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CHAPTER I

BACKGROUND

The result of the citywide standardized achievement tests in reading

conducted annually in the New York City schools vary from school to schoo

in generally predictable fashion. This tact is well known to the profes-

sional staff, and the records of the Bureau of Educational Research show

that it has been true from the early days of standardized testing. The

pattern of results is quilt understandable in the light of what is known

concerning the factors influencing test results.

Socioeconomic conditions exercise a strong effect on the success of

children in school. Such potent causes as poverty, foreign language back-

ground,and poor health can greatly retard learning. Conversely, social

advantage^ promote learninr. In general, the scores on the citywide tests

are lower in poor areas of the city, and higher in middle class and wealthy

areas. Despite extra ef.orts and increased expenditures in schools in

disadvantaged areas, the tendency persists for reading test results to vary

with nocioeconomic conditions.

The Problem

Against this well-established background of low test scorer in schools

in deprive) areas, certain schools were noted to be exceptions. Although

these schools In slum districts seemingly faced the same social obstacles

to education, the school reading test results were somewhat better than had

come to be expected for such schools. The provocative question suggested

itself: What were the methods and procedures used in these exceptional

schools which producLA unexpectedly good results on the citywide reading

testst If the specific methods could be pinpointed, it right be possible

to use- this knowledge to improve education in othsr disadvantaged schools.
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After exploratory discussion, it was decided to undertake a 'flint

study sponsored hi the Board of Education of the City of New York and the

New York Ste Education Department, Dr. J. W&yne Wrightstone, then

Assistant Superintendent, Office of Research, and Dr. Lorin Woollatt,

Associate Commissioner for Research and Evaluation, New York Stale Educa-

tion Department, were asked to draw op a plan of evaluation for the

approval of Dr. Bernard E. Donovan, then New York City Superintendent of

Schools and Dr. James E. Allen, Jr., at tl.at time Commissioner of Educa-

tion of the State of New York. Dr. Seelig Lester, Deputy Superintendent

for Instruction and Curricu:um, was in charge of administrative aspects

of the program for New York City. Dr. Richard HcCowan was Chief of the

Bureau of School and Cultural Research and administered the activitics

of the Education Department.

Research Design

In broad aspect the research design is based on a compatison of

selected schools in disadvantaged areas. As planned, each pair of schools

was chosen so as to be similar in the ethnic composition of the pupil popu-

lation and low income status of the family. The two paired schools dif-

f,,red in that one had a record of higher scores. The specific method of

selection will be described later in the report.

It is important to note that the study, as planned, includes the

possibility that the schools which appear to be matched in socioeconomic

status on the basis of normally available information, might in fact be

found to differ in this respect after Analysis of the more complete evi-

dence revealed by this study.

Several hypotheses were postulated as to the causes of the differences

in reading scores, and the hypotheses were tested by means of appropriate

instruments and procedures.
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Hypotheses

The main hypotheses formulated for the comparative study are listed

below. Each is stated as a cause or condition to be evaluated as an

explanation, or partial explanation, of the superiority of the reading

scores of the high-achieving schools.

1. The methods and procedures of the reading program in the

higher achieving school are superior.

2. The general educational program developed under the leader-

ship of the principal is superior in the higher achieving

school.

3. The higher achieving school enjoys more favorable community

conditions and better school-community relations.

4. The psychological climate of the higher achieving school is

superior in that the pupils exhibit better attitudes toward

each other.

5. The psychological climate of the higher achieving school is

superior in that the professional staff is motivated by

attitudes more conducive to a good educational program.

Procedures

the procedures used to teat the hypotheses will be briefly described

in the order in which the hypotheses are listed above.

Fethods and Procedures of the ReadintaLafilaa--The main source of data

was a day-long olsetvatiou of the school reading program by teams of reading

specialists. Each team 4AS composed sf one specialist from the Now York

City school system and one from the New York Stste Education Department.

The observations were guided by a detailed evaluative checklist, Observer

Quide-Reading, a copy of which is found in Appendix A.
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In 'dditiun to the observations of the team of specialists, the

teachers in the higher and lower achieving schools described their own

reading programs concerning the type of teaching method emphasized. They

followed the check list Appraising Growth in Reading, which appears in

Appendix B.

The General School Program - -A team of supervisors of elementary

:education from the State Education Department assessed the leadership of

the principal and his supervisory staff and their 3UCCVS9 in administration

and supervision by means of a study of the school's educational program as

a whole. The supervisors visited the schools, observed the school program

in action, and conducted an extensive interview of the principals. The

observational visit was preceded by a study of the results of a Principal's

Questionnaire (Appendix C) and a School Data Sheet (Appendix D) provided

by the Bureau of Educational Research. The initial information provided

by the two latter instruments included such items as pupil register, pupil

mobility, teaching and supervisory staff, and school participation in

special programs such as Elementary and Secondary Education Act Title I

projects. An Observer Interview Guide (Appendix E) was designed to

structure the observations of the supervisors. Initially 3/ categories

were identified and described. These were later reduced to 26 categories

each of which wa.1 evaluated on a five point rating scale from "low" to

"high." Paragraphs describing "low" and "high" designations are

included for each category.

The elementary supervisors made evaluative judgments and a critique

of the general school educational program on the basis of the above data.

AcholaCoppnityIhe influence of the school community on the

educational program, and thus on reading, was investigated by awls of
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interviews of the school community coordinators tamiliar with the schools

concerned. The interviewers were staff members of the Bureau of Educational

Research. The 3nteiview generally followed the School-Community Coordinator

Interview Guide (Appendix F). The results '.are analyzed by thn interviewers

as specified in a comparison form (Appendix C). The community wak. consi-

dered both from the physical environment, and as to the quality of community

relations.

Pupil Peer RelationshipsThe climate of the schools in terms of the

psychological relationship existing among the pupils was studied by means

of the administration and analysis of the Class Sociometrtc Questionnaire

(Appendix II), a refinement of the widely used Ohio Social Acceptance Scale

in all fifth grade classes.

School OrLlnizational Climate Using the Stern-Steinhoff Organizational

Climate Index (Ap-(ndix 1) the organizational climate was measured for the

schools being co pAred. Tire Index derives from the needs-press concepts

of N.A. Hurray . I provides index ratings of a variety of school environ-

mental aspects ,<.e indices were used to compare the higher achieving

and the lower log schools.

Selection of Scnools

In the initial selection of schools for the study, two indices were

used the ethnic distribution of the pupil register and the percent of

pupils eligible for free lunch. The criterion for the initial screening

for ethnic distribution was that a selected school have no more than 10

percent of the pupil register in the category "Other." The category

"Other" includes all ethnic categories other than Negro and Puerto Rican

and is predominantly White. The percett of children eligible for free

lunch was used as an index of the Lqw income status of the school. the

selection limit set in thil regard was that at lkmat 25 percent of the

pupil register be eligible fot free lunch.



- 6 -

From among the schools meeting the criteria for ethnic distribu-

tion and from free lunch eligibility, schools were pair:. that the

two were matchzd on the socioeconomic indices, but differed in that one

school had a record of higher achievement in reading compared to the

other.

However, all of the schools in the study were below the 34th

percentile on the New York State Pupil Evaluaticn Program (PEP)

Test.
1 Consequently, the findings of this study should be inter-

preted cautiously and apply only to schools with disadvantaged,

predominantly Negro student populations in ghetto neighborhoods

with poor reading levels.

Table 1.1 summarizes the ethnic composition, socioeconomic

indices, and grade means by school on the Metropolitan Reading

Test for grades 2, 3, and 4.

Table 1.2 contains the mean of grade means, variance and sig-

nificance test (t) for the Metropolitan Reading Test for higher

versus lower achieving schools for grades 2, 3, and 4.

The results reported in table 1.2 verify that the two groups

of achools were significantly different in group reading means on

the Metropolitan Reading Test. Despite reversal at the third grade

in the two pairs of schools, viz., pairs one and three, the results

were consistent for two administrations of the test.

IThe Pupil Evaluation Program (PEP), established in the fall
of 1965, is a statewide testing program which provides teachers,
schools, and the State Education Department with an annual inven-
tory of pupil achievement in arithmetic and reading in grades 1,
3, 6, and 9. The tests used in the program are tests of achieve-
ment based on New York State courses of study. The tests are
administered at the beginning of each school year to pupils in
every school in New York State.
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Table i.2

Means, Standard Deviations, and Group Comparigona (t) for
Higher vs. Lower Reading Achievement Schools

or the Metropolitan Reading Test

Grade

2

3

4

October 1966 April 1967

Mean S.D. ta Mean S.D. ta

2.88 0.3392.739* 3.17t*
2.35 0.229

Hi 1,867 0.125
Low 1.683 0.107

Hi 2.550 0.206
Low 2.350 0.150

Hi 3.583 0.445
Low 3.133 0.213

1.922*

2.234*

3.52 0.273 2.32*
3.17 0.249

4.43 0.471
3.73 0.349

2 92**

a
one sided comparison, df=10

**p<.01
*p 4C. 05
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Table 1.3 presents data for grades 1 and 3 on the New York State

PEP tests for years 1965, 1966, and 1967 combined. Pair significance

tests were made on the mean of means for the 3 years prior to the

initiation of this study. Cradel pair differences were not signifi-

cant. This conforms to expectation, i.e., reading growth is a func-

tion of the school program. The grade 1 scores reflect the influence

of the home and environment. Since these were essentially the same

for both groups of schools, significant differences would not be

expected. The group comparison of differences produced results

identical with the pair tests, i.e., no significant grade 1 differ-

ences but significant grade 3 differences.

It is evident from tables 1.1, 1.2, and 1.3 that the schools

selected for the study are similar in ethnic and socioeconomic

measures and different in terms of their reading levels. The pur-

pose of this study is to determine why these differences do in

fact exist between the two groups of schools.

wipsiorMIIMMIONWP:
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Table 1.3

One- sided, Pair, and Group Comparisons of Means for
Higher vs. Lower Reading Achievement Schools

for 1965, 1966, and 1967 PEP Reading Scores Combined

Pair

Pupil Evaluation Program Reading
1965, 1966, and 1967 Mean Schools Combined

Mean

Grade 1

S.D. to Mean
Grade 3

S.D. to

1
Hi 39.44 16.09 -0.06 27.26 11.00 13.12**
Low 39.51 14.67 17.89 9.96

2 Hi 42.2 24.11 1.38 23.70 12.8 3.05**
Low 40.2 21.41 21.26 12.25

3
Hi 35.99 17.71 1.37 18.87 11.56 6.31**

Low 34.38 17.41 14.71 S.55

4 Hi 38.73 16.66 1.20 23.76 12.04 5.75**
Low 37.46 14.78 19.43 10.12

5 Hi 37.24 14.16 1.28 19.57 10.08 2.20*
Low 35.53 17.31 17.73 9.85

6
Hi

Low
45.58
39.52

17.37
16.54

7.6** 28.32
21.80

11.75
10.5

8.25**

lif,Group 39.70 4.55 0.937 23.58 3.52 2.75*
Low Group 37.77 2.18 18.80 2.39

a df 120 in pair comparison
df-10 in group comparison

**p'<.01
*p <.05



CHAPTER II

ANALYSIS OF SCHOOLS AND COMMUNITIES

Four areas were examined for their ability to account for the observed

differences in reading achievement between the schools matched on socio-

ethnic-economic variables. These were: Organizational Climate of the

Schools; Administrative Performance; School Community Influences;. and

Peer-Pupil Relationships within the schools.

Organizational Climate of the Schools

Organizational Climate refers to the "personality" of an organization.

The personality structure of an individual can be assessed, at least in

part, by asking him to describe his interests and preferences for different

kinds of activities, utilizing a particular theoretical construct. Simi-

larly, data may be obtained concerning the characteristics of an organiza-

tion and the behavior of people in it from the systematic reports of an

observer or from the analysis of the consensual responses of individuals

working in the organization to questions dealing with its policies, pro-

cedures, and activities.

The Stern-Steinhoff Organizational Climate Index (OCI) (Appendix I)

consists of 300 statements which describe the environment in which people

work. They are statements which refer io daily activities, rules, regu-

lations and policies, to typical interests and projects, and to features

of the physical environment.

The OCI yields 30 scales which have been factor analyzed to six

first order factors which will be enumerated below. The first five

factors combine to form a second order factor (Area I) called Develop-

ment Press which denotes the capacity of the organizational environment

- II -
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to support, satisfy, or reward self-actualizing behavior. The combination

of factors one and two combined with factor six form another second order

factor (Area II) described as Control Press, which refers to those charac-

teristics of environmental press which inhibit or control personal expres-

siveness. The six first order factors are:

1) Intellectual Climate--concerns intellectual activity
social action, and personal effectiveneus

2) Achievement Standards--reflects press for achievement
related to hard work, perserverance, etc.

3) Practicalness--an environmental dimension of practi-
cality tempered with friendliness

4) Supportiveness--deals with aspects of the organiza-
tional environment that respects the integrity of
the teacher as a person, but with the implication
that dependency needs are supported rather than
personal autonomy

5) Orderliness--concerns the press for organizational
structure, procedure, orderliness, and a respect
for authority

6) Impulse Control--refers to a high level of con-
straint and organizational restrictiveness.

The Organizational Climate Index was used to compare the higher

achieving school with the lower achieving school on the degree to which

the six basic factors and two areas are present or absent in each of the

10 sample schools. The purpose of the analysis of these factors in each

of the five pairs of schools is to determine how organizational climate

relates to the difference in academic achievement between the 'ower

achieving and higher achieving Schools. There are two principal ques-

tions involved. First, is there a significant difference between the

paired schools on the six factors and two areas which constitute the

organizational climate in the schools? Secondly, how is the organiza-

tional climate related to the differences in achievement between the

five pairs of schools?
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The Organizational Climate Index was distributed to all teachers

of the six pairs of schools by their building principals. Each teacher

and principal received a copy of the OCI and a detailed set of iostruc-

ttons. The respondents did not have to identify themselves by name.

The completed questionnaires were returned to the Bureau of Educational

Research by the building principals.

A total of 430 teachers and principals completed the OCI. Of the

12 schools in the sample, 10 provided a sufficient response to be

included in the analysis. Interpretation of these data, therefore,

must take into account the representativeness of the subgroups completing

the questionnaire.

Table 2.1 presents the means, standard deviations, and two-tailed

significance test (t) for the six first order factors of the OCI for

five of the six pairs of schools in the study. Pair Al, B1 was omitted

since there was an insufficient response to analyze. Table 2.2 presents

the same statistics for the two second order factors. The results of

this analysis are ambiguous and difficult to interpret clearly since

the same factor was significant in different directions in many cases.

The means and variances were combined to overcome this difficulty and

to enable group comparisons. These are presented in table 2.3. Three

first order factors emerged from the analysis as being significant. In

the lower achieving schools, the supportiveness, orderliness, and impulse

control factor acores were significantly higher than in the higher achiev-

ing schools. Significant group differences were found for Area 1,

Developmental Press, a second order factor. An :Inspection of means reveals

that the lower achieving schools have higher paelumpntal Press scores.
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TABLE 2.3

Group, Tao- tailed Significance Tests (t) for Six First Order
and Two Second Order Factors on the OCI

OCI Factor

Higher Achieving
Schools

Lower Achieving
Schools

t

i S.D. X S.D.

Intellectual 49.686 14.90 49.268 16.222 0.260202

Achievement 31.4572 8.41795 30.1799 8.81473 1.43687

Practicalness 12.5957 3.13272 12.7931 3.21955 -0.60252

SJpportivenesa 53.9576 14.5785 59.8741 12.7633 -4.18675**

Orderliness 32.1649 9.3877 37.6234 7.)1643 -6.22343**

Impulse Control 30.0955 8.16993 32.005 6.93245 -2.44352*

Area I

Development
Press 179.984 41.8248 189.739 46.2631 -2.22275*

Area II

Control Press 88.8415 26.7553 92.5571 27.7807 -1.32088



The organizational climate of the lower achieving schools, based

on the evidence described, is one in which personal needs are supported

(Supportiveness). There is a press for organizational structure, pro-

cedure, orderliness, respect for authorityjand a high level of constraint

and organizational restrictiveness (Impulse Control). In gen.ral, the

organizational climate in low achieving schools is one which. supports,

satisfies, and rewards conforxing behavior.

Evaluation of Administrative Performance

It must be noted that all conclusions in the evaluation of administra-

tive parformance, although made by highly qualified, enperienced supervisors,

are subject to one or more of the following limitations:

1. The length of time available for observations in each school
was limited to 1 day

2. No reliability data are available since only one observer
visited each school

3. The conclusions -:re somewhat limited by the validity of the ,

instrument entitled Observer Interview Guide

4. The observations were designed to ascertain from the principal
responsible for the instructional program those features which
contributed to the academic performance of the children.
However, in several situations the principals were new to
the school and had been in the position for less than a semes-
ter. in one case, the principal had only been in the school
for 3 weeks.

Characteristics of Lower Achieving Schools--The observers concluded

that principals in low achieving schools differed from those in higher

achieving schools in certain characteristics. Negative characteristics

were observed in the lower achieving schools collectively and were not

necessarily present in each school. Although negative characteristics

were also observed in higher achieving schools, they were less frequent

and pervasive than in lower achieving schools.

Academic success was limited in schools in which principals were

committed to the status quo and readily accepted low levels of student
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achievement. Thin attitude of resignation was typified by comments which

implieC nothing more could be done to enhance achievement and that students

were performing optimally. The principals in Iowr achieving schools felt

their staffs were teaching well, lAit that the students still failed to

learn. Low achievement was frequently attributed to factors extrinsic to

the school and related to the socioeconomic status of the student, such as

disinterested parents, low moral standards, and cultural deprivation. On

occasion, subtle references were made to the possibility of genetically

inferior intelligence.

Lower achieving schools more typically functioned in the authoritarian

atmosphere. Although lip service was paid to delegating responsibility and

authority to the faculty, decision making rested with the principal. In

general, the principals had a paternalistic attitude toward staff, pupils,

and community. Observers were left with Lhe impression that the admini-

strators felt they knew best what the students needed, since they had many

years of experience in comparable neighborhoods.

Little staff cooperation was observed. No concern with staff develop-

ment activities was evidenced. Channels of communication vett indistinct

And often nonexistent. Consequently, instructional planning was limited

or ineffectual. The resultant academic pro)trays lacked flexibility and

focused upon little else other than subject mater. No prov.aions were

made (et innovations or experimentation. Staff members readily ccepted

a centrally develored curriculum and made little effort to adapt currice

lum for local needs. A related problem concerned the lack of planning

for student activities which evolve from the needs and interests of pupils.

Comparatively 'tttle of art so, devoted to individualise instruction

Consequently, total Group instruction ptedosihatvd and each intfuividlal it
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a class tended to be in the same book on the same page at the same time.

Seating patterns were standard with movable furniture made in by

choice. Instruction was teacher dominated with passive involvement by

pupils. Classrooms tended to be cluttered, crowded, and frequently

available materials and text books were outdated and worn. Limited use

was made of available instructional aids, such as audiovisual materials.

Community involvement was either nonexistent or ineffectively organ-

ized. Access to schools was limited and communication among the professional

staff and parents was restricted. Little interest was evidenced in attempts

to reshape attitudes or improve relationships. Principals spoke of the

inevitability of the difficulties with which they were confronted and

seemed to feel that nothing could change the pupils, teachers, parents,

or community.

Generally the climate in low achieving schools tended to be defeatist

and negative. Principals seemed involved in rules, regulations, and rou-

tines rather than the individual student. The instructional atmosphere

was rigid and authoritarian. In short, educational leadership was un

imaginative and traditional.

Characteristics of Higher AchieN,ing Schools--Higher achieving schools

tended to have less disruptive environments, better student control, and

brighter, more attractive buildings and classrooms. School lunch programs

were adequate and well-planned, while these services were more poorly

organized in lower achieving schools.

Although classroom teaching processes were classified as traditional

in Soth categories of schools, instruction in higher achieving schools was

more imaginative and varied. For example, seating arrangements were more

flexible and pupils participated more Actively in learning situations.

Trechers seemed to make tore effettive use of varied materials and
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attempted to use team planning in coordinating instruction. library

programs were more active and involved larger numbers of students.

Parental involvement was positive and directed toward specific

achievement goals. Such purposetel involvement seemed to contribute te

a cooperative attitude on the part of the parents, who tended to reinforce

the objectives of the schools. Student and parental values in higher

dchieving schools conformed more to expected, traditiona), and middle

class attitudes. Parents were more intimately involved by the staff in

discussing school programs, but neither category of school enabled parent

groups to patacipate in forming policy or determining curriculum.

Certain administrative characteristics were identified in several

of the more educationally successful schools. A transactional leader-

ship style in which there was a sharp definition of institutional expec-

tations without limiting the individually of personnel existed. Leadership

tended to be strong, and at times, almost authoritarian. The most

effective principals were highly organised, seemed able to handle con-

flicts eerily and created challenging goals for the staff. Efforts were

made to set performance standards and develop a continuous evaluative

program. Teat results were analysed carefully and pertinent information

was provided for the teachers. The majority of the principals in the

more successful schools were proud of their rapport with teachers End

parents and attempted to establish a close relationship with the stall

by participating in activities such as playing bridge or eating luncT,

together.

Although not all principals in higher achieving schools were equally

Competent, a greater number of thasacteristics which teemed to totOtibute

to student growth vita naetvri among this group. in general, they were
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more devoted to the welfare of the staff and the students. Although the

organizational climate of their schools tended to be more authoritarian

and more highly structured, greater interest was exhibited i, innovative

programs. However, the observations were not uniformly consistent and

in certain cases negative characteristics were observed. Conversely,

while the principals in the lower achieving schools exhibited undesira-

ble characteristics much more consistently, in certain aspects of their

performance some individuals surpassed administrators in the higher

achieving schools.

The Influence of the School Community

The pairs of schools studied were matched in ethnic composition slid

in terms of the proportion of pupils eligible to receive free lunch.

While these two matohing indices are related to the socioeconomic status

of the pupil population, it is recognized that it is quite oossible for

the schools of each pair to differ in socioeconomic status, despite simi-

larity in the two indices used.

Indeed, one of the hypotheses of the study is that the schools

excelling in reading silty have benefited from better community conditions.

There is clear evidence from previous research that the quality of com-

munity support can affect pupil achievement markedly. For example,

negative support may take the extreme form of a school boycott which

virtually puts a complete stop to academic improvement. Less dramatic,

but still very potent, are such community forces as parental support of

the school program and general community attitudes toward school activities,

school attendance, and support of the teachin And supervisory staff.

Sore impersonal factor* such as poor housing, ,overly, population 'entity,

and ,Nther ghetto disadvantages also have a strong, even if indirect,

effect on pupil achievement.
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The community influences may be divided into two categories. The

first :omprises those community elements which are part of the relatively

permanent physical and social environment and subject to chal.ge only atter

long and difficult effort involving rebuilding and redevelopment. The

second category includes the community attitudes, which, to some extent,

can be influenced by the school staff by means of pupil activities, school

functions, parent organizations, and other aspects of school-community

relations.

The source of school-community data for the present study was an

interview of the school-community coordinator. The professional employees

serving in the position of school - community coordinator have special skills

in this function and devote full time to the activity. The coordinator

familiar with each of the six pairs of schools in the comparison groups

was selected, in earl, case, by the assistant superintendent in charge of

all schoolcommuhity coordinators.

Qualified research associates and research assistants of the Bureau

of Educational Research interviewed this school-community coordinators,

using the School-Community Coordinator Interview Guide (Appendix 1').

Conferences with the interviewers were held at the Bureau of Edu-

cational Research both before and after the interviews.

After the final conference, the interviewers analyzed the results

of the interviews on the basis ce the responses included on the Inter-

view Guide, their notes, and theft recall of the interview. The basis

for the analysis was the Interview Comparison Form (Appendix G).

Neither the interviewers nor the achool-community coordinators knew

at anytime during the judging and the analysis of the results which school

had been selected as the relatively hiAh achieving spenbet of the pair of
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schools.

Table 2.4 summarizes the results of the analysis of the school-

community coordinator interviews.

Quality of Housing--Considering the schools as a group, there is

little difference in the judgments as to quality of family housing between

the higher and lower achieving schools. Of the six comparisons, three

favored the higher achieving schools, two favored the lower achieving

schools and one pair was judged equal.

General Living Conditions--Judgmerts concerning the general living

conditions of the school communities follow a pattern similar to that f)und

for quality of housing. Considering the schools as a group, three higher

achieving schocls were judged superior, one lower achieving school was

superior, and for two pairs there was no difference.

Community Attitudes--The results of the interviews were analysed for

four aspects of community attitudes: extent of parent participation; school

efforts to secure cooperation; parent image of the school; and support of

the school by community organisations.

There was very little difference between higher achieving and lower

achieving schools in extent of parent participation. Study of table 2.4

does reveal that the higher achieving scholia are rated superior in

desirable attitudes existing between school and community.

Individual School Trends- -The full value of the detailed information

provided by school-community coordinator interviewers is best realized by

consideration of individual school pairs. Each pair ray be compared in

terms of the results for these two schools as analyzed in the ratings

given in table 2.4, amplified by the details of the interview protocols.

School Ai and School 1 "In the design of the experiment, the

Superintendent of Schools requested that School AI be included because
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of its excellent scholastic record for a disadvantaged school. The matched

Schcol B1, although considered the best match available, is not an exact

counterpart.

On the basis of the school-community coordinator interviews it is

clear that School Al enjoys a community environment definitely superior to

that of School Bi. Many families in School AI, although Negro, are middle

class. This is not true for School B1. It is also evident from the inter-

views that the principal of School Al exerts a strong influence on the

school, which is universally considered the best school in that Harlem

district. School B1, on the other hand, suffers from every disadvantage

associated with the ghetto.

School A2 and School B2--School A2 was also selected by the Superin-

tendent of Schools to be included in the study in view of its record, and

School B
2
was chosen to match School A2. The two schools seem well matched

in terms of general character of the area. The main difference appears to

be the energy and innovative spirit of the principal of School A2. The

school has several special progress such as Headstart and Prekindergarten,

and concentrates on the reading program. The following is a quotation

from the interview of the School-Community Coordinator:

At School A2, the reading program is extremely successful.
Children are learning how to read. Everyone wants to attend

the school. Principal at School B2 is a good 'Ole Time
Administrator.' he's: not been involved in the community.

School A and School B --This pair of schools appears closely matched

as to type of surrounding coristunity. However, the parents are more favor-

able to the school in the case of School A3. "This is largely due to the

success of the principal in recruiting a good school staff."
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School & and School BA--Both of these schools are a:most entirely

Negro.. There are some middle class elements in both school zones. The

main difference between the two schools is a very favorable larent attitude

to School A4 and an unfavorable attitude to School l4. In School A4,

parents' meetings are described as "fabulous" by the School-Community

Coordinator--I00-200 parents per meeting. This is attributed to active

community participation by the principal. "lie is a dedicated school man

with primary concern for educating the children well. This requires

community involvement, and he is willing."

School As and School H5--Although these two schools are very similar

in ethnic composition, there are mare pupils on free lunch in School A
5

(67 percent versus 32 percent). However, since School A5 is the higher

achieving school having the greater percent of pupils on free lunch, the

school is superior in reading to School 85 in spite of any presumed advan-

tage on the part of School 85, because it had fewer low income children.

It will be noted from table 2.4 that School A
5

is considered by the School-

Community Coordinator to have the advantage in community conditions and

attitudes.

Perusal of the interview protocols reveals no details which might

provide a possible explanation for the superiority of School A5 in reading.

The School-Community Coordinator explained that there Is considerable

contention between the school board and the parents of School As.

"The parents consider this school, rightly or wrongly, an exaxple of what

they don't want."

School A6 and School 8 --The school community conditions as revealed

by the interviews do not indicate an advantage in this respect for either

school of the pair. As is indicated to table 2.4, School A6 is ftedetately
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superior in general living conditions. On the other hand, School S6 has a

distinctly superior image among parents and community.

Analysis of the interview details also makes clear that in the com-

parison of this pair of schools, the influence of the principal cannot be

considered superior in the case of School A6. The evidence is that the

actions of the principal of School S6 are superior in enlisting community

support. The expltnation of the superior reading scores in School A6 must

be sought in factors other than schoolr.community conditions.

Peer Pupil Relationships in the Schools

One of the research hypotheses of the study is that the level of

reading achievement in the school is influenced by the quality of chil-

dren's peer relationships. Smooth and friendly pupil relationships nay

be assumed to promote learning and achievement, while friction and

unfriendly attitudes retard achievement.

The SotiOrAtrit characteristics of the experimental and control

schools were surveyed by means of the Class Sociome

(Appendix H). In each of the 12 schools, the fifth grade was

selected as representative of the school as a whole. All fifth grade

classes were surveyed except junior guidance classes and classes for

the physically handicapped.

The Class Sociometric Questionnaire consisted of a five-point scale

(continuum) designed to measure the extent to which preadolescents accept

their peers and are, in turn, accepted by them. It is a refinement and

extension of the widely-lksed Ohio Social Acceptance Scale. The scale

discriminates between five degrees of social distance (three accepting,

One noncommittal, and one rejective). Ths scale requires every subject

to give each of the other 'webers of his class a rating of 1, 2, 3, 4,

or S depending on the extent to which he socially desires them. The
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meanings attached to the ratings arc as follows:

Scale Value Meaning

1 Very, very best friend
2 Good friends
3 Not friends, but okay
4 Don't know them
5 Not okay

Simple explanations of the five rating categories which d'.fine their

meaning are presented to each pupil. Each pupil is thus able to under-

stand the meaning of the values available for him to assign to his

groepmates.

Table 2.5 indicates the number of pupils studied, number of sotio-

metric ratings analysed and the mean value of peer rating. As may be

noted, the number of pupils in the higher achieving schools virtually

equalled the number of pupils in lower achieving schools. Since a 50

percent sample was taken, the number of fifth-grade pupils in each of the

schools participating in the research was actually twice as great as the

figure indicated.

Every pupil represented in table 2.5 was asked to rate all of the

other members of his class, and the total number of these ratings as

analysed. The number of sociometric ratings analysed greatly exceeded

the number of pupils studied.

The number of sociometric ratings analysed in the higher achieving

schools was approximately equal to the number of sociometric ratings

analysed in the lower achieving schools. A Kruskal-Wallis, a one-way

nonparametric analysis of variance based on rankings, was applied to

determine the statistical significance of differences obsarved between

the sociometric data collected for both groups of schools studied. The

S perectt level of confidence was selected.
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TABLE 2.5

Analysis of the
Class So.iometric Questionnaire

School Pairs
Nuiber of PupAs

Studied
No. of Suciometric
Ratin . 8 Anal zed

Mean Value of
Peer Racine__

3.13
2.83

2.61
2.74

2.85
2.64

2.88
2.90

2.56
2.78

2.73
2.39

At

B
I

A
2

8
2

A3
83

A
4 .

8
4

A
8
5

5

A
8
6
6

67
46

80
74

63
48

91

61

46
113

49

60

1,967
1,005

2,128
2,338

1,793
1,263

2,499
1,681

1,2?2
3,076

1,245
1,583

A
TOTALSt

8

196
402

10,904
10,946

2.81

2.75
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As table 2.5 indicates, the weighted mean for the relatively higher

achieving schools combined was virtually equivalent to the weighted mean

for the relatively lower achieving schools. The differences between the

two means is not statistically significant. It represented only 1.5 per-

cent of the length of the sociometric scale applied. The observed absence

of a statistically significant association between level of school achieve-

ment and quality of social climate, asmeasured, in the 12 paired schools

is supported by the fact that the slight differences that were observed

between the means of the two schools in each pair did not consistently fall

in any one direction. That is to say, in three of the pairs the lower

achieving schools evidenced the higher mean values, while in the three

remaining pairs the higher achieving schools did. No tendency or trend

for peer ratings in the higher achieving group to have higher mean values

than peer ratings in lower achieving group was in evidence.

Consequently, no meaningful differen:e between the quality of peer

relations in higher achieving schools and lower achieving schools was

observed. A similar climate appeared to exist in both groups. The hypo-

thesis that the school differences in reading achievement may he explained,

in part, by differences in pupil social climate is rejected by these data.



CHAPTER III

ANALYSIS OF THE READING PROGRAM

This chapter of the report contains the analysis, discussion, and

conclusions based on data gathered from classroom teachers using the instru-

ment, Arta_iisirg4thinReadin, and from the observations of trained

reading supervisors recorded on the instrument, Observer Guide-Reading.

Copies of these instruments are found respectively in Appendixes A and B.

Appraising Growth in Readin

The instrument Appraising Growth in Reading is an adaptation of a system

of observation initially developed by Lorne H. Woollatt for the Baltimore

Public Schools. It is designed to evaluate the reading program along the

following nine dimensions:

1. Experiential Reading

2. Comprehension in Silent Reading

3. Facility in Oral Reading

4. Vocabulary Development

5. Use of Books

6. Teaching Method

7. Pupil Growth

8. Teacher Characteristics

9. Environment

The instrument is an evaluative checklist. Teachers rate their

reading program on each of the 46 items comprising the nine categories

using a scale of "emphasis" graduated as follows: no (2), little (3),

moderate (4), heavy (5) emphasis. A code of (1) was used if the category

was not applicable. A total of 108 teachers completed the instruments:

- 31 -
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54 teachers in Type A schools anc! 54 teachers in Type B schools.

TEe responses were tallied and combined into three categories:

1) Little or No Emphasis, 2) Moderate Emphasic and 3) Heavy Emphasis.

These categories were assigned score weights of 1, 2, and 3 respectively.

The data were then analyze' using t-tests and chi-squares.

Table 3.1 presents the response frequencies, category mean scores and

their standard deviations for the nine categories rated. The items which

comprise each category are also entered in the table. The critical ratios

(t-test for independent groups) for the mean differences were highly sig-

nificant for all categories. The teachers representing Type A schools,

whose reading achievement significantly exceeded the Type B schools,

consistently rated all aspects of their reading program higher than those

in the Type B schools. The fact that Type A teachers had a higher opinion

of their reading program than Type B teachers may be duo either to a

faithful reporting of the truth or an extraneous group factor, such as admini-

strative climate or esprit de corps. In either case, the differences

were significant and favored those classes in which the students actually

attained higher reading scores.

The individual items rated by the teachers were also examined for

significant differences. A 2 x 3 contingency table was constructed for

'meth of the 46 items. The cells were loaded with the observed response

frequencies for each increment of the emphasis scale. Table 3.2 presents

the results of this analysis.

Significant chi-squares were found for more than half of the areas

on which the classroom teachers rated themselves. In all of these cases,

the ratings of teachers in A schools exceeded the ratings of teachers in

B schools. The chi-squares for every area under the categories of Experi-

ential Reading, Teaching Method and Teacher Characteristics were significant.
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All areas rated under the category of Environment with the exception of

Library had significant chi-squares. Throughout, the teachers in Type A

schools had a higher regard or opinion of their reading program than did

teachers in Type B schools.

Observer Guide-Reading

Classroom observations were conducted by teams of reading supervisors

made up of a staff member from the State Education Department and the New

York City Board of Education. Each supervisor had extensive experience

both in the areas of the teaching and supervision of reading. Nine classes

were observed in each school for a total number of 108 observations. First,

third, and fifth grade reading classes were visited. Some classes were

visited by only one of the two observers; some were visited by both. The

observers used a checklist entitled Observer Guide-Reading.2 The obser-

vation was followed by a 10 minute private interview with the individual

in overall charge of reading instruction.

The Observer Guide-Reading consists of 13 topics, each of which is

evaluated on a five point rating scale from "law" to "high". Descriptions

of "low" and "high" practices are included for each topic. If any of the

comments in the paragraph labeled "low" described the class being observed,

this category was checked by the observer. However, a class had to meet

all of the "high" specifications to be classified in that category.

Schools which meet some but not all of the superior classifications were

rated 2, 3, or 4.

Twelve of the 13 criteria for the investigation were derived from
those used in a study by Sawyer and Taylor in the Journal of Reading,
March 1968. Jane Algozzine, Chief, Bureau of Reading Education, New York
State Education Department, prepared the operational descriptions for the
"high" and "low" categories and was responsible for the development of
the complete instrument.
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Practices in the "low" category ranged from undesirable to intolerable.

A practice in the "high" category was considered ideal and relatively few

classes met these criteria. The observers were encouraged tc list their

specific recommendations and/or observations in the section provided for

comments.

In order to determine whether or not Type A and Type B schools have

significant differences in the observable conduct of their reading programs,

a chi-square analysis was performed using 2 x 3 contingency tables. Cell

frequencies were increased by combining responses 1 and 2 and responses 4

and 5. All responses classified as "other" were arbitrarily assigned to

response category 3.

Table 3.3 represents a complete summary of the 13 areas measured by

the Observer Guide - Reading. The areas in which the A type schriols

scored significantly higher were:

(1) Presence of Appropriate Materials p (.01

(2) Effective Use of Materials and p

(7) Application of Reading Skills p <.05

Areas significant at p<.10 were:

(3) Demonstration of Understanding the Process of Teaching Reading

(4) Provision of a Balanced Program of Instruction

(11) Skill in Diagnosis

(12) Encouragement of Free Reading

These are discussed in the order of their significance rather than

their order of appearance on the instrument.

Although category 1, "Presence of Appropriate Materials" and category

2, "Effective Use of Materials" seem logically dependent, in the sense

that if the materials were not being used effectively, then they were judged

as inappropriate, there were clear differences in the ratings of the obser-

vers. The significant variance for category 1 was not in the high ratings.

In fact, nearly 50 percent of the ratings for both A and B schools were

high. The significant chi-square resulted from the difference in the low

and average ratings. Type A schools had significantly fewer low ratings
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TABLE 3.3

Observer-Guide Reading Response Frequencies for
Type A and Type b Schools and Chi-squares

for 2 x 3 Contingency Tables

Cat.

No.
Category Description

School
Type

Low
(1, 2)

Average
(3,0ther)

High
2

(4, 5) x

1

2

3

4

5

6

7

8

9

10

11

12

13

Presence of Appropriate
Materials

Effective Use of Materials
by Teachers

Demonstration of the
Effective Use of the
Process of Teaching Reading

Provision of a Balanced
Program of Instruction

Emphasis on Literal Com-
prehension and Critical
Thought Processing

Guidance in Purposeful
Reading

Application of Reading
Skills

Relation of Reading Con-
tent to Experience

Attention to Individual
Differences Beyond Differ-
entiation of Materials

Effective Use of Grouping

Skill in Diagnosis

Encouragement of Free
Reading

Teacher Personality

A
B

A
B

A
B

A
B

A
B

A
B

A
B

A
B

A
B

A
B

A
B

A
B

A
B

5

19

11

29

13

26

8

20

9
16

13

23

8

20

14

25

24

34

25

32

18

32

8

19

4

12

27

19

27

24

21

20

30
29

23

31

30

28

35

35

29

27

23

17

19

24

36

28

32

26

23

20

33

32

27

17

31

23

27

21

31

23

22

19

22

15

22

18

18

19

21

14

11

10

25

25

38

38

9.40***

10.38***

5.43*

5.73*

3.61

2.89

6.29**

3.39

2.47

4.79*

4.92*

4.03

*** X2.>9.2 p4L.01
** x45.99 p<.05
* x2,4.6 p <.10
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than did Type B schools. In case of Category 2, A and B schools differed

in the frequency of low and high ratings and both types received approxi-

mately the same number of average rating,.

Although the complete instrument is found in Appendix A, descriptions

of low and high ratings, as they appear on the rating instrument, Observer

Guide-Reading, are repeated in connection with the discussion for the con-

venicnce of the reader for areas of significant differences.

1. Presence of Appropriate Materials {p x'.01).

LOW

The only instructional materials
available are basal readers on a
very narrow range of reading levels.
Charts and materials for displays
are not accessible in the classroom.
Supplementary workbooks or drill
materials for reinforcing skills
are not supplied.

2. Effective Use of Materials Zr (.01)

LOW

Materials are distributed with little
regard to the appropriateness of
their use. Little attention is given
to the use of charts or teacher or
student-made materials. The same
drill in the same quantity is given
to all children in a group. There
is no.differentiation in assignments
or adaptation of materials Co meet
varying reading .seeds.

HIGH

A wide vw-iety of materials which
reflect the range of instructional
levels within the classroom are
available or may be obtained upon
demand from the reading materials
collection. Charts and other sup-
plementary materials are readily
accessible. At each level, there
are sufficient materials to enable
a child to repeat the level without
reusing a material, until mastery
of vocabulary and skills is
achieved. A vertical range per-
mits children to move to new levels
without waiting for others in his
group.

HIGH

Instructional materials are
assigned to meet individual needs
and levels. Supplementary or
illustrative materials are
frequently integrated with the
lesson. A variety of materials
are used creatively in the
classroom.
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All schools had a broad variety of instructional materials in reading,

among which were included Jasal readers, experience charts, SRA materials,

phonics books, muLtilovel skills materials, supplementary trade books, and

urban readers. Where materials were lacking, perhaps the teacher was

unfamiliar with the materials available, since a wealth of materials was

observed in other rooms within the same school. It is possible that the

ratings for this category were influenced more by appropriateness than

mere "presence."

Comments made in the observer reports such as "The teacher was

using a special Consonant Chart which was completely divorced from the

lesson she later developed" indicate the contamination of Category 1

ratings by Category 2 considerations. It is difficult even for an expert,

to rate quantity and variety of materials without considering the appro-

priateness, quality, and effective usage.

The more frequent use of the extremes (high, low) on the rating

scale for Category 2, "Effective Use of Materials," suggests that since

the behavior was easier to judge by reading experts, fuller use was made

of the rating scale. Whenever discriminations were difficult, there

seemed to be a tendency by observers to score toward the middle of the

scale, i.e., the average. The significant chi-square (p.K.01) for the

category carries the implication that teachers in Type A schools made

more effective use of available materials. This is an important

finding.

The third category in which A schools differed significantly from

B schools was number 7, "Application of Reading Skills." The description
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of high and low ratings arc given below:

7. Application of Reading Skills (p.c;.05)

LOW

The practices employed in guiding
reading during reading lessons are
not evident in other subject?, such
as social studies or science.
Vocabulary and concepts are not
developed. Great dependence is
placed on "round-robin" oral read-
ing as a means of covering textual
materials.

In C11

Lessons in other subjects which
involve reading of textual or
reference materials are developed
as directed reading activities.
Vocabulary study, concept develop-
ment, purposeful questions which
necessitate the application of
reading skills to textual materials
are part of the lesson. Where
necessary additional direct in-
struction in reading skills related
to content materials is provided.

Higher achieving schools were rated as average and better than average

in applying reading skills to other content areas. Lower achieving schools

seemed more depr.ndent on round-robin reading with inadequate application of

skills to the content material.

The three most significant categories, taken together imply that in

the higher achieving Type A schools: (1) a wide variety of materials was

observed, (2) teachers made the most effective use of their materials and

(3) reading skills were reinforced through teaching incther areas such as

social studies and science.

The categories for which chi-square was significant at p00 are all

related to factors essential to a good reading program, i.e., the observ-

ers rated teachers in Type A schools higher on their understanding of the

process of teaching instruction, provision of a balanced program of instruc-

tion, skill in diagnosis, and encouragement of free reading (categories 3,

4, II, and 12).

Further examination of table 3.3 shows that the significant chi-

squares on the Obseiver Reading Guide are primarily due to differences

in frequencies in the "low" category, with the B schools contributing

greater numbers of "low" tallies.
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3. Demonstration of the Effective Use of the Process of Teaching Reading
(p (.10)

LOW

There is little evidence of lesson
structure beyond that given in a
commercially planned teacher manual
or guide. The lesson seems unre-
lated to the needs of the students
and does not make use of all available
materials and resources. A lack of
knowledge of fundamental structure
of the language and of phonetic and
structural generalizations which are
useful in reading is evident. Inac-
curate examples are frequently used.
No systematic method exists by which
the teacher attempts to organize
lessons in a flexible manner to
meet the needs of individual students.

HIGH

The lesson, even when modeled on
that in a teacher's guide, has b
adapted or supplemented to fit
varying student needs. Accurate
use is made in the instruction o
the generalization$about languag
which determine pronunciation,
syntax and meaning. Interventio
is made when needed and steps ar
taken to lead children to cotre..
responses, if necessary. Perfor
mance is evaluated through stan-
dardized and informal tests.
Conferences are conducted when
necessary with supporting person
nel such as guidance counselors
and social workers.

The observers concluded that many teachers in Type B schools seemed

unfamiliar with the processes of teaching reading. They failed to under-

stand the sequence of subskills involved in unlocking words. They were

aware of general techniques for organizing a reading lesson but failed

to relate decoding skills to comprehension goals. Skills lessons were

frequently irrelevant to children's needs.

The following selected comments accompanied poor ratings:

"A typical whole class basal reader lesson. Children reading below
grade and were using a second grade reader. The teacher had little under-
standing of reading process and when asked to describe what happens over
a weekly period said, "just this."

"The teachers apparently are not aware that the skills can be broken
down to finer levels than vocabulary, comprehension and phonics."

"Unrelated aspects of vocabulary and phonics drills preceded silent
reading."

"She uses the Manual and that poorly, and just keeps on going whether
her program is effective or not."
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4. Provision of a Balanced Program of Instruction (p (.10)

LOW

Little effort is made to provide
opportunities for extension of
reading into other language arts
areas such as speech, literature
or writing. One skill area is
emphasized to the exclusion of
others; e.g., phonetic word at-
tack. The classroom program pro-
vides no opportunity for the
development of individual inter-
ests in other kinds of reading
activity.

The program in reading provides
direction in all skills areas in
proportion of immediate instruc-
tional needs. Enrichment is
provided and reading interests
are extended into other language
arts. Although a basal reader
may be the foundation, opportu-
nities are provided for many
other kinds of reading oriented
activities, such as research,
dramatisation and written and oral
creative expression.

The observers reported that a balanced program of reading instruction

was more often discerned in Type B schools. In the upper grades, many

reading lessons centered on materials fret,. curriculum areas, such as

science and social studies. In lower grades, experience charts reviewed

trips, experiments, and classroom happenings.

Some selected coments made by observers uhich accompanied high

ratings were:

"phonics, free reading, experience charts, much stimulation of oral
language. Homework rexographed four times a week signed by parent."

"Opportunities are provided for furthering comprehension skills and
for dramatisation. The children love to act. Each child has a reading
notebook in addition to the reader and workbook."

"The teacher described othet types of reading activities - original
stories, social studiet, children's newspapers, etc., and there were
several experience charts in evidence."

Comments by observers, such as the following, typically accompanied

low ratings on this item.

"There was over - emphasis on the skills (tor the sake of the skill)
rather than application of the skiffs through reading."

"Teacher says they work at reading practically all day long. The
outward signs - aim, words, silent readitL, etc., are there but teacher
does not Seem to understand the purpose. is following manual blindly."



- 43 -

"As one objective of the lesson was reading to find answers to specific
questions the answet might have been read from the bcok."

12. Encouragement of Fret Reading (p <.10)

LOFT

No books for independent or leisure
reading are available in the class-
room. No effort is made to encourage
reading through displays, rewards or
provision of time for such reading.
Reading stories to children for
enjoyment or using the library are
not encouraged.

HIGH

Interesting hooks and information
about books are displayed in the
classrooms. Children are encourage
to join book clubs, talk about
books and take advantage of librar:
facilities. Time during the schoo
day is provided for teachers,
librarians or aides to read to
children and for children to read
books of their own choice.

The observers reported that a majority of teachers in the schools

observed were encouraging free reading of self-selected materials. A few

teachers, generally in the B schools,

what they erroneously assumed to

11. Skill in Diagnosis (p.10)

LOW

There is little evidence of the
effective use of standardised or
informal test results to deter-
mine a child's reading status.
NI use is made of oral reading
inventories to confirm that ma-
terial& given a child ate within
his instruttionai tr ind,,ptodeqt
reading levels.

be

Nea.r1y twice as many teachers

et this itom than in TYPe

were reluctant to use class time for

a frivolous objective.

in

A schools.

Observets on the instrument indicates

HIGH

Data from both staniatdieed and
informal reading e ties are used
in determining indiAdual instruc-
tional programs. Exformal oral

and silent reading inventories
are repeated periodically to make
sure the materials given and the
group placement of each child

are appropriate. During the
class period observations which
indicate particular needs or
progress in reading of an indi-
vidual student are noted.

type b schools received low ratings

The folloWing cements made by

the positive and negative aspects

of the methods and ase of diagnosis by the teachers.
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Comments accompanying good or high ratings:

"Cumuletive folders indicate child's placement at each level. These
are started with careful evaluation in grade 1."

"Teacher very much aware of children's needs - discussed achievement
and problems of individual children and measures taken to help them."

"The teacher gave an Open Textbook test at the beginning and formed
two groups - one above reading level and the other below." Says groups
have changed and many in slowest group are doing much better and sometimes
read with the others."

"First grade coordinator tests every two months with a 'standardised'
word test. Class regrouped. Teacher also gives test."

Comments accompanying poor ratings:

"Uses citywide reading tests. Uses Weekly Reader tests just for fun
because children enjoy them. Uses skills tests (finding general idea) to
discover comprehension needs."

"Teacher 'can tell by knowing what they do in class'."

"No diagnostic tests by teacher or supervisors. No evidance in class."

"Uses N.Y.S. test results. Uses workbook work and oral reading."

"Test results are used for placement (homogeneous grouping)."

"Uses News Trails tests. Informal inventory in the open books at
beginning of the year."

"This teacher believes phonics is the answer to all reading probltns."

In many lessons, teachers were overconcerned with literal factual

response to the materials read. This pattern appeared in both lower and

higher achieving schools. Some teachers, however, did stimulate critical

thinking and personalised reactions by skillful questioning. There was

little difference in the guidance for reading in the higher and lower

achieving schools. Host teachers failed to provide meaningful learning

for the lessons observed. They did set aims. occasionally put then on

the chalkboard or stated them as overall questions. These activities

lacked motivational effect and relevancy for the most part.

Higher achieving schools gere rated as average and better than average

in applying reading skills to other tooted atlas. tower achieving schools
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seemed more dependent on round-robin reading with inadequate application

of skills to the content material.

Materials selected for instructional purposes in hi,her achieving

schools were more closely related to tie ethnic one cultural background --

of the children concerned, than the materials heed in the other schools.

In Group A schools the teacher either used such materials or was able to

relate the materials at hand to the teal life experiences of the children.

In Qroup A schools observers rated use of materials as average or better

than average. In Group B schools use of materials was rated from low to

average; there was greater dependence on basal readers and more rigid

adherence to instructional marvels.

A majority of he rating' of teacher personality were at the upper

levels. There was little difference between groups of schools as to the

percentage of teachers with undesirable personality traits. Host teachers

were described as responsive, sensitive, and deeply concerned with their

children. Sore newer teachers tended to be overwhelmed by the complexity

of reading instruction.

In both Type A and Type b schools there was a notable absence of

attention to individual differences, of effective sub-grouping, and of

diegnoses in a tsajority of classes observed. Teachers tended to depend

on subjective evaluations based on informal observations in grouping

children sad in selecting purposes for instruction. They accepted

city-wide test results without analysing the specific implications

for specific children. Their justification for the whole class instruc-

tion was the alleged homogeneity of their groups. Yet In these classes

the observers discerned a considerable range of ability and skill nerds



- 46 -

which were poorly served. Comments by observer.; indicatodthat most

classroom teachers were unaware of the use of diagnostic tecbLiques

in the teaching of reading. As a result of this lack of knowledge

of teachers, many children arc working at frustration level in

unsuitable materials. It is, of course, impossible to individual-

ize instruction where diagnosis has not identified specific needs.

Neither homogeneous class groupings nor reduced class size should

be permitted to substitute for flexible subgrouping with differen-

tiated instruction based on specific diagnosed needs.
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CHAPTER IV

Sunmary and Conclusions

Opportunities for urban disadvantaged children are closely related to

successful school achievement. The problems associated with their education

have been wi.doly discussed; the area of reading comprehensions has been of

particular concern. Educators have d6oted greater effort to proving that

differences in reading achievement exist, than to developing programs

which would alleviate the problem. Comparatively few specific instructional

techniques have been designed for the urban disadvantaged, despite efforts

to improve their education. This study attempted to answer the question:

What were the methods and procedures used in exceptional schools in deprived

areas which produced unexpectedly good results in citywide reading tests?

Research Design

During the 1967-68 school year, supervisory and research personnel

from the New York State Education Department and the New York City Public

Schools participated in a pilot study designed to examine educational

practices in segregated schools. Two groups of schools each consisting

of six elementary schools, were identified. At the third grade level,

Group A schools had achieved significantly higher mean reading scores than

Group B schools in the New York State Pupil Evaluation Program, although

both groups were below average in achievement. The schools were comparable

in site, level of segregation and socioeconomic status of the student

bodies. Both groups of schools were between 900 and 1200 enrollment,

more than 90 percent nonwhite and their student bodice were of lower socio-

economic status.

In order to accomt fot the differences in reading *thievement between
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the matched groups, the two groups of schools were compared on a variety

of measures which included: results of interviews with the elementary

principals and the school community coordinators, sociometric data gathered

on the Ohio Social Acceptance Scale, results of a teacher questionnaire

Appraising Growth in Reading, and results of classroom observation by

teams of reading supervisors from the staffs of the New York State Education

Department and the New York City Board of Education using the Observer

Guide, an instrument designed to obtain objective ratings of qualitative

variations in classroom reading programs. Copies of the instruments used

in the study are found in Appendixes A-I.

Methods and Procedures of the Reading Program

Ratings of various aspects of the reading programs were made inde-

pendently by teachers in the schools studied and by teams of reading

specialists. Group comparisons of higher achieving (Group A) and lower

achieving (Group B) schools were made to determine difference in methods

and procedures between the two types of schools.

Observers using the 32msve0Lciallezitad 1111 found some differences

between reading programs in Group A and Group B schools. Group A schools

were rated significantly higher in only three of 13 categories

(a) Presence of Appropriate Materials, (b) Effective Use of Materials by

Teachers, and (c) Application of Reading Skills. However, it no instance

were Group 11 schools rated significantly higher than Group A schools.

Analysis of the response frequencies reveals that the major differences

occur in the "High" and "Low" categories of the items rated. There was

a definite tendenty of observer* to place more Type Is schools in tts Low

category and more Type A schools in the High category for all 11 Stews

although such differences resulted in only three cases of statistical gig*

nificance beyond the 5 percent level.
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More definitive results were obtained from the teachers' ratings on

Appraising Growth in Reading. Teachers in Group A schools gave their reading

programs significantly higher ratings than did teachers in 3roup B schools

on each of nine program dimensions.

Caution is advised in attempting to draw conclusions based on compara-

tive analysis of the different scales used for collecting observers' ratings

and teachers' ratings. The scales do nut measure the same dimensions.

lerefore, it is not possible to determine agreement of observers and tea-

chers on ratings of specific program areas. However, if each instrument is

regarded as a valid measure for rating the methods and procedures of the

reading program as a whole, the results are definitely in favor of the "A"

schools. Dimensions showing the greatest advantage for the A schools based

on observer ratings arc related to the availability and effective use of

materials and the application of reading skills in other subject areas.

Dinensions showing the greatest advantage fat the A schools based on teacher

ratings are Experiential Reading, Environment, and Teacher Characteristics.

Since the instruments used do not yield a total score for reading

progress, the findings above must be subjectively synthesised for inter-

pretation. The six dimensions identified by the two rating scales as

showing the greatest differences between Croup A and Group B schools

indicate that school environment (including instructional materials) sod

the utilization of reading skills (including experiential reading in other

curriculum areas) ate sore important than the specific teaching sethod used

in Loathing reading to disadvantated !.tudents.

A distinction must be made when interpreting these findings letveen

quantitative and qualitative differences. In sone categories, schools in

both groups were subject to severe criticism by the observers. They
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B.schoolo and some poor lessons in the A schools. In any event

covered by the instruments, the within school differences wert greater than

the between school differences. When the data for schools was combined into

groups of schools, the differences between the groups were not significant.

The failure to find significant differences does not detract from the

importance of the study, since the instruments provided for a general

evaluation of ongoing reading programs in racially segregated disadvantaged

schools. Most of the findings apply equally to both groups of schools in

the study and generalize to similar schools.

General Educational PrommiDevelondlinderlblliadulluxgLibe
Principal

Results of interviews and on-site observations by elementary super-

visors have been discussed at length in Chapter II. Characteristics of

Crag) A and Group B schools were described, and some interpretation has

been given.

It is difficult to partial out the specific influence a principal has

on the instructional program of his school. Past influences on the school

must be considered. School and community problems are seldom formulated

in relation to the personality of a single individual, particularly in a

large spites such as New York City. Consequently, the historical aspects

of a school and a community should be carefully examined when a program is

evaluated.

Differences between the two groups of schools were not distinct in

all cases. In some cases a beer achieving school well rated

superior when compared to a higher achieving school. Por example, a lower

achieving school scored higher in planning and scheduling beceuse curtailed

sessions permitted more teachers to be available for conferences. Another
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Group B school received a high rating in physical surroundings because the

school was newer and more modern. A higher achieving school was given a

low rating in guidance services because of a lack of staff and excessive

administrative structuring of the programs.

Schools in both categories received poor ratings in several areas. In

all schools, cooperative teacher planning was limited and many students

seemed passive and disintelested. Science teaching was poor and audiovisual

materials were used infrequently, as well as ineffectively. Several higher

achieving schools used rigid seating patterns and emphasized a direct

single -focus instructional approach with no attempt at developing smaller

subgroups within the classroom. instruction, even in higher achieving

schools, was frequen7.1y teacher centered with little student involvement.

Factors common to many districts but somewhat more extreme in the

New York City Schools present administrators with a difficult task.

Centralized control by the Board of Education, a rigid and comprehensive

union contract, large enrolltdents, a transient student population, high

teacher turnover, and deeply rooted and varied student problems are serious

difficulties which exist in schools with high concentrations of disadvantagek

students.

Obscrvers were able to identify some differences, however, in admini-

strative factors relating to the principals of the two types of schools in

the study. Although principals of both Group A and Group B schools tended

to be authoritarian, those in Group A were more likely to offer flexible

leadership and to show interest in innovation. Principals in Croup

schools were more likely to be resigned to the status quo. Principals of

Group A schools were more devoted to the welfare of the staff and students,

whereas those in Group 11 were generally concerned with rule*, regulations,

and routines, resulting in unimaginative leadership. Principals of Group A
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schools were more likely to have a program of continuous evaluation with

feedback of test results and other pertinent information to teachers.

Channels of communication in Group B rchools were indistinct esulting in

limited planning activities.

Differenoes in instructional methods and environment were also noted by

interviewers. Although all schools in the study used traditional teaching

processes, Group A schools tended to be more imaginative--seating arrange-

ments were more flexible; there was more pupil participation; more effective

use was made of available materials; team teaching was used for more indi-

vidualized instruction; library programs were :acre active. Group A schools

generally had a less disruptive environment, better student control, and

brighter, more attractive buildincs and classrooms.

Interviews discovered differences in community and parental involvement

with school activities. In Group IS schoole, community involvement was non-

existent or ineffectively organized. Access to the school was limited and

communication among professional staff and parents restricted. On the

other hand, in Group A schools parental involvement was positive and directed

toward specific achievement goals. Parents exhibited a cooperative attitude

and traditional middle class values and were more intimately involve) with

staff in discussing the school program.

t0j/WLLSnooDitzitelittions

Results of interviews with school community coordinators yielded incon-

sistent patterns when analyzed by paired schools. Community conditions,

as measured by ,g1,1ALALJIzsagi and General LiVi4I_CoadItilu, were

sometimes rated higher for the Group A school and sometimes for the Croup

B school for given pairs of schools. In some cases, no differences could

be discerned. Although Group A schools have an edge in favorable comparisons

for these two dimensions, it is Impossible to build a strong case for
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concluding that community conditions are better for Type A schools than

for Type B schools.

School-coumunity relations were measured by four items: (a) Extent of

Parent Particilation, (b) School Efforts to Secure Cooperation, (c) Parental

Image of the School, and (ii) Support, by Commuqty_aganization. Althougb

fluctuations occur from one pair of schools to another, Croup A schools

enyy an advantage in favorable comparisons. Group A schools rate much

higher on all dimensions except Extent of Parent Partisizaion.

Although the pairs of schools were matched ,n the basis of ethnic

composition and percent of low income pupils, this matching did not result

in closely similar pairs of schools. For the most part, exact matching is

not possible.

Some of the difficulty stems from a prevalent misconception, one which

was recognised when the study was designed. It is often assumed that a

school which it predominantly Negro is also educationally disadvantaged.

However, there are in some schools significant numbers of middle cleat

Negro families who do not have the disadvantages customarily associated with

ghetto schools.

School Al of the high - achieving group is a prime example. Although this

school has a pupil population of 76 percent Negro, 16 percent Puerto Rican,

and 8 percent other and has 61 percent of the pupils on low income status,

there is nevertheless a considerable number of pupils from middle elass

families. The sociomettte status of School Al is clearly superior to that

of School Ai, and in this respect, the schools are not closely matchld.

It is literally not possible to find in New York City a school which matched

School Al and bed significantly low reading scores on the citywide tests.

The implied question which underlies the whole stoly, "Why does this
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largely Negro schoo: obtain reading scores higher rhan the scores obtained

in most Negro schools?" has therefore a partial answer: "Because this

school is unusual in that it has a large number of middle class Negro pupils."

The main finding of the interviews of the school- community coordinators

is that with the ex-option of the School Al - School B1 pair, there is little

difference in the general character of the community for the higher achieving

schools as compared to the lower achieving schools. This is true of those

adverse social factors associated with the ghetto.

The important educational factor which was revealed by the interviewers

was the crucial influence of the school principal. In every case, except for

School Al, the higher achieving school had, in the opinion of the School-

Community Coordinator, a more dedicated principal who worked actively with

the community and had an active and driving commitment to pupil achievement,

Peer-Pupil Relationships in the School

Reported findings are based on the analysis of the sociometric data

obtained from a systematically selected 50 percent sample of the fifth

grade pupils participating in the study. The sociometric characteristics

of the schools selected for study were surveyed by a Class Sociorretric

Questionnaire, a refinement and extension of the widely used Ohio Social

Acceptance Scale.

Every pupil selected was asked to rate all of the other members of

his class, and the total of these were analyzed using a Krushal-Wallis,

one-way nonparametric analysis of variance based on rankings. The weighted

mean for the higher achieving schools combined was practically equal to

the weighted mean for the lower achieving schools. The difference between

the two means is not statistically significant. No tendency or trend

for peer ratings in the higher achieving schools to have higher mean

values than in the lower achieving schools was in evidence.
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Both Type A and B schools appeared to be similar in peer ratings.

Organizational Climate of the Schools

Pair comparisons on the Organizational Climate Index yielded results

which were not readily interpretable because mean scale differences between

pairs of schools varied in direction. Therefore,group comparisons were

made to determine differences by type of school. As a result of these

comparisons, Group A schools scored significantly lower on two first order

factors: Supportiveness and Orderliness. No differences were found for

Intellectual Climate, Achievement Standards, Practicalness, or Impulse

Control.

From the above results, it is concluded that some differences in

organizational climate exist between the higher achieving and lower achieving

disadvantaged schools studied. Teachers in the higher acuieving schools

apparently have more autonomy or fewer dependency needs requiring admini-

strative support. Organizational structure may tend to be more informal

within higher achieving schools, and administration less authoritarian.

These findings corroborate the results of interviews and observations dis-

cussed under General Educational Program DevilupsdnUlder the Leadership_.,!`

the Principal.

Seemingly inconsistent with the above results, Group A schools scored

significantly lower on the second order factor Development Press, and no

significant difference was found between the A and B schools on Control

Press. However, this may he interpreted as indicating less n?ed for sup-

port as reward for self-actualizing behavior on the part of teachers in

Group A schools.
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Implications

The present study, designed as a pilot study to examine educational

practices in disadvantaged schools, should be regarded only as explora-

tory in the area of reading research in disadvantaged schools. No Cpe-

cific recommendations relating to practice, other than what is generally

regarded 88 good practice, can be made on the basis of this study because

of a number of limitations. This section will thus consider the implica-

tions of the study for conducting improved research on the reading process.

1. Future research should focus on the instruments used to
observe the reading program; further development and
refinement in much greater detc,..1 is needed. The instru.
ments used to observe the reading program in the preent
study appear to be workable and meaningful in the public
school context, but their utility in the scientific
sense remains to be established,

2. There is a need for the use of more precise measures of
socioeconomic status as well as more detailed analyses
of achievement differences. Future studies should iden-
tify the specific instructional objectives of the reading
program so that more specific evaluative criteria can be
used for judging the effects of instruction. The New York
State Pupil Evaluation Program tests and other standardized
tests allow only gross judgments with limited decision
making utility for revision of the instructional process.
A time series or longitudinal type of evaluation, based
on specific behavioral goals, such as the Comprehensive
Achievement. Monitoring System (CAM), would allow more
comprehensive test results directly related to observa-
tion. For example, using this procedure the total reading
score could be broken down Into several elements and
related to observations of variations in teaching reading
with known relevance to the criterion used for evaluation.

3. In future studies the sampling of schools must be improved
so that studies of higher achieving schools contain indi-
vidual schools which are all higher in achievement than
the individual members of the lower achieving schools
while both groups can be otherwise equated.

4. Further studies of this nature should include more than
one observation on each of a few classrooms in individual
schools; several observations on each class in each unit
should be made at different points in time in order to
obtain more reliable judgments. More direct observation
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should be used in the school. to observe teachers' and
principals' activities which impinge on the reading
program such as conferences, planning meetings,
teacher -seam work, and the testing program. More
direct observation rather than the interview tech-
nique should be used in the study of the community
also.

5. Student attitudes and factors of family background
which contribute more strongly to achievement than
any other known factors should be sampled directly
in future studies. Teacher characteristics and the
educational preparation of teachers with particular
study of their educational activities related to the
teaching of reading should be a major part of any
new research.

Future studies of this type, therefore, should use a more complete

model for the research as well as methods which will result in more

comprehensive data in order to arrive at useful recommendations. The

results of the present study, however, include much in the way of new

developments for observing and evaluating the reading process. It

remains for future studies to improve upon these efforts and thus

generate the information useful in decision making.
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FACTORS OF EDUCATIONAL SUCCESS
IN DISADVANTAGED AREAS

OBSERVER GUIDE - READING
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March 1964
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School
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SUMMARY PROFILE

(f[r!,t)

Date
ma, day year

(last) (fir6t)

CATEOGRY 1 2 3 4 5

Low Average High

1. Presence of Appropriate Materials

2. Effective Use of Materials

3. Demonstration, of Understanding the
Process of Teaching Reading

4. Provision of a Balanced Program of
Instruction

5. Literal Comprehension and Critical
Thought Processes

6. Guidance in Purposeful Reading

7. Application of Reading Skills

8. Relation of Reading Content to Exper-
ience

9. Attention Co Individual Differences
Beyond Differentiation of Materials

10, Effective Use of Grouping

11. Skill in Diagnosis

i2. Encouragement A Free Reading

13. Teacher Personality

Evaluation of Total Lesson

I t
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INSTRUCTIONS

The "Observer Guide - Read,ng" consists of 13 categories, each

of which is evaluated on a five point rating scale from "low" tc "high."

Paragraphs describing "low" and "high" practices are included for etch

topic. Practices in the "low" category range from undesirable to

intolerable. If any of the, comments in the paragraph labeled "low"

describe the class being observed, category L should be checked. How-

ever, a class must meet most of the "high" specifications to be classi-

fied in category 5. A practice In the "high" category should be con-

sidered ideal with relatively few classes meeting these criteria. Schools

which meet some but not all of the superior classifications should be

rated 2, 3, or 4.

If the observer is not able to evaluate a category after the obser-

vation, or wishes to gather supplementary date, a brief leacher has been

scheduled.

The observer can list specific recommendations or observations in

the section provided for comments. After the individual topics have been

completed, the ratings should be listed on the "Suwary Vrofile" and an

evaluation of the total lesson should be made.

Some of the criteria selected for the investigation were derived

from those used in u study by Rita Sawyer and K. Taylor in the

Journal of Reading, March t96H.



I. Presence of Appropriate Materials

LO

Thu only instructional materials available
are basal readers on a very narrow range of
reading levels. Charts and materials for
display', are not accessible in the class-
room. Supplementary workbooks or drill ma-
trials for reinforcing skills are not
supplied.

1

Low
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HIGH

A wide variety of materials which reflect
the range of instructional levels within
the classroom are available or may be ob-
laimid upon demand from the reading mater-
ials collection. Charts and other supple-
mentary materials are readily accessible.
At each level there are sufficient material:
to enable a child to repeat the level with-
out reusing a material, until mastery of
vocabulary and skills is achieved. A ver-
tical range permits children to move to new
levels without waiting for others in his
group.

3 4 5

Ave: rage

COMMEWfS

High
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2. Effective Use of Materials

LOW

Materials are distributed with little regard
to the appropriateness of their use. Little
attention is given co the use of charts or
teacher or student-made materials. The same
drills in the same quantity are given to all
children in a group. There is no differentia-
tion in assignments or adaptation of materials
to meet varying reading needs.

1 2

Low

HIGH

Instructional materials are assigned to
meet individual needs and levels. Sup-
plementary or illustrative materials
are frequently integrated with the les-
son. A variety of materials are used
creatively in the classroom.

3

Average

COMMENTS

4 5

High
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S. Demonstration of the Effective Use of the Process of Teaching Reading

LCW

There is little evidence of lesson structure
beyond that given in a commercially planned
teacher manual or guide. The lesson seems
unrelated to the needs of the students and
does not Hake use of all available materials
and resources. A lack of knowledge of funda-
mental structure of the language and of the
phonetic and structural generalizations which
are useful in reading is evident. Inaccurate
examples are frequently used. No systematic
method exists by which the teacher attempts
to organize lessons in a flexible manner to
meet the needs of individual students.

1 2

Low

HIGH

The lesson, even when modeled on that in
a teacher's guide, has been adapted or
supplemented to fit varying studeit needs,
Accurate us: i is made in the instruction
of the generalizations about language whir
determine pronunciation, syntax and mean-
ing. Inter'vention is made when needed
and steps are taken to had children to
correct responses, if necessary. Perfor-
mance is evaluated through standardized
and informal tests. Conferences are con-
ducted when necessary with supporting
personnel such as guidance counselors and
social workers.

3 4 5

Average

COMMENTS

High
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4, Provision of a Balanced Program of Instruction

LOW HIGH

Little effort is made to provide opportun- The program in reading provides direction
'ties for extension of reading into other in all skills areas in proportion to im-
language arts areas such as apeecht tiler- mediate instructional needs. Enrichmi.nt is
ature or writing. One skill area is em- provided and teading Interests are vxtundod
phasized to the exclusion of others: e. g. into other language arts. Although a basal
phonetic word attack. The classroom program reader may bp the foundation, opportunItivs
provides no oppurtunity for the development are provided for many other kinds of reading
of individual Etterests in other kinds of oriented activities, such as research, dra-
reading activity. matizSLion and written find oral crudity..

expression.

1 2 3 4 5

Low Average High

COMMENTS
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5. Emphasis wi Literal C'Imprehonsion and Critical Thought Processes

LOW

Little time is spent on questions and discus-
sion of material teed silently or orally to
determine the und:rstanding children may have
of the general or specific meaning of words,
phrases, sentences and larger thought units.
Questions asked requ:rc only location oc re-
call of stated detail. Little effort Is made
to develop meaningful vocabulary beyond the
word recognition stage.

Children are seldom asked to evaluate, draw
conclusions about, or criticize the writer's
content or his purpose for writilg.

Low

IIIGH

The lesson includes questions and discus-
sion of main ideas, relation of detail to
main Idea, mcanings of words and larger
units of language both in isolation and
context. Instructional time is devoted to
the development of concepts and of vo-
cabularies which convoy concepts.

An active participation by students in the
evaluation and criticism of statements and
ideas expressed by any writer is yucourAged.
Questions are designed to foster independent
thinking. All opinions ace respected even
though this may reflect values different
from those held by the teacher. Th: emphasis
is placed en developing the ability to form-
ulate sodnd generalizations and ideas through
the consideration of specific written evi-
dence.

3 4 5

Averap

COAMENTS

High



6 . Guidance in Purposeful Reading

LOW

Directions given for silent or oral reading
set no real purpose. No effort is made to
help children determine the appropriate
rate (skimming, scanning, slower detailed)
for reading. Oral reading in particular
served no real learning purpose,

1 2

Low
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HIGH

ChildreL are given specific purposes for
reading. They are guided in determining
rate and helped to develop the techniques
which enable them to vary their reading
rates to suit, the purpose for which they
are reading.

1 4 5

Average

03HMENTS

High



7. Application of Reading Skills

LOW

practices employed in guiding reading
:ring reading lessons are not evident in
,tiler subjects, such as scciat studin or
%cifric. Vocabulary and concepts are not
developed. Great dependence is placed on
"round- robin" oral reading as a means of
covertng textual matrlals.

Lena

HIGH

Lessons in other subjects which involve
reading of textual or reference materials
are developed as directed reading activitit,s.
Vocabulary study, concept development, pur-
poseful questions which necessitate the ap-
plication of reading skills to textual ma-
terials are part of the lessen. Where neces-
sary additional direct instruction in reading
skills related to content materials is pro-
vided.

3

Average

COMHEUCS

5

High
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8. Rtlation of Reading Content to Experlenc.-

DOW HIGH

The content of the reading material is un- The content is related to the experiential,
related to the experiential, ethnic or ethnic and cultural background of liii
cultural background of the children using child and reflect the mores of his society
them. Value judgments portrayed reflect a realistically.
narrow or biased viewpoint.

1 2

Low Average

COMMENTS

4

High
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9. Attention to Individual Differences Beyond Differentiation of Materials

LOW

Little us' in made of informal diagnostic
techniques to determine individual needs or

achi0-44'mvnis. No tiae is taken during the
instructional period to 14ork with individual
students, Seat work assignments are done
by all children regardless of need or level
of instruction. No subgrouping for instruc-
tional purposes is evident.

1 2

Low

HIGH

The reading lesson is planned with the
needs of particular students in mind.
Each student's progress and reading needs
are noted In the leacher's records. lie

is given additional reinforcement, If
needed, or moved into new or more chal-
lenging materials as his individual rate
of achievement indicates. Hio placement
in any Inatructional group is dermined
by his individual needs and interests.

3 4 5

Average

COMMENIS

High



VD. Effective Use of Grouping

LOW

The class is organized in instructional
groups based on achievement levels. Those
groups are formed at the beginning of the
school year and remain intact with minor
exception during that year.

Lo4
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HIGH

Instructional groups within the .lassroom
are formed and dissolved as the ohlectives
for which they were formed are met. chil-
dren move from group to group as changes in
interests, needs and achievement Indicate.
A child may work with more than one group
or may work alone when it is profitable.

1 4 5

Ave rage

COtfrtEN fS

High



11. SKIM in Diagnosis

LOW

Ile.re Is little evidence of the effective
use of standardized or informal teat results
to determine a child's reading status. No

use Is made of oral reading inventories to
confirm that materials given a child are
within h:s instructional or independent read-
ing levels.

1 2

Low

_71_

HIGH

Data from both standardized and informal
reading scales are used In determining
individual instructional programs. in-

formal oral and silent reading inventorics
are repealed periodically to make sure
the materials given and the group place-
ment of each child are appropriate. During
the class period observations which indleat
particular needs or progress in reading of
an individual student are noted.

3 4 5

Average

GOHMKNTS

High



12. Encouragement of Free Reading

LOW

No books for independent or leisure read-
ing ore available In the clossro6m. No
effort is made to encourage reading through
displays, rewards or provision of time for
such reading. Reading stories to children
for enjoyment or using the library are not
encouraged.

1 2

Low

-72-

HIGH

Interesting hooks and information about
books are displayed in the classrooms.
Children are encouraged to join book clnhs,
talk about books and take advantage of H.
brat), facilities. Time during the school
day is provided fur teachers, librarians
or aides to read to children and for chil-
dren to read books of their own choice.

3

Average

COMMENTS

4 5

High



13. 'reacher P4rSOnailLy

LOri

The authoritarian atmosphere- of the classroom
creates an attitude in the children ranging
ErlIal indifference to hostility. Negative re-
inforcemrnts are used frequently. Teacher
biases toward individual children can be dis-
cerned.

1 2

Low
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HIGH

Positive reinforcements are frequent. The
friendly concern of the teacher for the
children 1% evident. The respect aced af-
fection of the children for the teai-h,
indicates their acceptance of her. The
teacher's attitude demonstrates both under
standing and tolerance.

3 4 5

Average

commEurs

High
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Appraising Growth in Reading:

A System of Observation
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ALBANY, NEU WAX 12214
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Nirections for (Alopletill Coding Sheet for Appraising Crowd' In Readirig

the purpose of thil guide is to permit controlled observation

of a reading program by the classroom teacher. The system consists

of a number of categories referring to selected teacher characteristics

and the nature of the classroom environment. All categories are given

on a coding sheet used for recording the observations. Definitions

of key terms used in the categories are given in the attached glossary.

The procedure ;s rt follows:

1. Recome familiar with all categories, referring to the
glossary if thct are any questions concerning the meaning
of any key t(

2. Place one of tl following codes in the column on the
coding sheet for c:Ich category.

COW:

3 if ht .! iphasis is given to the category in
the r. Ing program

2 If mo',1 ^ emphasis is given to the category in
the re. ra program

1 If littk emphasis is given to the category in
the reading program

0 If no emphasis is given to the category in the
reading program

N If the category does not apply
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Coding Sheet for Appraising Reading Growth

Name of teacher

(Last) (First)
School Code

Class Code

Dote

CATEGORY CODE

I. Experiential Rodin

Pupils gain
1.11:perience

information by personal
through:

1, Obsorving
2, Gathering relevant information
3, Recording information
4. Remembering information
5. Using information

II. Comprehension

Pupils show

in Silent Reading

comprehension by:

6. Noting details
7. Interpreting ideas
8, Locating main ideas
9. Finding answers to questions

10. Verifying a given statement
11. .Judging value and accuracy of material
12. Reading for pl:.asure

c

Facility in Oral Reading

Pupils show facility in oral reading:

14. Reading accurately
15. Phrasing fluently
16, Using appropriate expressian
17. Recognizing new words
18. Making use of punctuation marks
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CATEGORY CODE

IV. Vocabulary Development

Vocabulary is developed through:

19. Word analysis- auditory discrimination
20. Word analysis-visual discrimination
21. Word analysis-phonetic analysis and blending
22. Word recognition-sight vocabulary
23. Word meaning-contextual clues
24. Word meaning-synonyms, antonyms, homonyms
25. Use of dictionary-pronunciation and location

skills

V. Use of Books

Pupils show ability to:

26. Handle books
27. Use table of contents and index
28. Use library skills
29. Use various kinds of books
30. Bemonstates the ability to follow in-

structions

VI. Teaching Method

__.

The teacher uses:

31. Teacher-pupil planning
32. Community and school resources
33. Independent study for pupils
34. Other: Describe in "Comments"

VII. Pupil Growth

The class is growing in reading as shown by:

35. interest and enjoyment
36. Pupils helping themselves
37. Good eye movement, lack of vocalization



CA'VECORY

Inn. Teacher Characteristics

The teacher has:

38. Taken a workshop or course in reading
in the last three years

39. Visit or observed reading in other
classes

40. Consistently used reading clinic

IX. Environment

The classroom has:

41. Displays to motivate reading
42. Library
43. Magazine subscriptions
44. Bulletin boards devoted to reading
45. Book clubs
46. Reading table or area

COMMENTS
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Appendix C

Action Stic'y of School:: in Disadv:Intaed Ar2w; DifferLog in Achteve:wat

Principal's Interview Guide

1. Did you have any exp-.2rimeutal or c. t emonsl Vat ion progrin, other tIvin E3fA
Title I i..oject in your school i.. 1966-196Y?

Title of Program;

4 . ... ,*- - - e .d.

Last year? Title:

2. What proportion of the classes in your school mIved relatively intact fro..4
grade to grade from 1966-1967 to 1967-1956?

Check one:

801. -1001 607-807. 407 -60% 207-407. 00/-207.

3. The evaluation staff wishes to amplify pupil mobility data already obtain(!d
from the period report (SD 1001). Please enter the following estimate:
What per cent of the pupils in your school have remained in school for the
entire school year 1966-1967?

4. Please estimate what proportion of the families of your pupils are usually
represented afc. VIA meetings?

107. or less
25%

50%
757.

901. or more

5. In your judgment arc there basic issues of disagreement between the P.T.A.
and the faculty of the schcA? Yes No

Please identify the main areas.

6. Approximately how many school volunteers participate in the Fchool proi,,rac,
during a typical week?

7. How effective do you consider the general support of the school by the
parents?

Please couaent briefly.

Very effective
Effective
Ineffective
Very ineffective
Harmful

-80
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i. How effective du you eolvAder the Lerv!; ral support of the school by members
of th..: ci munity of 1+(r than thr! parunt%?

Very effective
Effective
Ineffective
Very ineffective
licxwful

Please comment briefly.

9. Do your teachers follow the individuc!lized reading approach, predominantly?
If you wish to explain your answer briefly, please do so.

. _

10. On the basis of school policy and your own observation and supervision,
approximately hol many hours per week are devoted to classroom instruction
in the following respects.

For the average pupil,

in reading,

in language arts other than reading

For the remedial pupil,

in reading

hrs.

hrs.

hrs.

in language arts other than reading hrs.

11. Please indicate the extent to which problems created by disruptive pupils,
interfere with your efforts to improve instruction?

Does not hamper this function
Slightly haApers this function
Sometimes hampers this function
Frequently hampers this function
A very serious obstacle to this function

12. Please indicate the extent to which problems created by irate parents,
interfere with your efforts to improve instruction?

Does not haver this function
Slightly havers this function
Sometfres he;apors this function
Frequently h;t!vers tlti is function

A very serious obl:tacle to this function



-82-

13. Please indicate Vic ent to which problem,; cr(nted by uncooperative
community, interfere with your efforts to improve lw.truction?

Does not hrilvt.r this function
Slightly hohip(:r:; this function

Sometimes hmap2rs this function
Frequently limpers this function
A very serious ati-tele to this function

14. Does your school, have a class or classes for inic.11ectually gifted children?

Please briefly describe the following:

a. Pupil selection criteria

b. The effect of the program on participating ICC children.

c. The effect of these classes on the school as a whole.

15. Do you have any special library programs in your school?

Please describe briefly.
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16. For each of the following spocialized teaching pAlitions, please indicate
the nu-Aber of such poL.itions in your school, and briefly describe ho4 you
ut:e the pwlitinn.

Number DencriAtion.

Corrective It(!ading Teacher

Above Quota Teacher

17. De you feel that the District Reading Consultant is helpful in your school's
reading program?

Please explin br!efly.
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18. How would you evaluate the assi:itauce given to your school by the School
Community Coordinator?

Please explain briefly.

19. If you were asked to select the most effective element of your schools
proziram - including s taff, programs or facilities - which element or elementc
would you choose? Why?

20. Do you have any relatively unique or unusual elei'lents in your schools
educational program which you consider effective? Please explain briefly.

21. Have you-organized any special programs of the guidance program, or placed
special emphasis on any aspect of guidance in your school. Please explain
briefly.

22. How important to the educational program of your school is the work of the
Guidance Counselor. Please comment briefly.

23. What are the duties of the cluster teachers in your school during the 11
periods for which they are not assigned to relieve teachers for preparation
periods.

24. What specific arrangements of coovration are rude between the clun.ter
teacher and the teacher who is relieved.
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February 1968

Action Study of Schools in Disadvantaged Areas Differing in Achievement

School

Address

Local
Community

School Data Form

District Suplt,

Principal:

District

Asst. Principals:

School Secretary

Prekindergarten

Kindergarten

CRMD

Low I.Q.

Special Guidance

Junior Guidance

Classes 1-6

Opportunity Class

Library

Swimming

I.G.C.

Health

Kindergarten Ext.

Sight Conservation

Health Conservation

STAFF
'67-'68 '66-'67

OTP

'66-'67

Total

- 85-

Date of Date of
Appointment Appt. to

School

Cluster

Corrective Reading

N E Operation Understanding

Community Relations

Administrator

Language Enrichment

Grade Coordinator

School Community Coordinator

N E Coordinator

Non-Graded Primary

Auxiliary Teacher

Music (Enrichment)

H.E. (Enrichment)

'67-'68

'67-'68



Average Daily Register 1966.1967

Average Daily Attendance 1966-1967

Total Number of Classes

/
E,S,E,A. Title I Participation

Other Special Project

Transitional Special Service

Per Cent Free Lunch Per Cent Low Income Register

Per Cent Negro Puerto Ricah Other

First Grade New York State Percentile

2

Octobe4 1966

April, 1967

Reading - School Means

Grade

3 4 5 6
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INSTRUCTIONS

The Observer Interview Guide consists of 26 topics, each of which

is evaluated on a five point rating scale from "low" to "high." Paragraphs

describing "low" and "high" practices are included for each t.pic. Ii

any of the comments in the paragraph labeled "low" describe the school

being observed, this category should be checked. However, r, school must

reef: Al the "high" specifications to he classified in that category.

Schools which meet none but not all of the "high" classifications should

be rater(' either 2, 3, or 4.

Practices classified as "leum range from undesirthle to intolerable.

Practices classified an "high" should be considered ideal with relatively

few saoolh meeting these criteria. The observer can ltst specific re-

commendations or observations it the section provided for comments. After

the individual topics have been completed, the ratings should be listed on

the "Summary Profile."

The "Staffing Survey" should be completed either by the observer

during the interview with the principal or by the principal. The number

of employees in each position should be indicated. Positions other than

those listed should be added.

This instrument has been adapted from a 196i publication of the

National Education Association entitled Profiles of Excellence: Recommended

Criteria for Evaluating the of a Local School System.



I. Evaluating Pupil Progress

Crouping

-89-

SU!OSARY PROFILE

1 2 3 4 5

Low 2 Average 4 High

Po pi I A( cps') to School

4. Pupil Growth and Development

5. 'student Act iv i t Jen

Communication with Staff

7. Planning and Scheduling
(Administrative)

8. Planning and Scheduling
(Individual Staff Members)

9. Staff Crrwth and Development
.011MNIMMIN.

10. Working Conditions
MINIMINIMIDIMIIMEM.OMMO .11 ,

11. Curriculum Study and Revision

12. Strategy for Curriculum Change

13. Experimentation and Innovation
.0110.1.1.1111..11..

14. Guidance Program =/....

15. HePlth Services 16.
11.111... MINIMMI10/11 11110.11.1

16. Lihrar les

4111.1=1.1= =1.1.

17. Materials and Equipment

18. Physical Surroundings

19. Non-Teathing Duties

411.11

70. Pupil Personnel Services
.10.01111/1.11.1.a...

21. Supplies

.6111.14.0.14. 41.411101111..1.. 011.1 110.1m

22. C,ommun 1 ty Involvement =10
21. Con tac t with Colreftun f y

41.1.1.111.111illb awresslibrokm. 11110.1

'4. Pub I e in( orma t ion Pr °gra,

A. Repo' ting to Parents

Service to tAtImunity



1. Evaluating Pupil Progress

LOW

The results of standardized tests are not
related to the educational program and are
not used for diagnostic purposes. Teachers
are discouraged from developing evaluative
instruments for special purposes.

1 2

1.ow

Specific procedures and instruments Iry nad
to evaluate pupil progrew.

Decisions concerning iniplis Ary h.u:vd upon
a variety of data, ineltaing pencil-and-
paper tests, teacher-pupil and teacher -
parent conferences, fri!fiuunt observation::.
The staff selects standardized tests which
are appropriate in teens of specific
The results arc reported to classroom
teachers and used to Oiajnose lentning
difficulties and imprave instruction.

3

Average

COMENTS

4 5

High



Groupinv,

LAW

-91-

Lr'aipioy, of pupils for instrintion is based
O 1am t.la:o:ificatIons according to a

v4ri:lhle such as 19 or reading scores
o r purely lor administrative convenience.

1 2 3

AverageLow

COMEE TS

HIGH

School policy provides for fltxiblv
grouping of pupils depending upon the
educational purpose at a given

Both small and large groups are used
to facilitate instruction. Short-range
grouping and regrouping are employed
for specific instructional purposes as
needed.

Membership in the groups varies accordio)!
to pupil needs and the specific goals
to be achieved. The effectiveness of
methods of grouping is evaluated
periodically.

4 5

High



3. Pupil Access to School

Wei

The doors of the school open at a
pres....ribed time each morning a....c1 close

at a given time each afternoon. Pupils
are instructed to leave the building by
a given time. No one is allowed to
enter or leave the building and doors
and gates are kept locked during the
day.

1 2

Low

-92-

HIGH

Teachers, librarians, and other pursonuel
are available to provide individual
aLudents with after school, remedial or
enrichment work, guidance, and coungellog
at student's request. The school Is npeo,
the library is available and teachers
Irrange their schedules to allov for time
to work with individual students after
school. A variety of clubs, sports, music,
and other activities are provided in a
noncompetitive supervised setting.

3 4

AVerago

COMMENTS

!AO



4. Pupil Growth and Development

LOW

The educational program focuses primarily
upon the acquisition of subject matter.
Individual differences are not considered.
Little effort is devoted to developing
creativity and problem-solving skills.

1 2

Low

-93-

HIGH

The educational program focuses both uoon
individual differences and subject matter.
It fosters pupil creativity and problem-
solving skills Physical, emotional,
social, and intellectual competencies of
pupils are developed. Streas is placed
upon desirable behavior and attitudinal
changes, in addition to the acquisition
of subject matter.

1 4 5

Average

COMMENTS

High



5. Student Activities

LOW

Staff members dominate activities and do not
support the program or encourage students to
participate. Appropriate programs of student
government or student activities are not
encouraged. When they do exist, they are
perfunctory and superficial. Activities
provided during the day are extremely limited.
Voluntary after-school activities are not
provided.

2 3

Low Average

-94-

IIIGH

The sch.)ol and the staff encourage a
variety of desirable student activities.
Comprehensive programs in the arts,
sports, and hobbies are conducted during
school hours and after school hours on
a volun,..ary basis. Adequate supervision
is provided for each student activity.

Continual evaluation of activities is
employed, to insure that all segments of
the student population have opportunity
to he involved in the program. Activi-
tien are geared to the economic level ut
the community.

CCIOSENTS

4 5

High



6. Communication with Staff

LOW

Little effort is made by administrative
and supervisory personnel to communicate
with tin, ntaff. Available information
often consists of :leArsay and rumora,
which leads to confusion and low staff
morale.

1 2

Low

-95-

HIGH

Administrative and supervisory personnel
inform all personnel of school policies
and procedures. Various appropriate
methods are used such as meetings,
bulletins, newsletters, committees,
personal conferences, workshops, and
handbooks. Written LtAmmulcations are
clearly phrased to avoid misunderntanding.
Teachers readily discuss matters If
concern with the administrctors.

3 4 5

Average

COMIENTS

Huh
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7. Planning and Scheduling (Adminiarative)

LM

No deviation from a rigid schedule or
plan is allowed. The only vehicle
for introducing new ideas is the total
school faculty meeting. Supplies and
audio-visual equipment must be ordered
far in advance.

1 2

tow

"CU

Teachers are encouraged to work within a

flexible structure, to plan in teams, to
try new methods or materials on an
individual basis, and to share their ideas
with others in small meetiogs of subject
matter or grade level teachers. The pro-
cedures of taking children away from the
school during the day arc simplified to
allow field trip; to be planned quickly.
Prepared audio-visual materials such as
TV programs utilized to fit in with the
interests of the class. Several classes
mly be brought together to view a program
or film.

3 4

AreLA-ti

COMMENTS

High



8. Planning and Scheduling
(Individual Staff Members)

LOW

Many faculty members lack the competence
to structure their schedule in a flexible
manner. Teachers are disinterested in
cooperating with other staff members in
innovative practices. Little or inef-
fective use is made of available equipment
and supplies. Activities such as field
trips or visitations are limited and
routine in nature.

1 2

Low

-97-

HIGH

Most faculty members are willing to
organize and are capable of developing
a flexible, innovative program within
the classroom. Although they are
critical of new, unproven practices,
they are willing to use new techniques
of demonstrated value. Effective use
is made of accepted activities, such as
field trips and visitations.

3 4 5

Average

COMENTS

High



9. Staff Growth and Development

LOW

Most staff members do not participate
in inservice training opportunities.
Little or no effort is made to continue
graduate studies or professional
activities.

2

Low

-98-

HIGH

The majo.:ity of staff members continue
graduate study and inservice training
beyond the level required for certifi-
cation. Many staff members have traveled
in foreign countries and the United
States.

3 4 5

Average

COMMENT S



10. Working Conditions

LOW

Teachers have no time during the day when
they are not responsible for supervising
children. Teachers are on call during
any free time.

1 2

Low

-99-

HIGH

Provision is made for teachers to lave
periods of free time during the day.
Separate lunch rooms and lounges are
provided. 2ach teacher has a classroom,
office or desk for his materials.

3 4 S

Average

COMMENTS



11. Curriculum Study and Revisior.

LOW

The study and revision of existing
curricula is discouraged or activities
are planned and conducted without
involving the teaching staff.

1 2

Low

-100-

HIGH

Each curriculum area is reviewed and
evaluated periodically for its logical
progression through the grades and its
relationship to real-life situations.
Curriculum reviews arc based upon
studies of social and economic trends
and utilize the knowledge and skills of
th3 professional staff, college and
university personnel, and interested
lay people. Experimentation and evalu-
ation are conducted and use is made of
the results of various curriculum projects
conducted by other agencies.

3 4 5

Average

COMMENTS

High



12. Strategy for Curriculum Change

LOW

Change is sought for the sake of change,
with little or no thought given to the
overall objectives of the school or
needs of the student. Curriculum or
instructional changes are frequently
imposed by administrators without the
involvement and cooperation of staff
members concerned, and with little
thought given to the individual differ-
ences or capabilities of staff members.

1 2

Low

-101-

HIGH

Planning for curriculum and instruc-
tional change follows the careful
development of educational objectives.
Community and stLdents needs are
considered. All supervisory per-
sonnel have the responsibility of
developing concrete plans for
carrying out curriculum and instruc-
tional changes with their staffs.

3 4 5

Average Hie

COMMENTS



13. Experimentation and Innovation

LOW

The staff stresaes traditional methods of
organization and instruction. The status
Ruo is encouraged, while research, experi-
mentation and innovation are discourage.l.

1 2

Low

-102-

HIGH

Innovative practices develop from a
systematic appraisal of needs. lie -

search, experimentation, and innovation
are encouraged and funds are allocated
for those activities. Staff members
participate in curriculum planning,
research, evaluation, and other activi-
ties designed to improve the instruc-
tional program. Research results are
incorporated into specific activities.

Individual teachers are encouraged to
use experimental methods of instruction
and to share the results of such experi-
mental methods.

Innovations include nongradedness, team
teaching, programmed learning, and varied
methods of classroom grouping.

3 4 5

Average

COMMENTS

Iliyh



14, Guidance Program

LOW

Guidance counselors are not assigned to
the elementary school. If counseling
services are available, pupils se.dom see
counselors except in emergency situations
,nd for disciplinary reasons. Counselors
relate ineffectively to students, parents
and staff.

1 2

Low

-103-

3

Average

COMMENTS

HIGH

Classroom teachers attempt to give
students the opportunity to develop
close relationships.

Specialized guidnnce personnel are
employed who maintain close working
relationships with the teachers,
parents and students. Each pupil is
scheduled to visit his counselor
:fevers' times annually and more often
when desired. Counselors function as
supporting personnel and not as
administrators.

4, 5

High



15. Health Services

L04

Health services are limited or ii6ed inef-
ff:ctively. A lack of coordination exists
among health personnel, teachers, and
administrators. Pertinent student informa-
tion is not gathered or is not made avail-
able to other staff members. Students and
parents ate reluctant to make use of the
health services.

1 2 3

AverageLow

-104-

H1CH

The services of health personnel are
adequate and competent. Extervilve and

effective use is made of available
services.

COMMENTS

4 5

High,



16. Libraries

La./

Libraries are poorly stocked and under-
staffed. if the libraries are well
stocked and staffed, students and staff
do not use, or are discouraged from
using the facilities. Classroom librar-
ies have few books which tend to be
either dated, in poor condition, or
infrequently used.

1 2

Low

405

HIGH

Library facilities conform to standards
recommended by the New York State Education
Department.

Collections include magazines, newspapers,
pamphlets, map, globes, atlases, films and
material on local history. Each classroom
has a supplementary library. All library
facilities are accessibLe to students.

Librarians, pupils and teachers work co-
optxatively. Flexible schedules permit
students to use facilities independently
and in small and large groups,

3 4 5

Average

COMMENTS

High



17. Materials and Equipment

LOW

Classrooms contain few supplementary
materials other than basic maps and
charts. Moat instructional materials
and equipment, including texts, are
obsolete and badly ia need of repair.
An instructional materials center is
not available. If materials and
facilities are available, they are
used ineffectively or not at all.

1 2

Low

-106-

HIGH

The school has a well-planned instruc-
tional materials and resource center
consisting of at least a library and
audio-vi;Jual center staffed by a
coordinator. The school has an instruc-
tional services facility in conjunction
with tie library or housed separately.

Educational television and radio and
various programmed self-instructional
materials are used throughout the school
system as supplements to the instructional
program.

All instructional materials, printed and
nonprinted, are evaluated periodically
for their contribution to instruction and
are kept up-to-date. Materials and
equipment are used regularly and effec-
tively and are available to teachert.. on
short notice.

3 4 5

Average

COMMENTS



18. Physical Surroundings

LOW

(:lassrooms are equipped with immovable
desks. All rooms arc approximately the
same size. Standard equipment is
limited to chalkboard and other sta-
tionary or built-in equipment.

1 2

Low

-107-

HIGH

Provision is made for a variety of
arrangements within the classroom by
rearranging desks and for variety of
class size by provision of large
lecture rooms, regular classrooms, and
small seminar rooms. Overhead projec-
tors and screen, tape recorder, charts,
etc. are available.

3

Avers S

COMMENTS

4 5

High



19. Non-Teaching Duties

LOW

Teachers are expected to fulfill a variety

of roles in addition to that of instructor.

They must serve as clerks, monitors, and

supervisors by taking attendance more than

once during the day, collecting money for a

variety of purposea, keeping track of

various noninstructional material and

monitoring halls, toilets, and lunchrooms.

1 2

Low

-108-

HIGH

The instruction of children is the
primary concern of teachers. Extra time

is provided for the preparation of non-
instructional materii,ls, such as atten-

dance reports. Teacher aides or other
nonprofessionals supervise halls, buses,

and lunchrooms. Attendance and grading

are simplified by computerization.

3

Average

COMMENTS

4 5

}Ugh



20. Pupil Personnel Services

LOW

Pupil personnel services are not available,

or if available, are inadequate or

ineffective. Students and staff members

do not make use of available services.

1 2

-109-

HIGH

Pupil personnel specialists, such as
psychologists, school social workers,
attendance personnel, teachers of homebouni
and handicapped, speech therapists and
counselors are available to meet the needs

of the staff and students. Results of

special services to pupils are promptly
reported to their classroom teachers. A

high level of rapport exists between pupil

personnel specialists, other staff members,

students and parents.

3 4 5

Average

COMMENTS

High



21. Supplies

LOW

Limited supplies are available only
upon request from a central office
sudply room. No provision is made for
typing or duplicating services for the
staff.

1 2

1251

-110-

3

Average

COMMENTS

HIGH

Teachers are able to obtain supplies
such as paper, ditto masters and pen-
cils as needed. Sufficient secre-
tarial staff is provided to type and
duplicate needed materials. Provi-
sion is made for students to buy mater-
ials such as pencils and paper in the
school. Effective use of supplies is
made by the teachers.

4 5

Low



-L11-

V. Community Involvement

LOW HIGH

No attempt is madc to involve patents
nd community persons in the day-to-day
workings of the schools.

Parents and the community are involved in
decisions about curriculum and are used
as resource persons. Where feasible,
members of the community play a role,
through elected representatives, in the
hiring of teachers and administrators.

1 2 3 4 5

Low Average High

CO!4MENTS
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23. Contact with Community

LOW

Members of the administration and special

staff are aloof and difficult to contact.
Parents do not know or are reluctant to

discuss problems with the administration.

Parents often express their dissatisfaction

with the program and/or staff.

1 2

HIGH

Parents freely contact administrative and

special staff members and are encouraged

to discuss problems with them. Parents

know the names of administrators and

special staff, such as guidance counse-
lors and social workers. Evening meetings

are arranged for parents who cannot visit

the school during the day. As a result of

these contacts, parents frequently express
their satisfaction with the school.

3 4 5

Average

CO/VENTS



24. Public Information Program

LOW

No attempt is made to keep the public
informed about the operation of the
%chools. The attitude displayed by

system officials toward the
various news media is uncooperative.
'residents are poorly informed or
misinformed about the: educational
program progress and problems of the
district. The staff is not permitted
to serve any function in Informing
the public.

1 2

Low

-113-

HIGH

The school conducts a vigorous and honest
program of public information which
provides comprehensive news concerning
progress, problems, and operation. The
program incleles bulletins, school publi-
cations such as newsletters and special
reports, encouragement of participation
in parent-teacher organizations, and the
involvement of lay citizens in special
study committees to study and make recom-
mendations concerning various aspects of
the educational program.

Staff members are helped in understanding
their individual roles in public relations.
A specifically designated staff member is
responsible for coordinating the program
of public information, and adequate
budgetary provision is made for the pro-
gram. The local teachers' association is
recognized as having a rightful share in
keeping the public informed about the
schools.

3 4 5

Average

COMKENTS

AIL
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25. Reporting to Parents

I.041 111011

Reports to parents consist only of letter Reports to parents evaluate physical,
or percentage grades on academic achievevInt. niacin', and emotional development, As

well as ncndemic achievement.

The philosophy on which the grading system
is based is explained clearly And under-
standably on the reporting forms.

Reporting forms contain space for noting
behavioral achievement and for the informal
convents of teachers. Information con-
tained in the reports is based upon both
objective and subjective data. Personal
conferences with parents are regularly used
to supplement written reports. Special
committees comprised of professional staff
and parents meet periodically to review
current methods of reporting with a view
to effecting desirable improvements.

1 2 3 4 5

Lo Average 11141

C0144ERTS



/6. :;etvice lo the Community

LOW

facilities are not available for
twviorlity like after school hours or
.:orlo;; vacation. Parents rand students
au discouraged from titling the facili-

tieE.

2

Low

-115-

HIGH

The community is encourage(' to use svhool
facilities and services. Staff mcmhers
are active in community organIAAtions.
such as churches and youth groups. Fouil-
Med are used after school hours and
during vacation by members of the community
for a variety of educational, social, and
recreational activities.

3

Average

COMMENTS

S

High



STAFFING MERVIN:

-116-

Name of School

Elementary Administrative and Other Services Staff

1. School Principals
2. Assistant Principals
3. Assistants to the Principal
4. Supervisors
5. Guidance Personnel
6. School Physicians
7. School Nurses
8. Dentists
9. Dental Hygienists

10. School Psychologists
11. School Social Workers
12. Visiting Teachera
13. Speech Therapists
14.

15.

16.

17.

Elementary Instructional Staff (K-6)

1. Prekindergarten leachers
2. Kindergarten Teachers
3. Special Class Teachers
4. School Librarians
S. Physical Education Teachers
6. Music Teachers
7. Art Teachers
P. Foreign Language Teacheri
9. Corrective Reading Teachers
10. Classroom Teachers

12.

13.

Total

Total

Para-Professional, Clerical, Custodial and Cafeteria Staff

f. Teacher Aides
2. Tutors
3. tautly Assistants
4. Parent Volunteers
S. Clerical Staff
6. Custodial Staff
7. Cafeteria Staff
8.

9.

total

Currelit :0aff
Number of Each

.
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ACTION STUDY OF SCHOOLS IN DISADVANTAGZD AREA DIFFERING IN ACHIEVEMENT

School-Counity Coordinator Interview Guide

Coordinator
School

District

May 1968

Paired

Schools: P.S. ,P.S.__

Interviewer Date of Interview 41
1. As School-Co.rulnity Coordinator, how long have you been familiar with the living con-

dit[ons in the schuul zones (neighborhoods) in which children attending these two
schools live? No. of Years P.Im11.ft .
ADDlTuxuo. convars

2. How would you rate the quality of housing in these two school tones, using the general
quality of housing; in your district as the standard?

ES. . BS

Wolk above average for the district
Slightly above average for the district
About overage for the district
Slightly below average for the district
'Pell below average for the district

ADDITIONAL covarwrs

3. What is the predominant type of housing in the two school tones?

One Two Multiple

Dail z Family .1222111IES Other

P.S.

P.S.

ADDITIONAL CO:INNTS

411.....1 ..11..

- 117.
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School-Community Coordinator Interview Guide (Continued)

4. Are there any housing developments in these two school zones?

P.S. : Yes Nc P.S. Ycs No

Approximate age
of development(s) P.S.

Less than S years
5 - 10 years
10 - 20 years

More than 20 years

ADDITIONAL COZ,CIENTS

P.S.

ON.Elly.....

5. Are there evidences that the living conditions in the school tones are different
regarding

P.S.

Abandoned tourement.!
Absentee landlord

P.S.

Crime
0.1

Libraries
0..0W

Narcotics
OWW

Parks and play cIeas
Unemployment
Municipal services (e.g.,

fire inspection ft
protection, heelth

etc.)
Other (special programs

for children, etc.)

PLEASE LYMAN

4111

1
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School -ConT unity Coordinator Interview Guide (Continued)

6. Hou would you conpare the two schools concerning the extent of parent participation?

Many parents Parent participation varies Few parents
participate with specific issues participate

P.S.

P.S.

ADD1r Lout, COMENTS

Ow.. Am... 1.

7. For those parents who do participate, how would you compare the two schools
concerning the !Lass or intensity of participation?

P.S.

P.S.

PLEASE EXPLAIN

Vex l jullys Active Passive

.111.

1.

8. How would you characterize the efforts made by the school administration to secure
greater parent ani comunity participation in the school programs?

Great Effort Avorap Effort Minimum Effort

P.S.

P.S.

PLEASE EXPLAIN

111.6. Ons.

wry w.rr

9. in your judgment is the huge which the parents have of the school favorable or
unfavorable?

P.S. P.S.

Favorable UnfAvoratOe Favorable unfavorable
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School-CommuroLty Coordirator Interview Guide (Continued)

lO. In yonr judgment what accounts for the favorable or unfavorable image of the school
which the parents have?

p.s.

P.S.

PLEASE EXPLAIN

Pupil Achievvment Efforts bade Toward Parent Involvement Other.
LI. Can you mention the community organizations in the school district which give active

support to these two schools?

Community Organization P.S. P.S. comunity_prganir.ation P.S.

/
0000111

.1.

1006 .111

am. -
.....0

Please explain the nature of this support.
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Appendix H

BOARD OF EDUCATION OF THE CITY OF NEW YORK
BUREAU OF EDUCATIONAL RESEARCH

CLASS SOCIOMETRIC QUESTIONNAIRE

Directions: On the other sheet that you've been given you will find the name
of every student in the class. Put a number on the line in front
of every naue except your own.

1. Are there any people in this room whom you would like to
have as your very* very best friends? 7f so, place the 1 "Very, very
number 1 in front of their names. beat friends."

2. Put the number 2 in front of the name of every person
whom you would like to have as a good frield. These
people are not your very, very closest friends, but you 2 "good friends."
would like them to be food friends of yours.

3. Put the number 3 in front of the name of every person
who is not a friend, but who you think is italighl.
These are people with whom you would just na soon work
or play. You think they are all right. They are not
friends, but they are okay just the same.

3 "Not friends,
but okay."

4. Put the number 4 in front of the name of every person
whom you don't know very well. Maybe you vould like
them and maybe you wouldn't. You don't knew. Where
you don't know a person well enough to rata them, put
the number 4 in front of that name.

4 "Don't know
them."

5. After you have given the numbers 1 or 2 or 3 or 4 to
people in the room, there may be $OM names that you
haven't marked yet. You know these people but they
are not friends of yours and, in general, are not okay
to you. Put the number S in front of all these names.

- 122 -

S "Not okay."
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