto
segregation, they have all kinds of built in fears and prejudices of the
"unknown," , , . We have a sequential program of ethnic studies in the

classroom,
TABLE A
SCORES ON THE PUPIL ATTITUDE RATING SCALE
FOR PIE AND CGMPARISON PUPLLS
GROU? PRE MRAN POST MERAN DIFFERENCE t RATIO

Title I Pupile

PIE 18.19 18.23 04 0.269
Coaparison 18.59 17.94 -.65 =4, 1594+

Non-Title I Pupils

PIB 19-&1 19‘12 -129 -10535
Conparison 19,02 18.71 -1 -2.182%

Title I and Non-Title I Pupils

PIE 18.%} 18.72 ~.15 ~0.945
Comparison 18.8) 18.36 -.47 =4, 24244
Table A is based on sums of means #*Significant at .001 level.

for six concepts, each ¢n a 1-4
scale, ainianum to maximum,
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TABLE C

ADMINISTRATIVE REPORTS OF PARTICIPATION IN ACTIVITIES

7] 7}
W 5
i gb\ 'Euag ’8“6&
ACTIVITY CREIC L IVE T
o u > O R ¥ gxﬂ
Q 0O A O w0 W * ﬁ
Gu9  Swfs 984
_ L < adz & 2 A
Provision of ethnic studies center(s)
in classroom or library 44 41 37,187
School journey tours, excluding PIE 41 40 36,019
Recruitment and employment of minority
people from the community 41 39 1817
Assembly speakers or programs promoting
intercultural understanding 31 29 21,622
Development of curriculum materials deal-
ing with contributions of minority groups 3) 18 4104
Sensitivity training for staff members 28 23 925
Sister-school program 9 9 . 722
Exchange of pupils and/or teachers
with schools of differcnt ethnic
compositions, not including PIE 9 8 402
School newspaper exchange or
speaker's bureau 7 1 20
Other approaches being used to improve
intergroup relations:
Home visitation, tutoring, provision of
an after-school laboratory 5 3 74
Conferences, human relations workshops, or
comnunity weetings by school, or with
Office of Urben Affairs assistance 3 1 75
Use of volunteers from other ethnic groups 3 3 17
Coordinating assemblies with and use of
tutors from neighboring pacrochial school N 1 200
Use of 1library resources 1 1 60
Provision of ethnic studies for staff 1 1 55
Group guidance and case conferences 1 1 5
Table C is based on Form 000A-1, N = 48 administrators responding

*As far as possible, figure for
participants excludes pupils
using materiale. 1
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TABLE D

ACTIVITIES REPORTER BY TEACHERS

ACTIVITY FREQUENCY

Please indicate all intergroup relations programs in
which you or your pupils have taken part this year:

Sthool journey tuurs 624
Provision of ethnic studies center(s) in classroom or library 326
Development of curriculum materials 252

Asgembly speakers or programs promoting

intercultural understanding 189
Sensitivity training 90
Sister school program 49
School newspaper‘exchange 28

Other exchange of pupils and/or teacher with schools

of different ethnic compositior, not including PIE 25
Speaker's bureau | 19
Other approach(es) to bettering intergroup relations 88
?able D is based on Form 000T-1. Maximum N = 1160
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SUPPORTIVE SERVICES: PARENT INVOLVEMENT

Abstract
Parents Approx. 25,100
Schools 55
Approximate Cost $200,818

i 4 —

Dercription: Parent involvement activities were designed to develop mutual under-
standing, improve education, and help schools more effectively meet the needs of
youngsters., Schocl personnel, parents, and representatives of community groups
were brought together in School-Community Advisory Councils, Parent-Teacher groups,
and a wide variety of projects and activities.

Time Intervals: More than 25,000 parents of youngsters in the target schools took
part in parent involvement activities, which extended from mid-September 1969 to
mid-June 1970. School-Community Advisory Councils were also active in planning
for the summer sessions, July 6 through August 14, 1970. Parent involvement con-
tinued during this period.

Activities: Parents and representatives of community groups became members of
School-Community Advisory Councils in each target school. They joined teachers,
administrators, education aides, and other school personnel in plans and projects
to help schools and communities work together.

Methods or programs to promote parent involvement which were listed or described
in school summaries were adult classes and/or workshops (in reading, mathematics,
parent education, English as a second language - ESL, or other subjects), men-
tioned by 32 schools; parental visits to schools for Open House or to participate
in other special programs (27 references); parent volunteers (20); education
aides (17); PTA (17); parent conferences (1%); tutorial programs (14); block
parents (13); and room mothers (5).

Descriptions also indicated that parents accompanied youngsters on school journeys
in at least 13 schools and were involved with assisting in all Pre-Kindergarten,
Kindergarten, Follow Through, and Program for Interschool Enrichment (PIE)
classes. Also mentioned were the following, with the number of descriptions
indicated after each item: newsletter, bulletin, or newspaper publicity (10);
social gatherings (10); demonstrations of teaching (7); classroom visitation and
observation (7); speakers and discussions (7); grade level meetings (5); projects
to combat vandalism (5); club activities for pupils (4); meetings concerning
individual projects (3); and programs to better utilize community resources (2).

Objectives:

- To raise‘the academic achievement level of ESEA Title I participants
- To improve communications among school, home, and community resources
- To assist parents in understanding the educational program of the school

IToxt Provided by ERI



Evaluation Strategy: This is reported in the evaluation of ESEA instructicnal
activities and specifically in the evaluation of programs in reading and mathe-
matics, Standardized tests were used to measure academic achievement levels of
Title I participants.

At midyear, rating scales and questionnaires to parents, members of School~-
Community Advisory Councils, teachers, and administrators were used to assess
the effectiveness of parent involvement activities, (This January assessment
was not repeated at the end of the school year, so results may not necessarily
present a true picture of the whole year,)

Results: Responses from parents showed that more than 40% of 1832 respondents
had joined school groups, more than half had visited their child's school or
classroom, and 3lmost 96% felt that their youngsters took pride in the school.
However, almost 25% had not received letters, folders, or other information con~
cerning the school program; 35% had not received information concerning their
yo 'ngster by midyear; and almost 75% had not seen newspaper accounts concerning
th. youngster's school or its pupils.

P sponses from School-Community Advisory Council chairmen and members in January
sndicated the feeling, at that time, that committees were properly composed_and .
organized,. were working effectively, were considering important topics, and were
'carrying through successful projects or activities,

Teachers (1160 responses, a 55.9% return) reported parent conferences and meet~
ings and a variety of parent involvement activities. They rated school work
effective, though not as effective as it might be, in improving communications
and parent understanding.

Principals of 48 schools listed PTA or parent group memberships as rauging from
5% to 59% of school enrollment; indicated the work of parents as paid employees
and volunteer aides; and reported that parent classes in mathematics, reading,
and other subjects were offered.

Conclusions: Parent interest in involvement with the schools is increasing,
with opportunities for parent-school-community interaction being provided. All
concerned have benefited.

Recommendations: Continue and increase efforts to Involve parents and improve
comnunications among school, home, and community resources.

Greater parent involvement might be obtained if there were reimbursement for
child care and payment for inservice.

Both school personnel and pareints have noted the need for in-depth orientation
to compensatory education programs,

The need for greater effort in informing the media of school activities can be
inferred.
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PARENT INVOLVEMENT

Detailed Report

Midyear ratings of component effectiveness by parents, representatives of cormu-
nity groups who served on Advisory Councils, and staff members provided a mea-
sure of the degree of attainment of component objectives,

Objective: To raise the academic achievement level of ESEA Title I participants,

Effects of parent involvement on the academic achievement of youngsters are in-
direct; consequently, attempts at measurement of these effects on achievement
cannot be regarded as necessarily valid or reliable. Honwever, some degree of
improved academic achievement measured in the instructional components reason-
ably may be attributed to increasing parent involvement.

Objectives: To improve communications among school, home, and community
resources,
To assist parents in understanding the educational program of the
school.

Responses by parents of second graders in half the schools and of fifth graders
in the other half (1882 returns from 8010 forms sent to schools) indicated that
slightly more than 40% of the respondents were active in groups such as the PTA,
advisory councils, men's clubs, or room mothers,

Table A shows that less than 12% of the parents responding had "made an attempt
to become active in school groups and been discouraged," that most of the re-

spondents had received information concerning their children and the school pro-
gram, and that more than hali had visited their youngster's school or classroom.

Almost 967 of the respondents believed that their children took pride in the
school, However, only slightly more than 25% said they had seen stories about
the school or its pupils in local or metropolitan newspapers,

Of the more than 480 responses submitted in open~end comments, suggestions, or
recommendations, 15 (or 3%) of the statements could be considered negative to
some degree; only one was extremely negative (a statement ttat a principal did
not want teachers or parents to have any "real' say about the schools),

Specific endorsements of the school staff or pupil programs were offered by 149
respondents (31%). Another 89 responses (18.5%) were a general endorsement of
involvement, an offer of help, or & request for information, Other parents
said that they worked (94 responses), cared for other children at home (41),
were 111 (25), or attended school themselves (14).

Thirty parents sought more homework for their children, while 14 asked for more

"old fashioned" discipline, stricter standards, or more supervision, Fifteen
respondents criticized high lunch costs or the lack of a cafeteria,
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Among typical responses:

I am a working mother., X do not have the time to visit the classroom as
often as I would like to. I am very happy to know that she has a teacher
that 1s very concerned about his pupils.

I believe if more parents were to visit or become more interested in . . .
school there would be a better understanding between the school and home,
then this would help the child to understand that the two are working
together to help him, the child,

And, interestingly phrased, if less typical:
I am too busy seeing to the welfare of my childien to become involved in
groups at school,

Advisory Councils

School~Community Advisory Council chairmen from 30 schools (50 questionnaires
were mailed) reported memberships ranging from 8 to 35 in size, with an average
memberrhip of 20, distributed as follows:

Percent
Parents from the school 51.4
Parents working as aides 12.1
Community leaders 4.9
Teachers 21,7
Administrators 6.4
Other school personnel 3.5

Eighteen of the chairmen (75% of those who responded) considered the number of
school people '"about right,”" while five said there were ''too few,' and one said
"too many."

Twenty-six chairmen felt that the school was making effective use of the committee
as an advisory group; four indicated that it was not.

At midyear 393 Advisory Council members of 958 to whom the forms were mailed re-
tvurned a School-Community Advisory Council Questionnaire. Their feelings concern-
ing meetings and activities are summarized in Tabie B.

These respondents reported attendance at meetings and informal contacts on Advi-
sory Council business (phone calls or conversations outside regular meetings),
as shown below:

: Number of
Attending Members
1 meeting 23
2-4 neetings 142
5-7 neetings 110
8-10 meetings 20
More than 10 meetings 6
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Number of

Making Members
1 contact 16
2-4 contacts 77
5-7 contacts 51
8-10 contacts 35
More than 10 contacts 66

Asked if they were gaining new facts or new ideas about the school, 368 respon-

dents said "Yes"; 17 checked "No." These committee members indicated by 348 to

32 that there was fair chance for discussion without one or two people taking up
most of the time, and by 363 to 13 that group members worked well together.

The Advisory Council respondents indicated overwhelmingly that committee members
determined the number of meetings to be held and the topics or subjects to be
covered, The topics they considered important (800 separate responses) and the
successful activities described in open-end responses (346) could be classified
under the headings of school programs, school policies, school-community inter-
ests, and council and community,

Teacher and Administrator Reactions

Responses from 1160 teachers (of a possible 2076) indicated that 352 (30%) had
had opportunity to attend School-Community Advisory Council meetings, and 788
had not, By January, 336 of the teachers had attended one PTA meeting, 262 had
attended two, 147 had attended three, 47 had attended four, 19 had attended
five, and 8 had attended more than five meetings (presumably including committee
meetings or meetings of officers),

Table C shows that teacher respondents felt that there was more parent involve-
ment/participation this year than in the 1968-69 school year, It also indicates
that they rated the school's work effective in improving communications among
school, home, and community (3.5 median on a 5-point, Very Ineffective - Very
Effective scale), and in assisting parents to understand the educational program
of the school (3,5 median).

Teachers were asked to report and describe thelr participation in school programs
or activities that involved parents with the school. They most frequently men-
tioned music and other programs for special occasions, and Open House or Back to
School Night. More than half of the 1160 respondents reported participation in
at least one activity. The frequency of their mention of activities is shown

in Table D,

Extra ccmments and recommendations concerning parent involvement were made by
12 teachers and were divided almost evenly in expression of positive and negative
reactions. Representative statements included:
Parent conferences are almost impossible due to time limitations . . . .
Parents do not participate by visiting classrooms and gsome show little con-

cern about their child's progress and our efforts, Most of them are in-
volved and depend upon teacher to do what she thinks 1is best,
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The usual program of any school and year brings parents and school together,

The link is the child . . . . As long as their child is gaining they are
satisfied, proud, interested. This is all the public relations any school
needs, . . . "Parent involvement' will not help but smaller classes will.

Cut down class size.

Parent involvement in school is definitely increasing.

i feel parent participation i1s vital and am looking forward to the day when
we make it mandatory.

Principals of 48 schools reported PTA (sometimes called parents' club or parents'
group) memberships ranging from 47 to 600 (average 275) and representing from

5 to 59% of total school enrollment (median, 24%). Forty-four of the principals
provided figures which showed that 594 parents (an average of 13,5 per school)
were active as officers or committee members in these parent groups.

The groups had scheduled from 4 to 10 meetings for the year, and attendance for
meetings from September to January ranged from 10 to 400, with an average atten-
dance of 80 and a2 median of 50,

Principals' responses to an Administrative Evaluation of Supportive Services
questionnaire showed that 463 parents from the community were working as paid
employees in 44 schools, an average of 10 or 11 employees per school. Several
schools did not have volunteer aides, but 34 principals reported a total of

953 such volunteers in their schools, spending approximately 1275 hours per week
helping in classrooms, offices, the library, or other areas.

In 19 of 45 schools reporting, workshops in mathematics had been set up for
parents, with enrollments ranging from 4 to 300 (median 20), There were 24

schools with such workshops in reading (identical to mathematics workshops in

range of enrollment and median). Eighteen principals reported classes for Spanish-
speaking parents, ranging in enrollment from 12 to 130, Ten principals said that
their school had offered or was currently offering adult classes studying chil-
dren's motivatiens and behavior. Enrollments reported ranged from 10 to 34,

Basic education, sewing, health and nursing, arts and crafts, kindergarten, pre-
kindergarten, English, and Americanizat’ sn were subjects for other workshops,
Such workshops were reported by 23 administrators.

Conclusions

The number of parents involved, and the reactions of parents, School-Community
Advisory Council members, teachers, and administrators indicate that the Parent
Involvement component is meeting the objectives of improving communications among
school, home, and community resources, and of assisting parents to understand the
educational program of the school.

Strengths and Weaknesses

Almost one-fourth of the parents who responded at midyear had not received letters,
folders, or other information concerning the school program.




Need for greater effort in informing the media concerning school activities may
be inferred from the responses of almost three-fourths of the parents, who had not
seen stories regarding their youngster's school or its pupils in the newspapers.

A nced for continued effort in involving parents is apparcut in the teacher esti-.
mates, which placed the amount of parent involvement this year, as compared to
last year, at a 3.6 median on a 5-point scale, and which rated effectiveness of
the school's program in improving communications among school, home, and commu-
nity resources at 3,5 median.

TABLE A

PARENT RESPONSES

PERCENTAGE

ITEM YES NO N
Are you a member of any school-connected group, such as
PTA, Parent Advisory Council, Men's Club, Room Mothers? 41.3 58.7 1788
If you are not active in any school groups, have you
made an attempt to become wctive and been discouraged? 11.8 88,2 1572
Has the school sent home letters, folders, or cther
information concerning its program this year? 76,3 23.7 1756
Has it sent home information concerning your youngster? 65.0 35.0 1710
Have you visited the school or your youngster's
classroom this year? 54.9 45,1 1825
Have you seen stories about your youngster's school
or its pupils in local or metropolitan newspapers? 26,6 713.4 1725
Do you feel that your youngster takes pride in his
or her school? 95.9 4,1 1767
Table A is based on Form 009P. Maximum N = 1882

85




TABLE B

ADVISORY COUNCIL RATINGS

ITEM FREQUENCY MEDIAN
Little Somewhat Much
1 2 k]
Extent or degree to which:
Meetings were interesting 3 46 337 2.9
Topics were relevant and important 6 70 311 2,9
The group is accomplishing its purposes 18 168 182 2.5
The school values committee ideas and
opinions 18 118 241 2,7
Understanding of specially-funded (Title I)
programs in the school has been improved
as a result of the meetings 43 120 217 2,6
Does Not Not Very
Apply Helpful Helpful Helpful
0 1 2 3
Helpfulness to the Council
member of:
Discussions in the group 9 9 200 156 2.4 %
Informal gatherings before or
after meetings or at a break 43 15 192 107 2,2
Guest speakers 55 16 121 146 2.5
Field trips 187 6 46 75 2.6
Movies, filmstrips, tape
recordings, etc, 162 1 70 56 2.3
Visiting schools 155 2 61 91 2.6
Table B 18 based on Form 009B, Maximum N = 393

*Medians exclude '"Does Not Apply" responses.
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TABLE C

TEACHER EVALUATION

ITEM N PERCENTAGE MEDIAN
Much Much
Less Same More
1 2 3 [A 5

Please estimate the amount of
parent involvement/partici-
pation this year, as compared

to last 795 5.9 3.1 36,5 29,1 25.4 3.6
How effective is the school's Very In- Very
program: effective Effective

1 2 3 4 5

in improving communications
among school, home, and
community resources? 1115 3.6 10,0 37,5 31,9 16.8 3.5

in assisting parents to
understand the educational
program of the school? 1118 3,6 10.8 35.3 33.7 16.6 3.5

Table C is based on Form 000T-1. Maximum N = 1160
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TABLE D

TEACHER ACTIVITIES

ITEM NUMBER OF
RESPONSES

Participation of or with parents in:

Music programs, and programs for speclal

occasions such as Halloween or Christmas 272
Open House or Back to School Night 265
PTA or other parent group meetings 84
Field trips 39
Advisory committee meetings 36
Grade level meetings 27
Class parties or picnic 26
Workshops 24
Dinners, luncheons, or other socilair events 22
Reading programs 20
Coffee Hour or Teas 14
Ladies Night, Charm Class 12
Art Festival 11
Program for Interschool Enrichment (PIE) | 11
Home callse 10
Service as faculty representative 8
Miscellaneous 8

N = 569 teachers (of 1160 respondents)

88




SUPPORTIVE SERVICES: STAFF DEVELOPMENT

Abstract
Staff Fersonnel
Certificated 2771
Aides 690
Schools R 55
Approximate Cost $488,101

Description: Elementary schools in the ESEA Title I program made use of
district, area, local school, and community resources to offer preservice and
inservice activities. Their reports indicate that 2745 certificated personnel,
690 education aides, and 26 professional experts participated in this staff
development,

District and area offices arranged inservice programs for counselors, teacher
librarians, Follow Through personnel, Pre-Kindergarten teachers, reading and
mathematics consultants, and teachers of Program for Interschool Enrichment
(PIE) classes, Principals, vice-principals, resource teachers, consultants or
specialists, regular classroom teachers, and advisory committees helped to plan
and organize staff development programg at individual schools.

Time Intervals: Staff development activities began with preservice meetings

in September 1969; continued throughout the school year; and, with an intensive
program involving parents, extended into the summer session, July 6 through
August 14, 1970.

Activities: Responses from schools indicated that several activities played a
part in staff development, These included grade level meetings (38 mentions),
workshops (32), demonstrations (20), general faculty meetings (14), subject or
special interest meetings (11), programs for aides (9), and inservice activities
designed to meet special needs (9).

Varying according to needs of the local school, component activities also
included presentations by guest speakers; group discussion; class visitation
and observation; and the use of films, filmstrips, TV and videotape, or other
audico-visual materials, '

Consideration was given to methods of improving self~image in pupils, introduction

of new curriculum materials, development of behavioral objectives, use of diag~
nostic techniques, and preparation and use of profiles,

Objectives:

- To raise the academic achievement level of ESEA Title I participants

89




- To provide inservice education
a. Improve understanding of the effects of poverty on children
b, Improve intergroup and intercultural understarding
c¢. Improve teaching skills in specific instructional areas
d. Improve skills and use of paraprofessionals (e.g., education aides)
e. Improve skills and use of supportive personnel (e,g., counselors)
f. Improve skills in diagnosing individual student learning needs
g. Develop curricular innovations

Evaluation Strategy: As indicated in the evaluation of instructional activities
in reading and mathematics, standardized tests were used to measure academic
achievement levels of Title 1 participants,

Rating scales and questionnaires to be completed by reachers and administrators
were developed at midyear to assess effectiveness of staff development activities
in general after five school months, Where content of programs for specific
fustructional or supportive service groups (e.g., English as a Second language,
Pupil Services and Attendance) was known in time to permit preparation of eval-~-
uation instruments, such programs were evaluated within the framework of the
specifi~ component,

Results: Teachers (N+1160) assigned relatively low ratings to inservice effects
on skille or attitudes, considering inservice least effective in improving their
understanding of the effects of poverty on children, They judged inservic2 nost
effective in {mprovement of teaching skills in specific aress, and in improva-
ment of skills and use of paraprofessionals (e.g., aducation aides).

However, most comments on inservice were positive. More experienced teachers
tended to rate it more highly than did teachers with fewer years of experience;
and varicus groups, such as counselors, reading and mathematics teachers, and
aides, expressed a desire for more inservice time.

Teachers and consultants asked for fn-depth study in subject areas such as
mathematics and reading.

Conclusions: Plex{bility for iocal sclools to meet individual needs and time
for planning are important elements of successful staff development programs.

1t follows that programs with the best chance of success would be those
developed, and revised as needed, by the participante, the aides, teachers,
administrators, parents, and everyone involved,

Recormendations: With provisions for joint planning, and adequate time teo
accomplish this, geographfcal clusteiing of schools for inservice could result
in more efficient use of consultant and/or guest speaker time and easier coore
dination and exchange of ideas among nearby schcols.

In-depth study to improve instruction in academic areas, ongoing sessions
tailored to the needs of project participants in the local school, and emphasis
on parent interaction are in keeping with compensatory education guidelines,
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Team instruction, a new experience for most teachers, would be a suitable subject
for inservice sessions.

Inservice for aides should be increased and should focus upon the grade level

and subjects taucht in the class to which the individual aide is assigned. Coop-
erative involvement of teachers and aides in this inservice would maximize rele~
vance of the training to the tasks to be performed.

Payment of aides for local inservice or the granting of college credits has been
recommended in independent evaluation of the aide program.

Evaluation of inservice gessions planned for specific groups would be facilitated
if content for meetings could be clearly delineated in advance and if there were
sufficient lead time to permit preparation of instruments designed to evaluate
the specific inservice session or sessions.
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STAFF DEVELOPMENT

Detailed Report

Teachers and administrators described and evaluated staff development procedures
and accomplishments which, by increasing staff effectiveness, can be assumed to
have assisted in raising the achievement level of pupils in ESEA Title I schools,

Objective: To raise the academic achievement level of ESEA Title I participants.

The rationale for staff development is fts beneficial influence on the academic
achievement of youngstors. Wwhile such influence s not directly measurable,
the effects of staff development can be assumed to be a factor in the achieve-
ment measured in the fnstructional componants.

Objective: To provide inservice education,

Teachers (N=1160) assigned the highest median ratings (3.5 on a 1-5, Very Little -
Very Much, scale) to the extent to which inservice/staff development helped to
fmprove teaching skills in specific instructional areas and to improve skills

and use of paraprofessfonals such as education aides. Their ratings, shown in
Table A, ranged down from these two 3.5 medfans to a 2.8 median for inservice
help in improving understanding of the effects of poverty on children,

As shown in Table B, teachers with more years of experience usually assigned
higher ratings to inservice education, the lowest medians tending to come from
ratings by teachers with two or three years of experience in Los Angeles,

Of the 1160 respondents to the Teacher Questionnaire dealing with Parent
Involvement, Staf Development, and Inteigroup Relations (2076 forms were mailed)
15 offered comments or recommendations concerning inservice/staff development =
three of these comments nagative,

Among the comments wer. these!

Please provide more workshops and inservice meetings which help us develop
tangible programs and materials,

The inservice classes are dull, Whenever we approach a controversial
subject, it is quickly avoided.

The time spent in making materials to work with could be better used in
developing lessons to be taught. Materials . . ., could be purchased by
the School District. The inservice education classes then could deal
directly with individual problems end demonstrations in newer and useful
techniques in teaching the various subdjects,

I feel that my inservice classes have been very profitable and have benefited

greatly from the concern and time my grade level consultant has given me
as an individual,
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Staff development recommendations which come from some specific components are
summarized in the following paragraphe:

Reading specfalists expressed the need for more time for ﬁreaervice,
inservice, and pnlanning, including provision of substitute time to allow
attendance at conferences, meetings, or demonstrations,

In the mathematics component, teachers commended the introduction of new
ideas, techniques, and materials I{n grade level or inservice education
meatings, demonstration lessons, or contacts in the mathematics laboratory,

Counselors suggested topics for tnservice and asked for additional time
for fnservice work with teachers, and to meet with other counselors and
pool ideas,

Reactions of aides, teachers, and supervisory personnel indicated a need
for more teacher inservice on effective use of aides, and for more inservice
for aldes in the techniques of giving academic help.

Administrative Reactions

Principals were asked to indicate the amount of ¢ime spent and the number of
participants involved in district and area imservice, local faculty or grade
level meetings, demonstration lessons, classroom observation, and consultation;
and to describe any other staff development provisions in their schools,

They were asred further what factors had made for success of staff development
activities, hat problems had been encountered, or what problems had necessitated
changes in staff development plans or activities,

Time estimates proved to be {mpossible to make or were unclassifiable, The
number of participants also was almost impossible to estimate, The following
figures, therefore, represent the Meducated guessesa'" of 44 principals:

Estimated
Number of
Activity Participants
General faculty meetings at which teaching
techniques are consicered, or guest speakers
on education or the commnity appear 2251
Smaller meetings by grade level taught, special
field of interest, or similar division 2107
Demonstration lessons 1365
Consultation 1126
Classroom observations in own school 963
Visitation and observation at another school 709
Area inservice 422
District-wide inservice 178
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Open-end comments by principals credited successes of the program to the use
of consultants and resource teachers as leaders (15 responseg), staff involve-
ment (10), and staff attitude and cooperation (8). They also mentioned as
factors in success of inservice consideration for staff strengths, needs, and
interests (9 responses); pay (8); released time (4); and college or university
credit (2).

Among problems which the principals saw as necessitating changes in staff
development plans or activities wera lack of time (9 responses) and lack of
supplies, materials, or equipment (6), Late authorization of money for
inservice, cuts in the budget, or slowness in paying participants were mentioned
by six principals; five mentioned difficulties caused by a large staff or a
wide variety of experience in the staff.

Two Principals criticized ''red tape' and changes in guidelines.,

Summar

Success of any program of inservice/staff development is difficult to measure.
State objectives used as the basis for categories in teacher evaluation may
not adequately represent the goals or scope of inservice/staff development in
individual schools or districts.

It 18 clear, however, that much staff development work is being done and that

both teachers and administrators recognize the need for and the {mportance of
this work,

Strengths and Weaknesses

Teachers do not tend to assign high ratings to inservice activity. This may
indicate that they are not as involved in the planning and implementation of
the program as principals feel they are.

The number of problems listed by administrators may indicate a need for
continuing evaluation and revision of programs within each school.
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TABLE A

TEACHER RATING OF PROGRAMS IN INSERVICE/STAFF DEVELOPMENT

PERCENTAGE MEDIAN
Very Very
1TEM Little Much
. 1 2 3 4 N
Bxtent or degree to which the
program of inservice/staff
development helped to improve:
Understanding of the effects
of poverty on children 24,7 14,2 32,2 18,8 10.1 902 2.8
Intergroup and intercultural
understanding 19,1 16,3 35.5 20,1 9.0 931 2.9
Teaching skills in specific
instructional areas 10,1 10.8 27.5 31.7 19.9 ol 3,5
Skills and use of paraprofes=
sionals (el80| education aideﬂ) 11,4 11.0 26,9 27.1 23,6 957 3.5
Skills and uso of supportive =
personnel (e.g., counselors) - 13,2 13,0 29,3 27.0 17.5 991 3.3
Skills in diagnosing individe oo
ual student learning needs 10,8 15.4 29.9 27.3 16.6 1001 3,3
Extent or degree to which the
program helped to develop
curricular innovations 13,0 13.8 32,3 25.6 15.3 994 3,2
Table A is based on Form 0007-1, Maximm N =
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SUPPORTI.E SERV1CES: COUNSELING

Abstract
Puplls 7500
Schools
Public 55
Nonpubl ic 30
Teachers 32
Approximate Cost $539,713

Description: The Counseling component provided 28 counselors in addition to the
12 regular District comolement of counselors to 55 public schools and five coun-
selors to the 30 nonpublic schools, as well as two counselors to the Follow
Through Program, and four to Pre-Kindergarten, Also, one specialist was assigned
to coordinate all ESEA Title I counseling activities. Tests and supplies were
provided to the 55 public target schools.

Time Intcrvals: The tomponent operated from mid-September 1969 to mid-June 1970,
Pupil counseling interviews averaged 30 minutes {n length, Case studies averaged
five hours in time of preparatfion. :

Activities: Counselors served in four major areas: (1) completing individual
psychological studies of pupils' learning and/or behavior problems, including
educational diagnosis, prescriptive teaching suggestions, and recotmendations
relative to behavior modification; (2) counseling with children and parents, in-
dividually or in groups; (3) serving as consultants to teachers and other staff
members regarding nceds of individual pupils; and (4) working with parents and
the community in interpretation of the counseling program, working with other
gservice agencies, and serving on the School Advisory Committee.

Counselors participated in an inservice workshop program which was scheduled and
conducted by the District Guidance and Counseling Section, assisted by the ESEA
Specialist, Areas covered in the workshops were individual and group counseling
techniques, psychological testing, study writing and reporting behavior modifi-
cation, prescriptive teaching based on behavioral objectives, evaluation of
counseling service in terms of "consumer needs,'" and child development and mental
hygiene.

Objective:

« To identify specific assets and limitations relating to the learning process

Evaluation Strategy: Counselor services were tabulated and classified and were
compared with previous services provided. A frequency count was made of pupils
terved. Ratings and comments by staff personnel were analyeed,

IToxt Provided by ERI



Results: Counselors worked with more than 2000 pupils in individual counseling
and more than 1000 fn group counseling in 55 public and 30 nonpublic schools.
They administered psychological tests to more than 3500 pupils. They counseled
with parents of more than 4000 pupils.

Teachers who used the counseling services rated them slightly above average.
Both counselors and administrators made positive comments about the counselors'

work, but both believed that the counselors' duties should be better defined.
Counselors rated their service opportunities as ''less than adequate.”

Conclusions: The'component attained its stated objective of fdentifying pupils'
specific assets and limitations related to learning.

Administrators felt that the component was effective,

Some confusion appears to exfst concerning the nature and priorities of the
counselors' specific duties.

Recommendations: Reduce case load through the assignment of more counselors.

Study the role of the counselor to clarify his dutieu and priorities,

98




COUNSELING

Detailed Report

This component was evaluated according to central office records of services
provided and pupils served, and by ratings and comments of administrators,
counselors, and teachers.

Objective: To identify specific assets and limitations relating to the learning
process.

Tables A, B, C, and D report the scrvices of the 40 counselors.

The resions for and sources of referral of over 5000 public and 400 nonpublic
pupils who were referred for counseling are shown in Tables A and B, Three-~
fifths were boys; most were referred for re-evaluation of need to enter or re-
main in a program for the Educable Mentally Retarded (EMR); and most of the
graded pupils were in the primary grades (public s&chools),

As seen in Table C, the Binet and WISC tests were used for most of the ability
testing, The Wide Range Achievement Test was the yprincipal measure of academic
achievement, and the Draw a Person and the Bender were the leaders in semipro-
Jective 2valuations of emotional and physiological maturity, Children tested
were given an average of two individual tests. Table D shows that most recom=
mendations were made for remedial help without change of program. Of recosmen-
dations to programs, most in the public schools were to regular classrooms and
EMR, More than six times as many pupils were recommended for EMR placement as
for the gifted program,

Strengths and Weaknesses

Five hundred regular teachers returned evaluative ratings of the counseling
services, These ratings (Table B) indicate that those who used the services
rated them slightly above average in assisting pupils with learning problems,
behavior problems, and development of positive attitudes toward school.

Couments written by the teachers indicated that they appreciated the counseling
service, both because it helped meet diverse emotional needs of {ndividual
pupils and because it provided a welcome solution to many class.oom problems.

Some of the weaknesses of the counseling Services mentiuvned by teachers were
that it takes too long for pupils to be tested (42 comments); that once the
testing results are known for a particular pupil, there is almost no follow-up
effort to solve that individual's protlem (38); that too much time {s spent in
testing, and not enough is left for counseling (19).

Severa) principals expressed pleasure that their school currently had a full-
time counselor for the first time and indicated that their schools had greatly
needed this service.

Twenty-three of the 28 LSEA counselors returned ratings of their services

(Table F), Their responses indicate the feeling that most of their service
opportunities were slightly less than adequate.
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TABLE A

REASONS FOR REFERRAL OF PUPILS FOR COUNSELING

REASON GIVEN ngg;crng?fégggvugylg
Academically Retarded 935 190
Behavioral Difficulties 320 91
Evaluation foxr MR Placement 724 3
Need for Further Data 629 115
Psychological Re-evaluation : : 1735 2
Superfor Achievement 4 566 0
Reason not Stated 109 21

Total 5018 422

Table A is based on Form 27.74.

TABLE B
GRADE DISTRIBUTION OF PUPILS REFERRED

FREQUENCY
GRADE LEVEL PUBLIC NONPUBLIC
Pre-Kindergarten 35 0
Kindergarten 314 0
Grade One 682 2
Grade Two 569 67
Crade Three 510 95
Grade Four 394 95
Grade Five 343 83
Crade Six 223 78
Ungraded
Not Enrolted 48 0
Educadble Mentally Retarded 1847 0
Opportunity Room 9 0
Other 44 2
Total 5018 422

Table B 1is based on Form 27.74.
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TABLE C

INDIVIDUAL IQ TESTS AND OTHER EVALUATIVE DEVICES USED

FREQUENCY
1TEM PUBLIC NONPUBLIC

INDIVIDUAL 1Q TESTS

Binet 2287 182
Leiter 366 2
WISC and WPPSI 1606 62

OTHER EVALUATIVE DEVICES

Bender Visual-Motor Gestalt - 1043 145
Draw a Family 356 8
Draw a Person 2488 62
Frostig 5 5
Gilmore Oral Reading 207 168
CGray Oral Reading 36 0
Illinois Test of Psycholinguistic Abilitfes 17 0
Prekindergarten Psychomotor 68 0
Peabody Picture Vocabulary Test 529 31
Rutgers Drawing Test 438 2
Sentence Completion 129 57
Vineland Social Maturity 2 1
Hepman 84 50
Wide Range Achievement Test 3518 145
Other 288 41

Table C s based on Form 27.74.
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TABLE D

PROGRAM RECCMMENDATIONS AND PLANS

FREQUENCY
ITEM PUBLIC NONPUBLIC
PROGRAM
Educationally Handicapped 33 0
Educable Mentally Retarded 2049 11
Enrichment, ESEA 77 1
English as a Second Language 58 24
Gifted 304 0
Opportunity Room 95 0
Physically Handicapped 2 0
Reading Specialist 326 328
Regular Classroom 2216 38
Remedial Reading 66 7
Trainable Mentally Retarded 48 0
PLANNING FOR
Acceleration 27 0
Age-Grade Adjustment 25 0
Community Agency 170 14
Enrichment, informal 434 0
Ex-Educable Mentally Retarded 44 0
Limited Attendance 38 0
PTA Guidance Clinic 51 0
Pupil Services and Attendance 106 6
Remedial Help 2574 128
Retention 217 2
School Doctor, other Health Evaluation 489 20
Speech Evaluation 197 5
Tutor 441 5

Table D is based on Forn 27.74.
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TABLE E

* REGULAR TEACHER RATINGS OF COUNSELING SERVICES

‘ PERCENTAGE* MEDIANw¥
‘ Doesn't Very In- Very
ITEM Apply effective Effective
0 1 2 3 4 5
How effective were the counseling
services at your school in assist-
ing your pupils with:
their learning problems 24 10 10 24 20 12 3.3
their behavior problems 21 9 10 26 24 10 3.3
K development of positive
attitudes toward school 24 10 10 22 23 11 3.3
Table E is based on Form OllT. N = 500

*Based on a 0-5 scale,
%%Based on a 1-5 scale.
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TABLE F

ESEA COUNSELOR RATINGS

FREQUENCY MEDIAN
0 1 2 3 4
& &
[ do o o Y
ITEM 4 g 4 CLIEY:
5w & wg B
48 & 0§ i3 DS
e A3 I A2 =53
Physical facilities'in which to work are 2 5 13 2 1 1.8
Supplies and equipment are 0 4 16 3 0 2,0
Time allocated for pupils in federal 0 10 9 3 0 1,5
programs is
Opportunity to observe pupils 1is 4 6 10 1 2 1,7
Opeﬁrtuniiy for individual diagnostic 1 5 13 2 2 1.9
woYk-ups is
0 tunit tati 6 11 3 2 1 1.0
a8belopmentaf “EoRseq Thative oF
Opportunity for individual counselin: 2 10 7 1 2 1.4
wggh pupilg ig counseling
Opportunity for group counseling is 3 9 7 0 2 1.3
Opportunity for follow-up with pupils is 3 11 6 2 1 1.3
Opg?rtunity for follow-up with clinics 0 11 8 2 1 1.5
and/or agencies is
Opportunity to confer with teacher is 0 7 13 3 0 1.8
Opportunity to serve as consultant to 0 11 9 1 1 1,5
teachers is
Opportunity to discuss cases with 0 7 15 1 0 1.8
agministra or is
Opportunity for team members to have 2 8 11 1 1 1.5
case conferences is
Opportunity to confer with parents is 1 4 13 3 2 2.0
Time provided for case write-ups is 3 10 7 2 0 1.3
Opportunity to use and evaluate new 7 11 4 1 0 0.9
and/or experimental materials is
Opportunity for inservice is 3 6 13 1 0 1.7
Effectivencas of the counseling program is 1 8 11 2 1 1.7
Table F is based on Form 011C. N =23

104



SUPPORTIVE SERVICES: HEALTH SERVICES

Abstract

Pupils (duplicated ccunt) 92,414
Schools

Public 55

Nonpublic 30
Staff

Nurses ‘ 35
" Other personnel 12
Approximate Cost $752,113

Description: The Health Services component provided extensive diagnostic services
and expedited remediation of health defects. The component served more than 45,000
pupils in 55 public schools and more than 1800 in 30 nonpublic schools, In nonpub-
lic schools, only pupils enrolled in specially funded reading and mathematics pro-
jects were served. Twenty-nine specially funded nurses, including one supervisor
and two nurses utilized in tuberculosis survey, were assigned to the 55 public
schools, One additional nurse also worked with the 10 schools having the Follow
Through program. Five more nurses served the 30 nonpublic schools. Prorated ser-
vices allocated to 55 public and 30 nonpublic schools included physician (seven and
three-fourths, plus one supervisor), dantist (two and one-half), and audiometrist
(one).

Time Intervals: This ~~~nonent operated from mid-September 1969 to mid-June 1970,
Pupil contacts varied iu iength of time, according to the nature of the services.

Activities: The health services team developed descriptive health profiles for
pupils, giving priority to prekindergartners and new pupils, The profiles re-
sulted from individual health appraisals by the professional staff and included
visual screening, audiometric testing, dental examinations, and parent consul-
tations., Other services included dental prophylaxis and care to pupils without
resources, and tuberculin testing for all pupils new to the District. Nutrition
was provided for participants in the Follow Through project. The health services
team provided health education for pupils, using multisensory and multilingual
teaching aides, and furnished teachers with pupil information with implications
for learning. Through its referral service and liaison with other agencies, the
staff expedited the correction of defects, ESFA health services personnel parti-
cipated in a District inservice education program, attending monthly meetings.

Cbjectives:

- To identify health defects of children
- To assist parents in obtaining appropriate health referral
- To correct dental defects in pupils
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Evaluation Strategy: Evaluation consisted of a frequency count of health services
and participants. A one~group design was employed throughout, except for a compar-
1son of percentages of health defects corrected. Administrators' comments on com-
onent effectiveness were analyzed.,

Results: Health services were provided for more than 90% of the 50,000 pupils in
the 55 target schools and to project pupils in 30 nonpublic schools, Many pupils
received multiple services. Doctors, nurses, dentists, and an audiometrist found
more than 22,000 pupil health defects, The team was able to achieve remediation
of almost 10,000 defects, 44% of the total. The volume of defects detected was
higher than last yaar, but the percentage of corrections was down slightly. The
major defects were dental, ear-nose-throat, and vision., Nurses completed profiles
for 9500 pupils,

Administrators commented favorably on the services but stated that nurses needed
clerical help,

Conclusions: The component attained its objectives in identifying health defects
and achieving the remediation of a satisfactory proportion.

Recommendations: Provide more nurses to extend services.

Provide nurses with clerical assistance,
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HEALTH SERVICES
Detailed Report

Evaluation of this component was based on tabulations of services rendered and
participants served. Specially devised instruments were used to secure data.
The reported services were performed for all pupils in the 55 schools. Since
there were approximately an equal number of specially funded personnel &nd
District funded personnel, specially funded services could be considered to be
one-half of those reported in the tables.

Objectives: To identify health defects of children.
To assist parents in obtaining appropriate health referral.,

To correct dental defects in pupils,

Tables A, B, C, and D show the services rendered by the health services team.
The total number of defects corrected, som= of which were identified last year,
are shown in Table A, Table B, is based on summaries of individual 64-item health
profiles, shows the defects identified and corrected of pupils for whom health
profiles were developed during the 1969-70 school year. Of pupils examined,

29% had no apparent defecta. Most prevalent defects were dental, ear-nose-
throat, and vision. As shown in Teble B, more than a fifth of the 3600 dental
defects were corrected in the same year they were discovered. Some dental pro-
phylaxis was done by school dentists in the ESEA funded dental trailer. Table C
shows a partial list of services and findings of school dentists. Tables A and
D indicate that nurses and doctors made more than 38,000 medical referrals.

Comparison of services with former years was difficult because of the difference
in the number of schools served. Reduction in the number of schools allowed for
more services in the 55 target public schools and 30 nonpublic schools, but the
ratio of defect corrections was down from last year. Last year's public school
sample showed 56% corrections. This year's percentage was 44, Nonpublic
percentages of correction for the past four school years were: '66--7, 27;
'67--8, 36; '68--9, 43; and '69--0, 34, Heslth services personnel explained
that this was due to (1) increased volume of detections, (2) build-up of defects
harder to correct, (3) higher medical costs, and (4) lack of professional and
clerical personnel to do follow-up work.

Strengths and Weaknesses

9f 40 principals who returned questionnaires, 35 wrote comments on the health
program, all favorable in varying degrees. Respondents praised the health
services personnel for their interest in children and the community. Apprecia~
tion was expressed for their work in screening for health defects and in pro-
viding useful information to teachers. Three principals reported as attributable
to the program improvement in learning, attendance, and health habits.

Most negative comments were concerned with program limitations. Principals of
large schools considered as inequitable the assignment of one nurse p¢r school.
Seven administrators requested more aides to relieve nurses of clerical duties,
Delays in printing profile forms and readying the dental traller occasioned in-
convenience and loss of service, Two NPS principals suggested that health
services should not be limited to enrollees in special programs.
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TABLE A

SUMMARY OF NURSES' SERVICES®

FREQUENCY

SERVICE Sgcﬁggkéc PRE-KGN., ggkgggﬂ NONPUBLIC  TOTAL
Readmissions 56,664 1,144 295 266 58,369
Exclusions 22,748 600 142 998 24,488
Pupil Conferences 64,232 517 390 3,945 69,084
Parent Conferences 47,190 500 1,367 3,501 52,558
School Personnel Conferences 35,995 1,01G 973 1,505 39,483
Case Canerences 5,755 104 103 656 6,618
Health Education (formal) 3,807 158 29 65 4,059
First Aid 85,238 1,455 741 1,768 89,202
Referrals 27,914 641 979 2,744 32,278
Number of Pupils with
Defects Reported 17,651 496 242 3,855 22,244
Number of Pupils with
Defects Followed-up 24,993 457 483 4,552 30,485
Number of Pupils with
Defects Corrected 7,966 190 241 1,328 9,725
Home Visits 7,350 99 219 746 8,414
Pupils Processed Other
than Readmissions,
Exclusions and First Aid 155,998 1,877 626 32,352 190,853
Classroom Inspections
or Observations 20,862 634 347 280 22,123
Vision Screened 36,261 1,160 865 6,493 44,779
Immunizations 25,591 538 0 2,901 29,030
Table A is based on Form 33.182. *Totals given reflect multiple

services, rather than number
of pupils served.
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TABLE B

SUMMARY OF HEALTH DEFECTS DETECTED AND CORRECTED1

: TOTAL
DEFECT PUBLIC SCHOOLS FOLLOW THRUUGH  NONPUBLIC SCHOOLS De- Cor-
Detected Corrected Detected Corrected Detected Corrected tected rected
Eyes 1013 375 39 21 312 170 1364 566
Ear=N-Th 2045 438 73 40 319 37 2437 515
Skin 223 91 15 12 88 5 326 108
CNS 182 34 7 5 194 3 383 42
CVSs 192 36 9 7 23 2 224 45
Respiratory 142 68 4 4 23 . 6 169 78
Abdomen 167 25 21 8 19 4 207 37
GU 127 29 4 1 12 2 143 32
Extremities 518 99 18 11 384 27 920 137
Dental 2758 646 106 43 733 73 3597 762
, Total 7367 1841 296 152 2107 329 9770 2322
REASONS DEFECTS WERE NOT CORRECTED FREQUENCY
PUBLIC FOLLOW NONPUBLIC
SCHOOLS THROUGH SCHOOLS TOTAL
Parents have not followed through
with medical referral 1314 36 424 1774
Child is still undergoing medical treat-
ment toward correcting the defect 1181 46 402 1629
Child was not referred to medical care 1060 6 346 1412
Child was referred and appointment has
been made with medical agency 656 37 162 855
Reason not reported 1315 19 444 1778
Total defects not corrected 5526 144 1778 7488
Pupils with no apparent defects 2290 204 257 2751
Maximum N of Pupils 7525 452 1516 9493

Table B is based on Form Ol1HPS.
Icases processed between September 16, 1969 and May 15, 1970,

109




TABLE C

SUMMARY OF DENTAL SERVICES AND FINDINGS1

ITEM FREQUENCY
Services

Pupils examined 23,195
Pupils appareAtly normal 5,833
Pupils needing prophylaxis 6,293
Pupils with decay 12,771
Pupils with decayed permanent teeth 5,810
Pupils with lost permanent teeth 890
Number of permanent teeth lost 1,328
Pupils with oral pathology 340
Pupils needing advice regarding

irregularity of teeth 4,373
Pupils with abscessed teeth 2,433
Pupils needing urgent attention 5,067
Talks and conferences 1,918

Table C is based on Form 33.653.
125 of 55 schools reporting.
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TABLE D

SUMMARY OF PHYSICIANS' SERVICES AND FINDINGS

ITEM } ’ FREQUENCY
Servilces

Health appraisals 19,797
Special referrals 5,861
Health inspections 2,123
Athletic inspections (incl. ROTC) 9
First aid 1,082
Faculty conferences 2,323
Parent conferences 2,117
Other conferences 753
Home notices 11,252
Faculty lectures 7
PTA lectures 14
Pupil lectures 286
Sanitation inspections 22

Total 45,646

Conditions Found '

Malnutrition 1,170
Pbesity 1,159
Defective vision 1,985
Defective hearing 805
Eye diseases 487
Ear diseases 957
Throat diseases 1,538
Gingivitis 173
Dental caries 6,689
Malocclusion 653
Blood disorder 66
Lymphati~ disorder 81
Organic heart 117
Questionable heart 455
Chest diseases 523
Chest deformities 89
Postural defects 1,654
Foot defects 968
Orthopedic, miscellaneous 259
Neurological diseases 283
Emotional disorders 787
Psychosomatic disorders 66
Speech deferts 398
CD, veportable 67
CD, nonreportable 121
Skin, communicable : 325
Skin, ncncommunicable 592
Genitourinary dis.rders 119
Gonadal defects 121
Gynecological disorders 8
Diabetes 2
Other metabolic disorders a5
Hernia, All Types 434
Congenital defects 105
Miscellaneous - 1,645

Total - T349%

Table D 1s based on Form 23.6.
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SUPPORTIVE SERVICES: PUPIL SERVICES AND ATTENDANCE (PSA)

Abstract

Pupils (Including parent contacts) 22,700

Schools 55
Counselors 33
 Approximate Cost $498,906

Description: The Pupil Services and Attendance component (formerly Child Welfare
and Attendance) provided intensive supportive services supplementing the District
program., Thirty-one ESEA-funded pupil services and attendance (PSA) counselors
served the 55 target schools, ‘%wo additional PSA counselors were provided by the
Follow Through progrem to 10 schools, nine of which were included in the 55 target
scheols,

\
Time Intervals: The component operated from mid-September 1969 to mid-June 1970,
On the basls of time budgeted by principals in the individual echools, counselors
served for from one to five days per week. Fupil contacts varied in length of
time and frequency, according to the nature of the services provided,

Activitles: Counselor services included frequent home visitation and contact

to identify problems and needs of pupils whose attendance was irregular, or who
displayed unsatisfactory behavior or other symptoms of maladjustment:; study and
follow-up of pupils with serious problems; pupil, parent, and staff conferences
to develop recommendations; and liaison with other agencies in the solution of
problems and in the promotion of positive attitudes toward school. All PSA
counselors participated in a District three-year iaservice program, 1In addition,
ESEA Title I counselors attended a summer class in conversational Spanish held
frcm July 7 to August 15, 1969, and continued monthly throughout the school year.

Objectives:

- To increase parent awareness of the responsibility to see that their children
attend school
- To improve attendance in school

Evaluation Strategy: Tabulation of services provided and pupils served consti-
tuted the major part of evaluation. A sample of pupils' attendance records and
school adjustment marks, pre and post, were compared. Utilization of counselor
services by schools served as the basis for comparison of the schools' percent-
ages of attendance. Administrators' comments on the effectiveness of PSA
services provided were analyzed.
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Results: PSA counselors served directly more than 18,000 of the 63,000 pupils
enrolled in the 55 target schools.,

Sample subgroups referred for attendance and discipline made significant gains
in marks on Effort. The discipline subgroup improved in Work Habits but had
significantly more absences in the Spring Semester 1970. (A teacher .c¢rike
occurred during this time.)

No significant relationship was found between counselor time provided on the
basis of pupil enrollment and percentage of school attendance.

Staff comments were favorable, but two administrators cited problems in
communications,
Conclusions: Because of the teachers strike that lasted 23 school days, atten-

dance data are inconclusive.

Pupils who were counseled intensively over a long period of time improved in
ad justment marks.

The?e is no evidence that the amount of time a PSA counselor is assigned to a
school {(in the present allotment ratios) affects the gross attendance figures.

Recommendations: Increase the number of counselors.

Provide more clerical assistance.
Provide improved physical facilities--more space, more telephones.

Improve communication between PSA counselors and local schools.

‘ 114




PUPIL SERVICES AND ATTENDANCE

Detailed Report

This component was evaluated on the basis of report card data, central office
ettendance reports, administrators' comments, and teacher ratings of imnscrvice,

Objectives: To increase parent awareness of the responsibility to sec that
their children attend school.
To improve attendance in school,

As shown in Tablec A, PSA counselors closed almost 13,000 cases by the end of
the seventh month. Projected to 10 months, closures would exceed 18,000, with
the majority of the pupils back in school. Most pupils were referred for ab-
sence, with health given as the major contributing factor,

TABLE A
SUMMARY OF PSA COUNSELOR SERVICES IN 55 ESEA SCHOOLS1
\
ITEM FREQUENCY PERCENTAGE
REASON FOR REFERRAL
Absent 7,610 59
Not Enrolled 639 5
Tardiness 455 4
Attendance Problem 608 5
Behavior 978 8
Special Service 2,500 19
Total 12,790 100
ATTENDANCE ACCOUNTING
Truancy 339 4
Legal Atsence . 5,232 56
Non Illness Absence 3,712 4o
Total 9,283 100
PROBLEMS OF:
Health 4,153 38
Socfal Adjustment 1,389 33
School Adjustmént 1,474 13
Home Conditions 3,125 29
Undetermined 802 1
Total 10,943 100
CLOSED CASES
In School 8,616 67
Legally Exempted 44 1
Out of Jurisdiction ’ 633 5
Unable to Locate 233 2
Continuing Service 829 6
Service Completed 2,435 19
Tota! 12,790 100

Tabie A 18 based on Fora 34-EH-S.
l1ncludes cases processed through seventh school @month.
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Table B shows the attendance record and adjustment marks of a sample of PSA
counselees. Each counselor randomly selected four pupils from those of his
counselees who had four or more referrals for attendance before December 1969.
Four more, referred for behavior, were selected in the same manner, Also, four
two-year counselees (follow-up) with referrals for attendance and/or discipline
were selected. All groups made significant gains in Effort, The discipline
subgroup made a significant gain in Work lHabits but had significantly more ab-
sences in the spring of 1970 than before. Absences typically were higher in
spring semesters than in the fall, Analysis of marks was difficult because a
new marking and reporting policy was initiated in Area East, and a 23-day teach-
ers strike occurred.

TABLE B

MEANS OF PUPIL SCHOOL ADJUSTMENT MARKS AND ATTENDANCE

_ SCHOOL YEAR
ITEM AND GROUP 1967-68 1968-69 1969-70
FALL _ SPRING FALL  SPRING FALL _ SFRING

EFFORT (GPA)

Attendance 2.1 1.9 1.9 2,1%
Discipline 1.7 1.7 1.6 1,9%%
Follow-up 1.7 1.7 1.8 1.9 2.1% 2,1
1.9 1.8 1.8 2.0%*
WORK HABITS (GPA)
Attendance 1.9 1.9 1.8 2.0
Discipline 1.7 1.6 1.6 1,8%
Follow-up 1.7 1.7 1.7 1.8 1.8 _ 2.0
1.8 1.7 1.7 1, 9%%
CITIZENSHIP (GPA)
Attendance 2,2 2.1 2,1 2.3
Discipline 1.8 1.7 1,6% 1,8
Follow-up 2,2 2.0 1.9 1.9 2,1 2,1%
2.0 1.9 1.9 2,1%%
ABSENCES (DAYS)
Attendance 20.5 23,1 20,1 24.6
Discipline 11.9 13.9 13.6 17.4*%
Follow-up 13.8 17.6 18.4 20,1 17,2 20.4
17.3 19.2 17.4 21.1
TARDIES (TIMES)
Attendance 8.2 9.1 9.4 8.1
Discipline 7.4 6.5 8.3 6.4
Follow-up 8.5 10.2 10.9 11.7 10.3 9.2
8.5 9.1 9.2 8.1
Table B is based on Forms O11PSS-1 and 011PS85-2, Maximum N = 313
*Significant at .05 level. Attendance = 124
**Significant at ,01 level. Discipline = 108, Follow-up = 86

Comparisons were made with the preceding corresponding semester; e, g.,
Spring 1970 with Spring 1969,

Q 116




Table C shows the sciool percentages of attendance for 1968-69 and 1969-70. As
can be seen from the total means of school percentages, attendance was higher
for six of the school months (second through seventh) in 1969-70 than for the
same months in 1968-69. Two of the four months in which attendance was lower
fn 1969-70 were affected by a 23-day teachers strike,

TABLE C

PERCENTAGE OF ATTENDANCE IN 55 ESEA ELEMENTARY SCHOOLS

SCHOOL MONTH 1968-69 1969-70
First 96.5 96.2
Sacond 95.7 96.3
Third 92.5 96.0
Fourth 92.7 95,1
Fifth 93.1 94.4
Sixth 93,2 95,2
Seventh 93.8 95.6
Eighth 93.9 77.6%
Ninth 93.3 77.8%
Tenth 93.7 93.2

*23-day teachers strike

A correlation was obtained between assigned counselor time and percentage of at-
tendance, The £f{fth and tenth months were used since they were relatively free
of interruption from strike or holidays. Correlations were -0,20 and -0.19,
respectively.

Strengths and Weaknesses

Principals of 33 participating schools praised the progrvam, citing fmprovement
in pupil attendance, attitudes, and achievement resulting from Lts operation.
Eight principals indicated that the program had improved school-home~community
relationships,

Problems mentfoned by principals included the need for more PSA counselors,
faore clerical help, and more office space and telephones. Two principals ex-
pressed the desire that PSA counselors might be more responsive and responsible
to the local school administraiion.

Of 24 counselors returning questionnaires on the conversational Spanish inservice,
14 had attended, They rated "presentation of lessons' and “appropriateness of
lesson content"” highest, while "assistance in learning provided by community rep-

rssentatives" was rated lowest.
LS
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NPS INSTRUCTIONAL ACTIVITY: READING

Abstract

Pupils 960
Schools 30
Staff

Tecachers 31

Supportive Personnel 10

(shared with Matliematics component)
Approximate Cost $390,666

Description: The Reading component f{n the nonpublic schools (NPS) provided
individualized and small-group instruction to children who were deficient in
reading and language skills. Linguistic, phonetic, kinesthetic, and basal
reading experiences were utilized. The primary reading program included grades
two and three, and the intermediate program grades four, five, and six,

Pupfl selectfion was based on available test information and the recommendations
of the principal and teachers. The children were grouped according to their
age, reading ability, and proficfency in English. Thirty-one reading special-
ists, as well as four counselors, five nurses, and one doctor (shared with the
NPS Mathematics component), were assigned.

Time Intervals: The component operated from mid-September 1969 to mid-June 1970.
Class periods ranged from 30 minutes to one hour in length. Working with groups
of six to efght, each specialist taught a maximum of 32 pupils daily.

Activities: Activities were planned specifically to develop verbal and concep-
tual skills, They includad listening to stories, viewing films, taking walking
trips within the community, participating in 1ibrary clubs, choral reading,
storytelling, creative writing, play acting, writing newspapers, and making
puppets and dioramas to share with other classes,

Reading specialists participated in open house activities at the schools, held
parent conferences, spoke at faculty and parent club meetings, and served as
resource persons to the school staff.

A day of pregervice education and 13 fuservice education meetings were conducted
during the school year to help the participating staff in the attainment of the
cbjective., The inservice program consisted of workshops which stressed teaching
methods and techniques, the construction of teaching aides, and administrative
problems connected with the program. Guest speakers participated in the areas

of health, guifdance and counsel ing, intergroup relations, and reading, Inservice
activities included observation visits to public school reading programs.
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Objective:

- To improve classroom performance in reading beyond usual expectations
To raise the median gain of project participants in reading by 1.0 grade
level as measured by standardized tests

Evaluation Strategy: The Stanford Achievement Test (Grades 2, 3) and the
Comprehensive Tests of Basic Skills (Grades 4, 5, 6) were given in 30 schools

to the ESEA pupils and to 4 comparison group which consisted of pupils of similar
initial reading ability who did not receive ESEA reading assistance. Pre- and
posttest reading vocabulary and comprehension scores of the two groups of pupils
were compared,

Results: The objective of achieving one year's growth in a school year (0.1
grade level per school month) was exceeded in all grades. In a span of seven
months between pre- and posttesting, gains ranged from nine months in the second
grade to 16 months {n the sixth grade. The ESEA groups showed gains to a signif-
icantly greater degree than the comparison groups.

Ratihgs by parents, classroom teachers, reading specialists, and administrators
indicated that the program had {mproved the academic achievement of pupils,

Teacher participants reported that the inservice program succzcssfully aided in
achievement of the objective.

Conclusions: The ESEA groups showed significantly higher gains than the compar-
ison groups. The objective was exceeded in grades two through six.

Parent and staff ratings confirmed effectiveness of the component.

Teachers regarded the inservice program as successful,

Recommendatious: The component should be continued, with improved communication
between the classroom teachers and the reading specialists.

A more valid way of selecting pupils for the program should be devised,
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NPS READING

Detailed Report

Attainment of the component objective was evaluated through scores on the
Comprehensive Tests of Basic Skills (Reading) and the Stanford Achievement Test,
Primary 11, Reading, Porms W (pre), and Y (post), and by analysis of staff com-
ments and recomendations and responses by parents to a questionnaire.

The Stanford Achievement Test, Primary II, Reading, was administered to ESEA
Title I pupils and to a comparison group in grades two and three in October 1969
(pre) and June 1970 (post). In grades four through six, Title I and comparison
pupils took the Comprehensive Tests of Basic Skills (Reading) in October 1969
(pre) and May 1970 (post).

The comparison group was composed of pupils who qualified for ESEA reading
instruction but could not be enrolled in the program because of a shortage of
teachers and/or physical facilities.

Ob]eEtlve: To improve classroom performance in reading beyond usual expectations,
: To raise tl.e median gain of project participants in reading by 1.0
grade level as measured by standardized tests.

The Stanford Achievement Test consisted of two parts: Word Meaning and Paragraph
Meaning. The Comprehensive Tests of Basic Skills (CTBS) also consisted of two
parts: Reading Vocabulary and Reading Comprehension.

Analysis of covariance was used.

Means for the ESEA and comparison groups are shown in Table A,

The comparison groups had higher pre mean scores, and the ESEA groups had higher
post mean scores at each of the grade levels (primary, middle, and upper). At

all grade levels the ESEA groups attained higher adjusted mean scores which were
significant at the .01 level of confidence.

The component exceeded its objective of improving classroom performance in reading

beyond usual expectations (raising the median gain of project par:icipants in
reading by 1.0 grade level as measured by standardized tests).
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TABLE A

ANALYSIS OF COVARIANCE BETWEEN ESEA AND COMPARISON GROUPS

ED
N | PRE MEAN | POST MEAN ““figi;f,
Stanford Achievement Test,
Primary II* Word Meaning
ESEA Groups, Grades 2 and 3 400 7.84 19.24 19.73
Comparison Groups, Grades 2 and 3 102 12,30 18.34 16,43

F(1,499) = 16.26%*

Stanford Achievement Test,
Primary II* Paragraph Meaning

ESEA Groups, Grades 2 and 3 400 9.96 24,56 25,32
Comparison Groups, Grades 2 and 3 102 15.00 21,60 18,62
) F(1,499) = 48,57%%

Comprehensive Tests of Basic Skills
Reading Vocabulary, Form R2

ESEA Groups, Gradas 4,5,6 551 11,56 22,85 23,23
Comparison Groups, Grades 4,5,6 181 13.98 17.30 16.15
F(1,729) = 111.82%%

Comprehensive Tests of Basic Skills
Reading Comprehension, Form R2

ESEA GroupB. Grades 6.5.6 551 1‘0-16 22.96 23-15
Comparison Groups, Grades 4,5,6 181 15,36 18.69 18.11
F(1,729) = 69.58%%

*Form W, Pre; Form Y, Pust. **S{onificant at .01 level.

Grade equivalent gains for ESEA pupils are shown in Table B. All grade geins
exceeded the objective of one month's gain for each month of instruction. Greater
gains were made by pupils in grades &4, 5, and 6 with the greatest gain, 16 months
gain in 7 months' instruction, occurring at the sixth grade level, Although these
gains exceeded the sbjective of a month's gain for a nmonth's instruction, there
still remains a decrement in expectancy at each grade level.
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TABLE B

READING TEST RESULTS OF ESEA PUPILS BY GRADES

GRADE EQUIVALENT

GRADE N PRE POST DIFF.
2 161 1.6 2.5 0.9
3 220 1.8 2.8 1.0
4 230 2.9 4.4 1.5
5 180 3.5 5.0 1.5
6 144 4.1 5.7 1.6

Time interval between pre (October 1969) and post (May 1970) was 7 months,
Grade equivalent is based on median raw score,

A program of inservice education was conducted to aid participants in achievement
of the objective,

Teachers evaluated the inservice program on a questionnaire which asked them to
indicate on a 1-to-5, low-high scale, their "Expectations' before the beginning
of each meeting and their "Fulfillment" as of the close of each meeting.

Expectation and Fulfillment ratings tended to range from 2.7 to 3.9 medians,
Three reading-oriented presentations, '"Tutors and Tutees to Enhance Reading"
(3.4 and 4.0 mediens), "Reading Comprehension" (3.3 and 4.0 mediansg), and
"Reading" (3.4 and 4.0 medians), received higher ratings, as did three general
topics, "Enriching learning" (3.3 and 4.1 medians), '"Human Relations Workshop"
(3.3 and 4.0 medians), and "School-Cummunity Relations Workshop" (3.2 and 4,0
medians), Presentations by the Human Relations Coordinator for the Inglewood
Unified School District (3.4 and 4.8 medians) and Dr. William Glasser, Director,
Educators' Training Center and Institute for Reality Therapy, (4.5 and 4.8
medians) also received high ratings.

Strengths and Weaknesses

0f 707 parents responding, 96% stated that their children improved in reading,
and 99% were in favor of having the program continued. Open-end comments by
186 of these parents supported these high ratings. Parents' responses are
summarized in Table C.
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TABLE C

PARENT RESPONSES

1TEM YE:ERWANTAGEO K
Do you feel your child improved in reading? 96 4 699
Does your child do more recading at home? 83 17 697
Has your child's atticude toward school improved: 93 2 686
Did you receive information about the program? 83 17 690
Would you like to have this program continued? 99 1 69%
Did you visit the program? 50 50 693
Table C is based on Form 021P, T Maximum N = 707

Comments by 757% of the 81 regular classroom teachers who responded indicated
that they had observed improved academic achievement by their pupils, Ten
teachers suggested a need for better communication between themselves and the
reading specfalist and for a better way of selecting pupils for the program.

Open-end comments by the ESEA reading specfalists indicated that small class
size, excellent materials, and freedom to innovate were strengths of the program,
A weakness, the specialists felt, was that testing materials were not geared to
the level of remedial children. They rbcommended that a different test be used
to evuluate reading achievement, although the teat results would indicate that
such a change is not necassary.

Of the 24 administrato s responding, 21 concurred with parents and teachers that
the children had made noticeable academic improvement,
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NPS INSTRUCTIONAL ACTIVITY: MATHEMATICS

Abstract
Pupils 909
Schools 30
Staff
Teachers 29
Consultant 1
Supportive Personnei 10
(shared with Reading component)
Approximate Cost $361,447

Description: The Mathematics component in the nonpublic schools provided instruc-
tion to small groups of children who required help in that area. Activities were
planned to improve skill in computation, abstract thinking, and practical applica-
tion' of mathematical knowledge. The primary mathematics program included grades
two and three, and the intermediate program grades four, five, and six.

Bases for pupil selection were results of available test scores, recommendations
of principal and teachers, and results of informal tests given by mathematics
specialists. Twenty-nine mathematics specialists (in two schools the specialist
devoted half of her time to reading and half of her time to mathematics) and one
consultant, as well as four counseclors, five nurses, and one doctor (shared with
the NPS Reading component), were assigned.

Time lntervals: The component operated from mid-Septgnber 1969 to mid-June 1970.
Class pericds ratnged from 30 minutes to one hour in length. Each specialist,
working with groups of six to eight, taught a maximum of 32 pupils daily.

L]

Activities: Textbooks and many toncrete and manipulative devices were used to
help the children crystalize their hasic mathematical concepts. Simulated ex-
periences in buying, selling, banking, etc., added practical dimensions to the
program,

To assist participants in achievement of the objective, a day of preservice
education and 13 incervice education meetings were conducted during the school
year, consisting of workshops which stressed teaching methods and techniques,
the construction of teaching aides, and consideration of administrative prob-
lems connected with the program. Guest speakers discussed health, guidance and
counseling, intergroup relations, and mathematics. Inservice participants
visited and observed public school mathematics programs. In additfon, inservice
workshop classes were held every two weeks for three smaller groups.
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Objective:

- To improve classroom performance in other skill areas (mathematics) beyond
usual expectations
To raise the median gain of project participants in mathematics by 1.0
grade level as measured by standardized tests

Evaluation Strategy: The Cooperative Primary Tests, Mathematics (Grades 2, 3),
and Comprehensive Tescs of Basic Skills, Arithmetic (Grades 4, 5, 6), were given
in 30 schools to the ESEA pupils and to a comparison group which consisted of
pupils of similar i{nitial mathematii. 1 abflity who did not receive mathematics
assistance in the ESE? component, Pre- and posttest arithmetic scores of the
second- and third-grade ESEA pupils and pre- and posttest scores in computation,
concepts, and application of the fourth-, fifth-, and sixth-grade ESEA pupils
were compared with scores of their non-ESEA counterparts in the comparison groups.

Questionnaires and rating scales were completed by parents and staff at midyear.

Results: The objective of achieving one month's growth in mathematics for each
month of {nstruction was more than doubled in grades 4, 5, and 6. In saven
months of instruction, gains in those grades were 16 and 17 months.

Adjusted mean scores of the ESEA groups at grade levels two through six were
higher than the adjusted mean scores of the comparison groups. 1In every case
gains were made which were statistically significant at the ,01 level of con-
fidence in favor of the ESEA group.

Botn the general {nservice and the workshops were endorsed by the mathematics
specialists.

Regular classroom teachers, mathematics specialists, and administrators reported
fncreased pupil interest and academic achievement,

Reporting that thefr children had improved {n arithmetic, parents endorsed com-
ponent activities and were in favor of having the program continued,
Conclusfons: The objective was exceeded in grades two through eix, The ESEA
groups showed significantly higher gains than the comparison groups.

Parent and staff ratings confirmed the effectiveness of the component.

The mathematics specialists regarded the inservice program and the workshops as

successful,

Recommendations: The component should be continued. Provision should be made
for parent workshops. Specific guidelines should be established for pupil
felection,
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NPS MATHEMATICS

Detailed Report

Attainment of the component objective was evaluated according to scores on the
Cooperative Primary Tests (Mathematics) and the Comprehensive Teste of Basic
Skills (Arithmetic) and by analysis of staff comments and recommendations and
responses by parents to a questionnaire.

The Cooperative Primary Tests (Mathematics, Form 23A) was administered to ESEA
Title I pupils and to a comparfson group in grades two and three in October 1969
(pre) and May 1970 (post). In grades four througli six the ESEA Title I and
comparison pupils took the Comprehensive Tests of Basic Skills (Arithmetic) in
October 1969 (pre) and May 1970 (post). Comparison groups were composed of
pupils who qualified for ESEA mathematics {nstruction but could not be enrolled
in the program because of a shortage of teachers and/or physical facilities.

Objective: To improve classroom performance in other skill areas (mathematics)
beyond usual expectations.
To raise the median gain of project participants in mathematics
by 1.0 grade level as measured by standardized tests,

The Cooperative Primary Testd consisted of Part 1 (where the teacher read the
stimulur material), and Part 2 (where the pupil worked on his own with printed
stimulus mater{al). Scores on the two parts were combined intc one total score,
The Comprehensive Tests of Basic Skills (CTBS) consisted of three perts: Arith-
metic Computation, Arithmetic Concepts, end Arithmetic Applications.

Means for ESEA and comparison groups are shown in Table A, The ccmparison
g-oups had higher pre mean scores, and the ESEA groups had higher post mean
scores at each of the grade levels (2 through 6), Analysis of covariance
revealed that the ESEA groups also had higher adjusted mean scores, with
differences in gains statfstically significant at the .01 level of confidence.

‘ 127




TABLE A

ANALYSIS OF COVARIANCE BETWEEN ESEA AND COMPARISON GRCUPS

TEST AND GROUP N PRE MEAN POST MEAN AD;giEED
1
Cooperative Primary Tests
Mathematics, Form 23A
ESEA Groups, Grades 2 and 3 214 23,49 38.66 38,68
Compariscen Groups, Grades 2 and 3 51 23.71 29,80 29,71
F(1,262) = 54,21%%
Comprehensive Tests of Basic Skills
Arithmetic Computation, Form R2
ESEA Groups, Grades 4,5,6 646 21,37 32,94 33.16
Comparison Groups, Grades 4,5,6 198 22,93 29,13 28.41
F(1,841) = 81,19%%
Comprehensive Tests of Basic Skills
Arithmetic Concepts, Form R2
ESEA Groups, Grades 4,5,6 646 10,87 18.07 18.19
Comparison Groups, Grades 4,5,6 ‘198 11,57 13.94 13.54
F(1,841) = 177.87%%
Comprehensive Tests of Basic Skills
Arithmetic applications, Form R2
ESEA Groups, Grades 4,5,6 646 5.7 92.57 9.70
Comparisecn Groups, Grades 4,5,6 198 6,64 7.65 7.21
F(1,841) = 72.47%%
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Grade equivalent gains for ESEA pupils are shown in Table B. A measure of
success in achievement of the objective of one month's gain for each month of
instruction is available for grades four through six. In those grades the
gains exceeded the objective by more than double, gairs of 16 and 17 montus
being achieved in seven months. Although these gains far exceeded the objec-
tive, there still remains a decrement at each grade level.

TADLE B

MATHEMATICS TEST RESULYS OF ESEA PUPILS BY GRADES

GRADE EQUIVALENT

GRADE N PRE ___POST DIFF,
2 56 614 e
3 158 18%1i1e 43%1 ie
4 220 2.9 4.5 1.6
5 219 3.4 5.1 1.7
6 197 A 6.0 1.6

Time interval between pre (Octogg} 1969) and post (May 1970) was 7 months,
Grade equivalent and percentile equivalent are based on median raw score,

[

A program of inservice education was conducted to aid participants in achieve=-
ment of the objective. Teachers evaluated the inservice program on a question-
naire which asked them to rate their "Expectations'" before the beginning of each
meeting and their "Fulfillment' as of the close of each meeting.

"Expectation'' and "Fulfillment' ratings tended to range from 2,7 to 3,9 medians
on a l-to-5 low-high scale, Four mathematically oriented presentations, "Q-Rods"
(3.9 and 4,6 medians), '"Math, Rand Corporation" (4.5 and 4.4 medians), "Mathe-
matics" (4.5 and 4,9 medians), and a lecture by Dr, George Moore, associate pro=
fessor of engineering at USC (3.3 and 4,6 medians), received higher ratings,

Five general topics, reported in the NPS Reading evaluativn, also received high
ratings.

In addition to attending generel inservice, the mathematics specialists divided
into three groups and met for workshops one hour every two weeks.

A questionnajire designed to evaluate these workshops asked teachers to rate, on
a 4-point scale, how much the workshops had increased their knowledge of a wide
range of mathematical concepts aud principles and techniques, Ratings by two

of the groups ranged from 2,8 to 4.0, with highest ratings going to recognizing
shapes, ratio and proportion, Cuisenaire rods, plotting points, linear graphing
(slope), ard linear graphing (intercept). Ratings by the third group were lower,
ranging from 1,3 to 3,8, with highest ratings going to attribute blocks and
plotting points,
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Strengths and Weaknesses

0f 632 parents responding to a questionnaire, 35% stated that their children
improved in arithmetic, and 99% were in favor of having the program continued.
Their responses are summarized jian Table C. i

TABLE C

PARENT RESPONSES

Do you feel your child improved in arithmetic? 95 5 614
Does your child do more arithmetic at home? 76 24 607
Has your child's attitude toward school improved? 94 6 599
Did you receive information about the program? 76 24 614
Would you like to have this program continued? 99 1 617
Did you visit the program? 37 63 617
Table C is based on Form 022P, Maximum N = 632

In open-end comments, 59 of 82 (72%) regular classroom teachers responding to
the questionnai:e reported that they had observed increased pupil interest and
academic achievement. Six teachers mentioned that the use of manipulative aids
was very helpful in instructing children.

The 21 mathematics specialists who responded cited as mijor strengths of the
program freedom of the teacher to develop programs with individual children (13),
small class size (l1), inservice meetings conducted by capable leaders (3), and
supplies and equipment (3).

Weaknesses of the component mentioned by the specialists were late arrival of
materials (5), slowness of communication between supervisors and school (3), and
lack of an adequate method of evaluating pregress of the children (3).

The following recommendations were made by the specialists: expedite return of
test results (This was accomplished by reporting to them at year end the growth
their pupils had made,), set up parent workshops, provide definite written guide-
lines for pupil selection (grade lev.l, number ner class, high and low percen-
tile, I1.,Q. limitations), and devise or obtain another test that can be used with
ESEA remedial children, (Test results, of course, showed that these children

did well on the test used,)

Administrators (21 of the 24 responding) stated in their open-end comments that
the specialists were interested in the children and were making every effort to
help them, Eight of the principals mentioned fine rapport between staff and
the mathematics specialists,
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NPS SUPPORTIVE SFRVICES: PARENT INVOLVEMENT, STAFF DEVELOPMENT
AND INTERGROUP RELATIONS

Abstract
Participants
Parent Involvement 4145
Staff Development Approx. 100
Intergroup Relations 2257
Schools 30
Approximate Cost (Included in NPS

Language Arts)

Description: Programs in Parent Involvement, Staff Development, and Intergroup
Relations were a part of EGSEA Title I supportive services activities for non-

public schools in 1969-70,

Programs in the participating schools, grades one through six, involved regular
staff members and specially funded personnel and were designed to improve
academic achievement of Title I youngsters in these schools.

Time Intervals: Activities were conducted from September 1969 through the end
of the school year in June 1970.

[

Activities: Accompanied by parent volunteers when possible, NPS pupils took
field trips, not only for the educational value of these school journeys but
also to become acquainted with children from other sections of the city whose
culture and environmenit were different from their own, Additional plans for
interschool enrichment-type activities had to be dropped when ESEA funds were
curtailed; however, ethnic studies and consideration of minority contributions
to society were incorporated in the remedial program, when possible, throughout
the year.

Advisory committees of parents and parent-teacher groups mect regularly and
scheduled programs for their meetings that included demonstrations of teaching
techniques, workshop sessions, and presentations by cutside speakers, Parent
volunteers assisted teachers in the classroom, and the schools encouraged after-
school father-son, mother-daughter, and family activities.

Staff development programs for ESEA personnel in the NPS program included pre-
school workshops and inservice education meetings on nonpublic school holidays.,
Teaching aids were constructed, and workshops also dealt with teaching methods
and techniques, understanding of the culture of poverty, and administrative
problems connected with the program. Guest speakers trom the areas of curric-
ulum, health, and guidance and counseling took part.

Inservice education programs for the specially funded teachers were open for
regular faculty of the ronpublic schools who also received special invitations
to certain sessions. This was done so that continuity of programs, understand-
ing, and a team relationship might be established for the benefit of pupils.
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Objectives:

- To raise the academic achievement level of ESEA Title 1 participants

- To improve communications among school, home, and community resources

~ To assist parents in understanding the educational program of the school

- To provide inservice education

~ To change inr a positive direction attitudes toward other ethnic'groups
through multicultural experience

Evaluation Strategy: Academic achievement of Title I participants, as reported
in the evaluation of instructional components, was measured by the administration
of standardized tests.

A questionnaire to be completed by administrators was designed to obtain a
description and evaluation of activities in parental involvement, staff develop-
ment, and intergroup relations in their schools.

Results: Parental Involvement, staff development, and intergroup relations were
found to be part of ESEA supportive services in the nonpublic schools. Effects
of these activities on academic achievement of youngsters could not be measured
directly,

Work in parental involvement and staff development appeared to be more extensive
than were programs involving intergroup relations.

Conclusions: Effects of the supportive services on academic¢ achievement of young-
sters were measured, but only indirectly, by standardized tests of achievement.

It 1s difficult, 1if not impossible, to distinguish between general Diocese pro-
grams in the supportive services areas and ESEA programs or activities.

Recommendations: If Intergroup experiences are recognized as having value for
youngsters, interschool enrichment-type activities should be planned for the
coming year and included in the 1970-71 budget, ’

If ESEA services are designed to benefit only ESEA youngsters, steps should be
taken to develop and evaluate unique activities in parental involvement, staff
development, and intergroup relations. Such activities should be distinguish~
able and separated from general Diocese programs or activities.
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NPS PARENT INVOLVEMENT, STAFF DEVELOPMENT, INTERGROUP RELATIONS

Detalled Report

3

Administrators of 22 nonpubiic schools replied to a questionnaire designed to
evaluate activities in the supportive services fields of parent involvement,
staff development, and intergroup relations. Reactions of participants in
inservice education programs also were obtained. These responses are reported
in the evaluation of specific instructional components.

Objective: To raise the academic achievement level of ES A Title I participants.

It 15 assumed that involving parents in the school program, increasing the
competence of the staff, and providing intorgroup experiences all affect pupils'
academic achievement. However, these assumed effects can neither be measured
directly nor attributed with any certainty to one of the three supportive gervices
activities rather than to another.

Standardized tests were used to measure levels of academic achievement reached
by participants in the Reading and Matbematics components.

Objectives: To improve communications among school, home, and community resources.
To as3zist pzrents in understanding the educational program of the
school.,

Iwenty-two NPS principals indicated on an Administrative Evaluation of Supportive
Services questionnaire at midyear that Parent-Teacher Associations or parent

groups were active in all but one of their schools. The administrators listed

a total of 4145 members in the 21 schools that had PrA's, with individual school
memberships ranging from 70 to 364 (197.4 average), and from 22% to 103% of
enrollment (Memhership of teachers and of both parents of a child can account

for membership greater than enrollument;. The total memberghip of 4145 represented
60% of the schools' enrollment.,

More than two-thirds of the parent groups had scheduled nine or ten meetings
for the year, with an average attendance of 95 (range, 27 to 250) at meetings
from September through January.

Principals' responses indicating the number of parents active as PTA officers
and/or committee members can be summarized as follows:

Number of Numbrr of Parents
Schools Active as PTA Officers
Reporting and/or Committee Members TOTAL
1 0 0
2 4 8
1 5 5
1 6 6
2 8 16
5 10 50
1 11 11
2 12 24
2 15 30
1 24 24
3 25 75
1 L 30 30
Y 22 279




Three schools reported the employment of one parent eaclh, while the remaining
schocls said that they had no parents as paid employees. At 19 schools, how-
ever, parents served as volunteer aides. 7Two schools repocrted having oné

such volunteer; and, at the other extreme, one had 40 volunteers. Altogether,
18 princinals reported 188 volunteers, who gave an estimated 405 hours of
service to the schools per week; and one other principal, who did not estimate
hours of time given, said that almost all the mothers voluntcered at least
some service during the ycar.

Conferences, Classes, Programs

Twenty of 21 principals said that their schools made provision for parent con-
ferences, including minimum day scheduling to permit early dismissal of pupils,
the setting up of after-school and evening schedules, and provision of substi-
tute time or class coverage.

Two schools offered workshops in math for parents, and two had classes in read-
ing. These four programs reached an estimated total of 145 parents. Four
principals had established classes for Spanish-speaking parents, and two report-
ed the offering of classes (with average attendance of 20 and 25) in which
parents might study children's motivations and behavior. One school had a
class for preparation of teacher aides (enrollment, 13). Parent classes study-
ing the primary program, Black history, and child care each were mentioned by
one principal.

School programs involving parents included Christmas or other seasonal or reli-
gious program (9 mentions), home visitation (8), Open House (7), Men's Club (4),
Parents' Club (3), art festival or exhibit {3), and (two mentions each) sports
activities, academic competition-speech tournaments, award presentations, and

a gchool bazaar. One mention each went to block parents, room mothers, a
science fair, a talent show, a music/dance festival, a fashion show, school
drives, talks by parents at a job opportunity awareness program, and provision
of a liaison teacher,

Only one administrator felt that the amount of parent participation had declined
from the 1967-68 school year; 11 said that it had remained about the same, and
10 that it had incrzased.

Objective: To provide inservice education.

NPS .. ministrators reported the number of instructors involved In staff develop-
ment activities, as follows:
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Number
Accivity Involved

General faculty meetings at which teaching techniques are
consideved, or guest speakers on education or the community

appear 00 000D 0000000 PRCRROROCOETREOCORNDOOEOEOCEOINTORGOIOEDOIPOEPROROPOIOIELOEROOTTOORREOEOY 106

Smaller meastings by grade level taught, special field of

interest, or similar division escecssccrscsccsessersscsccrocenes 75
Area IinServiCe secesseessecssessscssscssscsraseossratsosassssons 51
Consultabtion sueeeesaeseosessasssvecssessnssssssessncssoossonssssn 37
Clazsroom ovservation in own s5chool c.ieeeessssoosscsssssscnsnses 27
Visitation and observation at another School suieseesssecssscsses 10
District inservice sseecsesescsceso-secrsoasessscosorasanssvocee 10

Reactions of ESEA Title I-funded teachers to inservice education sessions in read-
ing and mathematics are shown in evaluations of these instructional components.

Principals attributed success of staff development activities to division into
grade levels or sections, the setting up of goale and evaluation of accomplishment,
faculty sense of respousibility, faculty interest in students and special learning
problems, and teachers' awareness of the school's willingness to provide inservice
education programs for them. One ezdministrator mentioned encouragement for
teachers to attend activities sponsored by colleges and professional groups
through provision for substitutes,

Objective: To change in a positive direction attitudes toward other ethnic groups
through multicultural experience.
Finances for formal PIE-type exchange programs were eliminated in budget cuts, but

administrators reported the following activities to build better understending and
improve attitudes toward othex groups.
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Number of

Activity Schools Reporting
School jOUrney tours S0 00 P00 0000 ss BB POR RN ERIOIIIRNRIBGOSS 5

Provisions of ethnic studies cen?!r(s) in classroon or

libr&ry S 000 00010 PPN EDE AN ROEB OB RN0ERNOBOILONOIOEtREESD 3

Development of curriculum materials dealing with
contributions of minority groups PesestcsrtesrratIPas e e 3

Recruitment and employment of minority group people

from the community S 0008 003 000000000000 00000000000 srsREED 2
Sister-school program S ed %0 s 0000 00000000000 0000000 datee 2
School newspaper exchange or speaker's buredu ...eessvoeses 1

Other exchange of pupils and/or teachers with schools
of different ethnic Compositions RN RN I N RN I N I SN B N I 1

Assembly speakers or programs promoting intercultural under~

Staﬂding S0 010200000 Eres NP0 PR Lte Rt seet a0 RsTIERNRETS 1

Sensitiv1ty training for Staff members [N R N N N AN AN A 1
Other apprcaches to improve intergroup relations:
Spe0181 achool CEIEertions seeetse et attonensssssaase 1

Attending meetings and showing interest ..esseeescese 1

The six principals who recorded the above activities estimated that 2257 partici-
pants were involved.

Many principals did not complete the section of the questionnaire that dealt with
intergroup relations. This may be interpreted as a further indication of less
activi.y in this area, at least at midyear, than in parent invelvement and staff
development.

Strengths and Weaknessges

Nonpublic schools are increasing their awareness of the importance of parent in-
volvement and of the values of staff development and intergroup experiences.,
Efforts are increasing in these fields.

It is difficult, if not impossible, to distinguish between general Diocese pro-
grams in parent involvement, staff development, and intergroup relations and act-
ivities in these three supportive services areas specifically developed through
ESEA funds and limited to ESEA Title I pupils, their teachers, or their parents,
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READING AND MATHEMATICS CORE

At utract
Pupils (Grades 7-9) 3055
Schools 15
Reading teachers 31
Mathematics teachers 31
Education aides III1 62
Counselors 15
Counselor interns 6
Clerks 27
Compensatory education coordinators 15
Dates 9/69-6/170
Cost budgeted $2,898,816

Description: The Reading and Mathematics Core consisted of two components
designed to improve *he pupils' achievement in these areas.

‘The reading/language development component provided intensive instruction I>r
the improvement of skills in reading, listening, speaking, and writing.

The mathematics comporent presented fundamentals of mathematics, provided for
understanding of certain mathematical- ideas, and developed reading skills for
the understanding of mathematics as it is needed in everyday living and in
the pursuit of advanced 2educetion,

Pupils assigned to the Reading and Mathematics Core were able underachievers:
that is, pupils of average or above-average ability who had been achieving two
or more years below their grade level., Class size was limited to 20. Negro
pupils accounted for 64% of the ESEA enrollment, Mexican American 34%, and
other ethnic groups 2%.

Participating junior high schools each had a compensatory education coordin-
ator, in charge orf the school components, and a counselor, who also taught one
period of reading. Each class had a teacher, specializing in the component
subject, and the services of an education aide. In additicn, there were
intermediate clerks and clerk typists in the SAC offices serving ESEA persornel.

Time lntervals: 71he reading and mathematics classes were conducted daily

from mid-September 1969 to mid-June 1970, excebt for the two-week Christmas
holidays, the one-week spring vacation, and the four and one-halt week period
of the teachers strike late in the school year, Consequently, instead of the
eight months of instruction expected tatween pre- and posttesting, there actu=
&lly were six. Proportionately, this reduces the objective of 10 months'
achievement in eight months to eight months' achievement in six months, The
pupils took one class daily in reading and language development, and one class
in mathematics,
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Activities: Pupils enrolled in the Reading and Mathematics Core received
individval tutoring facilitated by a full-time teacher aide working with the
regular teicher in each class. All teachers and aides were trained to use
prescriptive teacking, the major instructional technique i{n the Core, which
involves diagnosing or studyii.z the needs of each pupil and then prescribing
or preparing and applying instcuction to meet those individual needs.

Experimental commercial study kita, skills books, an¢ independent readers, as
well as teccher-made materfals, wer¢ used to individualize finstruction.

Workshops were conducted tor all afdes, teachers, and counselors in the pro-
gram, and for the compensatory education coordinators, to assist them in
attainment of the objective,

Counseling, psychological, and health services, intergroup relations activi-
ties, and parental involvement supported the achievement component,

Objective:

- To raise the median achievement level of project participants in reading and
mathematics by 10 grade-norm months in 8 months, &8s measured by standard-
fzed achievement tests

Evaluation Strategy: Standardized achicvement tests (CTBS) in reading,
language, and arithmetic were administered in October (pre) and in May (post)
to all ESEA classes and to selected non-ESEA classes. Comparison pupils were
enrolled {n regular Di.trict English and 'mathenatics classes,

Nonstandardized achievement and attitude tests were administered to selected
ESE\ and ccuparison groups. In additfon, queetionnaires were completed at
year-end by staff members, pupils, parents, and inservice participante

Results: On standardized tests (CTBS) FSEA pupils made significantly greater
gains (at the .01 level) than did coaparison groups ir readirg comprehenstion
and arithmetic computation, while coaparison groups made significantly greater
gain (,05) in arithmetic application, There was no significant difference on
the other five subtests.

On the nonstandardized achievement tests, no significant differencer between
ESEA groups and comparison groups were found. A positive correlation was evi-
dent between 1Q and test scores,

The component'« gtated performance odbjective, refigured on actual inatructional
time, a8 previously explained, called for eight months' achisveaent fun six
months, The gercentage of pupiis who gained eight or more months on the CTBS
ranged frcm & low of 27% of the sevanth graders (in vocabulary) to & high of
48% of ninth graders (in avithmetic coaputation).

Prescriptive teaching was significantiy successful in reading vocabulary and

in arithaetic computation and cohcepts, while nonprescriptive showed signifi-
cant gains in language mechanics and expression. Only 9 (20%) of the &6
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reading teachers and 9 (2Y.) of the 31 mathematics teachers were judged by
central office specialists to have implemented the full range of prescrip-
tive teaching techniques,

Administrators, staff, pupils, and parents generally approved of the program,
Parents stated that 3AC teaching was good but also felt strongly that more of
their suggested solutions to local school problems should be accepted. Pupil
comments strongly favored the SAC program but were divided in their feelings
about teachers,

Conclusions: Instructional objectives were partially met, as measured by
standardiged tests.
According to survey data, inservice objectives were met.

Prescriptive teaching was significantly successful in three of the eight areas
tested; nonprescriptive teaching was significantly successful iu two,

Staff, pupils, and parents supported the Program.

Recommendstions: Teachers and other staff personnel should continue to
develop prescriptive techniques so that all SAC teachers will use this type
of teaching. The techniques of successful prescriptive teachers should be
studied for wider application.

Central office staff should follow up pupils' critical comments about teacherxs.

Attention should be gfiven to improving school-comaunity relations, with rore
information about SAC sent home and more parent participation invited.

The use of teacher-made nonstandardized tests should be expanded 8o that more
frequent process evaluation and feedback would be possible,
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READING AND MATHEMATICS CORE

Detaiied Report

Data from two interrelated activities, reading/language instruction and math-
ematics instruction, which form the Core package, are combined in this report.
Attainment of the com;onent objective was evaluated according to the following
fndicator variables: pupil scores on standardized reading, language, and
arithmetic tests; pupil scores on nonstandardized reading and arfthmetic tests;
and pupil, staff, and parent ratings of the components.

The pupils assigned to the Reading and Mathematics Core were selected as able
underachievers; that is, pupils of average or above average ability who had
been achieving two or more years below their grade level, Class size was
limfted to 20. Comparison pupils were enrolled in regular District ¥nglish
and mathematics classes.

The reading, language, and arithmetic sections of the Comprehensive Tests of
Basic Skills (CTBS) were given at the beginning and end of the school year to

all ESEA classes and to selected non-ESEA classes. T 3iEA pupils took two reading-
oriented classes~-reading and language, plus arithme lc. The )anguage component
provided intensive fnstructfon for the fimprovement of skills in reading, listen-
ing, speaking, and writing. The mathematics compunent presented fundamentals of
mathematics, provided for understanding of certain mathematical ideas, and
developed reading skills necessary fcr the understanding of mathematics as it is
utilized in everycay living and in the pursuit of advanced education.

Teacher+designed nonstandardized reading and arfithmetic tests were administered
to selected ESEA and comparison classes,

Al)l ESEA pupils were interviewed during the school year by ESEA counselors.
Records were maintained of all such counseling, as well as of health sivvices
given the pupils (reported under the Auxiliar; Services component).

Pupil ratings of program effectiveness were obtained at year-end from selected
pupils in each ESEA school.

Questionnaires rating the program wete completed by selected staff personnel,
pupils, and parents at year-end,

Objective: To rajse the median achievement level of project participants in
reading and mathematics by 10 grade-norm months it 8 months, as
measured by standardired achievement tests.

Fora Q3 of the CTBS was administered in October 1969, and Fora R3 in May 1970,
to all ESEA reading classes and to selected comparison English classes.

An analysis of covatiance (Table A) showed that ESEA pupils made significantly
greater gains on two of the eight CTBS subtests, vcading comprehension and
arithmetic computation, at the .0l level; while the comparison pupils made sig-
nificantly grester gain in one, arithmetic applications, at tae .05 level.
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ESEA Negro pupils, when compared to non-ESEA MNegro pupils (Table B), made sig-
nificantly greater gain in one CTBS subtest, vreading comprehension, at the .0l
level. There was no significant difference in the other subtests.

ESEA Mexican American pupils, when compared to non-ESEA Mexican American pupils
(Table C), made significantly greater gains in three CTBS subtests; reading
comprchension and arithmetic computatioa, at the .01 level, and arithmeti:
concepts at the .05 level. There was ro significant difference i{n the other
subtests.

Mexican American groups made substantially greater gains than the Negro group:.
Both ESEA ethnic groups advanced more than their ethnic comparison groups.

Over the cight CIBS subtests, the ESLEA grade equivalent gains were greater
than those of the comparison groups on s£ix tests, the sawe on one, and less on
one, In reading and language, ESEA pupils made three months' gain, to two for
conparison pupils. In arithmetic, ESEA gained an average of five months, to
four for comparison.

Between the pre- and posttests instruction wa~ interrupted by two weeka of
Christmas holidays, one weeck of spring vacation, and four and pne-half weeks of
a teachers strike in the latter part of the school year. With the added loss

of tim2 occasioned by the teachers strike, less than sfx months of instructional
time remained, which, with the attendant unrest, affected both staff and pupils
to an unmeasurable extent and probably diminished effective instructional time
to considerably legr than six months.

The component's stated performance objectfve was to achieve ten months' achieve=
ment in eight months' of instruction. Since actual instructional time turned

out to be about six months, the ten and eight months can be reduced proportione
ately to eight and six, respectively, Table D, designed to this proportion, shows
the percentage of pupils who gained eight or more months in the six months' tes-
ting time. On individual subtests of the CIBS, pupils who attained eight or more
months of gain ranged from a low of 27% of the seventh graders, in vocebuiary, to
a high of 487 of ninth graders, in arithmetic computation. Mean percentages of
all eight g1btests showed 327 for seventh graders, 37% for eighth, and 36% for
nlnth .

An analysis of pupils' post grade placerent (Table E) showed that some pupils
teached their grade level and, therefore, might qualify to return tu regular
classes in 1970-71. 1n language mechanics 13% of seventh graders, 16% of
eighth, and 14% of ninth graders attained their grade level norm. There were
lesser gains in each of ti~ other CTBS subtests,

Pupils enrolled in the SAC Reading and Mathematics Core received individual
tutoring based on a diagnosis wmade by SAC teachers of their neede. The tutoring
wag facilitated by the presence of a full-time teacher aide, in addition to the
regular teacher in each class,

Ingservice education provided all SAC teachers with help in prescriptive teach-
ing, involving diagnosing or studying the needs of each pupil and then pre-
scribing, preparing, and agplying instruction to meet individual needs,

Although all SAC teachers were exposed to prescriptive teaching, and some used
a portion of the methods taught, only 3 of 46 SAC reading teachers and 9 of 31

141




arithmetic teachers wera identified by central office specir.lists as using pre-
scriptive teaching techniques. An analysis of ESEA classes using prescriptive
teaching, as compared with ESEA claases using nonpresciptive (regular SAC)
teaching, is summarized in Table F. The results showed that, on the eight CTBS
subtests, there was no significant difference i1, pre-post gain in reading com-
prchension, language spelling, and arithmetic applications; nonprescriptive
teaching was significantly better (at the .05 level) in language mechanics and
expression; and prescriptive teaching was significantly better in reading vocabu~
lary (at the .0l level) and in arithmetic computation and arithmetic concepts

(at the ,05 level).

Prescriptive tcaching wis most successful in reading and arithmetic, while ncn-
prescriptive showed gireater gains iu language.

Teacher-designed seventh-grade tests in arithmetjc and reading were administered
to ESEA seventh-grade pupils. The reading test (Reading Review 1) was given in
February 1970. In April the arithmetic test (Arithmetic Review 1) was given,
Comparison teeting was accomplished with AB938 seventh graders in similar pro-
grams in June 1970, These results, none statistically significant, are shown
in Table G.

T.e ESEA seventh-grade pupils were, by selection crileria, able underachievers
(mean IQ of 92,5), while the comparison AB938 pupils included all of the seventh~
grade pupils in their project school (mean 1Q of 44.8).

Strengths and Weaknesses

Although all ESEA teachers received {nsetvice instruction in prescriptive teach-
ing, the majority did not utilize ft. RESEA teachers need more intensive insecrvice
fn prescriptive teaching and more motivation tc use {it,

Data indiccted that the AB938 pupils of comparable 1Q achieved more in all areas,
except for arithmetic, in the range below 70 1Q, and for reading, in the range
between 71 and 80. 1t should be noted, however, that the AB938 comparison pupils
had approximately three months' more instruction in reading than the ESEA pupils
(excluding teacher~strike time), and two months' more instruction in arithmetic.
No siguificant differences were foutd from t tests applied. In genera) a positive
correlation was evident betwzen 1Q and test score.

Reliability was calculated for both teacher-made instruments: r = .80 foc reading
and .35 for arithmetic (by KudersRichardson formula 20),

It might be noted that the SFP Measurement and Evaluation Branch provided SAC

sct ol and central office staff with computer printouts of pre and post CTBS results,
arranged by individual pupil and by class, to be used as additional finput for the
process of prescriptive teaching.

Eighty-aine (40%) of 225 staff meabers responded to the Staff Questionnaire.’ Of
these, 364 were classroom teachers, 20% were acainistrators, 17% were counselors,
and the remaining 27% were reading and mathematics specialists, teacher aides, or
clerical personnel.

Personnel L om the vatious groups tusponded to evaluation of the several workshops
offered during the year in the following percentages: workshops in resding and
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mathematics were evaluatad by 36% of those responding, writing behavioral objec-
tives by 26%, intergroup relations by 18%, and PACT Coordinators by 13%., Aldes,
clerical, and instructional media workshops accounted for the remaining 25%.

Median responses ranging from 1.6 to 2,1 were all positive (all below 3.0 on a

1 to 5, positive~to-~negative scale, except in cases where the item was so stated
as to raeverse the direction), with an average median rcsponse of 1,6, (Sea
Table ll,) The staff felt most affirmatively about the greater ease in the im-
provement in counseling skills (4.8) (Sce footnotes @ and b rable H.), and in
writing behavioral objectives {1.7). They felt weakest in understanding of
intergroun relations (2.1), and in improvement of attitudes toward the effects
of poverty on children (2.0).

Staff reaction to items relating to improvement of instructional skills averaged
1.8 on the scale described above.

The overall comments regarding workshops in staff instruction were parsaliel to
the overall rating of all workshopst generally approving, but not strongly
favorable, Omne=third of the respondents felt that this workshop was '‘a waste
of time," "not well prepared," "confusing"; that it "lacked leadership," and
""did not help." The balance uf the responses was neutral or mildly approvingt
“beneficial," '"gained better understanding," "very useful," 'fine at firste=
then repetftious and boring."

Administrators judged the workshop for coordinatours to be good, and all comments
were favorable,

Clerks felt theix workshops did not apply to them and that the equipment demon=
strated was not appropriate.

Forms for pupil evaluation of SAC were distributed to two randomly selected SAC
classes fn each school. Of the 600 forms sent ouc, 550 (91%) were returned.
Each pupil received an enveloge with his questionnaire, and upon completion of
the evaluation he placed the fora in the envelope and sealed it, As a result of
this protection of privacy nearly 50% of the pupiis returning questionnaires
wrote cotments which in quantity and qualit: were superi~y to such responses in
previous years.

Pupils were asked to rate questions from Strongly Agree (1) to Strongly Disagree
35) (fable 1), They gave highest rankings to their ability to get along with

1,8) and reading (1.9) and lowest rankings to their ability to get along with
other kinds of kids (2.6) and to medical care {2.4)., All ratings, however, were
positive,

Pupil couments concentrated mainly on the help received from the SAC progran
(45% of the responses). They indicated that through the progeam they had
learned more (than in regular classes), had received more attention, and had
enjoyed the experience. Many indicated a desire to remain in the program and
wrote that the SAC should be enlarged to include more students,

Of the 270 pupils who wrote coments 15% said something about thefr teachexs,
Their comments clustered in one extreme ot the cther: '"excellent," or "mean
and grouchy."” On the positive side they wrote, typically, "I like the way the
teacher listens and lets you say what you want to' and "they talk with you and
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help you understand more." Representative negative remarks included "teachers
are impatient,” "do not explain sufficiently,” and 'give unneceasary work,"
Other suggestions included a desire for more field trips, more audiovigual
help, and divided fecelings regarding the helpfulness of the teacher aidgé.

Parent questionnaires were sent to 265 parents: 175 through the schools to
parents of SAC pupils and 90 directly to parents active in school=community
groups, Only 87 forms (33%) were returned, Of these, 65 were from parents
of junior high pupils, 3 were teacher-parents, 10 were teacherwaide~parents,
and 3 were community-aide-parents, Of all of these, 28 were members of a
District Citizens' Compensatory Education Advisory Committee, and 49 were
active in a local Parent Advisory group. Thus, it appearcd that only 10 of
the 175 parent forms distributed by the schools were returned,

Parents were asked to rate questions from 1 (Strongly Agree) to 5 (Strongly
Disagree). (See Table J.) Parents felt’' strongly that "schools should accept
more parent's solutions for school problems" and "that the SAC tcaching is
good." They disagreed with the statement that "the community is eager to
attend committee meetings,'" Responses to all but this one statement were
favoradble,

Parente gencrally wrote cosrtaents of approval such as "have helped my children
to learn & lut," "program i{s an asset," and ''doing a wonderful job,"” Others
noted "nct enough information sent," "need more inservice for parents," and
"no follow=thru in senlor high school.” Regarding community=-school activities,
they wrote: '"have people from Urban Affairs meet our committee,™ 'wish more
parents would attend the meetings,' 'more homo visits,' and "I never receive
fnformation about mectings,"
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SUPPORTIVE SERVICES: PARENT INVOLVEMENT, AUXILIARY SERVICES, STAFF DEVELOPMENT,
AND INTERGROUP RELATIONS

Abstract

Schools (Grades 7-9) 15
Dates 9/69-6/70
Parent Involvement

Parents 266

Cost budgeted $103,368
Auxiljary Services

Pupils 3055

Counselors 15

Counseling Interns 6

Consulting Counselors 3

Nurses 2

Cost budgeted $385,310
Staff Development

Staff 152

Parents 133

Cost budgeted $27,114
Intergroup Relations

Pupils 5400

Staf( 168

Parents ]

Cost budgeted ' $19,698

Description: The PARENT INVOLVEMENT component was designed to stimulate communi-
cation beitween SAC parents and the school throvgh cooperative effort by the come
pensatory education coordinator, District-funde! home-school coordinator, and
target school cosmunity aides, with guidance by the principal. Parents met in
groups in their own echool communities or with an organiration at the Distriet
leve!l to discuss childzen's educational needs,

In the AUX1LIARY SERVICES component, counselors, interns, and consulting counselors
were assigned to specific schools to provide guidance and counseling to project
pupils., These personnel also consulted with school staff members and parents,

Registered nurses helped fdentify project pupils' health and dental defects and
secured necessary appointaents for treatment.

The STAFF DEVELOPMENT component conducted seminars in which SAC personnel particie.
pated, with leadership by District personnel and experts in the social sciences.
These seainars were Intended to provide SAC personnel with greater skill in helpe
fng disadvantaged children increase their acadeaic abilfties., More understanding
was sought in the varfables that impinge on these children awnd in the use of all
available resources and human understanding to promote their 2cademic development,
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The INTERGROUP REIATIONS component concerned itself with attitude improvement
and problem solving approaches in human relations, It involved ESEA staff,
pupils, and parents. Activitics were planncd and organized at local schools by
school staffs and the District's Office of Urban Affairs, and experiences were
scheduled for both students and adults, -

Time Intervals: The four components operated from mid-September 1969 to mid-June
1970, interrupted in the spring by a four and onc-half week teachers strike,

Parents ma2: montialy, or more often, as necessary.

Counselors saw many counselees on a continuing basis, In three schools counselees
were programmed to receive intensive group and/or individual counseling weekly.

SAC pupils were helped with their health and medical problems throughout the
school year. Most inservice workshops were held after school and on Saturdays
and lasted for from two to eight hours,

Intergroup relations staff and pupils met during and after school nours and on
weekends,

Activities: Parents and school staffs met in discussion groups and worked to-
gether to plan and fmplement school activities. [Ihey also received instruction
in reading and mathematics, and learned about the SAC program and how to manipu-
late its materials and supplies.

Pupils wevre involved in individual and group conferences with counselors and
health personnel and were given follow-up appointments with doctors, dentists,
and referral agencies. 1In addition, counselors consulted with school staffs,
administered tests, kept a record of counseling activities, reviewed student
records, and adjusted pupil programs. Nurses also consulted with achool staffs,
kept a recovd of contacts, and arranged pupil apprintments.

Consulting counselors made weekly visits to project schools to help SAC
personnel understard pupils’ educational strengths and weaknesses. A prescribed
fnstructional plan was cooperatively planned for individual project pupils,

SAC pupils with defects de*ected by nurses, doctors, and dentists were scheduled
for appointments and continued to be seen throughout the year as long as treat-
ment was needed.

Workshops were held to help SAC personnul best utilize individual, school, and
comunity resources to help develop project youngsters' acadeaic and personal
potentials. Workshops alsc were desigred to increase communication and under-
standing between the school and commumity,

Workshop activities consisted of lectures, open-discussions, panels, tole-playing,
sociodrama, and audio-visual presentations.

Pupil multicultural activities included week-end camps, ''Young Soul" stage
productions, and college campus conferences on Saturdays, Adult staff meabers
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and community representatives met for varfous periods of time ranging from
single three-hour sessions in local schools to two six-hour sessions on con-
secutive Saturdays.

Objectives:

- To raise the academic achievement level of ESFA participants

= To improve communications among school, home, and community

~ To identify specific asscts and limitations relating to the learning process
- ?o ident{fy health defects of children

- To correct dental defects in pupils

- To assist parents i{n obtafining appropriate health referral

= To improve understanding of the effects of poverty on children

« To {mprove intergroup and intercultural understanding

« To fmprove teaching skills {n speciffc instructional arecas

~ To improve skills and use of paraprofessionals

= To fmprove skills and use of supportlv? personnel

- 10 improve sgkills in diagnosing individual student learning needs

= To fmprove skills of participants in counseling with disadvantaged students
- To change in a positive direction attitudes téward other ethnic groups through

multicultural experience

Evaluation Strategy: All project pupils were compared with non-ESEA groups froa
their owm and other schools. Variables examined were pre-post scores on stans
dardized and nonstandardized achievement tests (see report on secondary Reading
and Mathematics), and pre-post responses on an attitude scale,

Counselors kept a monthly record of counseling contacts with perents. Parent
involvement activities were rated by parants at year-end, and open-end comments
were obtained.,

SAC counselors, interns, and consulting counselors kept monthly recorde of contacts
with pupils. At year-end pupils, parents, counselors, and edministrators also
were asked to rate and comment on the quality of supportive services.

At ycar-end participants in staff development workshops were asked to rate the
worth of each workshop and to make constructive critiques. Staff meadbers come
pleted questionnaires regarding how intergroup workshops may have influenced
their attitudes toward other ethnic groups ard also rated the workshop
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effectiveness. A semantic differential attitude test, Intergroup Measure of
Concepts (IMOC), was designed to measure pupil changes in attitude, Following
their experience in the component, all participants were asked to judge its
effectiveness.

Results: Parent responses on a questionnaire rated the parent involvement
program a8s effectively meeting fts goals, Ratings on program features were
generally positive, except for the degree of community enthusiasm to attend
committee meetings,

Openi-end comments by parents affirmed that program objectives were met, although
negative opinions were expressed concerning poor parent attendance at meetings
and lack of parent and community involvement in component activities.

Pupils werc involved by counselors in 6547 intensive individual and 1098 group
counseling sessions. More than 4000 guidance activities and over 28,000 con-
ferences with school staff and parents were init{ated by counselors.

Nurses held more than 5000 conferences with project pupils, parents, and school
personnel., In addition, their efforts helped to correct defects of project
pupils fn 352 cases,

Scores on a locally devised attitude scale (QMOC) indicated significant growth
by the ESEA group, while the comparison group showed negative results,

Pupils, on a questionnaire evaluating SAC, rated positively questions about the
academic offerings of the program and the counseling, but were somewhat unde-
cided about health and dental services. ' Pupil comments were heavily positive
in mentioning the benefits »f the SAC program and overwvhelmingly endorsed its
continuance,

Ratings of supportfive services by counselors and administrators tended to be
neutral, except in detactioa of health defects (which were negative), and in
counselor assistance to teachers (which were positive). Comments by these same
personrel substantfated their ratings, except that the SAC nurse and community
aides were judged to be of great value,

Eighty-nine staff members responded to the questionnaire rating staff development,
Median ratings on all ftems were positive, on a 1-5 (positive-negative) scale.

The statf felt most affirmatively about the greater ease in writing behavioral
objectives (median 1.5) and about improvement in counselitg skills (1.2). They
felt weakest in their understanding of intergroup relations (3.9) and in improve-
ment of attitudes toward the effects of poverty on children (4.C).

Staff reactions to items rclating to improvement of instructional skills were
all positive.

Staff comments were varied but most indicated a need for a greater number of
better-planned, more meaningful workshops.

While parent ratings of multicultural aspects were positive, pupil ratings

indicated sore ambivalence. Uoamments froa dboth these sources, however, commended
the component offerings,
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There were some noteworthy shifts in the means of the pre-post scores of pupil
groups on a local attitude scale (IMOC), in which shifts tended to be slightly
more positive than negative. The Negro group displayed significant changes in
attitudes toward Myself and Afro-Americans (posltive) and Most People (negative),

When raesponses of Negrc and Mexican American groups were combined, they fndicated
a significant positive chonge of attitude toward other ethnic and racfal groups.

C'nclusion: The number of participating parents fell below expectations,
Parent participants strongly urged continuation of the Parent Involvement
component, although soue expressed negative attitudes towaxd certain aspects of
the program,

Project pupils showed only slight gains in achievement, Data on the QMOC
attitude scale indicated positive growth by the ESEA group.

Counselors and nurses held numerous conferences with pupila, parents, and staff,
Ratings by pupils and staff of supportive services were mainly neutral; but
their comments were overvhelmingly pusitive, with certain limitations expressed.
Staff development ratings were positive, comments were varied, and participants
recomuended that the program be continued with modificatfons.

Comments from participants in the intergroup relations program were strongly
positive, In the same program ratings by parents were positive but those by
pupils weére somewhat negative. A need for continuing the programs was indicated,
with certain changes recommended,

aecommendations: The parent involvement program should be launched earlier in
the school year, and all avallable media of communication should be utilized
to promote {t.

The auxiliary services component should be continued. Group counseling should be
initiated in certain schools wvhere it has not be.n used so that more project
pupils mAy be helped.,

Firmer and continuous leadership and assistance from the central office should
be maintained,

More thorough screening procedures should be provided for the detection of
“health defects.

Background and training of workshop participants should be considered carefully
in forming homogeneous inservice groups.

Workshop leaders should strive to provide firm directions and relevance in
their workshop presfentations.

Workshops should be started early in the school year or before school op.ns,
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PARENT INVOLVEMFNT, AUXILIARY SERVICES, STAFF LEVELOPMENT,
AND INTERGROUP RELATIONS

Detailed Report

The degree of attainment of component objectives was evaluated according to the
following indicator variables: pupil scoves on standardized achievement tests

and teacher-made tests; pupil responses to attitude scales; counselor and nurses'
records of pupil, parent, and staff contacts; and pupil, parent, and staff ratings
of components,

The Comprehensive Tests of Basic Skills (CTBS) was given pre and post to all pro-
ject pupils and to selected comparison groups at each project school, Districte
constructed tests of reading and mathematics were administered periodically
throughout the school year,

All project pupils were interviewed by project counselors at least twice during
the schoel year., Randomly selected pupils were counseled weekly in groups and
individuully in three schools, Project nurses attempted to see all project
pupils at least once during the school year, Records of all contacts were kept
by project personnel and were collected at year=-end,

Pupils' ratings of component offerings were obtained from 40 randomly selected
pupils at each project school,

Also, a randomly selected sample of parents was asked to respond to a question-
naire on program effectiveness,

The counselors gave project pupils an attitude scale, pre and post, to determine
the pupils' perception of seif and environment.

Evaluation forms to measure project effectivenesas were distributed to project
staff at year=-end,

Objective: To raise the academic achievement level of ESEA participants,

Data and narrative of attainment of this objective are contained in the report
on Instruction: Reading and Mathematics Core,

Oblective: To improve communications among school, home, and community,

The parent involvement component sought this objective, The compensatory edu~
cation coordinator, District-funded home-school coordinator, and target school
community aide cooperatively coordinated their efforts to stimulate further
communication between SAC parents and the school, All activities were super~
vised by the principal,

At the local level, from 6 to 10 SAC parents (depending on the size of the SAC
program) met in advisory council committees, and all parents met in prircipals'
advisory groups and PTA's, These groups concerned themselves with local problems
of their project schools, such as planning and organizing fund-ralsing drives,
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supervising off-campus trips, aiding the teacher in routine tasks, providing
guidance to pupils, and learning about SAC and how to use its materials and
supplies appropriately,

Several parents also were members of a district-wide organization called Citi-
zens' Compensatory Education Advisory Committee, which focused its attention on
general ESEA Title I problems,

To gauge the impact of activities, a questionnair. was sent to 265 parents
(Table J). A 1 high--5 low scale was used to show agreement (1) or disagree-
ment (5) with each of several statements, Of the 89 parents who returned ques-
tionnaires (58%) 52 agreed (median 1.8) that the information they received from
school regarding the SAC program was adequate, Most of these same parents, how=-
ever, wcre not certain that the community wished to attend committee meetings
(median 3.4).

The following statements are typical:
I do hope the SAC program continues,
I feel the SAC program is an asset to the school and child,
I just wish more parents would attend the meetings,
Must find a way to interest parents to attend some meetings.

Thirty-one staff personnel, coordinators, and counselors indicated with a median
rating of 1,9 that "SAC parents were easier to work with than non-SAC parents,'
Their added comments neither substantiated nor disproved this declaration,

Twenty-one counselors and two nurses kept records of their contacts with parents
(Tables L and M), Counselors indicated that they saw 1009 parents in face=to=
face situations and 1010 in home conferences; however, they recorded 2127, more
than twice as many contacts, by phone, Nurses' records, which did not differ=-
entiate telephone rontacts, showed 899 parent conferences at school and 226 at
home, Each counselor had an average of 197 parent contacts during the school
year, as compared to a nurse's average of 563, The face-to-face conferences

for each counselor averaged 96 a year and phone contacts 101 for the same time
span. It seems that the nurses' parental contacts outnumbered counselors' nearly
3 to 1, not considering such factors as time scheduled or intensity and quality
of contacts,

Objective: To identify specific assets and limitations relating to the learning
process,

A counselor in each of the 15 target junior high schools provided guidance and
counseling to pupils participating in the reading/language development and mathe~
ematics core program, Each of six schools also was assigned an intern counselor,
who performed supervised guidance and counseling services, Three consulting
counselors from the central office were allocated five project schools each in
which to consult vwith SAC staff and pupils,

Project counselors diagnosed pupil learning problems through individual and
group counseling sessions, They also consulted with school staffs, administered
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tests, maintained and reviewed pupil records, programmed pupils, and made
referrals, Counselor records (Table L) showed 6045 individual contacts and
1052 group meetings, as well as 2401 sessions for pupil appraical, Records
also indicated over 28,000 conferences with school personnel and parents, more
than 4000 guidance activities; mnearly 3400 intake interviews; more than 4100
conferences with parents, all conducted in an effort to help project youngsters
feel better about themselves and their environment and achieve academically at
a higher level,

An attitude scale, The Quick Measure of Concepts (QMOC), was administered pre

and post to selected project pupils, A shift of mean was interpreted as note=
worthy if the post mean moved one point minus or plus from the pre mean, based
on the standard error for present and previous QMOC data,

Half the post means for the Negro comparisoti group were statistically significant
ia @ negativ: direction (Table O), Negro ESEA pupils showed one significant
negative change and two significant positive changes. Negative significant
changes by both Negro groups were directed to other persons in one's environment
and in the schonl,

The Mexican American ESEA group (Table P) showed six positive and one negative
attitude changes that were statistically significant, The Mexican American
comparison group made one positive change (sig. at .05) and one negative
(noteworthy)., The groups concurred in positive attitudes toward counselors,

The combined results on QMOC of all ESEA and comparison groups (Table Q) in-
dicated that the ESEA groups were significantly positive in four concepts, while
the comparison groups were significantly negative on four, Both combined groups
backtracked significantly on the concept 'My School,"

It appears that the ESEA groups advanced more positively in their attitudes and
self~concepts than did the comparison groups, and that, as a consequence, there
is evidence that for the ESEA groups a limitation relating to the learning
process has been reduced,

Objectives: To identify health defects of children.
To correct dental defects in pupils,
To assist parents in obtainirg appropriate health referral,

The nurses, working with doctors and dentists, helped identify pupils' health
and dental defects and arranged for necessary appointments for treatment,
Nurses also interviewed pupils, consulted with school staffs, and maintained
records of contacts,

Nurses' records (Table M) showed 2209 pupil conferences, There were 2123 follow~
up contacts of pupils with defects, of whom 352 pupils had defects corrected,

In addition, nurses indicated that they had 899 conferences with parents, attempt~
ing mainly to assist in securing appointments for the children,

Table N shows a summary of pupils for whom health profiles were completed, Be=
cause summaries were not worked up for all pupils, the data from this table do
not approximate the data of Table M; however, they do give a breakdown of the
kinds of defects discovered, Of those cases reported in Table N, 354 pupil
defects were detected, and 161 (457) were corrected., Of those detected, 222
(63%) were eye or dental problems, More dental defects were detected than eye
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defects, although a greater percentage of the latter were corrected (66% to
43%). Also, 73 pupils were reported as still receiving treatment; consequently,
the total ratio of corrections ultimately would be somewhat higher than the
total corrected, Counselors also held an unspecified number of conferences in
an effort to obtain medical and dental appointments,

Pupils (Table I) were neutral in their ratings of help received from the SAC
nurse, while parents (Table J} were undecided on the difficulty of getting
medical or dental care for their children, Staff (Table K) agreed thai many
health defects persisted undetected in pupils., Commentaries by these three
groups tended to be supportive of health services,

Objectives: To improve understanding of the effects of poverty on children,
To improve intergroup and intercultural understanding,
To improve teaching skills in specific instructional areas,
To improve skills and use of paraprofessionals,
To improve skills and use of supportive personnel,
To improve skills in diagnosing individual student learning needs,
To improve skills of participants in counseling with disadvantaged
students,

SAC personnel participated in seminars led by District personnel and experts in
the fields of psychology, education, sociology, and human relations, These
seminars, included in the Staff Development component, were intended to provide
SAC personnel with skills in understanding and helping disadvantaged children
increase their academic output, in understanding the environment of the dis~
advantaged, in utiiizing most effectively their skills as paraprofessionals and
supportive personnel, in providing counsaling relevant to disadvantaged chil-
dren, and in improving human relations, Workshop activities consisted of
lectures, open discussions, panels, role-playing, sociodrama, and audio-visual
presentations, Seventy-five staff members and 14 parents participated in these
discussion sessions,

Questionnaires designed to determine the effectiveness of these sessions were
mailed to 225 participants. The 89 (40%) that were returned were from 32 teach~
ers, 17 administrators, 15 counselors, 1l central office specialists, 9 teacher
aides and assistants, and 5 community representatives, Of these personnel, 36%
evaluated workshops in reading and mathematics, 26% in Writing Behavioral Ob-
jectives, 18% in Intergroup Relations, 13% in Compensatory Education Coordinators,
and 25% in other topics, All workshop objectives were evaluated positively on

a high-low, 1-5, scale (Strongly Agree--Strongly Disagree), Respondents judged
that their counseling skills had improved most, followed closely by improvement
in their instructional and organizational skills, Although they rated workshops
positively, participants showed concern toward the presentations, the use of
special equipment, and attitudes toward the effects of poverty on children,

Objective: To change in a positive direction attitudes toward other ethnic
groups through multicultural experience,

The Intergroup Relations component, in cooperation with the District's Office

of Urban Affairs, concerned itself with attitude improvement and problem~

solving approaches in human relations, The project involved ESEA staff personnel,
pupils, parents, and other community members, Activities for pupils, planned
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in cooperation with the Urban Affairs staff were organized at the local schools,
These inciuded week-end camps, 'Young Soul' stage productions, and college con~
ferences, Pupil and staff experiences were scheduled either separately or
simultaneously, as appropriate, Approximately 3000 pupils in 15 schools partici~-
pated. Also involved were 255 staff members and five community representatives,
who met in three 6-hour sessions on Saturdays.

A locally developed semantic differential instrument to measure changes in self-
concept was completed by Negro and Mexican American pupils before and after a
week-end camping experience, The results are shown in Table R, The instrument
is composed of 12 concepts and 16 different adjective pairs, 10 of which apply
to any one concept, The pupils vated each concept or idea pre and post on each
of its adjectival scales,

Negro participants displayed five positive and five negative noteworthy shifts,
of which three positives were statistically significant, (A '"noteworthy' shift
was defined as a mean score change of plus/minus one or more, the approximate
value of the standard error of measure.,) The Mexican American group exhibited
seven positive and two negative changes in attitude, none of which was statis-
tically significant, Combined, both groups showed five positive and three
negative noteworthy shifts, of which one negative change was statistically
significant, The two groups, both separately and combined, uniformly regarded
"My Education" and "Anglos" negatively and "Mexican American,' '"Afro-Americans,"
"My Freedom," "Myself," and "My Future" positively,

Strengths and Weaknesses

Project personnel, parents, and pupils were asked to respond through question=
naire ratings and comments on the effectiveness of components., All ratings
used a high-low, 1-5, scale (Strongly Agree-~Strongly Disagree).

Thirty-one staff members rated (Table K) the most effective feature of these
components as counselors' aiding SAC teachers to work effectively with pupils,
with a median of 1,2 and the least effective as detecting health defects (iftem 3,
median 1.7).

Staff comments did not support thelr ratings but highlighted instead the need
for more consulting help from the central office counselors, smaller classes,
more humanistic teachers, a positive regard for the community aides and SAC
nurse, and a need for starting a consistent inservice earlier in the year,

Ratings by 71 parents showed (Table J) most agreement on the item ''The schools
should accept more psrents' solutions for school problems" (item 6, median 1,6),
and least agreement on item 16, '"The community is eager to attend committee
meetings' (median 3,4), Parents' comments overwhelmingly endorsed the SAC
program but indicated the need for rore parents at meetings, This concern for
improved attendance at meetings was reflected in these typical comments:

More community participation needed,
Try to get more parents and community involved,
0f the 600 SAC pupils, 550 responded to a questionnaire about SAC components,

Their ratings (Table I) noted beneficial outcomes relating to achievement and
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counseling and reflected no positive or negative reactions toward other program
features, Comments substantiated the benefits of the instructional phase of
SAC; about half the SAC pupils indicated the program was helpful to them,

Pupil comments included the following:

1 like the SAC program because you learn more, you get more attention and
I just think it's better. (N=120)

I think I am doing better in the SAC program than regular classes because
the teachers listen to you more. (N=44)

Workshop participants included project staff members and parents who provided
ratings (Table H) and comments on attainment of workshop objectives; methods of
presenting workshop materials; and implementation of skills, understandings,

and attitudes gained from workshop interaction, All median ratings of partici=-
pants were positive, Counseling competency was rated highest, followed closely
by writing behavioral objectives. Workshop comments did not correlate positively
with workshop ratings; negative statements clearly outnumbered positive. The
following were included:

Persons who conduct workshops should be better prepared and know what they
are attempting to do, (Eleven such comments)

Like so many other of these workshops I felt it was a shameful waste of
money. (Three such comments)

In general, the workshops were a waste of time, (Three such comments)
]
Workshops fine at first-~then repetitious and boring. (Two such comments)

-
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NONPUBLIC SCHOOL (NPS) INSTRUCTION AND SUPPORTIVE SERVICES

Abstract

Middle schools 2
Pupils (Grades 7-8) 175
Staff
Reading teachers
Mathematics teachers
Science teachers
Counselors
Nurse
Dates 9/69-6/70
Cost budgeted $119,963

NN

Description: As an extension of the public school ESEA project, programs of
intensive instruction in reading, arithmetic, and science, with support from
counseling and health services, were established at two archdiocesan "middle"
schools (grades seven and eight) which serve large numbers of low-achieving
pupils from economically depressed areas. School enrollment consisted primarily
of Negro and Mexican American pupils. Class size was limited to 20, Each non-
public school (NPS) was assigned one teaching position for reading, one for
arithmetic, and one for science.

1
The Parental Involvement component sought to increase communication among pro-
Ject youngsters, parents, and school personnel.

The project placed one full=time counselor in each school to provide guidance
and counseling to the pupils and to be available to the staff for educational
and psychological consultation.

A registered nurse was assigned to both schools at mid=year to help identify
health and dental defects and to arrange treatment for project pupils.

NPS consulting counselors participated with public school ESEA counselors in
staff development seminars leq by District personnel and outside experts.

The Intergroup Relations component, in cooperation with the District's Office
of Utban Affairs and local NPS staff, conjointly planned experiences designed

to improve attitudes and human relations among project pupils, staff persons,
parents, and other community members.

Time Intervals: Generally, pupils attended one 50~minute class period daily
for each of the three subjects.

Parent groups met irregularly, whenever necessary.

Counselors saw pupils on a need or continuing basis; staff members were seen
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when they requested it, Health services also were provided on a need basis.,
Some project pupils were seen at regular intervals for tre&tment,

Most workshops were held after school and on Saturdays, Counselors attended
Friday workshops, usually for four hours,

Activities: The instructional program provided diagnosis of the pupils' read-
ing and arithmetic deficiencies, allowing a sequential development of essential
reading skills and the development of fundamental arithmetic concepts related
to the individual school's current curriculum. Science was taught by the
inductive method, '

Parents and school staffs met in discussion groups to plan and implement school
activities, such as off-campus trips, to upgrade both the ESEA and the regular
programs,

Project pupils talked with counselors and the nurse and kept appointments with
the doctor, dentists, and referral agencies, Counselors held interviews, con-
sulted with school staffs, administered tests, kept records of contacts, studied
pupil profiles, programmed pupils, and made appropriate referrals,

The project nurse held interviews with pupils and staffs, kept records of con=-
tacts, reviewed pupil records, arranged pupil appointments, and made referrals,
She also helped the doctor and dentists screen project pupils to determine
defects and necessary treatments, Some pupils were treated on a continuing
basis. :

Workshops were conducted to help project. personnel utilize all available re=-
sources to stimulate learning in project pupils and to increase communication
and understanding between the school and community, Lectures, discussions,

panels, role-playing sessions, sociodrama enactments, and audio presentations
were among the techniques used by workshop leaders,

Objectives:

- To raisgathe median achievement level of project participants in reading,
arithmetic, and science by 10 grade-norm months within 8 months, as measured
by standardized achievement tests

- To raise the academic achievement level of ESEA participants

o improve communications among school, home, and comnunity

- To identify specific assets and limitations relating to the learning process

- To identify health defects of children

- To correct dental defects in pupils

-~ To assist parents in obtaining appropriate health referral

- To improve understanding of the effects of poverty on children

-~ To improve intergroup and intercultural understanding
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= To improve teaching skills in specific instructional areas

= To improve skills and use of paraprofessionals

= To improve skills and use of supportive personnel

=~ To improve skills in diagnosing individual student learning needs

~ To improve skills of participants in counseling with disadvantaged students

= To change in a positive direction attitudes toward other ethnic groups through
multicultural experience

Evaluation Strategy: Standardized achievement tests in reading, arithmetic
(Comprehensive Tcests of Basic Skills-~CTBS), and science (Metropolitan Achieve-
ment Test=~MAT) were administered pre (October 1969) and post (May 1970) to all
of the ESEA pupils &and to selected non-ESEA comparison clasees. Analysis of
covarianca was applied to the results to determine the significance of any
score changes.

Treatment variables included the facts that ESEA pupils had one period daily
each of reading, arithmetic, and science, while comparison pupils were enrolled
in regular seventh= and eighth-grade classes in archdiocesan elementary schocls
(K~8). One comparison school had mostly Negro enrollments, while the other was
of mixed ethnic population., The mean IQ for ESEA pupils was 85.6; for compari~
son pupils, 100.3. '

Counselors kept a monthly record of counseling contacts with parents. Project
pupils were compared with non-ESEA pupils on a scale that measured changes in
attitude,

Staff members completed questionnaires rating the effectiveness of staff work-
shops. ‘

All component participants were asked to evaluate the effectiveness of the com=
ponent in which they ware involved. All questionnaire ratings and comments
were tabulated, analyzed, and reported.

Results: There were no significant differences between the p;e-post achieve~
ment scores of ESEA pupils and comparison groups.

The average gain for all ESEA pupils on the 8ix subtests of reading, arithmetic,
and science was five months during the seven months of instruction between pre-
and posttesting. However, 327% of the pupils averaged gains of ten months or
more over all six subtests.

Parents who returned the questionnaire rated the parent involvement goals as
effectively met, They rated program features as generally positive, except
for a lack of community enthusiasm to attend committee meetings.

Parent comments affirmed that program objectives were met, although there were
concerns expressed about poor parent attendance at meetings and an absence of
parent and community involvement in component activities.
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Couaselors involved pupils in 502 intensive individual and 46 group counseling
sessions. They also initiated more than 80 guidance activities and more than
700 conferences with school staff members and parents.

The project nurse held more than 100 conferences with project pupils, parents,
and school personnel. 1In addition, her efforts helped to correct defects of
project pupils in 73 cases (42%).

Scores on a locally devised attitude scale (QMOC) indicated a strong negative
trend from pre to post for both the ESEA and comparison groups against concepts
related to self, grades, school, and teachers.

Ratings of supportive services by counselors and administrators tended to be
neutral, except in the arcas of health defects detection (negative) and coun=
selor assistance to teachers (positive). Comments by these same personnel sub-
stantiated their ratings. The nurse, however, was considered highly valuable.

On a staff development questionnaire, personnel were most affirmative about
their greater ease in writing behavioral objectives and their improvement in
counseling skills. They felt that they were weakest in understanding of inter=-
group relations, in improvement of attitudes toward the effects of poverty on
children, and in using special equipment.

Staff reactions to items relating to improvement of instructional skills were
all positive.

Staff comments were varied, but most indicated a need for a greater number of
better-planned, more relevant workshops.

. . ‘
Parent ratings of multicultural aspects were positive, and comments from this
group commended component offerings,

Conclusions: Instructional objectives were partially met, as measured by
standardized tests. Five months' gain was achieved in seven months of instruc=
tion for the total group, and at least ten months' gain was achieved for 327% of
the pupils.

Fewer parents participated than had been expected. Parent participants, however,
strongly urged continuation of the Parent Involvement component.

Data on the QMOC attitude scale revealed lowered scores in attitudes toward
self and school by both ESEA and comparison groups.

Counselors and nurses held numerous conferences with pupils, parents, and staff
members. Although ratings by pupils and staff of supportive services were mainly
neutral, comments by these two groups were overwhelmingly positive, with certain
limitations. Staff development ratings were positive, but comments were varied;
participants recommended continuation of this program, with modifications.

Recommendations: The ESEA curriculum should be maintained in both project
schools,

The parent involvement program should be launched earlier in the school year
and promoted with all available media of communication.
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The Auxiliary Services component should be continued. Group counseling should
be initiated with licreased frequency in both schools so that more project
pupils may be helped.

Firmer and continuous leadership and assistance from the central office should
be maintained. More thorough screening procedures for detection of health
defects should be provided.

Background and training of workshop participants should be considered carefully
to form groups with similar interests or needs,

Workshop leaders should strive to provide firm direction and relevance in their
workshop presentations.

Workshops should be started early in the school year, before school opens.

Project pupils should be exposed to intergroup (multicultural) activities,
Earlier planning should resolve calendar conflicts.,
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NONPUBLIC SCHOOL (NPS) INSTRUCTION AND SUPPORTIVE SERVICES

Detailed Report

Attainment of component objectives was evaluvated according to the followi.ng
indicator variables: puplil scores on standardized achievement tests; pupil
responses to attitude scales; counselor and nurse records of pupil, parent,
and staff contacts; and ratings by parents and staff members,

The reading and arithmetic sections of the Comprehensive Tests of Basic Skills
(CTBS) were given to all ESEA and selected non~ESEA classes at the beginning
and end of the school year. Similarly, pupils were tested for science with
the Metropolitan Achievement Test (MAT). The results of all pretesting were
provided in the fall semester as feedback to both central office and school
operational personnel. Similarly, pre-post results were provided at year-end,

ESEA pupils took each of the three subjects for one period daily, The reading
program provided diagnosis of reading problems and a sequential development of
essential skills. The arithmetic program emphasized the development of fun-
damental concepts relating to the current curriculum, The science program,
taught by the inductive method, gave laboratory experiences and guidance in
making concrete application of information,

The 175 pupils assigned to the instructional program were selected as able
underachievers; that is, pupils of average or above-average ability who had
been achieving at two or more years below their grade level, Class size was
limited to 20,

The ESEA schools selected were two newly created archdiocesan "middle" schools
having seventh and eighth grades only., One school had a predominantly Mexican
American population, while the other was predominantly Negro.

Comparison pupils were enrolled in two archdiocesan regular elementary schools
(K-8), of which only seventh- and eighth-grade pupils were tested, One of the
comparison schools had largely Negro enrollment, while the other was of mixed

ethnic population,

The counselors interviewed all project pupils at least twice during the school
year and counseled them weekly, in groups and individually, in both schools,
.The nurses attempted to see all project youngsters at least once during the
school year, Project personnel kept monthly records of all contacts.

Parents, selected randomly, responded to & questionnaire rating program
effectiveness,

Project pupils completed an attitude scale, pre in October and post in May, to
determine their perception of self and environment,

Evaluation forms were distributed to project staff members at year-end to
determine project effectiveness,
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Objective: To raise the median achfevement level of project participants in
reading, arithmetic, and science by 10 grade~norm months within
8 months, as measured by standardized achicvement tests.

Form Q3 of the CTBS was aduninistered in October 1969 and Form R3 in May 1970
to all ESEA reading pupils and to selected comparison classes. Form Am of the
MAT also was given, pre and post, to ESEA and comparison classes.

An analysis of covarfance (Table S) showed that the comparison pupils made
significantly greater gain i{n reading vocabulary than did the ESEA pupils.
There were no significant differences in results on the other tests.

On the five CTBS subtests the ESEA grade equivalent gains were greater than
those of the comparison groups fn two tests and less in three., In reading
ESEA pupils made an average gain of about four months, the same as comparison
pupils. In arithmetic £SEA pupils averaged five months' gain to seven months'
for comparison. In science ESEA pupils made seven months' gain to six for
comparison pupils.

The percentage of ESEA pupils who attained or surpassed the performance objective
of 10 months' achievement in 8 ranged from 18% to 48% (Table T) over both

grades and all subtests, for an r...rage of 32%. Not more than 7% of all pupils
tested had reached their grad. 'cvel in achievement by the end of the year.

Objective: To improve communications among school, home, and community.

In the Parental Involvement component parents and school staffs met i{n discussion
groups and worked together in planning and iaplementing school activities, such
as off-cumpus trips. Consulting counselcws coordinated communication-stimulating
activities, Llocally, project parents a2t in Parent Advisory groups and all
parents met in PTA groups to focus attention on local concerns and to gain in-
formation and actively support the ESEA and regular programs.

Of the 89 parents who responded to a questionnaire (Table J), 52 agreed that

the information they recefved from school regarding the ESEA program was
adequate, The median for all responses on this ftem was 1.8 (on & 1-5, high-low,
scale). Most of these same parents, however, were not certain that the comaunity
wished to attend committee meetings (median 3.4)., The follo.ing statements
typified the disparity of parental feelings:

1 do hope the SAC program continues.

1 feel the SAC program {8 an asset to the school and child.

I just wish more perents would attend the meetings.

¢ + o must find a way to interest parents to attend some meetings.
Thirty-one staff members (Table K) indfcated in their ratings of parent inter-
action (median 1.9 on the 1«5, high~low scale) that the relationships were

positive, Comments neither substantiated nor disproved the judgments expressed
in the ratings.
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Records were kept by the two counselors (Table L) and one nurse (Table M) to
show, among others, the contacte they had with parents, The t'0 counselors
indicated that they talked with 47 parents in face-to-face situations (23 each)
and 37 in phone conferences (18 each). The nurse's records, which did not dif-
ferentiate contacts which were made by telephone, showed 120 parent conferences
at school and 40 more at home. Each counselor talked to an average of 42 parents
during the school year, as compared to the nurse, who saw 160. The nurse saw
four times as many parents as did counselors, although such factors as time
scheduled for seeing parcnts and intensity and quality of contacts shuuld be
considered.

Objective: To identify specific assets and limitations relating to the
learning process,

Consulting counselors conducted interviews, consulted with school staffs, admin-
fstered tests, maintained records of contacts, studied student profiles, pro-
grammed pupils, and made appropriate referrals, ‘

Project counselors utilized individual and group counseling for diagnosis of

pupil learning problems. Counselor records (Table L) showed that in their efforts
to help approximately 200 project pupils feel better about themselves and their
environment and, consequently, improve their academic achievement, counselors had
made 502 individual and 46 group contacts, as well as conducted 111 sessions for
pupil appraisal during the year. They also had conducted numerous conferences
with school personnel and parents, had led move than 80 guidance activities, had
participated in 29 intake interviews, and had consulted 635 times with school
staffs and more than 80 times with parents.

An attitude scale, the Quick Measure of Concepts (QMOC), was administered pre

and post to selected project pupils and two comparison groups. A shift was in-
terpreted as noteworthy {f the post mean score moved one point, minus or plus,
from the pre mean, based on the standard error for previous and present QMOC data,

In 2 out of 10 concepts, post means for the Mexican American ESEA group showed
noteworthy shifts on My Classmates &nd Most People (Table U), with the latter
concept's score vreaching statistical significance (negative). The Mexican

Anerican comparison group data contained one significant negative change (Teachers),
as well as four noteworthy changes (positive: My Grades, My Future; negative!
Counselors, My School). All significant negative changes were directed toward
other persons in the environment by both the ESEA and the comparison groups.

The Negro ESEA group (Table V) registered four signiffcant negative shifts in
means (Me, My Grades, My Future, My School), and three changes that were note-
worthy (negative: Person 1'd Like to Be, Teachers, Counselors). The comparison
group made two significant changes (negative: My Classmates; positive: Most
People), and four noteworthy shifts (positive: Me, My Future; negative: Teachers,
My School).,

Combined results for all QMOC groups (Table W) indicated that ESEA pupils were
significantly negative in 3 of the 10 concepts (Me, My Grades, My School), while
comparison pupils were the tame on two concepts (Teacher, My School) and positive
on another (Most People). The total comparison group also had three noteworthy
mean shifts (negative: My Classmates; positive: My Grades, My Future).
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Objectives: To identify health defects of children,
To correct dental defects in pupils.
To assist parents in obtaining appropriate health referral.

A registered nurse was assfigned at mid-year to help the medical doctors and
dentists and to screen project pupils in the determination of defects and
necessary treatment. This nurse interviewed pupils and staff members, maintain-
ed records of contacts, reviewed pupil records, arranged pupil appointments,

and made referrals, Also, she arranged for some project pupils to be treated

on a continuing basfs., Approximately 250 pupils were served, according to need.

The nurse's records (Table M) showed 116 pupil conferences, with 312 follow=-up
contacts of pupils with defects, Scventy-three of these pupils hed defects
corrected, The nurse al.0 indfcated that she had 120 conferences with parents
in attempts to arrange medical appointments for the pupils. Table N shows that
of 128 pupil defects detected 51 (40%) were corrected. Of those detected, 103
(60%) were visual or dental problems. There were nearly three times as many eye
defects as dental defects detected, and over three times 4s many eye defects
corrected, Also, 18 pupils were reported as still receiving treatment, but
almost twice this number had not kept appointments thet had been scheduled for
them.

Table N gives a more complete picture than Table M of the kinds of health defects
discovered and corrected, However, since health summarics were not kept on all
project pupils, the totals in Table N are smaller than those in Table M,

Counselors also assisted in obtaining medical and dental appointments for pupils,

Objectives: To improve understanding of the effects of poverty on children,
To improve intergroup and intercultural understanding,
To improve teaching skills in specific fnstructional areas.
To improve skills and use of paraprofessionals.
To improve skills and use of supportive personnel,
To improve skills in diagnosing individual student learning needs.
To improve skills of participants in counselirg with disadvantaged
students.

Consulting counselors participated in seminars led by District personnel and other
experts in the fields of psychology, education, sociology, and human relations.
Workshops were designed to provide consulting counselors with skills in under-
standing and helping disadvantaged children improve their academic capabilities,
understanding the environment of the disadvantaged, utilizing most effectively

the skills of paraprofessfionals and supportive personnel, providing counseling

to disadvantaged thildren, and fmproving human relatf{ons, as well as to increase
communication and understanding between the 8school and community, Workshop
leaders utflired lectures, discussions, panels, role-playing sessions, sociodrama
enactments, and audio presentations,

Eighty-nine project staff members replied to a staff development questionnaire
(Table H) given to all ESEA personnel in both public and nonpublic schools. The
NPS staff members attended the same worksinops as their public school counter-
parts and were not required to fdentify on the questionnaire their NPS affilia-
tfon. For that reason, analysis of the ratings and tomments by workshop particie
pants applies to all respondents,
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All workshop objectives Were rated positively on a 1-5 ("Strongly Agree" to
"Strongly Disagres") scale, In their ratings respondents valued their improved
counseling skills most highly, second only to their improved instructional and
organizational skills, Concern was expressed for workshop presentations on the °
use of special equipment and on attfitudes toward the effects of poverty on
children.

The Intergroup Relations component, in cooperation with the District's Office
of Urban Affairs, was planned to improv: attitudes and to provide problem=
solving sfituations in human relations ror project pupils, staff members, and
parents and other community members. There was no NPS participation in this
component, according to the consulting counselors, because of an overlap in
activities and an NPS administrative decisfon to give preference to activities
already on the school calendar,

Strengths and Weaknesses

The ESEA pupils had an average IQ of 85.6; the comparison pupils, 100.3. The
NPS selection of comparison schools did not accomplish ethnic and ability
matching.

Central office personnel reported that nonc of the four schools in the program
used common curricula in the three subjects under study. Therefore, such
similarity as occurred in subject matter taught, especially in science, appeared
to be coincidental.

Parents agreed strongly that schools should accept more of thefr solutioas to
school problems., While commenting that more parents were needed at meetings,
they overvhelmingly supported the SAC program.

Staff members (Table H) rated the most effective feature of these components as
aiding SAC teachers in working effectively with pupils, as least effective the
detection of health defects. Comments by staff did not support their ratings,
highlighting instead the need for more help from the central office in counsele
ing, smaller classes, more humanistic teachers, a positive regard for the
comunity aides and SAC nurse, and the start of consistent inservice earlier {n
the year.

Workshop participants provided ratings and comments on attainment of workshop
objectives; methods of presenting workshop materials; and application of skills,
uhderstandings, and attitudes gained froa workshop interactions, All mediar
ratings of participants were positive. Improved counseling competency was
rated highest, with writing of behavioral objectives next highest. Negative
comeents which clearly outnumbered positive, included the following:

In general, the workshops were & waste of time.

Persons who condu~nt workshops should be better prepared and know what they
are atteapting to do,

Workshops were fine at first--then repetitious and boring.

Like so many other of these workshops 1 felt it was a shameful waste of money.
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TABLE A

ANALYSIS OF COVARIANCE, ALL PUPILS—-CTBS RESULTS

MEAN 1Q, PRE POS3T ADJUSTED
SUBTEST AND GROUP  oovARIATE N MEAN MEAN POST MEAN
Reading Vocabulary
ESEA 91,7 2138 14.6 (5.2)%  16.0 (5.5)% 16.1
Comparison 90.9 351 15.6 (5.4) 15.5 (5.7) 15.8
P(1,2485) = 1.506
Reading Comprehension
ESEA 91,7 2136 16.3 (4.4) 19.4 (4.6) 19.5
Comparfison 90.8 351 17.1 (4.5) 18.4 (4.4) 18.0
P(1,2483) = 24,827%%
Language Mechanics
ESEA 91.7 2147 10,5 (4.8) 12,4 (5.4) 12.4
Comparison 91,2 354 10,7 (4.8) 12,1 (5.3) 12.0
P(1,2497) = 2.5711
Language Expression
ESEA 91,6 2137 10,5 (4.3) 13,1 (4.5) 13.1
Comparison ) 91.1 348 10.8 (bnl{) 13.0 (IOUS) 12.9
P(1,2481) = 0,488
Language Spelling
ESEA 91,7 2111 12,3 (5.3) 14.0 (5.5) 14.1
Oonparison 91,1 335 13.2 (505) 14.2 (506) 13.7
P(1,2442) = 2.265

Arithmetic Computation
ESEA 91.6 2124 19.4 (5.4) 23.8 (6.0) 23,
Comparison 91,2 350 20.5 (5.6) 23.4 (5.9) 22
P(1,2470) = 9

Arithmetic Conceptes

ESEA 4
Comparison k)
k)

? 2109 11.2 (5.0) 13.9 (5.4)
1.3 U6 12,2 (5.3) 14,2 (5.5)
F(1,2451) =
Arithmetic Applications

ESEA 91.7 2049 6.7 (4.8) 8.3 (5.2) 8.3
coaplfiaon 91.5 33 701 (5.0) 8.8 (506) 8.7
F(1,2379) = 4,776%

Note,—Table A is based on Comprehensive Tests of Basic Skills, Porms Q and R, Level 3,
Statistical analysis was performed by BMDO4Y computer program (modified) on an IBM
sy‘te./3 60.

QApproximate grade equivalent,

#Significant at .05 level,
*4Significant at .01 level.
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TABLE B

ANALYSIS OF COVARIANCE, NEGRO HJPILS

MEAN 1Q, PRE POST ADJUSTED
SUBTEST AND GROUP  coyARIATE N MEAN MEAN POST MEAN
Reading Vocabulary
ESEA 91.2 1251 14.5 (5.2)® 16.3 (5.6)2 16.3
Comparison 90.1 207 15.3 (5.4) 16.2 (5.6) 15.7
P(1,1554) = 3,805
Reading Comprehension .
ESEA 91.1 1350 16.3 (4.4) 19.1 (4.5) 19.1
Comparison 90.1 207 17.0 (4.5) 18.2 (4.3) 17.9
P(1,1553) = 10,238%*
Language Mechanics .
ESEA 91.1 1346 10.8 (4.9) 12.0 (5.3) 12.0
Comparison 90.4 211 10.6 (4.8) 11.6 (5.1) 11.8
F(1,1553) = 0.619
Language Expression
ESEA 91.1 1339 10.6 (4.3) 12.9 (4.5) 12.9
Comparison 90.5 207 11.2 (4.6) 13.0 (4.5) 12.8
P(1,1542) = 0.439
Language Spelling .
" ESEA 91.1 1327 12,5 (5.3) 14.2 (5.6) 14,2 !
Comparison 90.2 197 13.4 (5.6) 14.3 (5.6) 13.8 '
P(1,1520) = 2,241 ..
Arithmetic Computation : i
ESEA 91.0 1348 19.3 (5.4) 22,7 (5.7) 22,7 .o
Comparison 90.4 20¢ 19.4 (5.4) 22.3 (5.6) 22,2
' P(1,1548) = 0.814
Arithmetic Concepts .
RSEA 91.1 1344 11.3 (5.1) 13.8 (5.3) 13.8
Coaparison 90.6 203 11.8 (5.2) 13,6 (5.2) 13.3 .
P(1,1543) = 2,586 %
Arithmetic Applications :
ESEA 91.1 1295 6.6 (4.8) 8.1 (5.2) 8.1
Comparison 90.8 195 6.6 (4.8) 8.2 (5.3) 8.2 !
P(1,1486) = 0.458
Note.—Table B is based on Coamprehensive Tests of Bseic Skills, Forms Q and R, Level 3
Statistical analysis was performed by BMDO4V computer program (modified) on an IBM

System/ 360,
- 8Approximate grade equivalent.
Significant at ,01 level,
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TABLE C

ANALYSIS OF COVARIANCE, MEXICAN AMERICAN PUPILS

SUBTEST AND GROUP MEAN I1Q, N PRE POST ADJUSTED
COVARIATE MEAN MEAN POST MEAN
Reading Vocabulary
ESEA 92.6 728 14.2(5.1)*  15.5(5.4)% 15,5
Comparison 90.9 98 15.2(5.4) 16.5(5.6) 15.9
. F(1,822) » 0.622
Reading Comprehension
ESEA 92.4 725  16.1{4.3) 19.9¢.7) 19.9
Comparison 90.7 98 16.6(4.4) 17.6(4.2) 17.5
P(1,819) = 20,105%*
Language Mechanics
ESEA 92.5 734 10.0(4.7) 13.0(5.6) 13.1
Comparison 91.4 98 10,3(4.8) 12.2(5.3) 12,1
F(1,828) = 3,582
Language Expression
ESEA 92.5 732 10,2(4.1) 13.3(4.6) 13.2
Couparison 91.1 96 9.8(4.0) 12.5(4.2) 12.7
F(1,824) = 1.622
Language Spelling ¢
ESEA 92.4 7117 11.9(5.2) 13.5(5.3) 13.5
Comparison 91.2 97 12.1(5.2) 13.4(5.3) 13.3
¥(1,810) = 0.266
Arithmetic Computation
ESEA 92.7 721 19.4(5.3) 25.6(6.2) 25.7
Comparison %1.1 108 20.2(5.5) 22.2(5.6) 21.8
P(1,825) = 24,0034
Arithnetic Concepts
ESEA 92.6 710 10.8(4.8) 14.1(5.4) 14.2
Comparison 91.2 105 12,0(5.2) 13.6(5.2) 13.0
F(1,811) = 6.629%
Arithmetic Applications
ESEA 92.7 699 6.8(4.9) 8.6(5.5) 8.6
Comparison 91.1 103 7.0(5.0) 8.6(5.5) 8.6
F(1,798) = 0.010

Note.—Table C is based on Comprehensive Teats of Basic Skiils, Forms Q and R, Level 3,
Statistical analysis was performed by BMDOAV computer program (modified) on an 1BN
Systeam/360.

8Approximate grade equivalent.

*S{gnificant at .05 level.
*2Significent at .0l level.
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TABLE D

PUPILS MEETING OR EXCBEDING PERFORMANCE OBJECTIVE

Crade 7 :' Grade 8 Grade 9
<4
|
SUBTEST LI o |4 L o |2 2
:oEm § 1% Em B F 0 3m b
€y fuc § L%y f3. f |fy AR g
w o '«8‘0 7] L uguo (7] - uﬂ’q.u U
6% Oxfy N °e o SR N & & opXi U
74 ZeoR & . zdwf & [2zd  2lof &
READING
Vocabulary 1127 307 27 897 293 33 528 145 27
Comprehension 1126 328 29 893 313 35 531 154 29
Total Reading 1108 289 7 876 308 35 511 138 27
LANGUAGR
Mechanics 1127 412 » 897 390 43 s11 229 b4
Expression 1123 352 k)| 898 330 kY 511 173 33
Spelling 1121 390 35 894 302 34 510 15/ 30
Total Language 1100 339 i1 | sn 320 kY 495 151 30
ARITHMETIC o
Conputation 1139 426 kY 884 326 ” 519 244 48
Concepts 1142 402 35 879 360 41 512 205 40
Application 1132 317 28 871 292 3 505 188 kY
Total Arithmetic 1115 363 33 858 329 38 494 189 38

Note.—Table D is based on Conprehensléz_iento Basic Skills pre- and poottizzigrade
equivalents, Statistical analysis was performed by Roster SW1 computer program on
an IBM System/360,
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TABLE E

PUPILS ACHIEVING AT OR ABOVE GRADE EQUIVALENT (GE)

A

TOTAL POST - 6/70
GRADE AND SUBTEST PUPILS GE 8.0 OR PERCENTAGE
TESTED HIGHER
GRADR 7
Reading
Vocabulary 1127 38 3
Comprehension 1126 30 3
Language
Mechanics 1127 144 13
Expression 1123 68 6
Spelling 112 108 10
Arithmetic
Computation 1139 132 12
Concepte 1142 80 7
Applications 1132 41 4
GRADE 8 GE 9,0 OR
HIGHER
Reading
Vocabulary 897 55 6
Comprehension 893 43 5
Language
Mechanics 897 140 16
Expresgion 898 67 7
Spelling 894 125 14
Arithmetic
Computation 884 82 9
Concepts 879 50 6
Applications 871 26 k]
GRADE 9 : + GE 10,0 OR
HIGHER
Reading
Vocabulary 528 22 4
Conprehension 531 10 2
Language . :
Mechanics 511 14 14
Expressaion 511 19 4
Spelling 510 32 6
Arithmetic
Conputation 519 20 4
Concepts 512 11 2
Applications 505 14 3

Note,=Table £ i1s based on Comprehensive Tests Basic Skills posttesting results,
Statistical analysis was performed by Roster SW1 computer progran on an IBM
System/360,
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TABLE F
ANALYSIS OF COVARIANCE——PRESCRIPTIVE AND NONPRESCRIPTIVE TEACHERS

’ MEAN 1Q PRE POST ADJUSTED
SUBTEST AND GROUP oovARIATE N MEAN MEAN POST_MEAN
Reading Vocaﬂulary
Prescriptive 92.4 . 490 13.7 (4.9) . (5.5) 16,6
Nonprescriptive 9. 1 1692 14.6 (5.2)® 5.9 (s 5)8 15.7

Reading Comprehension

Preacr{ptive 92.4 485 16,0 (4.3) . (4.5) 19,2
Nonprescriptive 92,0 1701 16,5 (4.4) 9.4 (4.6) 19,4
F(1,2182) = 0,168
Language Mechanfce
Prescriptive 92,1 492 10,9 (4.9) . (S. ) 11,9
Nonprescriptive 92.7 1699 10,5 (4.8) 2.4 (5.4) 12,5
P(1,2187) = 6,304*%
Language Expression
Prescriptive 92,2 494 10,4 (4,2) 12,6 (4.2) 12,7
Nonprescriptive 92,7 1686 10,6 (4.3) 13,2 (4.6) 13,1
F(1,2176) = 6,144% |
Language Spelling
Pfe’cr‘pt‘ve 92,2 489 12,2 (SuZ) 1105 (5.3) 13,6
Nonprescriptive 92,7 1664 12,4 (5.3) 13,9 (5.4) 13.9
F(1,2149) = 1,708
Arithmetic Computation
Prescriptive 92,4 686 18,7 (5.1) 23,6 (5.9) 24,1
Nonprescriptive 91,7 1170 19,7 (5.4) 23.5 (5.9) 23.3
F(1,1852) = 5,403%
Arithoetic Concepts ‘
Pte‘ef‘Pt‘Ve 92,4 681 10,9 (b.ﬂ) 13,9 (503) 1600
Nonprelcrlptive 91,8 1162 11,4 (500) 13.7 (5.2) 13,6
FP(1,1839) » 4&4,362*% -
Arithmetic Applications |
Prescriptive 92,5 666 6.8 (4.8) 8.0 (5.2) 8.0
Nonprescriptive 91.7 1126 6.7 (4.7) 8.2 (5.3 8.3 ]
F(1,1768) = 3,784 i

Note.~Table F is based on Comprehensive Tests of Basic Skilla, Form Q and R, Level 3,
Stacistical analysis was performed by BMDO4V computer program (wodified) on an IBN
System/360,

aApproximate grade equivalent,

*Significant at .05 level,
HSignificant at 01 level,
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TABLE G

DISTRIBUTION BY 1Q OF NONSTANDARDIZED ACHIEVEMENT SCORES

. READING ARITHMETIC
1Q RANGE Mcan Mean Mean Mean
AND GROUP 1Q Raw Score N 1Q Raw Score N
- 70
ESEA 67.6 16.8 11 68.5 8.0 2
AB938 65,0 16.5 13 . 64,8 7.4 g
71 - 85
ESEA 80.6 18.4 179 80.5 8.7 65
AB938 79.4 17,5 132 79.5 9.2 122
86 - 100
ESEA 92,5 20,1 539 91.5 9.7 123
AB938 92,9 21.9 210 92.7 12.0 193
101 - 115
ESEA 105.6 21,5 156 105.5 11,0 29
AB938 107.3 26.7 124 107.2 14.6 112
116 - 130
ESEA 119.6 24,4 11 119,0 15.0 2
AB938 121,0 28,2 k] 120.7 15.4 32
131 - 145 '
Esm - - - - - s - - - - - »
AB938 136.0 30,5 8 135.7 16.9 7
Total Scores
Regardless
of 1Q
ESEA 92.5 20,0 896 90.1 9.6 221
AB938 94.8 22,4 522 94.9 i2.1 476
Total Possidble
Raw Score 40 21

Note, —Table G 18 based on scores from Readinéﬂieview No. I and Arithmetic Review
No. I, teacher-made schievement tests., Statistical analysis was performed by
Quick Median SWI computer program on an IBM System/360.
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TABLE H

STAFF QUESTIONNAIRE

FREQUENCY MEDIAN
Does Not Strongly Strongly
ITEM Apply  Agree Disagree
0 1 2 3 4 )

17, My attitude toward the effects

of poverty on children had

foproved. 1 9 19 0 [ 3 2.0
18. I now have a better understand-

ing of intergroup relatfons. k] 5 30 K] 6 k] 2.1
19, In my specific area, my fnstruc- a

tional skills have not improved. k] 7 5 1 19 24 4.3
20, My skills in organizing for

instruction (grouping of students,

use of resource and teacher aides,

etc.) have improved. 1 20 23 1 3 0 1.7
21, For me, writing behavioral

objectives has become more

difficult, 3 3 4 2 16 25 4,58
22, 1 have been able to use special

equipment with greater ease. 3 8 22 2 5 2 2.0
23, My diagnoses of individual

learning deficiencies have

improved., 0 9 39 0 3 2 1.9
24, 1 feel that 1 am better adble

to motivate students, 1 15 25 1 4 2 1.8
25. My skill in developing new

curriculum materials has

fmproved. 1 15 27 0 1 1 1.8
26, 1 am more confused about how

to evaluate pupils, 0 0 3 0o 27 22 4,48
27. My counseling skills have not

{mproved. 1 1 4 1 13 21 4,84
28, 1 feel I can work more effec-

tively with other school

personnel. 0 18 23 1 4 5 1.8
29, 1 think that the wotkshop

leadership was outstanding. 1 21 22 2 8 3 1.8

(Continued)
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TABLE H (Cont.)

FREQUENCY MEDIAN
Does Not Strongly Scrongly
ITEM Apply Agree Disagree
0 1 2 3 4 5
30. The workshop(s) did not hold
my interest. 0 5 13 1 26 24 4,08
31. My prescriptive teaching tech-
niques in math and/or reading
have improved. 0 15 26 V] 5 1 1.8
32. Workshop techniques I have
applied have had a positive
effect on students. 0 13 29 0 2 1 1.8
Average median response on all items 1.6b

Note.—Table H is based on Form l04B, Statistical analysis was

. performed by YTENUMERIC Tally and Analysis computer program on an IBM
System/360. Max, N = 69
aThe negative wording of the item has reversed the direction of the 1l-5 scale,
bin computing this average median, the medians marked 8 have been reversed.
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TABLE 1

PUPIL EVALUATION

FREQUENCY MEDIAN
Strongly Strongly
ITEM Agree Disagree
. 1 2 3 4 ]

11, I find that my ability to read has

improved, 152 290 65 30 11 1.9
12, 1 can do arithmetic broblems now

which I could not do befnre. 217 209 63 39 22 1.8
13. I feel that it is harder to talk ‘

to my parents, 34 40 116 190 166 3.98
14, 1 get along better with other kinds

of kids. 76 176 180 75 41 2.6
15, I see more slides and movies now. 62 121 101 145 119 3.4
16. I have not received the help 1 need

from the SAC nurse. 58 64 210 111 100 3,24
17. My parents are more willing to take

me to the doctor or dentist. 135 152 139 68 49 2.4
18, My teachers give me more attention

(than when I was in the regular

school program), - 167 178 82 72 49 2.1
19, My'dental problems have not been

taken care of, 56 107 100 182 93 3.58
20. I can tal” to my counselcr when I

need to. 141 228 73 65 41 2.1
21. I would rather be in a SAC class

than in a regular class. 173 129 109 58 76 2.3
22, The teacher aide helps me a lot, 194 196 78 32 45 1.9

Note.—Table I is based on Form 101G,

Statistical analysis was

performed by YTENUMERIC Tally and Analysis computer program on
an IBM System/360. Max, N = 550

8H{gher ratings here favor the program, gince the item is worded negatively.
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TABLE J

PARENT EVALUATION

£
. FREQUENCY MEDIAR
Strongly Strongly
ITEM Agree Disagree
1 2 3 4 5

9, The information I received from the

school about the SAC program is very

adequate, 25 27 6 2 5 1.8
10, My child is reading better now than

before (when he was not in the SAC

program). 21 22 11 0 0 1.8
11, I feel that the teaching that gces

on in the SAC program is good. 29 36 4 2 0 1.7
12, My child needs more help in his

arithmetic skills. 23 16 10 4 1 1.8
13, The schcols should accept more parents'

solutions for school problems. 34 22 13 1 0 1.6
14, The inservice meetings which I have

attended have been very helpful. : 24 31 4 2 3 1.8
15, As a parent, I have found it

difficult this year to get medical

or dental care for my child, 3 4 19 16 10 3.58
16, The community is eager to attend

committee meetings, 3 10 24 14 17 3.4
17. I find that other committee members

are easy to work with. 12 37 11 1 2 2.0
Note.—Table J is based on Form 102A, Max. N = 71,

8Higher ratings here favor the program, since the item is worded negatively,
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TABLE K

STAFF QUESTIONNAIRE

FREQUENCY MEDIAN
Does Not Strongly Strongly
ITEM Apply Agree Disagree
0 1 2 3 4 5
l. Pupils in SAC should now read
better than comparable non-SAC
2. SAC pupils' arithmetic skills
should improve while they are
in the program, 0 8 16 5 2 0 2.0
3+ Many health defects in SAC
pupils persist undetected. 0 11 20 0 0 0 1.7
4, Dental defects in SAC pupils
seem to linger despite efforts
to alleviate them, 0 1 10 6 10 4 3.3
5. SAC parents prefer to make
their own dental appointments, 0 4 5 20 1 1 2.8
6. SAC parents prefer to make
their own health appointments. 0 0 5 24 2 0 2.9
7. A child has a better attitude
toward school and education
when he is in SAC, 1 0 5 20 5 0 3.0
8. While participating in SAC
enrichment and motivational
activities, SAC pupils have g
gained some of the experiences
of advantaged pupils. 0 8 11 7 5 0 2,2
9. I have found that SAC parents
are easier to work with than
non-SAC parents, 0 11 12 2 5 1 1.9
10, Many health defects in SAC
pupils persist untreated. 0 3 10 16 2 0 2,78
11, I always can secure help when
necessary from the various
non-teaching personnel. 0 3 6 12 7 3 3.0
12. Learning tools (such as tape
recorders, film strip projectors,
etc,) are always available when
I need them, 0 11 13 4 3 0 1.9
(Continued)
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TABLE K (Cente)

FREQUENCY MEDIAN
Does Not Strongly Strongly
ITEM Apply Agree Disagree
0 1 2 3 4 5
13. SAC personnel are skilled in
recognizing the specific
learning problem of children. 0 10 12 2 6 1 2,0
14, I wish to continue working
in SAC next semester., 0 "5 16 5 4 1 2,2
15, Counseling personnel have
succeeded in helping SAC
teachers work effectively
with pupils. 0 24 3 2 1 1 1.2

Note.~=Table K is based on Form 103B, Statistical analys!i was performed by YTENUMERIC
Tally and Analysis computer program on an IBM System/360, Max, N = 31
8Higher ratings here favor the program, since the item is worded negatively.
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TABLE L

TALLY RECORD OF COUNSELING ACTIVITIES

!

T o TALLY. rarry
SERVICES TO PUPILS
1., Iandividual counseling 6045 502
2. Group counseling 1052 46
3. Guidance activities 1215 67
4, Guidance conferences 2930 20
5. 1Intake process (screening, selection,
placement, programming) 3386 29
6. Pupil appraisal 2401 111
7. Recording on cums,’interview notes, etc., 6252 306
CONSULTATION WITH:
8. SAC Teachers 3555 197
9. Non-S5AC Teachers 2285 120
10, SAC Counselors 3798 0
11. Non~SAC Counselors 1944 5
12, Head Counselors 1412 3
13. Administrators 1326 245
14, Compensatory Education Coordinator 2311 2
15, Education Aide III 2738 0
16, Community Aide 1739 2
17. Dector 459 1
18, Nurse 882 49
19, Health Aide 815 0
20, Community agency 760 11

(Continued)
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TABLE L (Cont,)

ITEM PUBLIC NONPUBLIC

TALLY TALLY

CONSULTATION WITH:

Parents:

21, at school 1009 43

22, at home 1010 0

23. by phone 2127 37

24, 1in groups 274 4

STAFF DEVELOPMENT

25, 1Inservice, local school 406 26

26, Inservice, central office 437 30

27, SAC staff weeting, local school 581 11

28, Training Counselor Intern 5038 156

29, Student intergroup meetings . 41 1

OTHER ACTIVITIES

30, (Specify) 1268 38

31. (Specify) 1369 21

Note,—Table L is based on Form 103A, Statistical analysis was performed by
YTENUMERIC Tally and Analysis computer program on an IBM System/360. Public
maximum N = 21; nonpublic maximum N = 2,
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TABLE M

TALLY OF SCHOOL NURSE'S HEALTH SERVICES

o TALLY. ay
1. Readmissions 0 4
2, Exclusions 5 18
3. Pupil conferences 2209 116
4. Parent conferences 899 120
5. School personnel conferences 2159 61
6. Case conferences 38 58
7. Health education (formal) 3 0
8. First aid 2 95
9. Referrals 1272 85

10. Number of pupils with defects reported 693 157
11, Number of pupils with defects followgd-up 2123 312
12, Number of pupils with defects corrected 352 73
13, Home visits 226 40
14. Pupils processed other than readmissions,

exclusions, and first aid 1822 119
15, Vision screened 1014 512
16, Immunizations 0 /]

Note,-Table M 18 based on Form 33.182. Statistical analysis was performed b}i

YTENUMERIC Tally and Analysis computer program on an IBM System/360. Public
maximum N = 23 nonpublic maximum N = 1,
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TABLE N

SUMMARY OF HEALTH DEFECTS DETECTED AND CORRECTED

DEFECT DetectedPUBLégrrected DetectggNPUBLégrrected _
Eyes 107 71 77 36
Ear-Nose~Throat 46 19 13 5
Skin 10 5 2 0
CNS (Central Nervous System) 13 2 1 0
CVS (Cardiovascular System) 18 4 0 0
Respiratory 11 0 4 0
Abdomen 9 3 0 0
GU (Genitourinary) 5 3 0 0
Extremities 20 5 5 0
Dental 115 49 26 10
Total 354 161 128 51
REASON DEFECTS WERE NOT CORRECTED i m;rgg.{xc
Parents have not followed through
with medical referral. 40 32
Child is still undergoing medical
treatment toward correcting the
defect, 73 18
Child was not referred to medical
care, 18 1
Child was referred and appointment
has been made with medical agency. 25 17
Total 156 68

Note,—Table N is bzsed on Form Ol

1HPS. Statistical analysis was performed by
YTENUMERIC Tally and Analysis computer program on an IBM System/360, Public
unduplicated N = 291; nonpubline unduplicated N = 187,
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TABLE O

MEAN SCORES® FOR QUICK MEASURE OF CONCEPTS (QMOC)—NEGRO PUPILS

CONCEPT AND GROUP N PRE POST CORRELATION

ME

ESEA 604 29.2 29.5 4l

Comparison 173 29.0 28.8 48
MY GRADES

ESEA 604 28.8 28.3 .34

Comparison 173 29.0 27,2%% 48
MY FUTURE

ESEA 604 30.8 31.6 ** .28

Comparison 173 31.0 31.0 .40
MY CLASSMATES

ESEA 604 25.4 25.3 .38

Comparison 173 25.3 23.8 %% .34
PERSON I'D LIKE TO BE

ESEA 604 32.8 33.3 .21

Comparison 173 33.3 33.2 .49
MY BEST FRIENDS .

ESEA 604 29.1 29.8 * .29

Comparison 173 30.1 29.2 * 42
MOST PEOPLE

ESEA 604 24.1 24,1 .38

Comparison 173 24.0 23.5 .33
TEACHERS

ESEA 604 28.3 27.9 .34

Comparison 173 28.6 25.4 ** 42
COUNSELORS

ESEA _ 604 29.9 30.1 .38

Comparison 173 30.3 28.7 ¥* .50
MY SCHOOL

ESEA 604 23.1 22.0 %% 42

Comparison 173 22.9 20.1 ** 43

Note,—Table O is based on Form 103C, Statistical analysis was pec{ormed by
Pre-Post t Concept Comparison computer program on an IBM System/360,
8Highest possible score per concept was 36. Scores on each of the 10 concepts
rated in QMOC were based on a 6-point continuum scale for each of the follow-
ing six qualities: kind-~-cruel; good~-bad; fair--unfair; valuable--worthless;
honest--dishonest; pleasant--unpleasant,
*#Significant at .05 level.
**%Significant at .0l level.
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TABLE P

MEAN SCORES? FOR QUICK MEASURE OF CONCEPTS (QMOC) —~MEXICAN AMERICAN PUPILS'

CONCEPT AND GROUP N PRE POST CORRELATION

ME

ESEA 457 26.5 27.2 *% .37

Comparison 89 27.0 26.6 48
MY GRADES

ESEA 457 26,3 27.0 * .33

Cemparison 89 27.5 26.4 42
MY FUTURE

ESZA 457 28.8 30,3 ** .37

Comparison 89 30.3 29.7 .34
MY CLASSMATES

ESEA 457 26.1 26.1 .28

Comparison 89 27.4 27.0 48
PERSON I'D LIKE TO BE

ESEA 457 31.4 32,2 %% 34

Comparison . 89 32.9 32,5 417
MY BEST FRIENDS :

ESEA 457 29,0 30,1 ** .38

Comparison 89 30.3 30.9 .27
MOST PEOPLE

ESEA 457 25.3 25.3 .38

Comparison 89 24.5 24.6 .35
TEACHERS

ESEA 457 27.4 27.6 .40

Comparison 89 28.0 28.0 .31
COUNSELORS

ESEA 457 29.7 30.5 * .28

Comparison 89 29.8 31.3 * .38
MY SCHOOL

ESEA 457 25.3 24,5 * 39

Comparison 89 26.7 25.4 42

1

Note.~—Table P is based on Form 103C. Statistical analysis was performed by
Pre-Post t Concept Comparison computer program on an IBM System/360.
aighest possible score per concept was 36. Scores on each of the 10 concepts
rated in QMOC were based on a 6-point continuum scale for each of the following
six qualities: kind--cruel; good--bad; fair-~unfair; valuable--worthless;
honest--dishonest; pleasant--unpleasant,
*Significant at ,05 level.
*%Significant at .01 level.
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TABLE Q

MEAN SCORES® FOR QUICK MEASURE OF CONCEPTS (QMOC)=—ALL PUPILS

CONCEPT AND GROUP N PRE POST CbRRELATION

ME

ESEA 1061 28.0 28,5 **% X

Comparison 262 28.3 28.0 .50 -
MY GRADES

ESEA 1061 27.7 27.7 .35

Comparison 262 28.4 26.9 **% 47
MY FUTURE

ESFA 1061 30.0 31.0 %% .33

Comparison 262 30.8 30.5 .38
MY CLASSMATES

ESEA 1061 25.7 25.7 .35

Comparison 262 26.0 24,9 * 40
PFRSON I'D LIKE TO BE

ESEA 1061 32.2 32,8 #¥% .28

Comparison 262 33.1 33.0 .49
MY BEST FRIENDS

ESEA 1061 29,1 30.0 ** .32

Comparison 262 30.2 29.8 .38
MOST PEOPLE

ESEA 1061 24.6 24,6 .38

Comparison 262 24.2 23.9 .34
TEACHERS

ESEA 1061 27.9 27.8 .37

Comparison 262 28.4 26,3 %% .38
COUNSELORS

ESEA 1061 29.8 30.3 .34

Comparison 262 30.1 29.6 45
MY SCHOOL :

ESEA 1061 24.0 23,1 *% 42

Comparison 262 24,2 21,9 %% - 46

-y

Note.~Table Q is based on Form 103G. Statistical analysis was performed by
Pre-Post t Concept Comparison computer program on an 1BM System/360,
8Highest possible score per concept was 36. Scores on each of the 10 concepts
rated in QMOC were based on a 6-point continuum scale for each of the following
six qualities: kind--cruel; good--bad; fair--unfair; valuable--worthless;
honest~~-dishonest; pleasant--unpleasant.
*Significant at .05 level.
**3ignificant at .0l level.
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TABLE

R

MEAN SCORES@ FOR INTERCULTURAL MEASURE OF CONCEPTS (IMOC)

CONCEPT AND GROUP N PRE POST CORRELAT ION
MY EDUCATION

Negro 11 36.4 32,3 24

Mexican American 18 37.8 36.4 .69

Both 29 37.2 34,8 47
MY OOUNTRY

Negro 11 33.4 30.3 73

Mexican American 18 31,6 34.6 .05

Both 29 32,2 33,0 .39
MEXICAN AMERICAN

Negro 11 35.6 37.7 .39

Mexican American 18 34,0 34,5 34

Both 29 34,6 35.7 .38
MOST PEOYLY

Negro 11 33,4 29,3* .35

Mexican American 18 34,1 34,2 .31

Both 29 33.8 32.3 .32
AFRO-AMERICANS

Negro 11 ‘32,9 38,2% .55

Mexican American 18 34,9 36,6 .25

Both 29 34,2 37.2% 31
MY NEIGHBORHOOD

NQgrO ’ ll 33.’4 320.6 .56

Mexican Amerfcan 18 37,6 37.8 43

Both 29 36.0 36-6 -52
MY FREEDOM

Negro 11 33.4 33.6 42

Mexican Anerican 18 30,7 33,8 .30

Both 29 31,7 33.8 34
OR1ENTALS

Negro 11 31,9 31.1 .38

Mexican American 18 33.8 34,8 - 04

Both 29 33.1 33,4 W17
MYSELY

degro 11 31,2 36,5* .81

Mexican American 18 42,5 41,4 57

Both 29 38,2 39,5 66
MY FUTURE

Negro 11 it.? 34,7 67

Mexican American 18 42,6 44,1 57

Both 29 38,5 40,6 74

("~ntinuel)
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TABLE R (Cont.)

CONCEPT AND GROUP N PRE POST CORREIATION .
MY CULTURE

Negro 11 33.0 31.6 .76

Mexican American 18 38.6 39.7 .90

Both 29 36.5 36.6 .86
ANGLOS (WHITE)

Negro 11 25.1 22.4 A3

Mexican American 18 29.9 28.8 .1)

Both 29 28.1 26.1 42

Note.=—Table R 18 based on Form 105A. Statistical analysis was performed by
Pre-Post t Concept Comparison computer program on an IBM System/360.
8Highest p.ssible score per concept was 50, Scores on each of the 12 concepts
rated in IMOC were based on a 5-point continuum scale for the following 16
paired qualities, 10 of which were specially selected for each concept:
fast--slow; fair--unfair; good--bad; equal--unequal; helpful-<harmful;
tonest-~d{shonest; strong--weak; pleasant--unpleasant; valuable--worthless;
desirable--undesirable; right--wrong; desegregated--segregated; kind--cruel;
happy--sad; beautiful--ugly; advantaged--disadvantaged.
*S{gnificant at .05 level.
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TABLE S

ANALYSIS OF COVARIANCE, NPS ACHIEVEMENT TESTING

TEST, SUBTEST, MEAN 1Q, PRE POST ADJUSTED
AND GROUP COVARIATE N MEAN MEAN POST MEAN

COMPREHENSIVE TESTS OF
BASIC SKILLS

Reading Vocabulary
ESEA 85,7 157 14,2 (5.1) 15,5 (5.4)% 18,8
Comparison 100,7 90 24.5 (7.4) 26,3 (7.9) 20,5
‘'F(1,243) = 6,721%
Reading Comprehension
ESEA 85.6 154 14.6 (4.0) 19.7 (4.6) 22.9
Comparison 100,7 90 25.4 (6.6) 28.2 (7.0) 22.9
F(1,240) = 0,004
Arithmetic Computation
ESEA 85.4 157 18.7 (5.2) 22,7 (5.7) 26.0
Comparison 101,1 89 27.3 (6.6) 32,6 (7.7) 27,1
F(1,242) = 1,068
Arithmetic Concepts

ESEA 85.4 156 10.7 (4.7) 13.3 (5.1) 15.2
Comparison 101,1 89 16.8 (6.8) 20,0 (7.5) 16,6
F(1,241) = 3.489
Arithmetic Applications
ESEA 85.5 154 6.5 (4.7) 8.3 (5.3) 9.8
Comparison 101,1 89 11.1 (6.6) 12,2 (6.9) 9.6
F(1,239) = 0,130
METROPOLITAN ACHIEVEMENT
ESEA 86.0 154 18.8 (4.4) 23.5 (5.1) 27.4
Comparison 100, 6 92 30,6 (6.2) 35,0 (6.8) 28,4

F(1,242) = 1,052

Note,~Table S is based on GComprehensive Tests of Basic Skills, Forms Q and R,
Level 3, and on the Metropolitan Achievement Tests, Form Am, Intermediate Science,
Statistical analysis was performed by BMDO4V computer program (modffied) on an IBM
System/360,

appproximate grade equivalent,

*Significant at ,05 level.
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TABLE U

MEAN SCORES?® FOR QUICK MEASURE OF CONCEPTS (QMOC)=—NPS MEXICAN AMERICAN PUPILS

CONCEPT AND GROUP N PRE POST CORRELATION

ME

ESE4 64 27.8 27.8 45

Comparfson 36 28.5 28.4 .64
MY GRADES

ESEA 64 25.8 24.9 .62

Comparison 36 24.5 26.0 .64
MY FUTURE

ESEA 64 30.3 30.3 .56

Comparison 36 31.4 32.5 .14
MY CLASSMATES

ESEA 64 25.2 26.6 31

Comparison 36 27.1 27.3 48
PERSON I'D LIKE TO BE

ESEA 64 32,8 32.5 35

Comparfson 36 32.4 33.0 .75
MY BEST FRIENDS

ESEA 64 - 30.3 29.5 51

Comparison 36 30.6 30.8 .39
MOST PEOPLE

ESEA 64 26.4 24.4 .35

Comparison 36 25.8 26.5 43
TEACHERS

ESEl 64 27.0 27.5 A4

Compai ison 36 29.9 26.1 .37
COUNSELORS

ESEA 64 31.0 31.4 A

Comparison 36 31.3 29.9 .16
MY SCHOOL

ESEA 64 26.7 26.) 47

Comparison 36 28.9 26.8 .30

Note.~—Table U is based on Form 103C,
Pre-Post t Concept Comparison computer program on an 1BM System/360.
8Highest possible acore per concept was 36,

Statistical analysis was performed by

Scores on each of the 1N concepts

rated in QC were based on a 6+point continuum scale for each of the following
kind-~cruel; good--bad; fafr--unfair; valuable--worthless;
honest--dishonest; pleasant«-unpleasant,

six qualities:

*Significant at ,05 level.
#*Significant at .01 level.

191



TABLE V

MEAN SCORES3 FOR QUICK MEASURE OF CONCEPTS (QMOC) — NPS NEGRO PUPILS

CONCEPT AND GROUP N PRE POST CORRELATION

ME

ESEA 81 30.1 8.2 Wk .25

Comparison 26 28.5 23,5 46
MY GRADES

ESEA 81 28.6 26,6 ** 47

Comparison 26 27.9 28.5 .36
MY FUTURE

ESEA 81 32.2 31.0 * .37

Comparison 26 32.3 33.8 -.07
MY CLASSMATES

ESEA 81 24.6 25.0 .33

Comparison 26 29.3 26,5 * .26
PERSON I'D LIXE TO BE

ESEA 81 33.7 32.4 .03

Comparison 26 34.4 35.0 .22
MY BEST FRIENDS

ESEA 81 + 30.8 30.0 .36

Comparison 26 31.5 32,4 -.02
MOST PEOPLE

ESEA 81 24.6 25.3 .20

Comparison 26 23.8 26,8 %k .46
TEACHERS

ESEA 81 27.4 25.9 .51

Compar .on 26 32.3 30.8 «55
COUNSELORS

ESEA 81 32.2 30.6 -.01

Comparison 26 30.5 31.2 36
MY SCHOOL

ESEA 81 27.8 25,7 * .54

Comparison 26 31.3 29.5 <34

Note.=-Table V {s based on Form 103C. Statfstical anal;;Is was perforned'by

Pre-Post t Concept Comparison computer program on an IBM System/360.
8Highest possible score per concept was 16,

Scotes on each of the 10 concepts

rated in QMOC were based on a 6-point continuum scale for each of the following
kind+-ctuel; good--bad; fair--unfair; valuable--worthless;
honest--dishonert; pleasant--unjyleasant,

six qualities:

*Significant at ,05 level.
*Sfgnificant at .01 level.
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TABLE W

MEAN SCORES? FOR QUICK MEASURE OF CONCEPTS (QMOC)—ALL NPS PUPILS

CONCEPT AND GROUP N PRE POST CORRELATION

ME

ESEA 145 29.1 28,0 % .32

Comparison 62 28.5 28.9 .59
MY GRADES

ESEA 145 27.3 25,9 ¢ 54

Comparison 62 25.9 27.1 .59
MY FUTURE

ESEA 145 31.4 30.7 46

Comparison 62 31.8 33.1 .09
MY CLASSMATES

ESEA 145 - 24,9 25.7 .32

Comparison 62 28.0 26.9 42
PERSON 1'D LIKE TO BE

Comparison 62 33.3 33.9 71
MY BEST FRIENDS

ESEA 145 . 30.6 29.8 NY;

Comparison 62 31.0 31.4 .29
MOST PEOPLE

ESEA 145 25.4 24,9 . 24

Comparison 62 25.0 26.6 * 43
TEACHERS

ESEA 145 27.2 26.6 48

Comparison 62 30.9 28,1 ** 45
COUNSELORS

ESEA 145 31.7 20.9 . .18

Cumparison 62 31.0 30.5 » 20
MY SCHOOL

ESEA 145 27.3 25.9 * .50

Comparison 62 29.9 27.9 * 34

Note,=~=Table W is based on Form 103C. Statistical analysis was performed by

Pre-Post t Concept Comparison computer program on an IBM System/360,

81ighest possible score per concept was 36, Scores on each of the 10 concepts
rated in QMC were based on & 6+point continuum scale for each of the following
six qualities: kind~-cruel; good--bad; fair--unfafr; valuable--worthless;
honest~~dishonest; pleasant«-unpleasant,

*Significant at .05 level,

*xSignificant at ,01 level,
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NEGLECTED AND DELINQUENT CHILDREN

Abstract

Pupils
Public Schools 552
Nonpublic Schools 327
Participating Institutions 20

Staff
. Certificated 23
Medical 4
Teacher Assistants 10
Inservice Participants 105
Approximate Cost $137,418

Description: This project provided auxiliary services to designated institutions
housing neglect2d and delinquent children, Services were designed to meet the
diversified needs of these children in three phases: a therapeutic team, a
summer school program, and four workshops. Component activities were planned by
an advisory committee consisting of institutfon representatives, project person-
nel, and central office medical staff members.

The therapeutic team, consisting of an elementary counselor, two secondary coun-
selors, a nurse, and & curriculum speciglist, provided evaluation and counseling
services to the pupils at the 20 fnstitutions which participated during the
regular school year and the 14 which were involved in the summer program. Phy-
sicians, nurses, and an audiometrist provided additional services.

In addition to the therapeutic team, the summer program added classroom activ-
fties and was tutorial in nature., Twenty certificated teachers and 10 teaching
assistants were assigned to tutorial and/or remedial classes at institutional
sites for a six-week sessfon, Larger institutions were served by one, two, or
three teachers. Smaller fnstitutions had a teacher and/or assistant. This
phase of the summer project served 314 pupils at the elementary or secondary
level,

Four workshops, each with a duration of from 10 to 18 hours, were conducted

for professional and paraprofessional staff members of 20 public schools and

20 institutions associated with the project. At the first and second inservice
workshops, project staff members conducted discussions with {nstitution ctaff
menbers about the problems and needs of neglected and delinquent children. A
third workshop, conducted for 25 public school teachers of neglected and/or
delinquent children, pertained to the characteristics, needs, and problems of
these children, This workshop was repeated for summer school teachers and staff.

Iime Intervals: During the period from September 1, 1969, to August 31, 1970,
the therapeutic team served 879 pupils from 20 institutions housing neglected
and/or delinquent children of schonl age. Approximately 552 of these pupils
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attended public schools for all or part of the regular school year, and 327
pupils involved in the component rcgularly attended nonpublic schools. An
augmented summer program scrved pupils from July 6 through August 14, 1970.

Activities: Pupils with educational, social, behavioral, and health problems
were referred to the therapeutic team, whose members provided institutfonal
staff, teachers, and other personnel with the ,pes of {nformatfon necessary

for complete educatfonal planning. The principal activities of the counselors,
as shown in their logs, were indfvidual cvaluations fncluding achievement,
abflity, and psychological testing; coordination of conferences with parents,
teachers, psychiatrists, socfal worker, houseparents, and school and institution
administrators; individual and group counseling; vocational counseling; and
classroom observation.

Oblectives:

- To change (in a positive directfon) the children's attitudes toward school
and education

- To improve the physical health of the children

= To provide inservice education

Fvaluation Strategy: Weckly logs, kept dy counselors and the nurse on the
therapeutic team, were analyzed. Participanrts in workshops answered question-
nafres and rated the sessions.

Results: Twenty certificated teachers and 10 teaching assistants were assigned
to tutorfal and/or remedial classes for 314 pupils at institutional sites for a
six-week session.

Supportive services were provided in the summer by two counselors, a rchool
doctor, two nurses, and an audiometrist.

The doctor, assisted by the nurses, gave 280 regular physical examinations to
those pupils entering public school in the fall.

The nurses provided vision scceening for 553 children.

There were 492 referrals: 119 dental, 94 visfon, 90 hearing, 60 skin, 59 ear,
nose, and throat, 75 extremicies, 23 respiratory, 8 abdomen, & genitourinary,
4 cardiovascular, and 10 miscellaneous.

for the full year, the audiometrist traveled to individuval sites and gave 495
fndividual hearing tests,

The therapeutic team conducted two workshops, cunsisting of four sessions each,
for a total of 38 houseparents, directors, counselors, and social workers from
fnstitutions serving neglected and delinquent children.

The highest median ratings for Workshops I and 1@ (3.2 and 3.3, respectively,
on a l-4, low-high scale) were given to "Better comunication and understand-
ing arnong institution staff, school staff, and sccial welfare staff."
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The highast median rating (3.9) for Workshop for Teachets of Neglected and
Delinquent Children was given to "Group Therapy Session." The highest median
rating (3.1) for Summer Workshop for Teachers of Neglected and Delinquent
Children was given to '"Diagnosis and Treatment of Learning Disorders."

Conclusions: Broadly supportive services (diagnostic, instructional, and
remedial) were provided to meet the diversified needs of neglected and delin-
quent children.

An enriched program of supportive services was offered to these children during
the summer.

Workshop training was integrally related to ongoing assignments, as far as both
participants and leaders were concerned.

Participants in workshops preferred sessions fnvolving demonstrations of
techniques.
Recormendationr  Expand tutorial services from the summer program to the

full-year project.

Survey finstitutions in the program to determine their needs and priorities
for next year's project.

Expand workshop sessions involving demonstrations of techniques to help
neglected or deiinquent children.
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NEGLECTED AND DELINQUENT CHILDREN

Detailed Report

Component objectives were evaluated utilizing the following: weekly logs, tallies
of health services, and questionnaires completed by workshop participants,

Objective: To change (in a positive direction) the children's attitudes toward
school and education,

The counselors on the therapeutic team directed their energies toward changing
the children's attitudes toward school and education, They gave individual coun-
seling to maladjusted children on approximately four days a week. From three to
eight children were studied intensively cach month, After reviewing the child's
records and completing an evaluation, the counselor held a case conference and
reported his findings and recommendations to one or more of the following:
teacher, institution administrator, houseparent, and social worker.

Counselors used a filmstrip titled "Getting to Know Me" as a basis for group dis-
cussions for elementary level children., Daily logs kept by counselors indicated
that an average of 15 group counseling tessions were held for children at particl-
pating institutions each month. The basic goal was to help pupils improve their
attitudes,

Objective: To improve the physical health of the children,

Health services were provided by a school doctor, two nurses, and an audiometrist,
The audiometrist traveled to individual sites and gave 495 individual hearing
tests. The nurse on the therapeutic team coordinated dental surveys, TB testing,
audiometrist's and physician's visits, vision screening, and speech referrals.
She conducted programs on safety education; first ald; the effects of smoking,
narcotics, and alcohol; and, for the older children, sex education. Both nurses
provided vision screening for 553 children. They also taught health education
and assisted a doctor who gave 280 regular physical examinations to those pupils
entering public school in the fall, Pupils were referred for the remediatfon of
physical Jefects. The number of children referred and the medical categories

are as follows:

)19 dental 23 respiratonry
94 vision 8 abdomen

90 hearing 4 genitourinary
75 extremities 4 cardiovascular
60 skin 10 taiscellaneous

59 ear~nose~throat

Objective: To provide inservice education.

Members of the componeunt's therapeutic team conducted two similar workshops con-
sisting of four sessions each for a total of 38 houseparents, directors, counsel-~
ors, and social workers from institutions serving neglected and deiinquent
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children. The purposes of the workshops were to develop participants' insights
fnto counseling techniques, the emotfonal needs of chiidren, and to improve com-
munication and understanding among institutions, school, and social welfare staffs,
Participants gave specific median ratings ranging from 2.5 to 3,3 on a 1-4 (low-
high) scale (Tables A and B).

TABLE A

PARTICIPANT RATINGS OF WORKSROP I FOR
INSTITUTION PERSONNEL

. FREQUENCY
ITEM Not at MEDTAN
All Little Some Much
1 2 k] 4

How much did the four sessions
of this workshop help you attain
the following objectives?

Insfght into the growth and develop-
ment needs and patterns of neglected
and delinquent children. 2 4 6 5 3.0

Insight into the emot!onal needs and
patterns of neglected and delinquent
children. ; 1 b4 6 5 3.0

Insfight into counseling techniques
and procedures which might be useful
with varfous age groups. 1 b 4 5 3.0

Better communication and understanding
among institutfon staff, school staff,
and social welfare staff. 0 3 7 5 3.2

Understanding of the functions of the
Los Angeles City Schools staff associ-
sted with the project. 0 6 2 6 3.0

Table A i{s bzsed o4 Form 236A. N =17

In tesponse to an ftem asking for comments on valuable aspects of the workshop,

17 of 20 respondents mentioned the sharing of common problems ard solutions with
personncl of other institutions, and three ®entioned clarifying the role of gudblic
schools in workivg with neglected and de)inquent children.
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TABLE B

PARTICIPANT RATINGS OF WORKSHOP II FOR
INSTITUTION PERSONNEL

. FREQUENCY
ITEM Not at MEDIAN
All Little Some Much
1 2 3 4

How much did the four sessions
of this workshop help you attain
the following objectives?

Insight into the growth and develop-
ment needs and patterns of neglected
and delinquent children. 1 2 4 0 2.5

Ingight into the emotional needs and
patterns of neglected and delin juent
children, 1 3 3 2 2.7

Insight into counseling techniques
and proceaures vhich might be useful
with various age groups. 1 3 3 2 2.7

Better communication and understauding
among institution staff, school staff,
and social welfare staff. ! 0 1 4 4 3.3

Understanding of the functions of the
Los Angeles City Schools staff associ-
ated with the project. 1 1 7 1 2.9

Table B is based on Form 236A. N =10

A third workshop was held mainly for public school teachers of children from
institutions., Participants in this workshop were asked to rate the value of each
session in terms of the objective "To help teachers understand the special prob-
lems of teaching neglected and delinquent children.'” The results are shown in
Table C.
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TABLE C

PARTICIPANT RATINGS OF WORKSHOP FOR TEACHERS
OF NEGLECTED AND DELINQUENT CHILDREN

FREQUENCY
MEETING No Some Much Great MEDIAN
Value Value Value Value
1 2 3 4
Please rate the value of each session in
terms of the following objective: To help
teachers understand the special problems of
teaching neglected and delinquent children.
"Reality Therapy and the Delinquent"
Mc. Joseph Peters 4/6 0 10 11 8 3.0
"Problems of Children in Institutions"
Panel discussion 4/13 1 9 14 4 2.8
"Group Therapy Session"
Panel discussion 4/20 0 2 5 22 3.9
"Diagnosis and Treatment of Learning
Disorders" ,
Dr. Frances Berres : 4/27 3 10 9 4 2.5
"Agsisting the Inscitutionalized Child
in the Public Schools"
Panel discussion 5/4 0 15 8 6 2.5
Overall rating of the series of
meetings 0 3 20 7 3.1

Table C 1s based on Form 236B. N = 30

Comments on each of the sessions were also requested. Of 25 multiple responses
on session one, 13 indicated more time was needed for adequate development of key
concepts and technigues; and eight considered the session an excellent source of
ideas and suggestions.,

Of 16 responses on session two, 10 referred to the value of hearing about the
variety of institutions, philosophies, methods, personnel, children and homes
involved in the program. Four vesponses indicated the panel was a waste of time,
either because it did not focus on children's problems cr was repetitive.

Of 22 responses on session three, 18 stressed the value of seeing group therapy
in action, with methods and outcomes revealed in clinical detaii, Four pointed
to the reed for seeing additional sessions. Two commented only on the excellence
of tne session, as did all the other responses by implication.
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Of 18 responses on session four, eight saw limited value because of their prc-
vious experience, but four pointed to valuable information gained.

A majority of the responses on session five welcomed a discussion of the varfous
problens confronting those working with neglected and/or {elinquent children.

The few negative responses quarreled wi:h the hanaling of subject matter, saying
that {t assumed too much background for some who came for help, provided too
much philosophy, or was redundant. One response thought the session would nave
served better as the first in the series because it provided background material,
whereas another response thought it was a good follow-up to the four previous
meetings.

In commenting on the overall series of meetings, two out of three responses
pointed to the new insights deriving from the workshop. Asked to explain any
changes planned in the areas of education or counseling, 10 of the respondents
indicated therc would be greater vealization of the need to understand neglected
and delinquent children; five foresaw involving the children in solving their
problems; three already had initiated group counseling; and another three were
setting small, specific requirements for each student and trying to meet them.

Recommendations for improving this type of workshop were made. Of 28 multiple
responses 11 called for more demonstrations or on-site observations, six asked
for an expansion of the program (number of participants and length of sessions),
five wanted more participation by neglected and delinquent children, and four
advised more interaction among participants,

A fourth workshop was held during the summer for teachers and aides employed in
the tutorial project. Participants were asked to rate each session as well as
the overall series, and the results are'shown in Table D,
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TABLE D

PARTICITANT RATINGS OF SUMMER WORKSHOP FOR TEACHERS
OF NEGLECTED AND DELINQUENT CHILDREN

FREQUENCY
MEETTING No Some Much Great MEDIAN
Value Value Value Value
o 1 2 3 4
Please rate the value of each session in
terms of the following objective: To help
teachers understand the special problems of
teaching neglected and delinquent children.
"Group Therapy"
Mr. Ray Rodelander 7/15 0 7 g . 3 2.8
"Reality Therapy" .
Mr. Joseph Peters 7/22 0 5 8 3 2.9
"Reality Therapy" . ’
Mr. Joseph Peters 7/29 2 10 6 0 2.3
"Diagnosis and Treatment of Learning
Disorders"
Dr. Frances Berres 8/5 0 3 12 5 3.1
"Learning Disorders" :
Dr. Frunces Berres 8/12 0 4 9 4 3.0
Overall rating of the series of
meetings 0 4 10 5 3.1
Table D is based on Form 236C. N = 20

Participants were also asked for their recommendations. OQut of 24 wultiple
recommendations for improving the workshop, seven stressed avoiding repetition,
particularly in the second of two sessions with the same speaker; six urged even
greater use of practical content; four suggested a schedule that anticipates
needs and notifies participants and speaker of what to expect from each other;
two favored more discussion; two wanted on-site observations; and three made no
recommendations.,

203




SUPPORTIVE SERVICES: SCHOOL-COMMUNITY RELATIONS PROGRAM

Abstract
Q
Schools 70
Personnel 17
Cost $353,000

Description: The School-Community Relations Program was a field operation which
provided liaison services between target area schools and the community. These
services were designed to improve houme-school communication, maintain a constant
and positive inf.eraction betwecn school and community, assist school personnel
and school patrons in the mutually satisfactory disposition of school-related
problems, interpret comuunity attitudes to school personnel, and involve lay
leadership in the extension of the educational program.

Three teams, each staffed with a specialist and from three to five consultants,
were assigned to specific geographic locations. Team members were housed at
either administrative or non-school sites within their assigned communities.
Administrative direction for the component was provided by the Office of Urban
Affairs.

Time Intervals: This component served the elementary and secondary schools in
the period from September 1969 through August 1970, Team members were assgigned
on the basis of a 40-hour week; however, services often were provided in the eve-~
nings and on weekends.

Activities: Staff activities included assisting parents in the solution of school-
related problems, bringing community concerns to the attention of school personnel,
identifying and interpreting to school personnel the cultural backgrounds of the
community, interpreting District poiicies to individuals or groups, arranging meet-
ings between community groups and school administrators for amelioration of con-
cerns, serving on advisory committees, and organizing tecacher inservice education
programs related to school-community relations. These services were provided,

as needed, in reaponse to school and community requests. Inservice education for
project personnel was provided through participation in human relations workshops,
periodic general staff meetings, and weekly unit meetings.

Objective:

- To improve home-school communication

Evaluation Stiategy: Questionnaires were used to assess the reactions of school
administrators and of community persons having contact with the program. The
activities of project personnel were summarized weekly and analyzed. Project
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personnel completed questionnaires relating to accomplishments of the current
year and projected needs for next year. In addition, a questionnaire was com=
pleted by principals of schools which were served in the previous year but not
in the current year.

Regults: Thirty-four percent of community respondents mentioned the improvement
of communication between school and home as a strength of the component.

Ninety-~ix percent of these respondents stated that the romponent should be
continu :d,

Ten of 34 principals did not favor continuation of the program.

Community contacts gave median ratings of 3.6 on a Low-high, 1-4 scale to the
items "The Community Relations Consultant helps with nroblems between schools

and the community" and "Helped me to become active in school affairs."”

Principals gave median ratings of 3.0 on a low-high, 1-4 scale to items concerned

with assistance in contacts with parents who have difficulty communicating with
the schools, objectivity of consultants, and aveiiability of consultants.

Conclusions: Most comuunity contacts agreed that the component helped with
school-related problems. ifore than 90% of these respondents rated the program
as valuable,

Most principals agreed that consultants assisted in communicating with parents.

Staff consultants felt that one of their most important contributions was assis-
tance in the formation and operation of local schoerl advisory councils,

Most persons involved in the component recommended that it ve continued.

Recommendations: Increase efforts to involve parents in school-related
activities,

Increase use of consultant services at the secondrry level,

Expand inservice education for project personnel, school administrators, and
community persune.
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SCHOOL~COMMUNITY RELATIONS PROGRAM

Detailed Report

The broad purposes of this component were the improvement of iome-school commun-
icatinn and the involvement of community persons in the educational program. The
dagree of achievement of these objectives was evaluated through questionnaires .
designed to obtain the reactions of community persons served by the consultants
and by other ESEA school personnel,

Objective: To improve home~school communication,

Community contacts numbering 425, most of them parents of children in ESEA
schools, were asked to respond to a questionnaire. One hundred thirty-nine
(33%) answered a question on the value of the overall program as follows: 'No
value,"” 2; "Little value," I1; "Much value," 57; and "Great value," 69. More
than 90% of the respondents considered the program valuable. Responses to other
questions on specific facet:s of the program are shown in Table A,

TABLE A
RATINGS BY COMMUNITY CONTACTS
o ¥REQUENCY T
ITEM Disagree Agree MEDIAN
1 2 3 4

The Gommunity Relations Consultant:
Understands the community and its
problems 7 2 63 71 3.5
Helps parents tell their feelings
about. schools 11 16 48 72 3.5
Helps parents leaxn more about
schools 7 11 55 74 3.5
Helps people {n the community have
more trust in the schools 11 19 51 61 3.3
Helps with problems between schools
and the community 8 12 44 80 3.6
Is fair in his dealings with the
community 6 6 61 67 3.5
Ts efsy to talk to 4 8 48 86 3.7
Makes it easier for parents to talk
to school people 7 10 57 71 3.5
Helped me to become active in school
affairs 11 7 31 65 3.6
T§b1e A is based on Form 280C. N = 147
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The 139 community persons contscted, asked to comment on the program, made
multiple responses. Of 143 responscs to the question "What are some of the
stiong points of thius program?™ 53 indicated improved communication between
school and community; 23 focused on the unique competcnce 2f the corsultants,
especially as they were culturally attuned to the community; 21 pointed to
fncreased understanding, particularly of the parcnts for the schcol situation;
12 remarked on the new involvement, mostly by parents, with the school program;
nine were impressed with the program's guiding principles, Eighteen offered

no comment, and seven saw little or no strength in the program,

Cormunity contacts were asked to suggest improvements in the SCRC program. Of
163 responses 32 called for expansion of the program, primarily so the consult=-
ant could work more intensively; 28 called for freeing the consultant of admin-
istrative restraints; 17 wanted closer attention to community orientation by
consultante; 17 saw ways to increase parent involvement; 10 had ideas for in-
creasing liaison with the community; 10 urged publicizing the purpose of the
program; eight asked simply for a continuation of the-.pragram, seven wanted
closer attention paid to the consultant's background; five proposed a new look
at the program's objectives; four outlined measures for promoting harmony; and
four requested delineation of appropriate duties and hours for consultants,
Twenty-one made no suggestions. In response to the question "Should the program
be continued," 135 said yes, five said no, and three had no opinion.

Weekly logs maintained by the consultante indicated that parents were assisted
continuously in understanding the educational program, Community Relations
consultants helped organize local school advisory councils, curriculum study
groups, and parent volunteer groups, Topics covered in these programs included
scores on the state-mandated tests in reading and mathematics, results of the
implementation of programmed reading, dissemination of information on a summer
inservice education program for parents desiring to serve on school advisory
councils, and the need for volunteers for tutorial prujects.

Strengths and Weaknesses

Project personnel were asked to describe the most significant accomplishments

of the program for this scheol year. The seven consultants who replied stressed
closer cooperation between school and community, greater parent involvement, and
assisrance in the formation and operation of local school advisory councils,
Recommendations for next year stressed expansion of staff development programs
and greater utilization of consultant services at the secondary level,

Eighty-five percent of the principals of the 70 target area schools responded

to a questionnaire. Their agreement or disagreement with a series of statements
concerning the program is shown in Table B. Asked if they favored continuation
of the program, 24 principals said yes, 10 said no, and the remainder gave to
response. When asked what they considered the most important contributfons of
the School-Community Relations Program to their schooifoffice and community, 19
mentioned liaison witn parents and community, six pointed to indoctrinaticn about
the school program, five referred to troubleshooting and general availability,
and three specified innovative programs. Eleven saw little or nc contributions
by the program.
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TABLE B

PRINCIPALS' RATINGS

FREQUENCY
1TEM Strongly Strongly MEDIAN
Disagree Agrece

1 2 3 4

The School~Community Relations

program generally contributed

information and services usew

ful in formulating decisions

concerning problems of school-

community relations, 8 7 16 11 2.9

The activities of this program
have increased community confi=
dence in the schools. 10 7 12 13 2.8

This program facilitates con=-

tact with parents who have

difficulty communicating with

the schools. 6 8 18 13 3.0

Consultants kept the school
well informed about events and
feelings within the community. 11 10 14 10 2.6

Consuli:ants effectively assisted
the schools in coping with
comrunity grievances. 11 10 11 11 2.6

Consultants were objective in

their handling of relationships

between the school and the

community. 7 4 19 10 3.0

Consultants were readily avail-
able to the school when needed. 5 6 18 12 3.0

This program provided a resource
for developing inservice programs
in school=community relations for
school staff. 7 11 5 2 2.0

Consultants served as connectors
with community agencies, 6 9 13 11 2.8

Table B is based on Form 280A. N = 45
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School principals also were asked what they recommended to increase the effec-
tiveness of the program. Of 36 responses 10 called for expansion of consultant
assignments, primarily in more hours per school; eignt suggested certain qualifi-
cations for personnel; six urged more intercommunication beiween the consultant
and other parties; and eight saw no need for the program, particularly where the .
function already was being served by other means. Four had no recommendations,

In rating the extent to which the School-Community Relations consultants pos-
sessed characteristics necessary for carrying out their assignments, &0% of the
principals stated that the consultants had "some'" or "much' ability to work
understandingly with parents and community groups. Other ratings are shown in
Table C. '

TABLE C

CONSULTANT ABILITIES

"FREQUENCY MEDIAN
ITEM No Opportunity None Little Some Much

To Observe 1 2 3 4 _
Ability to work under-
standingly with school
personnel 2 3 6 ). 2] 14 3.1
Ability to work under-
standingly with parents
and community groups 2 0 7 19 16 3.2
Ability to make effective
written and oral comnuni-
cations 5 0 7 16 13 3.2
Leadership abilities 2 . 3 8 20 10 3.0
Table C is based on Form 280A. N = &4

Principals of schools not included in the 1969-70 SCRC program but previously
assigned a Community Ralations consultant were ask:d if they would choose to
have a consultant again, i1f funds were available. Of 116 replies, 40 (34%) said
yes, 39 (347) said no, 30 were uncertain, and seven said they had no basis for
evaluation.

In addition, there were 92 pertinent comments. Of these, 24 indicated unquali-
fied assent, either because the school missed the good overall community liaison
program 5t had last year, or because it saw a need for a consultant‘s help with
special problems. Thirty-four qualified their ass :; of these, more than half
said that any benefit they received and/or would - eive from the program was
dependent upon the capabilities and loyalty of their consultants. Some even
emphasizad they should be included in the selection of their consultants; others

ERIC

e 210



stressed that the consultant should not work at cross purposes with the school.
About a third of the principals who qualified their assent attested that their
basic need for the program was not being met generally, because the consultant
was not an integral part of the school staff. Five said the program was good
but felt they had no need for it in their school.

Twenty-seven rejected the progran, most because they saw little or no need for
{t, others because they had made their own provision for the program or thought
the funds could better be speiit on other services, and some on the grounds that

the consultants worked against the school by encouraging criticism of the school
by the community.
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INSTRUCTIONAL ACTIVITY: SPECIAL EDUCATION FOR THE HANDICAPPED

Abstract
Pupils 797
Public Schools 2
Nonpublic Schools 3
Personnel 39
Cost Approx. $244,000

Description: The public school program involved the implementation of an
educational Assessment-Service Center designed to meet the needs of disadven-
taged, physically handicapped pupils. The assessment component of the Center
gathered essential data and identified deficiencies on an individual basis.
Teachers trained in assessing learning disabilities determined each pupil's
level of mastery. They also made an in-depth assessment of the child's assets
and limftations &nd prepared specific recommendations for effective remediation
of these disabilities. The service component provided instruction tailored to
the individual needs of pupils. Teachers of pupils who had been served by the
Assessment Center utilized the individual recommendatfons. 1Instructional
services were provided in reading, language, and mathematics for 310 physically
handicapped, disadvantaged children.

A nonpublic school component provided compensatory educational services to 487
hundicapped pupils residing in the District's target area. Personnel fnvolved
included teachers, counse.ors, speech therapists, psychologists, social workers,
psychiatric social workers, teacher aides, nurses, and an audiologist. The
audiologist and one speech therapist were located at the Center for the Study

of Speech and Hearing, which is sponsored by the University of Southern Califor-
nia. Transportation to the Center was provided for pupils who needed it. Case
studies, including recommendations, were prepared for each child, and if a
child obtained a hearing aid, the audiologist oriented him in fts use. If a
child needed speech therapy, it was provided by the speech teacher.

Inservice edication for nonpublic echool teachers was provided through a
Prescriptive Teaching Center staffed with a resident ESEA teacher and aid2
who supervised the teaching of pupils brought to the Center for assistance.
Teacher participants observed demonstrations of teaching techniques, studied
the teaching model developed by Prof. Laurence J., Peter of the University of
Southern California, and taught pupils at the Center.

Time Intervals: All activities except the Speech and Hearing Center operated
from September 1969 through June 1970. The Speech and Hearinpg Center served
pupils from September 1969 through August 1970.

Activities: Instructional activities in the lower grades stimulated reading
teadiness by the use of phonic word builder sets, sentence builders, reading
readiness charts, handwriting charts, and flannel boards. Pupils in upper
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grades were given drills in linguistic and auditory skills, including articula-
tion and the ability to follow dircctions. Pupils in the mathematics component
were given drills in fundamental operations and processes.

Teachers in the assessment component gathered essential data and jdentified
deficicencies on an individual basis. The speech teachers in the nonpublic
school component assessed pupil language abilities and provided speech therapy
whea necessary. Inservice education was given to public school teachers during
a four-day workshop. Nonpublic school teachers reccived inservice education

at the local university.

Obtectives:

- To improve performance as measured by standardized achievement tests

- To identify specific asscts and limjitations relating to the learning process
- To provide inservice education

Evaluation Strategy: Stuandardized measuring instruments were used to evaluate
the degree of success in achievement of component objectives. Pre- and posttest
results were compared in a one-group design using test data on the project
group, but no compariscn data. Questionnaires completed by project partici-
pants were also used to evaluate component effectiveness.

Results: Fourth, fifth, and sixth graders in the language development component
gained the equivalent of 12, 11, and 8 months, respectively, in achievement
during the seven months of instruction between pre and post administration of
the reading subtests of the Comprehensive Tests of Basic Skills (CTBS).

The increase in median grade equivalent for pupils in grades two and three on
the Gates-MacGinitie Reading Test was three months over the seven-month interval
between tests.

Fourtbh, fifth, and sixth graders in the mathematics component gained 10, 9, and
12 months, respectively, during the 6.5 months between pre- and posttests on

the arithmetic subtests of the CTBS.

Pupils in grades four, five, and six achieved in mathematics at grade equiva-
lents of 3.2, 2.3, and 2.9, respectively,

Speech and language evaluations were given to 51 nonpublic school children,
and 22 received speech therapy on a regular basis.

Conclusions: Gains in mathematics exceeded a month in achievement per month
of fnstruction. MHowever, levels of achievement were considerably below
expectancy for grades four, five, and six, respeciively,

Learning deficienctes of public and nonpublic school pupils were identiffed,
Specific recommerdations for remediation of disabilfities were provided in the
areas of reading, mathematics, and laanguage.
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Recommendations: Stress greater individualization of instruction.

Provide inservice education to teachers in techniques of implementing new
language sequences.,

Stress fundamental proceeses and operations in mathematics.

Expand the Intergroup Relations and Parent Involvement Component next year
to better approximate the requirements of ESEA guidelines.

Conduct more workshops in which teachers can apply new theories and materials,
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SPECIAL EDUCATION FOR THE HANDICAPPED

Detailed Report

The following variables and data collection devices waere used to evaluate the
degree of success in achfevement of component objectives: scores on the Matro-
politan Seadiness Test, Gates-MacGinitie Reading Test, Comprehensive Tests of
Basic Skills and the Wide Range Achievement Test; and teacher ratings of inser-
vice education and asscssment.

Oblective: To ifuprove performance as measured by standardized achievement tests.

Standardized tests were given to pupils in two specfal educaticn elementary
schools. The interval betwaen pre and post adininistrationus at all grade levels
was seven months, Children in kindergarten and first grade waere given the Matro-
politan Readiness Test, Mean raw score percentiles based on natfonal norms for
kindergarten and first-grade pupils fncreased from 18.3 to 33.5 and from 34.5 to
52.1, respectively, Results for other gradas are shown in Table A,

TASLE A

READING TBST SCORES - PUBLIC SCHOOLS

Nu nber Medfian Median
Grede of ' Pretest Posttest Gain
Level Test ' Pupils Grade Grade in
- - _Bqujvalent Equivalent £
2 Gates-MacGinitie 46 1.0 1.3 ;)
Vocabulary
2 Gates-MacGinitie 46 1.0 1.3 3
Comprehension
3 Gates-MacGinitie 46 1.6 2.2 )
Vocabulary
3 Gates-MacGinitie 46 1.3 1.6 3
Coaprehension
4 Comprehensive Tests X 1.2 2.4 12
of Basic Skills
5 Comprehensive Tests 26 1.0 2.1 11
of Basic Okills
6 Comprehensive Tests 23 1.3 2.1 8

of Basic Skills
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Pupils in the mathematics component also were tested pre and post, with a
6.5-month interval between the tests. Above-average gains were made at each
grade level tested, as indicated in Table B,

TABLE B

MATHEMATICS TEST SCORES - PUBLIC SCHOOLS

Pretest Posttest
Grade Number Median Median Gain
Level Test of Grade Grade in
- Pupils Equivalent Equivalent Months
4 Comprehensive Tests 28 2,2 3.2 10
of Basic Skills
5 Comprehensive Tests 25 1.4 2.3 9
of Basic Skills
6 Comprehensive Tests 23 1.7 2.9 12

of Basic Skills

The Wide Range Achievement Test was given to uagraded elementary level pupils
at the Exceptional Children's Opportunity School, a nonpublic school for
disadvantaged, handicapped children, The time interval between the pretest
and posttest was seven months. The results are shown in Table C.

TABLE C

WIDE RANGE ACHIEVEMENT TEST ~ NONPUBLIC SCHOOLS

4, W i, St ———— rlnatme. i ittt S,

Pretest Posttest
Nuwaber Median Median Galn
Subtest of Grade Grade
o Pupils Equivalent Equivalent ﬁonths
Rending 29 1.2 2.4 12
Arithmetic 35 1.3 1.5 2

Objective: To identify specific assets and limitations relating to the learning
process.

Assessment of public school pupils in four specialized classrooms at Pacific
Boulevard School was accomplished by the adninistration of tests and the
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keeping of anecdotal records, by teachers, and by preparation of case studies
prepared with the assistance of the school's Special Education Counselor.
Examples of learning disabilities included inability to pronounce new words,:
spell, recad sentences, or comprchend paragraphs. The culmination of the
three-week stay by ten pupils in the assessment room was the preparation of
specific recommendations for the regular clacsroom teacher to remediate , upil
problems., Some pupils had multiple problems and wecc either held in the same
room for a longer interval or werc assigned to onc of tre other specialized
classrooms,

In the nonpublic school project, supportive services werc given to the
instructional programs at three schools, the Exceptional Children's Opportunity
School, the Exceptional Children's Foundation, and the Imperial Nursery, an
institut{on for preschool-aged children. A speech tharapist provided diagnos-

tic services to these schools, and 57 pupils wvere assessed in language development
areas,

A team of professional experts at the Exceptional Children's Foundation (ECF)
gatheved evaluative information on their own pupils and prepsred a case file
write-up on cach of 35 children. Seventecen additional pupils identified as
capable of succecding in the public school program were referred to appropriate
classes in public school, and their psychological profiles were immediately
updated to facilitate thefr transfer.

Through consultation and/or inservice demonstration, ECF teachers were provided
with suggestions for ameliorstion of problems through classroom activities.
Such consultation and demenstration focused on both individual and group
processes. A broad spectrum, therefore, of prescriptive techniques based

upon various 2ssessments in each of the areas was used to help set appropriate
goals for each child, '

An additional activity provided audiotegical examinations and evaluation for
speech and/or langurge defect» to disadvantaged, nonpublic schicol children.

An audfologfst and speec.. pathologist located &t the Center for the Study of
Speech and Hearing, which is spcnsored by the University of Southern Callfornia,
evaluated the children. An individual stud; was made of each pupil referred,
with the typn of cata gathered depending on the pupil's particular needs.
Information pertinent to the assessment was recorded on an individual clinie¢
form. Twenty-two of the 51 children evaluated by the speech teacher returned
on a regular basis for speech therapy.

Objective: To provide inservice education.

Seventy-three teachers from Special Schools attended a four-day, Title I1le
funded workshop on materials and techniques held at the close of the school
year. Eight teachers from Title I schools were among the participants. Each
teacher selected four of the eight scheduled sessions devoted to the improve-
ment of instruction. On a 1-5, poor to good, scale, teachers gave ratings of

4 or higher as follows: adequacy of content, 77%, adequacy of presentation,
70%; appropriateness of topic, 70%; and use of instructional aids, 82%. Parti-
cipants were asked to coement on the sessions. Cf 34 multiple responses
pertaining to the content of the workshop, 10 responses stated that much of the
material was reiterative of previous vourses or overlapping within this workshop
five indicated some vital areas had been omitted, four 1iked the emphasis on '
machines and materials, four did not like this emphasis, four suggested a
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clarification o€ objectives and terms, and three rated the content generally
excellent.

Of the S1 responses pertaining to its organization, 14 mentioned the inadequate
time allotted certain phascs, and 13 requested a chance to sample all the work-
shops. Of five responses rating worlishop personnel, three were complimentary.
Of 29 miscellaneous responses, 15 spokc of the workshops as being generally
very helpful. Seven teachers expressed a desire that the workshop be repeated
at their own schools so they could attend those sessions that they had missed.

Strengths and Weaknesses

The 25 regular teachers at Pacific Boulevard School were asked to evaluate the
Assessment-Service Center concept. Results from the 19 forms that were returned
are shown ia Table D, Ejight teachers noted that they were able to try out some
or most c¢f the racommendations submitted to them. Seven teachers were able to
try oot very few or none of the recommendations.

TABLE D

SERVICE TEACHERS' EVALUATIONS OF ASSESSMENT

1. For all the pupils returning to your classroom from an assessment room,
how many of the total recommendations were you able to try out?

all 0  most _2_ some 6  very few 4  none _3_

2. Of those recommendations that you tried, how many had at least some degree
of success?

all _0  most _2_ some _7 very few _3 none _1

3. For those recommendations you were unable to try, which of the following
reasons apply? (Check as many as apply.)

_6 _child changed room _4 unable to fit into class schedule
_1_ materials unavailable _1 not enough pupil information
_1l_ too much preparation time _0 insappropriate

6_ had already tried it _0_ disagreed with recommendation

4, 1f the assessment-service pregram continues, how would you prefer your
pupils to be scheduled for the 15 days of assessment?

full days _S5 half days _3 1 period a day _3

$. To what degree has your teaching been facilitated as a result of the
recommendations from the assessment teacher?

very much _1 gsome _8 very little _3 not at ali _1_

6. If it were no* possible to retain all four assessment rooms, rank the order
fn which you feel they should be retained.
(1 = most important, & = least important)
(Weighted results were as follows:
1. communication, 2, wvisual motor, 3. behavior, 4. reading)
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Regular teachers also were asked what types of pupil {nformatfon they felt they
should have been given but were not, Of the 19 forms retvrned, eight commented
¢n this problem: of these, thrce asked for health information, two wanted back-
ground on the pupil’s previous classronm performance, one wanted to know how to
fncorporate pupil information into a team schedule, one claimed that no informa-
tion had been provided, and one indicated that no additional information was
needed,

These teachers also were asked for additional comments or suggestions for fimprove-
ment of the program. Seven offered no comment or said none of their children

were involved with assessment services this year. The remainder provided 17
multiple responses, of which nine suggested a better tie-in between assessment
services and the regular classroom; two, more appropriate scheduling of time in
the classroom; two, more individualizing of instructinn; and two, greater use

of the District's supportive services.

The six members of the school staff involved in assessment were asked to comment
on the component's strengths., Of seven multiple responses three praised team
cooperatfion within the asazessment area; two endorsed the follow-up conferences,
reports, and recommendations; and two expressed appreciation of the supportive
services.

0f nine multiple comments on component wesknesses, seven pointed to the lack of a
truly collaborative aad supportive relatfonship between staff and other teachers.
Of 12 recommendations for next year, seven indicated a need for greater coordina-
tion and availability among personnel; and five wanted adjustments in the time
spent with the children (some asking for more time with fewer students, some for
working with more groups each day, and some for making the time varfable with

the child's needs).

The speech therapist for nonpublic school children felt that a weakness of the
vrogram was overemphasis on testing, at the expense of lingufstic developmant.
She recognized the need for intelligence testing to facilitate proper placement,
but felt that testing otherwise shouid remain at a minimum,
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