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FOREWORD

The 1969-70 Project funded under Title I of the Elementary and Secondary
Education Act of 1965 (Public Law 89-10) served all pupils in ten San Fran-
cisco public eJ:e~ntary schools. Schools were selected for inclusion in the
Project on the basis of adverse economic factors affecting their pupils, cir-
cumstances vnfavorable to children's linguistic development, and evidence of
serious inazdequacy in pupils' reading. The schools selected by these criteria
represented those most acvtely in need of intensified educational services.

In addition, a program operating in seven pre-kindergarten centers of-
fered a concentration of services for target area children of pre-school age
with a view to accelerating their cognitive maturation and linguistic develop-
ment and bringing them closer ib an adequate level of readiness for kinder-
garten and firot grade,

Under Title I, instructional and other sexrvices were also extended to
pupils selscted on the basis of special edvcational need in ten non-public
schools. Finally, a surmer prcgram in reading and mathematics was maintained
for pupils who had been enrolled in Title I public and non-public schools
during ths 1969-70 school year.

As required Ly the California State Division of Compensatory Education,
the services and activities of the Project were organized under six components.
The focal points of major emphasis and effort were the Language Development
Component, with reading as the chief area of concernyand the Mathematics Com=-
ponent. The Mathematics Component was introduced this year for the first time.

Supporting the instructional services and oriented to their objectives
were four other comprrents: I[n-service Education, Auxiliary Services, Parental
Involvement, and Intergroup Experiences,

The main weight of the evaluation of the Project of the 1969-70 school
year rested, as in the past, on comparison of scores obtained by pupils on
standardized tests administered at the beginning of the school year {pre-
program) with scores registered by these pupils at the end of the school
year post-program).

Longitudinal studies, initiated in previous years, of pre-kindergarten
pupils and of pupils in special instructional programs were continued by
the addition of further data available during the 1969-70 school year. Other
studies of interest were undertaken for the purposes of moving towards a more
analytic definiticin of in-put into the program and obtaining a greater depth
of information relating to the educational status and needs of Title I pupils.
The results of the testing program, together with the studies referred to,
are recorded in this volume,

Included in this report is an account of additional services provided to
the ten Title I schools during the Spring Term through a special allotment of
State funds under California State Assembly Bill 606, These services, func-
tioning under the direction of the Title I Project, supplemented and reinforced
the Title I program,
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CHAPTER 1 - INSTRUCTIONAL SERVICES: LANGUAGE DEVELOPMENT

DESCRIPTION:

FINDINGS:

CONCLUSIONS:

RECOMMENDATIONS :

SUMMARY

The Language Development component of the ESEA Title I Project was in
operation from September 1, 1969 through August 31, 197U. Its objec-
tives were tc raise pupils' achievement levels in reading and to im-
prove their verbal functioning.

Total Cost: $931,100. Cost per pupil: $139,32.

Cost of this component represented mainly salaries of specialist
personnel; instructional materials were also provided.

All pupils in Grades K-6 of the 10 elementary schools included in the
Title I Project and Title I pupils bused to four receiving schools
were participants in this component. Total number of pupils was 6,683.

Chief features of the program weie assignment of specialist personnel
to strengthen classroom instruction in reading by assistance to class-
room teachers; provision of additional reading instruction in pull-out
programs for pupils achieving markedly below grade level in reading;
furnishing of instruetional materials for increasing the efficacy of
classroom teaching.

Median gains of the total number of pupils in the .8 of a year be-
tween pre- and post-tests, by grade level,were as follows:

Grade Pre Pust Gain Stanford Reading Test
2 1.5 2.0 .5 Pre-test: Larly September 1969
3 1.8 2.5 .7
L 2.2 3.2 1.0 Post-Test: Early May 1970
5 3.2 38 .6
6 3.9 L.6 o7

On an informal oral paragraph reading test based on the Ginn reading
series, 90 per cent of the 1,151 compensatory reading pupils followed
longitudinally in Title I schools had a growth rate ranging from 1.0
to 1.8 years for each school year of instruction. Of these pupils,

88 per cent were also making a poesitive change, ranging from .0 to +.9
of a year, in reaching grade level in reading as measured by this test.

late staffing of specialist positions, resulting from delay in approval
of funds, caused the loss of at least 1% months of specialist help in
certain schools at the beginning ¢f the schcol year.

Pupils in Grade L achie. .d median geins in reading in excess of one
month for each month of instruction. Pupils at other grade levels fell
somewhat short of month-for-month gains.

The project should be continued, with increased emphasis on diagnousis
and remediation of pupils' learning difficulties.

Title I schools should plap to write their own proposals, since
the needs of individual schools differ greatly.

Use of tests related to content taught shoula be encouraged to obtain
a more accurate measure of pupil achievement.

A more exact definiticn of the responsibilities of classroom teachers
and specialist teachers should be considered.
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CHATTER 2 - INSTRUCTIONAL SERVICES: CORRECTIVE MATHEMATICS

DESCRIPTION:

FINDINGS:

CONCIUSIONS:

RECOMMENDATIONS :

SUMMARY

The objective of the Corrective Mathematics Component was to raise
pupils! achievement levels in mathematics.

Total Cost: $L85,970. CoslL per Pupil: 372.72.

Cost of this component represented chierly saleries of specialist
persomnel; instructional naterizls were alse supplied.

A1l pupils in Grades XK-6 of the 10 Title I elementary schools and
Title I pupils bused to four receiving schools were participants
in this component. Total number of pupils was 6,583.

Organization of this compenent was pattierned after that cf the Lan-
guage Development component. Its main fzatures were assignment of
specialist personnel to strengthen classrcom instruction in mathe-
matics by assistance to classroom teachers; provision of additional
mathematics instructicn in pull-out groups for pupi’s achieving
markedly below grade level in mathematics; furnishing of instruc-
tional materials for increasing the efficacy of classroom teaching.

Median pre-post gains for the total number of papils were as followst

Grade PIre Post Gain £lapsed Time Diagnestic test in mathe-
2 18 2 +1] .7 year matics censtructed by
3 17 22 + 8 .7 gzar Title I respurce staff

Pre-test: EBarly October 1969
Post-test: Early May 1970

COMPUTATION CONCEPTS APPLICATIONS
Grade Pre Post Gain Pre Post Gain Pre Post Gain Elapsed Time

Y 2.9 3.8 .9 2.k 3.3 .9 - - - 1.0 year
5 36 L.5 .9 3.0 W3 1.3 3L 3.9 .5 .8 year
Test: Stanford Achievement Test, Partial Battery.
Pre-test, Grade L: May 1969 Post-test, Grade 4: May 1970
Pre-test, Grade 5: September 1965 Post-test, Grade 5: May 1970

Compensatory pupils ani guiding teacher groups, with two exceptions,
made median gains equa.. to, or greater than, those of pupils receiving
only regular classroom instruction in mathematics.

Although definition of success could not be made for Grades 2 and 3,
component was successful in achievirg substantial upward movement
in raw score.

Project exceeded objective of month-for-month gain at Grade 5, and
fell only .1 of & year short of month-for-month gain at Grade 4 for
the total number of pupils.

Continuation of the program is recommended.

Further use should be made of tests related to content taught for
assessing achievement.

Wider circulation of methods and techniques used by compensatory
teachers and gulding teachers is recommended.

vi

—— k



DESCRIPTION @

- FINDINGS:

RECOMMENDATIONS ¢

CHAPTER 3 - IN-SERVICE EDUCATION
SUMMARY

In-service education is one of four supportive components of the ESEA
Title T program. California's Compensatory Education Guidelines state
that "all personnel ccming in contact with project children in any way
or working on the project must participate in the in-service education
component,

Approximately 500 public elementary schol certificated and classified
staff members were provided information and training related to the lan-
guage developrment and mathematics components,as well as information about
the ESEA Title I program in general. Total cost: $146,54L0.

Appropriate School District offices provided in-service training for Title
I librarians, community teachers, social workers, psychologists and speech
vherapists. The resource staff of the Cffice of Compensatory Education
provided in-service training for Title I school staffs. At the schools,
each Pitle I staff member was responsible for the in-service training of
those witn whom he worked.

Analysis of the tenure of Title I classroom teachers showed that Ll per cent
were tenured, as compared with 68 per cent in the rest of the District.

In seven of the ten Title I schools, between 57 per cent and 88 per cent of
the classroom teachers were either probationary teachers or long-term sub-
stitutes. Therefore, in-service training was an important feature of the
Title I program.

Splitting the 1969-70 in-service efforts into twe fields, language arts and
mathematics, as against the 1958-69 concentration on language arts alone,
may account for classroom teachers'reporting léss effective language aris
in-service training ibis year.

One of the best in-service training activities was that provided the aides
through their writing of the "Paraprofessional Handbook."

The three most successful in-service activities, were 1) the presentaticn
of an overview of the Title I pregram to school staffs, 2) the monthly pub-
lication of the Title I newsletter "ESEA Achiever,® and 3) the writing of
a Title I proposal for es:h school by its staff.

The "Paraprofessional Handbook should be considered an official document
from the Title I office.

Aide in-service training should continue to take place at each school site.
A Title I resource teacher should be hired to work with aides and be the
liaison with the District's paraprofessional office.

Visual overview presentations of the ESEA program should be ccntinued, and
should continue to be tailored to each school.

The "ESEA Achiever" should c¢itinue to be published monthly.
Schools should continue to write their own proposals. At least two months

should bu allowed between beginning the proposal-writing and the completion
of first araft. Budget limitations should be established.

vii




CHAPTER ) ~ AUXILIARY SERVICES

SUMMARY

DESCHIPTION: The Auxiliary Services Component consisted of the services of librarians,
speech therapists, community teachers, psychologists, and soclal workers.

Iibrarians served children by providing individual guidance in reading,
teaching library skills, promoting fluency of oral expression, and in-
creasing the amount of reading done by children. Teachers benefited
from their services through the resource help they offered.

Speech therapists provided direct and irdirect therapy to children with
commur ication disorders, as well as consultant services to teachers in
the area of speech and language.

Community teachers provided counseling tc vupils, and worked with neigh-
borhood and community agencies. Each community teacher cdesigned a tailor-
made pattern of pAarental involvement activities for the schools to which
ke was assigned.

Based upon diagnosis of the therapcutic and social needs of pupils re-
ferred to them, social workers and psychologists took action in terms
of short-term therapy, referral to appropriate agencies,and follow-up.
They maintained communication with teachers and Title I on-site staff
to recommend acticn leading to a better learning onvironment for pupils,

FINDINGS: Data from questicraaires to teachers indicated librarians were of groat-
est value in stimulating children's interest in reading and, as rerource
persons,in gxthoring information to supplement curriculum areas.

Fifty-eight per cent of classroom teachers felt that the services of
speech therapists proved valuable in diagnosis and remediation of oral
language problems.

Sixty~five per crnt of teuchers rated the community teachers #- very
helpful in promoting positive relationships between school, home and
community. Fifty-four per cent observed a development of positive
attitudes toward schcol and education in those children who received
service.

Classroom teachers viewed two services of social workers and psychol-
gists as must heipful: providing diagnostic and therapeutic help to
children who displayed probiems in their schocl adjustment and/or learn-
ing, and helping to improve the emotional and social stability of child-
ren ard their families.

In general, teachers perceived the value of the auxlliary service per-
sonnei in direct relation to the amount of time they were assigned to
the school. Schools receiving partial service from ore or more of the
auwxiliary personnel indicated that full-time service was needed.

RECOCMMENDATIONS: To strengthen and expand the program, the assignment of one full-time
librarian, speech therapist, community teacher, social worker and/or
psychologist to each of the schools is recommended.

Q The assignment of aides for clerical duties would further extend the
IEIIJ}: services of librarians.
— viii




DECCRIPTION:

FINDINGS:

RECOMMENDATIONS :

ERIC

Aruitoxt provided by Eic:

CHAPTER S - PARENT INVOLVEMENT
SUMMARY

San Francisco's "systematic plan for parent involverment," as mandated
by California's Compensatory Education Guidelines, included individual
parent - teacher conferences held twice during the year, teacher aides
hired from the community of each target school, advisory committeecs,
and the employment of seven community teachers. The aim was to make
parents aware of the school’s instructional program and their chil-
dren's progress, and to promote cooperative and supportive relations
tetween the school and the home and commnity.

rotal Cost: $103,669.

Almost all principals felt that involving community organizations was
easy, ut getting parents "involved" was their biggest problem.

Principals generslly agreed that porent-teacher conrerences and employ-
ment of teaching aides from the community were most effective in
improving school-community relations, while the PTA, parent service
group~, and embryonic parent advisory groups tended to be ineffective.
Over 70 per cent of aides said that they would like to be teachers.
Most of tihe communivy aides developed their interest in teaching since
being aides.

The District Advisory Committee mandated for ESE4 Title I schoois, in its
third year of operation, had parents in leadership nwositions for the first
time this year.

Abovt two-thirds of teachers in contact with community teachers,

aird about three-Ivurths of principals, reported that community teazhexs
did promote positive relaticnships between the school ans the hcie and
community, Fifty-four per cent of classroom teachers found that

the community teacher was able to develop a positive attitude toward
school and education in those children who received community teacher
service.

Since most parent involvement activities seem to be one-directional,
that of improving parent attitudes toward school and education, it

is recommended that parent involvement activities be designed to
improve teacher understanding of, and attitudes toward, parents, home,
and community.

San Francisco's parent-community involvement activities need to be
desigried to "assist parents in helping their children in the learning
process,"

Although tie State requires that each target school have a parent
advisory group, the State did not suggest minimum guidelines for its
purpose, organization, functioning, and responsibilities. It is
recommended that specific guidelines be set forth for the parent advisory
groups.

Tae District Advisory Committee recommends that funds be made available
for transportation of parents of bused children to parent-teacher con-
ferences and "Open Houses" gt receiving schools, and that each parent
advisory group: 1) contact other pareats to persuade them to visit
classrooms, 2) sponsor informal "get acquainted” meetings for parents
and the community, and 3} record and report their activities to the
District Advisory Conmittee.

ix
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DESCRIPTION:

FINDINGS:

RECOMMENDAT IONS ¢

CHAPTER 6-INTERGROUP EXFZRIENCES

SUMMARY

California's Compensatory Education Guidelines required that
intergroup activities "alleviute racial, social, and/or
linguistic isolztion.”

Opportunities unavailable without ESEA Title I funding were 1)

the busing of 327 fourth, fifth and sixth grade children from

one ovarcrowded ESEA target school to four recelving schools

in oth.» 3an Francisco neighborhoods, 2) one-week experiences,

in the spring scmester, for 656 fifth grade San Francisco

pupils from nine ESEA target schools with 757 suburban, basically
white, Marin County sixth grade pupils at an outdoor residence
school camp, 3) all-day Tield trips for 947 pupils from nine target
area schools and 360 pupils from the four receiving schools to
Marin County's Audubon Canyon Ranch, Point Reyes National Seashore,
or Muir Woods National Monument, and L) 30 inter-city classroom
visitations and/or activities and 19 San Francisco-Marin County
classroom visitations.

Total Cost: $97,452

Analysis of racial-ethnic compositions of the four receiving
schools showed that busing did alleviate the bused pupils!
racial-ethnic isolation.

Analysis of data and information from camp participation showed
thax racislly and socially integrated experiences had been
provided, and that the school camp experience did not improve
the pupils' s2lf-image as their attitudes toward school and
education were, in fact, aiready positive,

Inter-county visitations provided both San Francisco and Marin
County pupils observational learning experiences that developed

their awareness of, and improved their understanding of, one another.

Of the two-thirds of the teacrers reporting classroom activities
that promoted, intergroup or intercultural understanding, 70

psr cent studied other cultures and 53 per cent studied various
minority leaders.

The Outdoor School Camp experience for fifth grade pupils &herld
be continued. To ensure proper preparation and follow-up
activities for children having the outdoor school experience, their
fifth grade teachers should be required to attend camp with them.
In order not to segment the camp experience from the rest of the
intergroup compenent activities, all staff assigned to the inter-
group component should actively participate in all aspects of

the inter-city and inter-county visitstions/activities, All

fifth grade classes should participate in inter-county visitations
as both a visiting and host school. More academically talented
San Francisco high school students should be used at camp.,

Each ESEA target school should participate in inter-city visitations

at least oncaz as a host school and at least once as a visiting school.

More ethnic studies units/activities should be developed and used
in more ESFA Title I c¢lassrooms.
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DESCRIPT ION:

FINDINGS:

CCNCLUSIONS:

RECOMMENDAT IONS:

CHAPTER 7 - INTENSIVE SERVICES: EARLY CHILIHOOD

SUMMARY

The ESEA Title I Early Childhood Intensive Services Project for
pre-kindergarten children operated from September 1969 through

June 1970. A summer program continued ESEA pre-kindergarten

through August 1970, The aims were to improve verbal expression

and commnicative skills, provide enrichment, facilitate relations
with peers and adjustment to group activities, maintain high standards
of health, and influence iuture performance in reading and other
skill areas.

Total Cost: $Lk0,53k. Cost per Pupil: $1,101.

Costs were for instructional staff, enrichment sctivities, nutri-
tional and medical services, and in-service to teachers and aides.
Four huncred pupils in seven ESEA Title I elementary school areas
received instruction in the program.

The pre-kindergarten longitudinal study showed that ESFA participants
attained outstanding growth in many factors conducive to learning at
this age.

On stendardized reading test (Cooperative Primary Test) administered
two years following the end of pre-kindergarten (May 1970), partic-
ipants showed reading status higher by 0.1 to 0.3 of a year than that
of non-particivants. Vocabulary and word study skills were also
higher than those of non-partlcipants,

In-service education was conducted for all pre-kindergarten teachers
in four subject areas: 1) parent educaticn and involvement,

2) language and cognitive development, 3) bilingualism, and L) artic=-
ulation. Teachers rated fulfillment considerably higher than
expectation of in-service training.

Teacher-aide in-service, which included training sessions in specifie
areas such as the development of self-concept with pre-kindergarten
children and methods of teaching, showed that teacher aides also rated
fulfillment ruch higher than expectation of training,

Parent education, which consisted of attendance at planned meetings
and individual parent-teacher conferences, showed a high percentage
of active perent participation in the education of their children.
Parent involvement in one selected pre-kirdergarten was indicated
by the mumber of activities in which they participated. Eleven
activities were shown with as many as L5 parents involved in some
of the activities,

The program was successful in raising the total reading, vocabulary,
and word study skills scores to higher levels than those attained by
non-participants,

It was recommended that this program be continued for 1970-71,

Further and contiming longitudinal studies should be made to
determine the effect of this program on the reading and mathematics
scores of pupils.

Teacher and teacher-aide in-service classes should be initiated
early in the year and the nunber of training sessions should be increased.
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DESCRIPTION:

FINDINGS:

CONCIUSIONS:

RBECOMMENDATIONS @

CHAPTER 8 - NON-PUBLIC SCHOOLS
SUMMARY

The ESEA Title I program of improvement in reading and
mathematics for elementlary school-age disadvantaged students
in 10 non-public schools was in operation from September
1969 through June 1970. Aims weré to improve performance in
reading and mathematics beyond usual expectations.

Reading instruction was provided to 584 pupils in Grades
2-8, while 386 pupils in Grades 1-8 received instruction
in mathematics.

Basic teaching strategy in roading consisted of the lan-

guage experience approach, with attention given to remediation
of individual reading difficulties. Mathematics instruction
was provided by classroom teachzrs, who devised individualized
instruction. Special mathematics materials were incorporated
into these classrooms, which made this instruction possible.

Median gains in total reading between pre- and post-tests
were less than elapsed time (0.8 of a year) for all grade
levels.

Median pre-post gains in total arithmetic scores were the
same as, or greater than, elapsed time (0.8 of a year) for
mrst grade levels.

Reading Reading Reading Math Math Math
Grade Pre-test Post-test Gains Pre~-test Post-test Gains
2 1.7 1.9 2 1.5 2.2 T
3 2.1 2.8 o7 2.2 3.1 .9
L 2.9 3.5 .6 2.8 3.7 .9
g 3.5 L.o 5 3.8 L.5 .7
6 h-3 hc6 .3 h'l hl9 |8
7 5'5 6.0 cs 5-8 6.0 |2
8 6.7 6.9 .2

Tests: Stanford Reading Test and Science Research Associates
Achievement Series-Mathematics were both administered in latc
September 1969 and in early May 1970.

Reading program raised reading levels at all grz- but did

not raise pupils' achievement equal to monti-fo. . 3 gains.
Mathematics program raised mathematics scoreé at = ' “our and
Five more than month-for-menth. Gains at Grades i 2, and

Six were close to month-for-month,

The reading and mathematics program shovld be continued in the
ESEA non-public schools during 1970-71.

Further and continuing studies should be made to determine the
effects of this program on total reading and mathematics
scores of participants,

xii
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CHAPTER 9 -~ SUMMER READING AND MATHEMATICS PROGRAM

SUMMARY

DESCRIPTION @ The Summer Reading and Mathematics Program of the ESEA
Title I Project was in operation from June 22, 1970 through
July 31, 1970. Its objectives wWere to continue instructional
services to Title I pupils during the summer and to prevent
summer regression in reading and mathematics.

Total cost: $250,000. Cost per pupil: $147.00
Cost of the coipponent was for the entire operation of the
summer school, including salaries of all tcachers and aldes.

Main features of the program were: instruction in reading
and mathematics, with teachers permitted considerable
freedom in choice of content and techniques of instruction;
employment of aides for instiructional and other assistance;
and an art and music program occupying a small portion of
the day and oriented towards the instructional objectives.

FINDINGS ¢ Median gains of pupils in the .3 of a year between pre-
and post-tests were as follows:
READING MATHEMATICS
. COMPUTATION CONCEPTS
Grade Pre Post Gain Pre Fost Gain Pre Post Gain
2 1.9 2.0 +.1
3 2.2 2.4 +.2
h 3.2 3.2 .o 3.7 h-o +.3 3.3 300 -.3
5 3‘6 3-7 01 ht? h-3 +01 3.3 3.6 +¢3
6 kW2 L3 .1

Test: Stanford Achievement Test
Pre-test: Early May 1970 Post-test: Late July 1970

Pre-post interval between tests in fact covers .15 of a
year of summer cchool instruction and .15 of a yea. of
instruction at the end of the regular school year.

CONCLUSIONS ¢ Regression was prevented in all cases except one.
All evidence available suggests that contribution of the
summer program to the intangibles of rapport and favorable
attitude which support the total Title I effort was judged
to b~ of a high order.

RECOMMENIATIONS: It is recommended that the program be continued next summer.

Increased emphasis should be placed on the instructional
objectives,

The art and music program in particular should be continuad
according 4o the same formula next sumner.
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CHAPTER 10~ EDUCATIONAL IMPROVEMENT ACT OF 1969 (A.B. 606)

SUMMARY

DESCRIPTION: Assembly Bill 606 provided the ten ESEA schools with $626,167 to
provide for on-site in-service for teachers, an in-service aide
program, an intensive workshop (for six Title I schools), an in-
tensive aide progran, and for the establishing of two reading centers.

The program was in actual operation from February 15, 1970 to the v
close of the school year.

FINDINGS: The in-service sessions, whether at school sites or at a central
location, received praise from the majority of participants. Pos-
itive reactions outnumbered negative reactions by almost two to one.

The reading laboratories reduced student error patterns on one-half
or more of test items by 69 per cent as measured on the Slingerland
screening test administered "pre' and "post!.

CONCLUSIONS: The program successfully developed professional growth for teachers
and other staff members. This was probably owing to the fact that
those participating had a choice in selecting the consultants and/
or picking topics for the in-service instruction.

The reading centers proved to be a tremendous success, and could
provide workable models for other schools.

RECOMMENDATIONS: Continue these projects for 1970-71. Unfortunately, A.B. 606 expired
June 30, 1970, therefore funding must come from District or ESEA funds.

In-service programs for professional growth and development should be
expanded, and held early in the school year.

The reading centers should be expanded to other ESEA schools as space ‘
and money become available.
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CHAPTER 1
INSTRUCTIONAL SERVICES: LANGUAGE DEVELOPMENT

The component of the 1969-70 ESEA Title I Project entitled "Ir-
structional Services: Language Development" was in existence from
September 1969 through August 1970. Its purpose was the raising of
the reading levels of pupils in the *en schools selected to partici~
pate in the Title I Project. It i35 named "Language Development! in
acknowledgment of the fact that ieading is an aspect of language and
that the reading ability of children is clo:cly connected with their
understanding and use of language.

Efforts to realize the purpose of the language development compo-
nent took two main directions. The first was the strengthening of
classroom instruction in reacing through a supporting personnel struc-
ture of specialist teachers, in order to make available to classroom
teachers knowledge and methodology related to the teaching of reading
to disadvantaged children. The second, equal in importance, was the
furnishing of additional instruction in small groups for pupils en-
countering special difficulty in reading.

In this chapter, the first section gives basic information in
profile form relating to the language development component. Follow-
ing this, in Section 1.2, is the evaluation of pupils' progress in
readitig by standardized tests administered at the beginning of the
school year and again at the end. Recormerdations in comnection with
the component are also given in Section 1.2. Section 1.3 is devoted
to a study of Title I compensatory pupils which extends over three
years and is based on an oral paragraph reading teste A three-year
longitudinal study of compensatory and guiding teacher pupils, based
on the Stanford Reading Test, is reported in Section 1.l.

A description of the component, including the organization, the
personnel, and the procedures through which it functioned, will be
found in Sections 1.5 through l.7. Finally, three studies concern~
ing reading methods and materials in use in Title I schools, the
lingulstic status of Title I pupils, and observation of a suctess=
ful Title I classsoom, are reported in Sections 1.8 through 1,10,
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1.1 PROFILE OF LANGUAGE DEVELOPMENT COMPONENT

The component of the ESEA Title I Froject entitled "Instructional Ser~
vices: Language Development" was in operation from September 1, 1969 through
August 31, 197C.

Schools. It functioned in Grades K-6 in ten elementary schools, as
follows:

Bessie Carmichael/Lincoln
Commodore Stockton

Daniel Webster

Golden Gate

Hawthorne

Jedediah Sndth

John Muir

John Swett

Marshall and Mar.hall Annex

Sir Francis Drake

Also included in this component were Hawthorne School pupils in Grades L=t
bused to the following four receiving schoolst

Lakeshore
Parkside
Robert Louis Stevenson
Sherman
Selection of Schools. Participation of pupils in the language develop-

ment component was based on enrcllment in a Title I school. Schools were
selected Jor the Title I ProJect on the basis of the following factorss

Concuntration of low-income families
Pupils! retardation in reading as indicated by reading scores
Linguistic factors which limit verbal functioning of pupils

. Sy



In the selection of schools, the first stage was the ranking of all San
Ferancisco elementery schools by family income, on the basis of the 1960 census.
Forty school: were identified as having a coancentration of low-iicome families
at least as great as the School District average. From this group of 40
schools, the 20 schools representing families of pupils in Grades 1, 2, 3, and
6 with the ’owest annual incceme were then examined in terms of two educational
criteria: reading scores and linguistic factors which limit verbal function=-
ing. These 20 schools were then ranked according to educational necd, with
the school having the greatest educational need listed first. Funds available
permitted service only to the ten schools with the highest ranking on the basis
of these adverse factors, i.e. the ten schools with the greatest educational
need in terms of reading scores and limiting linguistic factors.

Pupils. This component served the entire rupil population of the ten
Title 1 schools nared above. For all schools combined, the total number of
pupils was 6,683. These pupils exhibited the following characteristics:

Low level in verbal functioning

Classroom performance significantly below prade level in reading
Negative self-image

Sitort attention span

Expectations of school failure

Emotional and social instability

Negative attitude towards school and education

Poor performance on standardized tests

High absentee rate

Selection of Pupils for Special Tnstructional Services., The criteria of
select.on of pupils for compensatory reading clssses were retardation by one
or more years in reading, and evidence, based largely on the judgment of
teachers and administrators, of pupils' capacity to profit by special in-
struction and to raise their reading achievement levels. Selection of compen=

satory pupils began at the second or third grade and proceeded up through the
grades until each compensatory classroom had its full complement of 60 pupils.

The selection of pupils for reading services from guiding teachers was
based on membership in one of the classes exhibiting the heaviest concentra=
tionsof pupils with reading and language deficlencies, classes which were to
have priority in rec2iving guiding teacher services. Selection for individual-
ized instruction by guiding teachers within these classrooms was based on dem-
onstration of a child's particular learning need and of his ability to profit
from thls special service. In effect, the criteria of selection of pupils for
service by guiding teachers wers somewhat similar to those for selection of
pupils for commensatory reading services.

Bugeted Coste The cost of this component was budgeted at $931,100. The
Q :stimated cost per pupil was $139.32.
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Input: Persomnel. The following personnel, allocated to the schools
in the project as indicated in chart on page 1l-h entitled "Title I Staff",
were provided for the language component:

Ten school staff development specialists, on the basis of
one to each school, to give leadership to the Title I pro=-
gram, to coordinate the elements of the program, to pro-
vide continuons in-service assistance for guiding teachers,
and to program pupils for service.

Seventeen guiding teachers in language arts,* assigned to
schools according to enrollment, to work in classrooms hav-

ing the greatest number of children with language ard read-

ing deficits. They were to provide in-se~vice for teachers--
acting as recource teachers, demonstrating techniques and
materials, assisting in developing programs for the improve-
ment of reading and language, giving help with diagnosis and
strategies for remediation. They were also to provide indi-
vidualized reading instruction for pupils in need of this help.

Fourteen compensatory reading teachers, on the basis ot one to
each of the ten schools and one to each of the four receiving
schools, working with 60 pupils in five groups of 12, to de-
velop skills in language arts, especially reading.

Nine clerks (6-hour, school term), on the basis of one to each
school,#¥ to assist in preparation of materials and perform
general clerical duties in connection with the Title I program.

Fifty-four paraprofessionals to work with individuals or small
groups under the direction of a professional. Paraprofession-
als were assigned on the basis of one per teacher as follows:

23 1v kindergarten teachers
1)} to compensatory reading teachers
17 to guiding teachers in language arts
Four speech therapists, on the basis of half-time at each

school,##* to provide diagnosis and remediation in oral
language.

% Only one guiding teacher was assigned to John Muir School, which has two
District~funded resource teachers performing guiding teacher functicns.
No gulding teacher was assigned to John Swett School, which has an enroll-
men% of only 258 pupils.

#% No clerk was provided at John Muir School, which has an extra clerk funded
by the District.

s+ Speech services were not provided for Commoedeie Stockton or John Muir
Schools, which have this half-time speech service funded by the District.
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Input: Procedures. The few procedures explicitly prescribed under the
language development component weire as follows:

Analysis of reading and language status of children and
diagnosis of difficulties, eventuating in diagnostic pro-
files, on the basis of which individunalized services were
given,

Development, cooperatively or individvally, by classroom
teachers and specialist teachers, of new and effective
teaching strategies, as well as the sharing of these in-
novations through meetings, videotapes, and various in.
formal mzans.

Use of the Language Experience approach to reading in
compensatory reading classes.

Input: Equipment and Materials. Budgeted expenditure for teaching ma=-
terials and supplies was $9,42°. There was no input of equipmeat during
this year, bubt Title I equipment and materials of three prior years were
available.

Goals and Objectives. Stated goals of the component were as follows:

Inproving children's verbal functioning

Improving chiidren's classroom performance in
reading beyord usual expectations

Improving children's self-image
Improving and incrzasing children's attention span
Increasing children's expectations of success in school

Improving children's emotional and social stability
and/or that of their fami'ies

Changing, in a positive direction, children's
attitudes towards school and education

Improving children's average daily attendance
The following were the performance objectives for this yearls activities:

Raising the performance level of program participants in excess
of the norm of one month for each month of instruction in the
program

Raising the median and/or mean gain of program participants in
reading by .9 of a year during the eight-month instruriion
pariod between pre- and post-tests, as measured by the Stanford

Reading Test
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Distinctive Elements. The language development component was
distinguished by the following smecial elerents:

School staff development specialist and guiding teacher con-

cepts, including the combination of assistance and in-service
to classroom teachers by guiding teachers with individualized
instruction for pupils with particular learning n-=eds

"Pull-out!" compensatory concept

Lssignment of paraprofessionals for assisting teachers with
instruction and other duties

Emphasis on individual diagnosis and remediation strategies

Reading Centers in two schools, funded under A.B. 606, but
operating under the Title I Project

Evaluation of the project

Implementation. The pupils actually participating in this component
were the same pupils, with the same characteristics, desci‘ibed earlier in
this chapter and also in the Project Proposals, namely the total number of
pupilsin Grades K-6 in attendance at the ten Title I schools and Title I
pupils tused to four receiving schools.

Implementation ¢f the component in terms of personnel, procedures, and
materials did not differ from what had been proposad except in respect to
some instances of late staffing of certain specialist teacher positions and
late delivery of some materials and supplies.

Late funding resulted in a time-lag in filling those specialist posi-
tions which represented additions to the personnel of the preceding year.
Allowing for the time required for selecting specialist personnel, arrang-
ing their transfers, and affording them a modicum of time for becoming con-
versant with their new duties, it may be said that, in the schools affected,
the complete program did not get under way until well into October.

A lengthy procedure prescribed for ordering equipment and materials
caused considerable lapse of time between the requisitioning of materials
and the receipt of them. This caused some difference between expected in-
put and actual input under this heading, for in some instances it cannot
be said that materials were in use for the major portion of the school year.
Although this is not a large cach itenm proportionately, imany of these ma-
terials are of considerable educational value and delay in delivery results
in the psychological disadvantage of waiting many weeks for materials pro-
mised -- of hope long deferred, Late funding also had an effect, since the
procedures for ordering could not be initiated until funds were assured.

It should be stated, lasily, that space problems at some schools made it
difficult to accommodate certain grours of pupils and certain members of the
Title I staff. Some groups of children were observed using very small, con-
verted rooms, and even the landing of a stairway, while one school staff de-
velopment specialist was obliged to use an extremely small,windowless closet
as an office-cum-curriculum laboratory. These circumstances, which are dif-
ficult to remedy, did not prevent the groups of pupils from functioning nor
the school staff development specialist from carrying out his responsibilities.

1 -7



Restatement of Goals. The goals of the project were those acceptable
to the California State Division of Compensatory Education. As goala for
the education of disadvantaged children, they are unexceptionable but, as
stated, they are not measurable in any literal sense.

The first two goals have been restated in the Project Proposals as per-
formance objectives (page 1-6 of this chapter), again in accordance with
the desire of the State. In this formulation, they admit of measurement by
means of standardized test:. The remaining goals will be evaluated under
other components.

Evaluation Strategy. The measuring instruments and the strategy de-
scrived below were employed for the evaluation of the language development
component.

Section
1.2 Pre-post comparison of reading test results of 211 pupils
ir, Grades Two through Six in Title I schools and all Title I
bused pupils in four receiving schools, obtained on the
Stanford Achievement Test in September 1969 (pre) and in

May 1970 (post)
Analysis of test results in the following categories:

a. Pupils receiving reading instruction
from the classroom teacher only

b. Pupils in compensatory pull-out .lasses

c. Pupils identified for special instruction
in reading fron guiding teachers

d. All Title I bused pupils in receiving schools

1.3 Longitudinal study of pull-out compensatory reading classes
based on the oral paragraph reading test developed by the
District from the Ginn reading seriec

1.L Longitudinal study of pull-out compensatory reading classes
and guiding teacher groups, based on the Stanford Reading
Test {Grades Four and Six)

1.8 Findings of survey of teachers in Title I schools, undertaken
to obtain data concerning reading methods and materials in use
in Title I schools and to obtain teachers' orinions of the
reading ceries and other reading materials available to them

1.9 Findings of questionnaire concerning language, administered
to sixth grade pupils of Title I schools and Title I receiving
schools

1.10 Descriptive study of one classroom in a Title I school to

identify the factors to which the effective functioning of
this classroom may be attributable
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1,2 EVALUATION BY STANDARDIZED RFADING TESTS

SUMMARY TABLES OF READING TEST SCORES BY TYPE OF INSTRUCTION

Introduction. The purpose of these summary tables is to present the
findings from the pre-tests and post-tests so as to ascertain what grade
level or levels respond best to ESFA Title I programs in reading, as well
as to determine the type of instruction that generated the greatest gain
for each grade level.

The following talLles, I-R through IV-R, show the median, 75th percent-
ile, and 25th percentile pre-test and post-test scores in reading and the
resulting differences (gains). The scores are given for ESEA Title I
schools and receiving schools, and for the three instructional categories
within the ESEA Title I schools: (1) Classroom Teacher Instruction Only,
(2) Compensatory Procgram, and (3) Guiding Teacher Groups.

However, pupils in Grade 1 have only their May 1970 Cooperative
Primary Test reading scores reported with no designation of instructional
categorys since these puplls are not pre-tested and a.e not assigned to
special instructional programs.

Pupils in Grades 2 through 6 have their reading gains reported by
instructional category. They were pre-tested in September 1969 and post-
tested in May 1970 with the Stanford Achievement Test, which resulted in
an elapsed time of .8 of a school year.

Procedure for Using the Tables

Table I-R permits the reader to determine at what grades (2 through 6)
and by what types of instruction did the prade-equivalent gains in reading
at the median exceed or equal the elapsed time of .8 of a school year.

Table II-R permits the same analysis for the 75th percentile; Table
III-R, for the L5th percentile.

Table IV-R permits the reader to relate the 75th percentile, median,

and 25th percentile first grade reading scores to the national norm at
the time of testing (1.8).

Median Reading Scores, Grades 2 Through 6 (Summary Tablc I-R)

This chart shows that the following grade levels and instructional
categ?rigs had gains at the median that equalled or exceeded the elapsed
time (.8): :

Grade L: Total Pupils in 10 Title I Schools (+1 0)
Classroom Teacher Instruction Only (+1.L)
Compensatory Program (+.8)

Guiding Teacher Groups (+.5)
Title I Pupils in L Receiving Schools (+.9)
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Grade 5: Receiving Schools (+.8)
Grade 6: Classroom Teacher Instruction Only (+.9)

Guiding Teacher Croups (+.8)
Title I Pupils in L Receiving Schools (+.8)

75th Percentile Reading Scores, Grades 2 Through 6 (Summary Table II-R)

This table shows that all grade levels and instructional categories
had gains at the 75th percentile that equalled or exceeded the elapsed

time (.8) except the Compensatory Program at Grade 5 (+.7)

25th Percentile Reading Scores, Grades 2 Through 6 (Summary Table III-R)

This table shows that the fourth was the only grade that had gains
at the 25th percentile that equalled or exceeded the elapsed time (.8).
This occurred for all categories of instruction at this grade:

Grade Lt Total Pupils in 10 Title I Schools {+1.0)
Classroom Teacher Instruction Only (+1.2)
Compensatory Program (+1.0)

Guiding Teacher Groups (+1.1)
Title I Pupils in L Receiving Schools (+1.0)

Reading Scores, Grade 1 (Summary Table IV-R)

This table permits only the comparison of the median, 75th percentile,
and 25th percentile scores to each othsr and to the national norm for the
time of testing (1.8). From the table, it can be seen that the median score
for these first grade pupils in the 10 ESEA Title I schools was .2 of a
school year below the national median.

Dissemination of Findings

Pre- ¢nd post-test mean raw scores and median grade equivalent scores,
by grade level, separating pupils in special reading proyrans from pupils
having reading instruction from classroom teachers only, were furnished to
the State Division of Compensatory Education, in accordance with its re-
quirements. Findings have been made available to program designers in the
District and will be shared with other school districts throughout the nation.
Report sessions will be held with school-sitz persor el involved in ESEA pro-
gram activities.
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SUMMARY TABLE: IV-R

SCORES OF FIRST GRADE PUPILS IN TEN ESEA
TITIE I SCHOOLS ON COOPERATIVE PRIMARY TEST,
MAY 197C

TOTAL PUPILS
75th Percentile 1.9
Median 1.6
25th Percentile 1.3
N = 1,007

Scores in Grade Equivalents
Cooperative Primary Test, Form 12A

SFUSD
ESEA Title I




RECOMMENDATIONS

In view of the fact that the ESEA Title I schools exhibit great variety
in educational need as well as in the conditions under which te:ching and
learning take place, it is recammended that each school in the project develop
its own proposals for both instructional components to meet its own unique
needs and to take advantage of its previous experience with various means of
meeting these needs.

It is recommended that consideration be given to defining more exactly
the role, responsibilities, and accountability of classroom teachers and
specialist teachers in Title I schools.

It is also suggested that thought he given to finding means of obtain-
ing more information abcut the methodology used in both instructional com-
ponents and studying the relationship of methodology to results achieved.

It is falt that schools should be discouraged from assigning pupils to
more than cne pull-out program of any kind, since this appears to cause too
much loss of time from regular classroom lessons.

With regard to the testing program, the following are offered for con-
sideration:

That a reading diagnostic test, similar in its general purpose
to the mathematics diagnostic test in use during 1969-70, be
constructed by the Title I resource staff for at least one
grade level, to be used, not only for diagnosis, but also

for pre-post testing cf achievement in relation to content
taught in Title I schools,

That schools make some use of other types of tests related
to content taught, in addition to stancdardized tests, for
assessing pre-post gains in pupil achievement.

That schiools devote special attention to providing optimum
conditions for testing and take steps to familiar .ze pupils
with the format of the tests so that Title I pupils, with
their limited capacity for adaptation in matters of this
nature, will not be handicapped in the testing situation
by the necessity for adjusting to unfamiliar modes of re-
sponse.

It is recommended, finally, that procedures for ordering instructional
materials be reviewed to ascertain whether the process can be accerlerated.

ERIC by




1.3 STUDY OF PUPIL READING RECORDS OF ESE! ELEMENTARY COMPENSATORY CHILDREN

San Francisco has been providing compensztory education programs for
economically and culturally disadvantaged children since 1961. At the
elementary level, compensatory classes were established to provide special
help in reading and related language skills for underachieving children.
Since September 1963, the elementary compensatory teachers have been admin-
istering oral paragraph reading tests to each child participating in the
compensatory classes. This test determines the child's approximate read-
ing level and the results are recorded on a pupil reading record form.

This study is based on pupil performance on the oral paragraph
reading test as a direct criterion of compensatory class effects. The
data were collected from the pupil reading records of compensatory pupils
in the nine ESEA target area schools and in the ten receiving schools
(1968 - 1969). The records were compiled from September 1966 through
June 1969.

Test Technique. The oral paragraph reading test is based on the
Ginn series and indicates the specific page of a Ginn reader to be read
at each level. This test is administered when a pupil enters the
compensatory program, and again at the end of each school year in June.
It is administered earlier if the pupil is transferred from the school,
or released from the compensatory class.

The test is administered by the compensatory teacher to the individual
pupil. A Ginn reader is relected at th. probable reading level of the
pupil. If the pupil reads the selection with comprehension and with
fewer than three word rczognition difficulties, he may try the next
higher reading level. If he fails to comprehend the meaning of the selection,
and makes six or more errorsin word recognition, he reads from the next
lower reading level. The book read with comprehension and with three
to six errors in word recognition determines the pupil's reading level.

Schools and Pupils. Six of the elementary schools selected for ESEA
participation for the school year 1968-1969 included those ranked as the
top six in eligibility by the following adverse factors:

Percentage of students on Aid to Families with Dependent
Children (A2DC) '

Below grade level reading achievement
Transiency

Minority Status

Bilingualism

Median year of school

Median family income
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The other three schools included were Commodore Stockton, which
had the highest percentage of bilingual students, together with Dudley
Stone and Hawthorne, which had been receiviig saturation servicns from
1966 through 1968,

In three of these selected schools, because of space needs and lower-
ed class size, some intermediate pupils were bused to ten .eceiving schools
that had available space.

The procedurs for the selection of pupiis for compensatory classes
has been established since the first year and has been continued with
modifications suggested by participating teachers. Cumulative record
cards and test records are studied. Teachers are consulted about class-
room achievement and performance. Enrollment is recommended for pupils
who are one or more years retarded in reading or in the related language
skills, and who show promise of improving as a result of more individualized
instruction. The selected pupils attend the compensatory clasces in groups
of twelve and are taught by the compensatory teacher for LS or 50 minutes
daily.

The length of assignment to the program is determined by the progress
made. As pupils improve and show readiness to be able to perform in their
regular classrooms in reading and related language skills, they are released
from the program.

Pupils Released from Compe.satory Classes. Table 1.3.1 in the appendix
contains summary data on 1,297 pupils who have participated in ESEA compen-
satory classes at some time between September 1966 and June 1969.

Of all the participating pupils, 22 per cent have been released
from compensatory classes ahd «re 2ble to perform in their regular class=-
rooms. Of the 8LO pupils participating for one year, 287 or 23 per cent
were able :o0 perform in their regular classrooms after one year of instruc=-
tion in compensatory class.

Pupils Continuing in Compensatory Classes. At the end of the semester,
5 per cent (695) of the participating pupils continued to receive instruction
in compensatory classes for the following serester.

Iransferred Pupils. The "transferred pupils" are those pupils who
have not bezn released from compensatory classes as able to perform in
their regular classroom, and who will not necessarily continue in a
compensatory program when they transfer to anotiher school or city. Of
the total compensatory pupil population, 8 per cent transferred from
the school and 17 per cent were promoted to junior high school, making
a total of 25 per cent "transferred pupils.”

Compensatory Class Effects. Data from pupil reading records are
available for 1,151 pupils who have participated in ESEA compensatory
i'eading classes for one through seven semesters and whose grade level
at the time of entry into compensatory classes ranged from high-second
through low=-sixth.
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The reader will observe that the numbers of pupils entered in Tables
1.3.2 thrrough 1.3.,9 differ with respect to the total reported in Table
1.3.1. Specifically, the 1,297 pupils reported in Table 1.3.1 exceed the
total of 1,151 pupils reported in Tables 143.2 through 1.3.9. This excess
of 146 pupils arises from the fact that the first, low-second, and high-
sixth grades are not included in the breakdown by grade level owing to
the small samples available.

Tables 1.3.2 through 1.3.9 show some interesting effects of partici-
pation in compensatory classes upon reading level. Within these tables,
certain related trends are observable. First, prior to participation in
compensatory classes the pupils in this study were not achieving month-for-
month gains in reading for each schocl year. Second, pupils participating
in campensatory classes are achieving better than month-for-month gains
in reading. Third, with participation in compensatory classes, pupils
are making a positive change in relation to reaching "at grade' reading
level.

Sumary. ‘The following summary statements attempt to point out
findings from the pupilsreading records of ESEA students and provide
reference to the specific items found in Tables 1.3.2 through 1.3.9 in
ihe appendix,

Sumary Observations

item

2-3 Of the 1,151 pupils reported, 66.7 per cc 't participated in
compensatory reading classes for one year, 2L .5 per cent
participated for two years, and 8,7 per cent for three or three
and one-half years.

L-5 Prior to participation in compensatory classes, the pupils in
this study were not achieving month-{for-mo.th gains for each
year in school. The growth rate per school year ranged from
0.4 to 0.7 of a school year prior to participation. They
averaged five and one-half months' gain for each ten-month
irstruction reriod, When entering compensatory rlasses,
pupils were reading below grade level. The mean reading
level ranged frum s grade equivalent of 1,5 for high-second
graders to 3.8 for low-sixth graders.

8-9 With participation in compensatory classes, most pupils achieved
better than month-for-month gain for each year in school. 0%
the 1,151 pupils reported, 90 per cent had a growth rate of
1.0 to 1.8 years per school yecar. That is, they gained from
ten mor..hs to eighteen months for each ten months of instruction.
The other 10 per cent had a growth rate of 0.8 to 0.9 per school
year. Thesec pupils gained eight or nine months for each ten
months of instructicn. The growth rate for one- and two-
semester participation seems to be slightly higher than the
growth foi three- and four-semester participation. The growth

l;[glﬂ;‘ 1-19




10

11

12

rate for three- and four-semester participation is also
slightly higher than for five~- and six-semester participation.

Prior to participation in compensatory classes the reading
status of pupils in relation to their "at grade" reading level
ranged from ~0.% in the high-second grade =3.1 in the high
fifth grade. This indicates a definite pattern fecr pupils
prior te participation in compersatory classes. The .iigher
the grade level, the wider becomes the gap between actual
reading level and "at grade" reading level.

Data indicate that, with compensatory class participatiocn,
pupils' reading status in relation to "at grade" reading
level ranged from -0.4 in the high-second grade to -2.7 in the
high~fifth grade.

With compensatory class participation, 88 per cent of the pupils

are making a positive change in relation to "at grade" reading
level. The change ranges from .0 to +0.9.

Prior to participation, there was a negative change and the gap
between pupil's actual reading level and "at grade'" reading level was

widening.

The pattern of the widening gap with each successive year in

school has teen stopped. Although the rupils have not reached "at
grade" reading level, the change in status shows positive growth toward

it.
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ee
Appendix)

1.4.1

1.4.2

1.l; IONGITUDINAL STUDY OF ESEA TITLE I FOURTH AND SIXTH GRADE PUPILS

Two elementary grades, fourth and sixth, in fall semester, 1969 were
selected for a longitudinzl study of ESEA Title I participants in compen-

satory reading ani guiding teacher reading services.

The groups of pupils

stndied were corpared on total reading scores based upon the Stanford Read-
ing Test administered from May 1968 through May 1970.

Those fourth and sixth grade pupils studied attended seven ESEA Title

I elementary schools.

Cumpensatory reading participants were those pupils

who were behind grade level in reading one or more years and who, in the
judgment of their teachers, were most ir need of, and most likely to profit
from, participation in compensatory educaticn.

FOURTH GRADE LONGITUDINAL STUDY

The fall 1969 fourth grade was tested in Grade Two in May 1968 (actual
grade placement = 2.8), retested in Grade Thres in May 1969 (actual grade place-
iment = 3.8) and retested again in May 1970 {actual ¢rade placement = L.8).

Intensive Service Schools Reading Test Results.

Quartile and median grade placement scores for pupils enrolled in com-

pensatory reading indicated:

2nd Grade Scores

1-sem.comp.read. pariicip.
2-sen.comp,read, partisip.
3-sem.comp.read. pariicin,
All participants

No.

Lo
"{'f
17
132

75thile So0thfile 25thZile
2.3 1.9 1.7
1.9 1.8 1.7
1.7 1.7 1.5
1.9 1.8 1.7

The follow-up reading test was given in May 1969 to the then 3rd grade

class.
as follows:

3rd Crade Scores

1-sem.comp.read, particip.
2-sem.comp.read. particip.
3-sem,comp,read, particip.
All rarticipants

Some differences were
2ster compensatory rcading
ienced the greatest actual

One year elapsed between the two testing perilods.

No.

Lo
75
17
132

75th¥ile

Sothfile

The quartile and median g-ade placements for the follow-up test are

25thfile

noted vetween one-semester and two and three-sem-

participants.

gain,

One~semester participants axper=-

Compensatory read-

ing participants' scores indicated that 22,8 per cent of them showed an ac~-
tual gain equal to or greater than "month-for-month" gain.
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Table

1.h.3

1.4k

1.4.5

1.4.8

Using the adjusted gain formula, cited in the tables, 50.8 per cent of
the compensatory reading participants recorded one year of growth or more.

Actual Gain No. I5th¥ile 50thgile 25thile
l-sem.comp.read. particip. Lo 1.1 0.8 0.l
2-sem.comp.read. particip. 75 0.9 0.6 0.2
3-sem.comp.read. particip. 17 0.8 0.6 0.2
A1l participants 132 0.9 0.6 0.2

One semester compensatory reading participants recorded the greatest ad-
justed zain. Most compensatory reading pupils showed some gain on the follow-
up test, 87.8 per cent (actual) and 88.0 per cent (adjusted) showed growth.

Pupils who had received guiding teacher services indicated quartile and
median scores as follows:

2nd Grade Scores No. 75th¥ile S0thgile 25thfile

Guiding Tchr. Particip. 182 2.6 2.1 1.8

3rd Grade Scores

Juiding Tchr. Particip. 182 2L 2.8 2.1

Of guidirg teacher reading participants 22.5 per ceut had experienced
actual gain equal to or greater than "month-for-month" gain and 3%9.3 per ceat
recorded an adjusted gain equal to or greater than '"month-for-month" gain.

Actuval Gain No. 75thfile  50th%ile  25thdile
Guiding Tchr. Particip. 182 0.9 0.6 0.3
Adjusted Gain

Guiding Tchr. Particip. 182 1.2 0.8 0.3

Reading status at the end of fourth grade for fall 1969 compensatory
reading participants indicated that 4.5 per cent were at or above actual
grade level. Pupils who recorded actual gain equal to or greater than
"month-for-menth" were 52.4 per cent, while 66.6 per cent recorded an adjus-
ted gain equal to or greater than "month-for-month" gain., Of the compensa-
tory reading pupils, 92.1 per cent recorded some actual gain, while $2.3
ver cent showed adjusted gains. The following are the median and quartile
scores for the fourth grade test in May 1970,

hth Grade Scores No. 75thgile 50thfile 25thiile
1-sem.comp.read. particip. 22 4.3 3.3 2.9
2-sem.comp.read. particip. Lk 4.2 3.4 3.1
3-sem.comp.read. particip. 9 3.3 3.3 2.9
lj~sem.comp.read. particip. 31 3.3 3.0 2.9
S-sem.comp.read. particip. 7 3.0 2.8 2.6
All participants 113 3.8 3.2 2.9

Onr- and two-semester participants recorded the highest reading status
while participants who had three or more semesters of compensatory reading
made less progress than the other groups.

l.-22
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Table  Actual Gains No. 75tnfile Sothgile 25thfile

1.4.8 l-sem.cemp.read, particip. 22 1.2 1.0 0.6
2-sen.comp.read. particip. Ll 1.3 1.0 1.4
3-sem.comp.read. particip. 9 1.0 0.8 0.3

-sem.comp.read. particip. 31 1.2 0.9 0.k
S-sem.comp.read. particip. 7 1.1 0.6 0.1
All participants 113 1.2 0.9 0.5
Adjusted Gains
l-sem.comp.read. particip. 22 2.0 1.3 1.0
2-sem.comp.read, particip. Ll 2.0 1.L 0.9
3-sem.comp.read. particip. 9 2.0 1.2 0.5
li-sem.comp.read. particip. 31 2.h 1.L 0.6
S-sem.comp.read. particip. 7 2.2 1.2 0.2
All participants 113 2.0 1.3 1.7

The contrast between actual and adjusted gains is well illustrated above,
the latter exceeding the former by 0.8 of a year at the 75th percentile, by
0.4 of a year at the SOth percentile, and by 1.2 years at the 25th percentile.
Adjusted gains are greater than "montn-for-month" at the 75th, 50th and 2Sth
percentiles.

1.4.10 Pupils who received guiding teacher services indicated quartile and
median scores as fellows:

Lth Grade Scores No. 75thgile S0thfile 25th¥ile
Guiding Tchr. Particip. 114 L.8 L.1 3.1

Among guiding teacher participants 6L.J) per cent experienced actual gain
equal to or greater than "month-for-. onth" gain and 79.8 per cent recorded an
adjusted gain equal tu or greater than "month-for-month" gain. Pupils who
showed either some actual or adjusted gains equaled 99.1 per cent.

1.4.11  Actual Gain No. 75th¥ile SOthgile 25thgile
Guiding Tchr. Particip. 11, 1.5 1.2 0.8
Adjusted Gain
Guiding Tchr. Particip. 114 2.2 1.h 1.0
Fourth Grade Longitudinal Summary

1., Median and quartile scores on the initial second grade test and fol-
low-up test- in the third and fourth grades for compensatory reading partici-
pants were all below appropriate grade levels. Median score on the second
grade test was 1.0 year below grade luvel, while the median score on the
fourth grade test was 3.2, which is 1.6 years below grade level.

2, The medin actual gain for ccmpensatory reading participants between
third and fourth grades was 0.9 of a year, or approximately "month-for-month"
gain, while the median adjusted gain was 1.3 years or three-tenths of a year
more than the 1.0 year of elapsed time between testing periods.

O
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SIXTH GRADE IONGITUDINAL STUDY

The fall 1969 sixth grade was tested in Grade Four, May 19€8 (actual
grade placement = L.3), retested in Grade Five in May 1969 (actua. grade
placement = 5.8), and retested again in May 1970 {grade placement = 6.8).

Table Intensive Service Schools Reading Test Results.

Quartile and median grade placement scores for pupils enrolled in com-

pensatory reading are as follows:

1.4.15 th Grade Scores No.
1l-sem.comp.read. particip. L3
2-sem.comp.read. particip. 28
3-sem.comp.read, particip. 22
;--sem.comp.read. particip. 15
S-& 6-sem.comp.read.particip., 1
All participants 122

The follow-up reading test was given in May 1969 to the fifth grade class.

75th¥ile Soth¥ile 26thile
3.7 3.1 2.6
3.L 2.9 2.2
3.1 2.7 2.4
3.1 2.9 2.5
2.9 2.7 1.9
3.3 2.9 2.2

Quartile and median grads placements for the follow-up test are as follows:

1.L.16 5th Grade Scores No.
l-sem.conp.read, particip. L3
2-sem.comp.read. particip. 28
3-sem.comp.read. particip. 22

li-sem.comp.read. particip. 15
5-& 6-sem.comp.read.particip. 1l
All participants 122

75th¥ile 50thdile 25th%ile
.0 L.l 3.3
h'3 307 303
3.9 3.6 3.5
3.7 3.5 3.2
3.9 3.5 3.3
L.3 3.7 3.3

Differences were noted between one~ and two-semester participants and
those who had been in compensatory reading for a longer period of time. One-
and two-semester participants experienced the greatest actual gain, especial-
ly at the 75th percentile and median levels.

One year elapsed betwezn the two testing periods. Of compensatory read-
ing participants 57.l4 per cent showed an actual gain equal to or greater

than "month-for-month" gain.

Using the adjusted gain formula cited in the tables, 81.k4 per cent of
the compensatory reading participants recorded one year's growth or more.

1.4.17  Actual Gain No.

1-sem.comp.read. particip. L3
2:-sem.comp.read. particip. 28

3-sem.comp.read. particip. 22
L~sem.comp.read. particip. 15
5~& 6-sem.comp.read.particip. 14
All participants 122

I5thEile Sothfile 25thfile
lls 1-.L 0.7
1.5 1.1 0.5
1.3 1.0 0.6
1.2 0.5 0.4
1.6 1.2 0.7
1.4 1.1 0.6

Five- and six-semester compensatory reading participants recorded the
greatect adjusted median gain of 2.0 years, while the median adjusted gain

O

for all participants was 1.6 years. The majority of compensatory reading
pupils showed scme gain on the follow-up test; 98.5 per cent {actual) and
“99.5 per cent (adjusted) showed growth.
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Table

1.4.18

1.4.19

1.4.25

Pupils who received guiding teacher services had quartile and median
sccres as follows:

Lth Grade Scores Mo. 75th®ile - 5S0th¥ile 2oth¥ile
Guiding Tchr. Particip. 130 k.1 3.6 3.0

Sth Grade Scores

Guiding Tchr. Particip. 130 5.7 L.8 L.o

Among guiding teacher reading participants 71.L per cent had experienced
actual gain equal to or greater than "month-for-month" and 85.7 per cent re-
corded an adjusted gain equal to or greater than "month-for-month" gain.

Actual Gain No. T5th¥ile Soth#ile 2oth¥ile
Guiding Tchr. Particip. 130 1.8 1.2 0.9
Adjusted Gain

Guiding Tchr. Particip. 130 2.0 1.6 1.2

Readirg status at the end of 6th grade for fall 196 compensatory read-
ing participants indicated that 4.6 per cent were at or above actual grade
level. Pupils who recorded a~tual gain equal to or greater thaa "month-for-
month" were L1.6 per cent, while 62.2 per cent recorded an adjLsted gain
equal to or greater than "month-for-month" gain. Of the compensatory read-
ing pupils, 88.7 per cent recorded some actual gain, and 88.7 per cent also
showed some adjusted gain. The following are the median and quartile scores
for the sixth grade test in May 1970.

6th Grade Scores No. 75th¥ile Sothgile 25thfile
l-sem.comp.read. particip. 28 5.8 5.2 k.2
2-sem.comp.read. particip. 2l 5.7 .6 k.o
3-sem.comp.read. particip. 17 5.1 4.6 h.2
li-sem.comp.read. particip. 15 L7 L.2 3.9
5-& 6-sem.comp.read.particip. 2l L9 b.3 4.0
All participants 108 5.2 L.6 .o

One-semester compensatory reading participants recorded the highest
reading status whiie participants who had two or more semesters of compen-
satory reading tended ts show less gain than the one-semester participants.

Actual fGains No. T5thgile Soth¥ile 25thEile
l-cem.comp.read. particip. 28 1.2 0.8 0.
2-cem.comp.read. particip. 2l 1.3 0.9 0.5
3-sem.comp.read., particip. 17 1.3 0.9 0.5
Li-sem.corp.read. particip. 15 1.2 0.8 0.4
5~& 6-sem.comp.read.particip. 2L 1.3 0.7 0.6
All participants 108 1.2 0.8 0.k
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‘able  Adjusted Gains No. 75thile SOth#ile 25thfile
..41.26  l-sem.comp.read. particip. 28 1.9 1.1 0.5
2-sem.comp.read. particip. 2l 2.1 1.6 0.6
3-sem.comp.read. particip. 17 1.9 1.5 0.8
li-sem.comp.read. particip. 15 2.1 1.5 0.6
5-& 6-sem.comp.read.particip. 24 2.5 1.2 0.6
All participants 108 2.0 1.3 0.6
Contrast between actual and adjusted gains is well illustrated above,
witlt results similar to those found in the fourth grade longitudinal study.
The sixth grade adjusted gains exceeded actuzl gains by 0.8 of a yes:r at
the 75th percentile, by 0.5 of a year at the 50th percentile, and by 0.2 of
a yecar at the 25th percentile. Adjusted gains registered were greater than
"month-for-month" at the 75th and 50th percent les.
Pupils who received guiding teacher services indicated quartile and
median scores as follows:
.L.27  6th Grade Scores No. 75thfile 50thfile 25thZile
Guiding Tchr. Particip. 9l : 6.8 c.8 5.0
Of guiding teacher reading participants, 53.3 per cent experienced actual
gain equal to or greater than "month-for-month" gain and 58.5 per cent re-
corded an adjusted gain equal to or greai=r than "month-for-month" gain.
Pupils who showed either some actual or adjusted gains equaled 89.4 per cent.
.1.28  Actual Gain No. 75th€sle SOthfile 25th¥ile
Guiding Tchr. Particip. 9l 1.5 1.0 0.6

Adjusted Gain
Guiding Tchr. Particip. S 1.8 1.1 0.7

Sixth Grade Tongitudinal Summary

1. Median and quartile scores on the initial fourth gi-?e test and fol-
low-up tests in the fifth and sixth grades for compensatory  iding partici-
pants were all below appropriate grade levels. Median score on Lhe fourth
grade test was 1.9 years below grade level, while the median score on the
sixth grade test was 4.6, which is 2.2 years below r. 1de level.

2. Guiding teacher reading participants achieved grade level (6.8) at
the 75th percentila on the sixth grade test. The same group scored (5.8) at
the median and (5.0) on the 25th percentile level.

3. The median actual gain for compensatory reading participants between
the fifth and sixth grades was 3.8 of a ycar, while the nedian adjusted gain
was ..3 years, or three-tenths of a year more than the 1.0 year of elapsed
tire between testing periodrc.
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OBSERVATIONS ON THE LONGITUDINAL STUDIES

1. Purpose of the Studies. Fourth and sixth grade longitudinal read-
ing studies reported herein have provided the dimension of individual pupil
progress. In the designated tables may be found the number and percentage
of pupils who achieved particular levels of reading growth.

As indicat:d in most of the tables, many pupils progressed beyond what
was expected, while others lagged far behind. A marked diversity of stages
of reading development was revealed.

2. Expectations of Growth. Earlier evaluation reports on the ESZA
Title I Program in San Francisco indicated and defined levels of expecta-
tion for reading growth. These levels have been utilized with the data with-
in these studies, as indicated in Summary Table A.

Expectation Level Surmary Table A

1st - Bring up to grade level - & At or Above Actual Grade
Placement on Follow-up Test

2nd - Clese the gap with grade level - & Recording Actual Gain
Equal to or Greater Than
'"Month~for-Month" Gain

3rd - Improve the rate of growth - & Recording Adjusted Gain
Equal to or Greater Than
'"Month~for-Month'" Gain

hth - Stop the regression or loss - % Recording Some Actual

Gain Between Testing Periods

As observ:ile in Summary Table A and its reference tables, there was a
notable increise in percentages of pupils as the reader passes from first
levrl to fourth level uvxpectations.

Among the fourth grade compensatory reading participants, L.5 per cent
obtained grade level (first level) on the follow-up test; however, the percent-
ages of pupils closing the gap (second level) are as high as 52.2 per cent.
Proportions of participants improving their growth rate (third level) are
exactly two-thirds of the pupils, and only about one pupil in ten failed to
gain (Jourth level).

The Tourth grade guiding teacher reading participants indicated 28.1
per cent who attained grade level {first leve1§ on the follow~up test; per-
centages closing the gap (sccond level) were up to 65.0 per cent. Propor~
tions of participants improving growth rate (third 1evel§ewere 79.8 per cent,
while almost all n»upils (99.1 per cent) indicated some actual gain.

3. Numbers of Participants. The number of pupils who were followed
in the fourth and sixth grade longitudinal studies was limited because of
the high rate of pupil transiency. Another reason was that several new
schools were selected during 1969-70 which replaced two scheols no longer
included in the ESFA program. Seven of the original nine ESEA schools fron
1968-69 remained in the two-year study.
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After pupils had been classified by semesters of participation in com-
pensatory reading, it was found that many groups contained so few pupils
that statistical swmary must be regarded as unreliable; because of that,
no tests of statistical significance were undertaken.

4. Semesters of Participation. The two longitudinal studies suggested
that pupils enreolled in compensatory reading classes for shorter periods of
participation -- one or two semesters -- tended to achieve better results
than pupils enrolled for longer periods of time.

Pupils who made good progress were returned to regular classes while
those who needed to continue in compensatory reading were pupils whose read-
ing problems were of a more difficult nature and required longer periods of
special assistance.
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1.5 DESCRIPTION OF LANGUAGE DEVELOPMENT COMFONENT: ORGANIZATION

Introduction. The Title T effort in direct instruction may be summed up
as an intervention in the education cof disadvantased pupils with a view to en-
hancing in quality, and intensifying in quantity,their instruction in reading
and mathematics,th-reby raising their level of achievement and maintaining
an assault on the poverty syndrome in its educational aspect. Further des-
cription of the language development component is undertaken her in an attempt
to provide a fuller view and to renort certain features of interest.

There were two main thrusts of the Title [ program in language development
and reading. One aimed to bring about improvement in the achievement of all
ckildren by assistaince and in-service to the classroom teacher. The schocl staf}
developrent specialists, coordinators of the program at each school, and
especially the guiding teachers, were the pivots on which this aspect of the
program turned at school sites, wilh the Title I resource staff carrying out
the same objective for the project as a whole.

The other thrust was in the direction of special additional help, in small
groups, for underachieving pupils. These groups were of two types -- 'pull-
out'" groups in which 1,030 pupils were taught by compensatory reading teachers,
and groups of pupils identified for special help from guiding teachers in
reading, who numbered 729.

Supporting the instructional services were the other Title I compoients.
The In-service component, which guiaging teachers were an important agency at
school sites, was aimed at enlarging the skills of the classroom teachers.
Tne Parental Involvement component existed to build a bridge between home and
school, for the favorable effect this was expected to have on pupils' learning.
It was under this component that parents and other residents of the local com-
munity were employed as aides in the Title I schools, a source of earnings,
experience, and widening understanding for themselves and of worthwhile help
to the instructional program in the schools. The Auxiliary Services existed
to attempt to help children with social, emotional,and behavioral problems
that ‘were interfering with their ability to learn -- and all too frequently
with their classmates' freedom to iearn. They also had the function of inter-
preting children and their motivations and background to teachers and of gen-
erally giving teachers the benefit of their specialized knowledge and of their
advice. The Intergroup Experiences component was directed towards fostering
intercultural association and understanding, towards narrowing the ethnic¢ gap.

Bilingual Instruction. Certdin schools in the project had a c.ncentration
of pupils with acute needs springing from insufficient knowledge of English.
A bilingual program funded in previous years under ESEA was maintained by the
School District for these pupils.

Reading Centers. The reporting of the Language component is incomplete
without a description of the Reading Centers in two schools, brought into
existence with 4.B. 606 funds, but operating under the aegis of the Title I
project. Theze controlled reading environments constituted a genuine innovatio
in the teaching of reading which may have important implications fo1r reading
instruction in Title I schools in the future. Description and evaluation of
these Reading Centers will be found in Chapter 10 of this Report.

1l-51
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Organizational Formats. The basic unit in the organizational structure
of the Title I schools was the usual type of self-contained classroom, ex-
hibiting many unusual and creative features designed to facilitate learning,
but largely traditional in organizational framework. Instruction in these
classrcoms was strengthened by ihe guiding teachers, with the injection of
new, creative techniques, most frequently in a format temporarily changed to
resemble team-teaching. Special help was provided in "pull-out" programs for
children in need of it.

Title I schools exhibited thc following types of organizational format
for developmental reading instruction and remediation?

Regular classrooms and teachers, as maintained by the School District,
with class size lowered by District formula for schools which are
achieving substantially belor~ grade level

Regular classrooms with reduced membership during certain hours while

identified children were participating in Title I "pull-out" programs,
thus affording classroom teachers an opportunity for teaching children
in groups smaller than usual

Compensatory "pull-out!" groups of 12 pupils each

Classrooms in which the guiding teacher, with his aide, worked with
regular teachers, more often within a structure resembling team-teaching,
combining this assistance to the teacher with special help for identified
children, and reducing the adult.-pupil ratio for the duration of this
situation in each classroom

All kindergarten classrooms, staffed by the regular teacher and a 60-hour
aide, in which the adult-pupil ratio was reduced during the time when the
aide was present

Small groups of two to six, in which pupils received services from the
Title I speech therapist

Small groups in which pupils received special assistance from an aide,
under the supervision of the certificated teacher

To this list should be added the arrangement in which assistance and
in-servicefurnished by the guiding teacher to the classroom teacher, varying
in extent from very little to quite concentrated, by which the expertise of
the guiding teacher was filtered in varying degrees through the classroom
teacher to his pupils without the presence of the guiding teacher in the class-
room and without changing the adult-pupil ratio of the classroom.

Equipment and Materials. Input of supplies and instructional materials
by Title I this year for the language development component amounted to $9,423.
There was no input of equipment, but the rather wide range of equipment sup-
plied in previous years was available for use,together with a store of materials
from prior years. Expenditure under the heading of materials and supplies,
though modest in comparison with the total cost of the language development
component, appeAred to have a favorable influence on the program. This would
be attr’butable to the fact that improvements in instruction often made by a
series of inexpensive items, including books, can be quite substantial.
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1.6 DESCRIPTION: PERSONNEL

School Staff Development Specialist. The school staff development
specialist, though mentionsd with less freque.cy than tb~ guiding teacher
and the compensatory reading teacher, was a central figure in the Title 1
effort at each sciiool site, He was a master teacher, with experience and
with specialized competence hoth in the teaching areas and in working with
urban children. He was the coodinator of the components of the Title I
program in his school, charged with the responsibility for synchronization
and proper functioning. He was the liaison between Ti‘le I and adminis-
trators, tcachers, parents, pupils, and other members of ithe school
community. In addition to this, he was required to provide in-service
for guiding teachers and aides and assist the specialist teachers and
ciassroom teachers in the many different aspects of the educational effort
in the school., He was also responsible for assisting in the diagnosis of
children with learning difficulties and directing children in reed of
special assistance under eithesr instructional or auxiliary components to
the appropriate programs or services.

Guiding Teacher in Language Arts. The guiding teacher in language
arts wag also a master teacher, experiencea and possessed of specialized
competence both in reading and in teaching disadvantaged children,

The guiding teacher assumed a duzl role in the Title I effort:
increasing the efficacy of regular classroom Znstruction of pupils through
resource assistance and in-service in many forms to their teacher, and
giving special, individualized help to pupils with particular learning needs.
Frequently assistance to teachers assvmed an organizational shape that was
roughly similar to team-teaching. Within this framework the guiding teacher
was able to assist in planning and teaching, to give demonstration lessons
of standard instructional methods, and to introduce new techniques and
materials appropriate 1o the situation in the classroom. He also provided
assistance to teachers in understanding children and their problems, and
advised on classroom organization and control -- all matters prerequisite
to learning on the part of pupils but, at the same time, presenting special
difficulty in Title I schools. In all of this he was able to help the
classroom teacher refine his skills and enlarge his repertoire of alterna-
tive techniques and strategies.,

Typically, a guiding teacher could work intensively in this manner
with approximately three classroom teachers in one term, or six in the-——-
course of & year, This effort was carried on directly and explicitly, and
also indirectly by the opportunity the classroom leacher yvas offered to
observe the techniques of the guiding teacher working with a grcup of
identified children in his classroom,

In addition to working more intensively with certain teachers, the
guiding teacher also acted as a resource person for the other teachers of
the school, making himself available for assistance, information, and
advice, often informally and on-the-spot. He also gave demonstrations of
methods and materials for other teachers, singly or in groups, introducing
new and improved procedures or approaches, These are pariicularly useful
functions if it is recalled that the gaiding teachers were familiar yith
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the school, the pupils, and the teachers and were able to advise on
problems, not in terms of well-meaning generalities, but in the form of
realistic, concrete suggestions,

Guiding teachers also taught groups of children identified for special
instructional services, more frequently in the pupils' classrooms. The
methods in use in these guiding teacher groups were geared to a large extent
to the methods in use in the children's classrooms, with such additions and
adjustments of their own as they saw fit., A few guiding teachers made some
limited use of the Language Experience approach to reading with these groups.

The guiding teacher groups served the same purpose as the compensatory
reading teacher groups to the extent that they offered special services to
children who were below grade level in reading, but guiding teacher groups,
in addition, fulfilled a demonstration and in-service function for the
bernefit of the classroom teacher and ordinarily used methods different from
those of the compeusetory groups.

Guiding teachers also played an important role in the diagnosing and
placing of children in need of special instructional services in cooperation
with classroom teachers.

Compensatory Teacher, The compensatory reading teachers were,
similarly, experienced master teachers, with special competence in reading
and in teaching Title I pupils, They functioned generally by procedures and
organizational patterns in which experience has been gained since the
inception of the San Francisco Compensatory Program in 1961. The
compensatory teacher taught a total of 60 pupils in pull-out groups of
twelve., In these small groups, pupils could receive individualized
attention. Each group had LO minutes of instruction per day.

The Uilmore Oral Reading Test was administered individually to each
compensatory pupil in September 1969 for purposes of diagnosis and place-
ment and, as a pre-test, for establishing baseline data, A different form
of the same test was administered in May 1970 as a post-test and for pur-
poses of individual evaluations of progress,

Compensatory reading classes generally used the Language Expericence
approach to reading, described in the section on procedures (Section 1,7).
Though the content around which this approach revolves can be any subject
of interest to the class, it was observed that nature study was onc of the
predominant themes in compensatory classes and aroused considerable interest
among pupils, Pupils in these classes took many field trips for the purpose
of enlarging their background of experience, for promoting their acquaint-
ance with places and things of which they would not ordinarly bte aware, and
for providirg certain firsthand experiences common to the group which would
form the subject-matter of class discussion, writing and reading.

The compensatory reading classrooms observed were attractive, with
appealing books and interesting reading-centered activities and objects of
all sorts, One compensatory classroom in particular was noted which had a
continuing project of constructing larger-than-life African masks, The
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gquality and workmanship of the masks seemed exceptional, tmt the learning
value of this project -- and the reason for its being introduced -- con-
sisted in the fact that pupils were required to read wri:ten descriptions
and directions in order to construct the masks, and that,under the stirmlus
an exceptionally interesting activity, they produced a greater than usual
amount of creative writing, which was then used by the group for reading
practice, Of equal importance with this more conspicuous project was the
quality of the lessons in reading comprehension,and in phonics and
structural analysis that were ohserved in this classroom.

Classroom Teachers. Vital to the schools remains, needless to say,
the classroom teacher, who teaches a larger group throughout the school day
than any of the specialist teachers, who has the responsibility, not for
reading alone nor for mathematics alone, but for-both of these and for all
the other areas of instruction in addition, who plans and preseats separate
series of lessons daily for the subgroups in the classroom in reading and
mathematics, and on whose shoulders falls the responsibility for under-
standing each child as an individual, helping him with his difficuluies,
both educational and emotional, and keeping the complex classroom machinery
running as smoothly as possible.

Paraprofessionals, Worthwhile assistance was provided by paraprofes-
sionals. One paraprofessional was assigned to each guiding teacher, school
staff development specialist, and compensatory reading teacher, These aides
were responsible for helping teachers prepare classroom materials, for
¢lerical work, and for teaching children individually and in small groups
in the presence of the certificated teacher,

The important role of the Title I kindergarten in linguistic and
cognitive development and in smoothing the transition of young children
from the home setting to that of the school was recognized in the assighning
of one paraprofessional to each kindergarten teacher. The paraprofessional
was, in some respects, an extension of the teacher who, besides helping with
out~of~-class duties, served the purpose of lowering the adult-pupil ratio
and increasing opportunities for linguistic exchange, both guided and
spontaneous, between adults and pupils in the kindergarten,
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1.7 DESCRIPTION: PROCEDURES

The conduct of Title I classrooms was governed by the choice of
teachers within the framework of the regulations of the School District
and considerably influenced by the prevailing practices of the School
District. Classrooms represented, on the whole, fairly usual patteimns,
modified and enriched by many creative techniques for bringing the content
of education to disadvantaged children. One of the basic purposes of
Title I was to enhance the quality of instruction in these classrooms
through many different types of assistance and in-service to teachers.

Title I requirements in the nature of instructional procedures or
methods were few, since the object of the Title I effort was the upgrading
of pupils' achievement by strengthening the quality of instruction within
the coitext of current theory and practices and focusing it more exactly
on the needs of disadvantaged children, rather than by embarking on
radically new experiments in education.

Thoce procedures that were prescribed were the developing of innovative
teaching strategies, the utilization of diagnosis and of remediation
strategies for individuel pupils, and the use of the Language Experience
approach .o reading as the primary method in compensatory classes.

Teaching Strategies. The teaching strategies which were in use are
not easy to classify in terms of old-new or traditional-innovative, by
reason of an inevitable shading of old into new. There is difficulty in
fixing the mere time limits of ''mew" and "traditional" in the context of
elementary instruction -- in deciding whether practices of ten years!'
standing are still innovative or whether those of less than L0 years!
standing should be termed "traditional," or of liow to view techniques
restored to favor after some years of disuse which appear "new" in their
present reincarnation. There is also difficulty in determining whether
given techniques are essentially "traditional" practices restated, adapted,
combined, or disguised in novel presentations, or whether the rearrangement,
adaptation, and reinterpretation of time-honored procedures have departed
from the initative and been carried to the level of genuine creation.

Be that as it may, it would appear that the typical Title I classroom
would be located somewhere in the middle ranges of an old-new or tradi-
tional-innovative continuum. Perhaps one would say that there is no
coniscious radical departure from standard instructional theory, but that
there i3 a new look at the implications of instructicnal theory, partic-
ularly for disadvantaged children, tcgether with extensive adaptstion and
combination of standard ideas and practices for the needs of Title I pupils.
Many devices and modes of presentation were observed, developed by guiding
teachers, by classroom teachers, or by both cooperatively, which exhibited
considerable inventiveness. The same was true of techniques and devices

*An exception to this s%atement would be the Reading Centers in two schools,
described in Chapter 10 of this Report.
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observei in compensatory classrooms. Many books and materials in use are
very new and attractive, many of them designed in terms of new knowledge of
the learning process to convey important concepts and to respoid to the
interests of present-day children, Above all, one could say that there
appears to be a flexible approach to teaching strategy, an accumulation of
experience with the Title I task, and a gradual improvement taking place in
the teaching of disadvantaged children in Title I schools, whether tne
garments in which it is clothed are viewed as old or new or something of both.

Title I Resource Materials, Useful mimeographed materials concerning
the teaching of reading, for the information of teachers and for teachers!
use for various classroom purposes, were prepared Ly the Title I resource
staff, Although the activities of the resource staff will be described in
the evalnation of the In-service component, the direct and valuable contri-
bution that these materials could be expected to make to the effectiveness
of classroom instruction should be reported here. These materials vere for
immediate use and were carefully adapted to the immediate, concrete needs of
the Title I schools.

Diagnosis and Remediation., Observation indicated that teachers had
improved noticesbly during the year in ability to diagnose areas of weak-
ness in children's reading. As a result, teachers became conscious of a
need for upgrading their remediation techniques in areas corresponding to
diagnosed weaknesses, Assistance with remediation was undertaken during
the 1969-70 school year and it was felt that during the next school year it
will be possible, starting from the base of increased knowledge of diagnosis
on the part or teachers, to effect further shift of stresc from diagnesis to
techniques of remediation,

The diagnostic profiles kept for individual children were found to be
helpful in planning remediation, However, a review of completed profiles
showed that many pupils had initial defiziencies in most of the sub-areas
of reading and that, though improrement had been noted overall as well as
in many particular items at the end of the year, the contours of the profiles
remained similar -- some continuing deficiency, though of lesser degree,
spread over rost of the sub-areas of reading.

The character of thuse profiles suggests a matter for further thought
and interpretation, It seems to suggest that the nature of the problen is
a geueral retardation in the educational process for disadvantaged children,
rather than single, clear, specific deficiencies, varying for different
children, that would present a series of sharply-drawn profiles. To a
large extent, also, it reflects the interlocking nature of the reading
process itself, in which deficiency in one area often causes deficiency in
other areas and in which improvement in one area either causes, or is con-
ditional upon, improverment in other areas, It may be recorded that these
profiles had value, not the least of which was their function in increasing
the awareness of teachers ¢f the many-faceted nature of the reading process
and the varying responses of children to its requirements,

Reading Methods, An attempt was made to identify the basic reading
methods in use in Title I schools. This was based lergely on interpretation
of the results of the Survey of Teacher Opinion: Reading Series and
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Materials conducted in May 1970. (A more detailed report on the findings
of the study, with a tabulation of the responses made by isachers, will
be found in Section 1.8.) In this survey, responses to items concerning
the reading systems in use as the major element of the reading progran
during the school year 1969-70 showed 172 entries indicating use of a
basal reader, 28 indicating use of the Sullivan programmed series, and
two indicating use of the Language Experience method.

Distinctions among reading methods are, perhaps, sharpest in the
beginning stages of reading, ordinarily the first, second, and third grades,
but in view of the difficulties which disadvantaged children encounter in
the reading process, this initial stage might be said to extend upwards into
the intermediate gradss in Title I schools. '

The basal reader approach to beginning reading, used by the majority
of teachers, is also referred to as the "meaning" approach. It begins with
the "sight" method of teaching first grade pupils to recognize, by general
configuration, a small vocabulary of high-frequency words, which also happen
to be largely cne basic Anglo~Saxon words, showing great irregularity in
relationship of sound to symbol., This method stresses meaning and thought
units rather than phonetic analysis of words, though, inevitably, limita-
tions on meaning are imposed by the restricted range of the early vocabtulary,
Using this initial, and slowly growing, sight vocabulary, the pupil proceeds
to finer discrimination of letters within words and the sounds the letters
represent, a process that proceeds by analysis of larger wholes., Children
who do not easily learn to read or who are poorly instructed in the primary
grades are likely to get out of step with the course of instruction planned
in a basal reader, with the result that their mastery of sound-symbel
relationships is incomplete or non-existent,

According to the results of the survey, teachers appeared to be satis-
fied, by and large, with the basal reading series available to them, The
basal reading series most in use were Bank Street and Open Highways, both
having content that is said to be of greater interest to urban children
than the content of the typical basal reader, These readers also have a
simplified vocabulary for the benefit of disadvantaged learners.

This type of basal reader perhaps is advantageous at present in
permitting Title I pupils to progress more easily in reading. At a later
date, when upward movement in reading ability among Title I pupils reaches

a certain point, the use of this type of reader should, possibly, be
re~evaluated,

The Sullivan programmed reading system was used extensively in two
Title I schools as the major approach to the teaching of reading, in com-
binatlion with basal readers for supplementary work. It was also used in
scattered classrooms throughout the project, either as the rajor element
of the reading program, or as a supplement to it,

The Sullivan reading method is described by its publishers as a phonic-
linguistic method. It begins with the relationship of symbol to sound and
it trains children in the combining of sounds as represented in the
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alphabetic code into syllables and words, a synthetic process rather than
the analytic procedure of the bssal reader. The material is carefully
graded and structured through a sequence of consumable prog:ammed books
until all the various means of representing the forty-odd sounds of English
in writing have been presented. One disadvantage of the Sullivan method is
that the materials for developing comprehensicn of larger units of rsading
matter are not sufficient, nor is it easy to find supplementary matter for
class work in comprehension at certain stages of instruction because of the
difficulty of finding material that is graded in the same order. Perhaps
the most serious disadvantage in the present context is that some teachers
seem to have difficulty in using this sytem successfully.*

The compensatory classes used chiefly the Language Experience approach
to reading, which has been the practice in San Francisco compensatory
classes for several years. Guiding teachers also made some use of it, and
elements of it were observed in scattered classrooms,

Where the Sullivan method may be thought of as basically oriented
towards the deccding of written symbols, one of the guiding principle: of
the Language Bxperience method may be thought of as the encoding of child-
ren's language by means nf the Roman elphabet.

Iv emphasizes translation into the written code of children's own
linguistic patterns, drawing its substance from pupils'! interests and back-
ground of experience, The materials encoded by children, either individually
or in cooperation with teacher and group, are then used for reading practice
and as a point of departure for word analysis, vocabulary enrichment, and
the like. It is thought that this methcd insures the suitability of reading
material for any given group of children and gives the teacher an opportunity
to build a bridge between the language patterns of home and school.

This approach stresses the integrated nature of all forms of verbal
expression, cral and written, It recognize:s the dependence of reading on
oral language and the relationship of reciprocal reinfcrcement that exists
between reading and writing. It admits of a variety of activities too
numercus to list and svokes the motivational power of pride of authorship,

It is an ambitious and amorphous method, deceptively simple in
appearance., In fact, an advanced degree of skill on the part of the teacher
is required if children are to learn to read by this approach alone.
However, in skillful hands, it appears to have advantages 8s an addition to

*Among the many possible reasons for this may be the somewhat different form
of classroom organization required for reading lessons under this system,
Another reason ray be the highly individualized character of the system,
which makes it difficult for a single teacher to keep up with pupilst
progress and to keep their enthusiasm sufficiently within bounds to allow
him to check that mastery is taking place.
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the classroom developmental reading program. It also has the advantage that
many of its elements can be used separately,

Apart from the Sullivan system, which is classified by its publishers
as phonic-linguistic, there appeared to be only occasional and scattered
use either of linguistic methods or of thouse phonic systems conceived as
the chief basis of reading instruction. The same was true of systems
involving simplified phcnetic alphabets such as the Initial Teaching Alphabet,
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1.8 SURVEY OF TEACHER OPINION: RFADING SERIES AND MATERIALS

A checklist concerning reading series and methods wes distribated to
&1l classroom teachers and specialist teachers in Title I schools in
May 1970, for the purposes of identifying the reading series being uvsed
in the Title I schools during the 1969-70 school year and of obtaining
teachers' opinions of the suitability for Title I schools of the reading
texts and materials avcilable to them. The number of checklists distribe-
uted was 331; the number returned was 250.

The 1ist of reading series and approaches offered for evaluation by
teachers was limited to those items known to bc in use in Title I schools,
with opportunities for teachers to write in, and express opinions of, any
series not included in the list, Results of the survey are given on page 1

Of the 250 teachers completing these checksheets, only 158 indicated
the reading series in use as the basis of the reading program during
1969-70, while only 109 indicated the series used as a supplementary
element of the program, The reason that 92 teachers did not state the
nature of their basic reading program is not known. In the case of the
111 teachers who did not respond to the inquiry concerning supplementary
material, it may be that some are using a combination of several minor
elements, too tedious to list. This is not unusual. Since different texts
are often used by different groups in the class and since it is not uncommo
to use more than one supplementary series or method, some teachers
indicated more than one choice under both "basic" and "supplementary."
Results obtained on this checklist, therefore, should be interpreted with
these facts in mind,

Nevertheless a definite picture emerges from the survey. In regard to
the series or system used as the major elemeny of the reading progran,
172 ertries indicated use of one of the basal® readers listed on the check-
list (the sum of lines 1-5); 28 indicated use of the Sullivan programmed
series; two indicated the Language Experience approach; ten indicated
materials created by the teacher; and 21 indicated some other published
materials., Of the materials listed under the heading "Other Published
Series," only seven were identifiable as complete reading series or other
systens that could ordinarily form the basis of a reading program. It
appears clear, then, that the great majority of teachers were using a basal
reading systen, and that the basal reader series in use were confined almos
exclusively to those listed in the survey form. Of these basal readers, th
Bank Street series received by far the greatest number of indications of
usage (B;j, the Open Highwgzs series the second greatest (L9),

*“Basal reader” is used in this section to refer to a particular method of
teaching reading, a method embodied in many widely-used resder series.
This method is described in the preceding section (Section 1.7).

"Basis" and "basic" in this section are used in the ordinary sence.
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SURVEY OF TEACHER OPINION:

READING SERIES AND MATERIALS”
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"Notes on Survey of Teacher Opinion

®

®

®
®

Teachers responding, by category:

Guiding Teachers 16
Compensatory Teachers 15
Classroom Teachers 213
No indication 6

92 teachers gave no indication of the reading series or
system used as the basis of their reading program in
1969-70

141 teachers gave no indication of the reading series or
system used as supplementary elements of their reading
program in 1969-70

il teachers listed one or more items t.der this heading,
indicating their opinion of these items for use as the
basis of the reading program

6% teachers listed one or more items under this heading,
indicating their opinion of these items for use as supple-
ments to the reading program

8 teachers listed one or more items under this heading
but gave no opinion

2L teachers listed one or more items under this heading,
indicating their opinions of these items for use as the
basis of the reading program

19 teachers listed one or more items under this heading,
indicating their opinions of these items for use as supple-
ments to the reading program

51 teachers listed one or rore items under this heading
but gave no opinion of their usefulness
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Item

12 The low usage of the Language Experience approach is not easy to
explain, since the compensatory teachers, of whom there are 1), under
Title I, were understood¢ to be using it to a considerable extent, and many
were observed to be using some aspects of it,

7-10 The low usage of the Sounds of Language series (39) and “he even lower
usage of the Charles Merrill, Row Peterson, and L, W. Singer series {nine
for all taken together) as supplementary elements. is rather unexpected,
since these are designed as supplementary readers™ and are generally so
used. It is possible that they are on too difficult a reading level for
the pupils, Furtker, all except the Sounds series require a working
knowledge of the kingdoms, the creatures, and the mores of the worlds of
the time-honored fairy tales and folk tales, a knowledge which disadvantaged
children may not have,

11 The "Other Published Series" indications by 21 teachers, which included
only seven entries that constitute complete reading series, leave fourteen
indications that are not easy to understand, Among the 4O indications of
"Other Published Series" as used on a supplementary basis, a very great
variety of materials were listed, most of them ¢f a minor, subszidiary
nature, This is not uncommon for a supplementary program.

Since one object of this survey was to obtain teachers' opinions of as
many series as they may have had experience with in teaching Title 1
children, teachers were not asked to limit their opinions *tu one series,
Completed checklists, therefore, show opinicns expressed of varying numbers
of reading series or methods, from one to seven,

1- 5 However, the trend of the results is clear, namely that teachers con=-
sidered the reading series in uce in Title T schools generally satisfactory
(i.e., either good or fair). There were 209 indications of basal reader
series for the chief element of the resding program as good, 87 as fair, 19
as poor, and six as useless. For supplementary use, there were 89 indica-
tions of a basal series as good, 37 as fair, 12 as poor, and zero as useless.

The reader most widely uced among respondents to the survey, the
2 Bank Street series, received 99 ratings of good, 28 of fair, two of poor,
and one of useless, on its meriis as the main text for the reading program,
1 Open Highways, the second most extensively used, was given 56 ratings of
good, 13 of fair, one of poor, and four of useless as the major vehicle of
the reading program,

*Concurrently with the major reading program in the classroom, it is usual
to have a supplementary program; the texts referred to as supplementary
readers are interded for this supplementary use. However, the supplementary
program lends itself to considerable variation, such that & basal series
other than the one in use for the main reading program, as well as other
kinds of materials, are commonly used for supplementa:y purposes &also,

O
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Opinions of the Sullivan programmed series &s the major reading program
seemed to be favorable on the part of those expressing them. There were L9
indications that it was good, 21 thav it was fair, ten that it was poor, and
four that it was useless. Opinions of it for supplementary use were also
favorable--L1 entries marked it good, 2L fair, four poor, and nonc useless,
for this purpose. .

Of the series intended for supplementary use, the one on which opinions
were most frequently cxpressed was the Sounds of Language series, with 52
ratings of good, five of fair, and zero of poor or useless. Among supple-
mentary readers, all series together, including the Sounds of Language
series (the sum of 1ines 7-17), received 65 indications of good, thirteen
of fair, one of poor, and zero of useless.

0f those expressing opinions of these series for use as the main
element of the reading program -- a rather wusual situation -- the Sounds
series again was the most frequently mentioned. It received thirteen
ratings of good, five of fair, one of poor, and zero of useless, For all
of these series together, considered as the basis of the reading program,
including the Sounds series, fourteen entries considered them good, nine
fair, one poor, and zero useless.

In the few opinicns offered concerning the Language Experience approach,
it received seven ratings of good, one of fair, and none of poor or useless
as the basis of a reading program; and two as good, one as poor, and zero as
fair or useless for a supplementary program,
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1.9 QUESTIONNAIRE TO SIXTH GRADE PUPILS CONCERNING ORAL LANGUAGE

In an effort to assess the status in oral language of Title I pupils
as verceived by themselves, a Questionnaire was administered in April 1970
to all sixth grade rupils in nine Title I schools¥* and in the four receiving
schools. Pupils were asked whether they understood, and were understood by,
persons in three classifications: their friends, adults outside of school,
and adults in school. Results of this survey are given on page 1-h7.

The intent of the questionnaire was to seek pupils' perception of the
quality of their verbal communication with their peers, the adults outside
of school, and the teachers and administrators in school. However, a sixth
grade population is typically eleven years old, hence rather limited in
widerstanding as well as in reading ability. These circumstances governed
the wording of questions and responses. It was expected that "friends"
would be roughly coextensive in pupils! minds with "peers", or '"class-

mates.!

Of the four possible responsec, "Almost always," "Pretty often,"
"Only sometimes," and "Never or almost never," the first two were regarded
as positive. Results of this survey were tabulated under three headings:
1) Pupils in Nine Title I Schools, 2) Title I Pupils Bused to Four
Receiving Schools; and 3) Pupils in Title I Receiving Schools Who Were Not
Bused (i.e., the classmates of the Title I bused pupils).

Although the findings of this survey constitute but a fragment of a
larger and more complex issue, the information they provide is worthwhile.
They indicate that, in the conscicusness of pupils in Title I schools,
effectiveness of communication with school adults is approximately on the
same level as communication with their friends, but that communication with
school adults is easier than with adults not connected with the school.

To the first question, "Do your friends understand what you say?"
72 per cent of pupils in Title I schools made positive responses, while
78 per cent gave affirmative answers to the corresponding question, "Do
you understand what your friends say?" Tie inquiry, "Do the grown-ups
outside of school understand what you say?" elicited affirmative replies
from 69 per cent, while its correlate, "Do you understand the grown-ups
outside of school?" produced positive responses from 68 per cent of pupils.
Finally, 7L per cent replied affirmatively to the question, "Do the grown-
ups in school understand what you say?" while 77 per cent gave positive
responses to the questions, "Do you understand what the grown-ups in school
say to you?"

Title I pupils bused to receiving schocls, many of whom are bilingval,
from Spanish-speaking backgrounds, gave higher percentages of positive
responses to all questions than pupils in Title I schools. Among bused pupils,
86 per cent indicated that their friends understood what they said, while
88 per cent understood what their friends said. At the saeme time, 71 per
cen* thought that non-school connected adults understood them, und that they
understood these adults. However, 86 per cent considered that adults in
school understood them, while 81 per cent understuod the auults in school.

#The sixth grade pupils of the tenth school were bused to receiving schools.

L : 1- 46
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The patterns of response of pupils in Title I schools and of bused
pupils offer interesting points of comparison. Unlike the children in
Title I schools, the communication of bused pupils with their peers is
better than with adults in both the school and non-school classifications,
except that the same percentage of bused pupils consider that their iriends
understand them and that adults in school understand them. However, like
the children in Title I schools, their verbal exchange with adults in school
is markedly more satisfactory, in their own awareness, than with adults
outside of school. It can be said that bused children had attained a higher
level of linguistic capability than the children in Title I schools, but
findings of this questionnaire do not permit the conclusion that this result
can be ascribed solely to busing, since no factors other than busing were
considered with regard to this group of children.

The percentage differences between pupils in Title I schools and Title
I bused pupils ranged from two per cent to four per cent in the case of
questions referring to verbal interchange with non- school-conrected adults
and children's understanding of school-connected adults {Questions 2,5, and
6). Wider differences -- ten per cent to fourteen per cent -- are evident
in the responses referring to communication with peers and being understood
by school-connect~d adults (Quasstions 1, 3, and L).

Not too surprisingly, the non-bused children in the receiving schools
returned the highest percentages of positive responses on this question-
naire. Of these pupils, 9L per cent believed that their peers understood
them, while %9 per cent understood their peers. At the same time, 88 per
cent thought that adults cutside of school could understand them and 86
per cent thought that they could understand these adulte. Finally 86 per cent
considered that teachers understood them and 93 per cent understood teachers.

As with pupils in Title I schools and Title I bused pupils, a substan-
tially larger percentage {93 per cent) of non-bused pupils understood school
adults better than they understood adults not connected with the school (86
per cent). However, a slightly larger percentage considered that grown-ups
outside of school understood them (88 per cent) better than grown-ups at
school (86 per cent)--the reverse of the findings for the other two groups,
which exhibited much larger percentages of children who believed that they
were understood better at school than outside of school.

Percentage differences between rupils in Title I schools and non-bused
receiving school pupils ranged from vleven per cent to 22 per cent. A
range of zero per cent to seventeen per cent separates the responses of the
bused children in receiving schools from the non-bused children.

Worthy of further attention is the finding that a larger number of
pupils in Title I schools and of bused pupils (77 per cent and 81 per cent
respectively) were able to understand adults in school than were able to
understand adults outside of school (68 per cent and 71 per cent). Simi-
larly, larger percentages of these pupils considered that they were unacr-
stood by adults in school (7h per cent and 86 percent) than by adults out-
side of school (69 per cent and 71 per cent). Three possible ways of ac-
couating for this come to mind. It may possibly indicate that the "standard"
language of the school is a more certain means of communication than the
tin-languages" of home and neighborhood. It may alsc reflect the limited
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volume of verbal interchange with aaclts outside of school compared to that
which prevails intramurally, or even pussibly suggest that these children
are verbally more proficient than their clders. It could also be attribut-
able to special efforts on the part of Title I teachers to maintain two-way
communication with their pupils.

The language difficulties of Title I chilaren have not been ov:rcome
and will not be resolved until a survey of this iype veveals higher percent-
ages of children who can answer "Almost always" to questions concerning com-
munication with others. Yet the responses to this survey aie encouraging:
more than two-thirds of pupils in Title I schools responded affirmatively
to all questions concerning their proficiency in the kind of language needed
for day-to-day communication with their fellows and :heir elders. They are
also encouraging by comparison with & question concerning daily verbal ex-
change in a survey of fifth graders in the 1968-69 school year in the Titie
I schools, in which many of the present sixth graders tooir part. In that
year, the question, "Do you thir\ others can understand what you say?"
found 56 per cent of pupils responding either "Almost always" or "Often™,
while the equivalent responses in this year's survey ranged from 68 per cent
to 78 per cent of pupils in Title I schools, and from 71 per cent to 88 per
cent of Title I bused pupils,
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1,10 STUDY OF A TITLE I CLASSROOM

One Title I classroom was selected for description, btoth to convey
the flavor of & Title I school and to record one type of effort that is
productive of results in this setting. This is by no means the only
classroom of its kind in the ten ESEA schools, and the approach to teach-
ing described here is just one- among many possible approaches and com-
binations that lead to achievement on the part of pupils.

The school is in an area where the educational handicaps of the
pupils and the pervading atmosphere of the neighborhood offer one of the
sharpest challenges to the Title I objectives. Situated on the side of
a bleak, wind-battered hill, isolated from the rest of the city, there
are few sidewalks, few street lights, but a profusion of rocks and litter.
The pupils of this school come from housing projects, some in need of
repair,and some teicporary structures in so advanced a stage of decay that
they are slated for razing. It is not hard to imagine the level of
deprivation prevailing in these surroundings or the effects of the
poverty syndrome as it has been woven into the warp and weft of the
lives of the children before they enter first grade.

The classroom in question is a first grade, with an enrcllment of
20. Since the school is afflicted with a high rate of absenteeism,
there are typically 15 or 16 children present in the room on any given
day. None of the children in this class are assigned to special in-
structional programs,

The instructional strategy chosen for this yedr's class employs
standard methods and newer approaches in a well-thought-out combination,
consistently followed through, and adjusted to the pace and the present
capacity of the pupils. 7The system of classroom control establishes
a businesslike, yet psychologically comfortable atmosphere, setting
predictable expectations in the matter of study and conduct, the while
it nurtures the self-respect and values the individuality of each menher
of the class.,

A guess at the thinking underlying the choices of organization,
of objectives, and of teaching strategy in the classroom suggests a
realistie, common-sensical look at the members of the class on the part
of the teacher, and a logical choice of means by which they can best
master thai which will equip them for a worthwhile life, It also suggests
a certain skepticism towards easy panaceas for the problems and needs
of disadvantaged children--it suggests a belief that they are not essen-
tially different from other children, that, with a teacher's solicitude
and obvious adjustments in instructional strategy, they grow and learn
in the same manner as other children.

One of the most noticeable elements of this classroom is the know-
ledge of method and the vorsatility in its application that are evident
here. This croates the possibility of drawing on different approaches
and systems in the miking of a long-range instructional plan and is,
needless to say, preductive of learning on the part of the pupils.
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In this year's class, for example, one reading group uses a basal
reader, Two other groups use Sullivan programmed readers three days a
week, with a basal reader and various supplementary materials on the
other two days. In the language time-block, creative writing is emphasized,
both for .ts own sake and for its ucefulness to the reading progran as
a source of child-authored reading matter ~nd as a reinforcement of reading
instruction. Spelling, similarly, is explicity made to serve a dual

purpose.

Audio-visual equipment and materials, similar to those furnished
to other Title I schecols, are in use as adjuncts to the teaching program.
In the arithmetic program particularly, concrete materials and games
are employed extensively. A large number of arithmetic games and matevials
are also available for free-time activities.

Another important feature of this room is the quality of classroom
control, which permits each child to attend to his studies, to do the
kind of work he can take pride in, and to grow in a warm and orderly
milieu where his dignity is respected and his needs are taken into ac=-
count. It is interesting to note the absence of wall charts furnishing
instant analyses of each child's progress in arithmetic and spelling, as
well as of his conduct. If one may guess at the thinking behind this
conspicuous omission, it would appear to indicate a philosophy that asks
of each child his own best efforts, without regard to his competitive
standing among his fellows. It also seems to indicate an interpretation
of the Title I goals of stimulating the desire to learn and promoting
a sense of self-worth that rejects reinforcemeni of the negative and
unfavorable publicity for the individual who fails to measure up.

The many intangibles that go into a teacher's personal impact on
a class can be analyzed only after much more extensive study, and even
then are apt to defy description. Two in this case, however, seem to
be identifiable from surface observation: the teacher's evident belief
that the children can learn and his determination that they shall learn.

It is worth reporting that the median grade placement score of the
19 children in this classroom taking the Cooperative Primary Test in
ezrly May 1970 was 1.8. For pupils tested in early May, this represents
attainment of grade level and compares with the median of 1.6 for all
Title I first grade pupils, who were also tested at this time. Grade
placement score at the 75th percentile was 2.1, as compared to 1.9 for
all Title I first grades. At the 25th percentile, pupils ir this class
recorded a grade equivalent score of 1.6, as against a score of 1.3
for all first grades 3n Title I schools.,

If grade placement of 1,0 is taken as the starting point for first
graders, the median gain for these pupils was .8 ¢f a year in the eight
months of instruction from early September to early May, or month-for-
month growth at cne of the grade levels where the difficulty of achieving
this result is greatest.

Perhaps one might sum up by saying that the classroom represents,

not revolvtionary miracle-cures for the educaiion of disadvantaged child-
ren, but the application of sound, generally-accepted teaching principles
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and practices, in guises both old and new. These are adjusted to observed,
rather than imagin.d, rneeds of the children, and applied with understanding,
creativity, and persistence, guided by a view of the pupils as children
rather than as member- of ethnic groups -~ a prozess unglamorous in everye
thing but the final resulil and giite evidently the preduct of serious,
goal-centered thinking. There is increasing insistence in the educational
literature that disadvantagcd children need most from their schools,

not the lowering of expertations, nor the evading of the fundamental
educational challenge through diffuse or bizarre programs, but high-
quality instruction directed towards development of basic skills, of
knowledge, and of thinking capacity, wnich are the indispensable means

of their being able to seize such possibilities as the twentieth century
will open to them.
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[ AUTUMN *
—— *
- In Autumn, leaves fall all over; i
{ Then you jump in and over. f
43
J' Sometimes it rains, z
Y
Sometimes it's sunny, z
‘ Ther. it is fuany. *
. X
Daniel Martinez %
*
5 ' Sixth Grade ::
r 3
[ P o
L I I R
) ¥
r %
3 ® BASEBALL

Baseball season is here again,
Here cones Mays and his friends;
Now and tlen they hit a run,
Even if they‘re playing in the sun.
When Bobby Bonds hits a ball;
The other teum fits and bawls,
But it doesn't do them any good,
Because they're playing the way they should.

If the other team hits a run,

[

The Giants will hit another one,
Mark Camacho

Sixth Grade
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TABLE 1.3.2 APPL'DIX TO CHAPTER 1

SIUDY OF INCREASE IN READING LEVEL
CF ELEMENTARY COMPENSATORY PUPILS

SEPTEMBER 1946 THROUGH JUNE 1969

High Second Grade at tiine of entry into compensatory class
2.5 "at grade" reading level

N=159
1, Carrent "at Grade" 2.9 3.4 ] 3. bb ] Loy 5| 5.9
Reading Level
2. Semesters in Compensatory 1 2 3 L 5 6 7
Class
3. Number of Pupils 89 30 17 9 S 6 3
L. Reading level et entry 1.6 1516415y 1.47 1.5} 5
into compensatory class
5. Growth rate per school year 6 N 6 6 .6 NS 6
prior to enti
6. Reading level at latest 2.y 2.3 ) 3.0] 4.0 3.6] Lok ) Sk
testing (June 19697
7. Total school years spent S51 1.0l 1.2 20] 2.5 3.0] 3.5
in compeusatory class
8. Increase in reading level .B Bl 285 2.2 2.9 3.9
wnile in compensatlory clags
9. Growth rate per school year 1.6 .8 91 1.3 91 .01 14
while in compensatory class _ .
10, Beginning status in relation =3 1-1.0 | ~e9 |=-1,0]-141|~1.0|=~1.0
- to "at grade" reacding leovel . ——
11, Ending status in relation =5 =11 { =9 = b [-1.3]~1.0 o
to "at giade" reading level
12, Difference in status in rela- +4] -0 Ot + 6| -.2 L1 .5
tion to "at grade" reacing level _

5. PReading level at entry into compensatory class divided by "at grade" reading level.
9, Increase in reading level divided by total school years spent in compensatory class
10, "At grade" reading level minus rezsding ievel at entry into program.

Q@  Current "at grade" reading level minus reading level at latest testing.

1 - 5k




TABLE 1.3.3

STUDY OF INCREASE IN READING LEVEL
UF ELEMFNTATY COMPENSATORY PUPILS

SEPTEMBER 1966 THROUGH JINE 1969

Low Third Grade at time of entry into campensatory class
3.0 "at grade" reading level

N=172
1. Surrent "at grade” 3.1 3.9 l Ll Lol s 5.91 6.4
Reading Level
2. Semesters in Comprnsatory 1 2 3 N 5 6 7
Class
3. Number of Fupils 3 81 10 25 9 5 1
h' Reading 1evel at e-ntry 1-9 2.0 1.8 2.0 1«9 2.0 1.8
into compensatory class
5. Growth rate per school year 6 .7 N o7 .6 o7 W5
prior to entry
€. Reading leve) at latest 2.6V 3,11 Lo L2t 4o7] L6| LG8
| testing (June 1969)
“7. Total school. years spent S 1.0f 1.57 2.0] 2.5] 3.0f 3.5
in compensatory class
8. Increase in reading level 91 1.1 2.2| 2.2 2.8] 2.6] 3.0
____ while in coimpensatory class . N
9. Growth rate psr school year 1.8F 1.1 1.5] 1.4] 1.1 0.9] 0.9
vhile in compensatory clasu - . -
10. Beginning status in relation -1.1] =1.0] -7.2| -1.0f =1.1} «1,0] ~1.2
to "at grade" reading level L
11. Ending staius in relation 6| =8| =.bp -7 -o7] -1.3] <16
to Yat grade" reading level
12. Difference in status in rela- +,50 +.2] +.8] +.31 +4] -.3] -.b
L_ _tion to "at grade" reading level -

5. Reading level at entry into compensatory class divided by "at grade" reading level.
9., Increase in reading level divided ty total schcol years spent in compensatory class.
10, "At grade" reading level minus reading level at entry into program.

11. Curr nt "at grade" reading level minus readirg level at latest lesting.

Q
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TABLE 1.3.4

STUDY OF INCREASE IN READING LEVEL "
OF ELEMENTAKY COMPENSATCRY PUPILS :

SEPTEMBER 1966 THROUGH JUNE 1969 ' ]

High Third Grade at time of entry into compensatory class '
3.5 "at grade" reading level }

N=158 N
i
1. Current "at Grade" 3.9 | bkt [ L9 | 5] 5.9 6.L] 6.9 Y
heading Level s
)
2. Semesters in Compensatory 1 2 3 L 5 6 7 o

Class
3. Number of Pupils 60 |23 |28 [an [8 [5 |10 1

=1

L. Reading level at entry 2.2 2.0 2.1] 2.0 2.4 | 1.7 2.2 |
into compensatory class .

5. Growth rate per school year 6 .6 6 .6 .7 51 W6 |
__prior to entry -

6. Reading level at latest 2.8 3.1 3.7 L.O| LS} La2] 541
testing {June 1969)

b

7. Total school years spent 51 1.0] 1,51 2.0] 2.5] 3.0} 3.5 -.
L ir compensatory class }
8. Increase in reading level B 1.1 1.6 2.0] 2. 2.5] 2.9
while in compensatory class g
N
9. Growth rate per school year 1.2 1,1 1.1 1.0] 1.2 1e2] 142
while in compensatory class y
10, Beginning status in relation 1.3 =-1.5] ~1.4] =1.5] -1.1| -2.9] -1.3 1
to "ay, grade® reading level
11. Ending ststus in relation “loi ] =1.3] -1.2] -1.4] -1.4] -2.2|-1.8 "{
to Y"at grade" reading level e
12, Difference in gtatus in rela- +,2 +.2] +.21 +.a] -.31 +.7 -.5 fE

tion to "at grade" reading level

5. Read:ng Lteval at entry into compensatory class divided by "at grade" reading
level,

J
|

9. Increase in reading level divided by total school years spent in compensatory

class.
At grade" reading level minus reading level at entry into program. _)
Current "at grade" reading level minus reading level at latesi testing.

- s }




TABIE 1.3.5

STUDY OF INCREASE IN READING LEVEL

OF ELEMENTARY COMPENSATORY PUPILS

SEPTEMBER 1966 THROUGH JUNE 1969

Low Fourth Grade at time of entry intc compensatory class

4.0 "at grade" reading level

N=1863
1. Current "at Gralde"
Reading Level L.b Leo | 5 { 5.9 | 6.4 | 6.9
2. Semesters in Compensatory
Class 1 2 3 L 5 6
3. Number of Fupils L0 51 2h 39 11 18
4. Reading level at entry into
cempensatory class 2.h 2.3 2.6 2.4 1.8 2.1
5. Growth rate per school year prior
to entry .6 .6 .7 .6 .5 .5
6. Reading level at latest tesbing
(June 1969) 3.0 3.6 L.g 4.5 3.8 L.7
7. Total school years spent in
compensatory class .5 1.0 1.5 2.0 2.5 3.0
8. 1Increase in reading level while
in compensatory class .6 1.3 2.3 2.1 2.0 2.6
9. Orowth rate per school year while .
in comper.satory class 1.2 1.3 1.5 1.1 .8 9
10. Beginning status in relation to
"at grade" readirg level 1.6 | 1.7 | 1.b 1.6 | 2.2 1.9
11. Ending status in relation to
"at grade" reading level 1.4 [-1.3 |- .5 |-1.h | -2.6 |-2,2
12, Difference in status in relation
: to Mat grade” reading level + .2 [+ 9 2 - -3
i
5. Reading level at entry into compensatory class divided by "at grade"
. reading level.
}
' 9. increase in reading level divided by total school years spent in
compensatory class,
J 10, "At grade" reading level minus reading level at entry 3inte progranm,
O
Current "at grade" reading level minus reading level at latest testing. (f;
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TABIE 1.3.6

STUDY OF INCREASE IN READING IEVEL
OF ELEMENTARY COMPENSATORY PUPILS

SEPTEMBER 1966 THROUGH JUNE 1969

High Fourth Grade at time of entry into compensatory class
L.5 "at grade" reading level
N=131

l. Current "at Grade"

_ Reading ILevel L.9 S.L 5.9 6.4 6.9
2. Semesters in Compensatory

| Ciass 1 2 3 L s
3. Number of Pupils 51 38 17 15 10

4. Reading level at entry

into compensatory class 3. 2.7 2.6 2.5 3.1

n

5. Growth rate per school year
prior to entry .7 .6 .6 .6 .7

6. Reading level at latest
testing (June 1969) 4.2 4.0 L.5 L.5 5.9

7. Total school years spent
in compensatory class .5 1.0 1.5 2.0 2.¢

8. Increase in reading level
while in compensatory class .9 1.3 1.9 2.0 2.8

9. OCOrowth rate per school year
while in compensatory class 1.8 1.3 1.3 1.0 1.1

10. Beginniny status in relation
to "at grade" reading level -1.3 -1.8 -1.9 -2.0 -1.L

11. Ending status in relation
to "at grade" reading lavel - .8 ~1.4 -1.h -1.9 -1.0

12. Difference in status in relation
to "at grade" reading level + .5 +.h f+.5 |+ |+ .k

5. Reacung level at entry into compensatory class divided by "ai grade"
reading level.

9. Increase in reading level divided by total school years spent in compensatory
class.

10, “At grade" reading level minus reading level al entry into program.
11. Current "at grade" reading level minus reading level at latest testing.
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TABLE 1.3.7

STUDY OF INCREASE IN READING LEVEL
OF ELEMENTARY COMPENSATORY PUPILS

SKPTEMBER 1966 THROUGH JUNE 1969

Low Fifth Grade at time of entry into compensatory class
5.0 "at grade" reading level

N=165

1, Current "at Grade" »
Reading Level S.h 5.9 6.4 6.9
2. Séﬁé%@§ié in Compensatory
Class === 1 2 3 L

3. Number of Pupils . 36 83 20 26

L. Reading level at entry into
compensatory class 2.9 2.9 3.2 2.h

5. Growth rate per school year
prior to entry ) 6 b .5

6. Reading level at latest
testing (June 1969) 3.7 h.1 5.0 b.5

7. Total school years spent in
compensatory class .5 1.0 1.5 2.0

8. Increase in reading level
while in compensatory class .6 1.2 1.8 2.1

9. Orowth rate per school year
while in compensatory class 1.6 1.2 1.2 1.0

10. Beginning status in relation
to "at grade" reading level -2.1 -2.1 -1.,8 -2,6

: 11. Ending status in relation to
"at grade" reading level -1.7 -1.8 -1.h -2.h

12. Difference in status in relation
to "at grade" reading level + .4 + .3 + .04 + .2

»m

Reading level at entry into compensatory class divided by "at grade”
reading level.

{ 9. Increase in reading level divided by .otal school years spent in
a compensatory class

vi 10. "At grade" reading level minus reading level at entry into program.
]EIQJ!:}. Current "at grade" reading level minus reading level at latest testing.
1 - 59 ‘s




TABIE 1.3.8

STUDY OF INCREASE IN READING LEVEL
OF ELEMENTARY COMPENSATORY PUPILS

SEPTEMEBER 1966 THROUGH JUNE 1569

High Fifth Grade at time of entry into compensatory class
5.5 M"at grade" reading level

N=110
1. Current "at Grade!
Reading Level 5.9 6.4 6.9 7.4
2. Semesters in Compensatory
Class 1 2 3 I
3. Numbers of Pupils L3 39 2L L
L. Reading level at entry
into compensatory class 3.5 3.3 2.6 2.l
S. Growth rate per sghool year
prior to entry .6 .6 5 i
6. Reading level at latest
testing (June 1969) L.1 L. h.2 L.7
7. Total school years spent
in compensatory class 5 1.0 1.5 2.0
8. Increase in reading level
while in compensatory class N .8 1.6 2.3
9. Growth rate per school year
while in compensatory class 1.2 .8 1.1 1.2
10. Beginning status in relation
to "at grade" reading level 2.0 ~2.2 2.9 -3.1
11. Ending status in relation
to Mat grade' reading level -1.8 ~2.3 2.7 2.7
12. Difference in status in rela-
tion to "at grade" reading level + .2 - .1 + .2 + W
S. Reading level at entry into compensatory claes divided by "at grade" reading
level. '
9. Increase in reading level divided by total school years spent in compensatory
class.
10. YAt grade" reading level minus reading level at entry into program.

Currerrt "at grade" reading leveli minus reading level at latest testing.
1 - 60
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TABLE 1.3.9

STUDY OF INCREASE IN READING IEVEL
OF ELEMENTARY COMPENSATORY FUPILS

SEPTIMBER 1966 THROUGH JUNE 1969

Low Sixth Grade at time of entry into comepnsatory class
6.0 "at grade" reading level
N=73

1. Current "at Grade"

Reading Level 6.4 6.9
2. Semesters in Compensatory

Class 1 2
3. Number of Pupils 2l L9

i, Reading level at entry into
cunpensatory class 3.7 k.0

5. Growth rate per school year prior
to entry .6 o

6. Reading level at latest testing
(June 1969) L.5 5.3

7. Total school years spent in
comperisatory class 5 1.0

8. Increase in reading level while
in compensatory class .8 1.3

9. Growth rate per school year while
in compensatory class 1.6 1.2

10. Beginning status in relation to
"at grade" reading level -2.3 -2.0

11. Ending status in relation to
Mat grade" reading level -1.9 -1.6

12. Difference in status in relation to
"at grade" reading level + .4 + 0

S. Reading level at entry *nto compensatory class divided by "at grade"
reading level.

9. Increase in reading level divided by total school years spent in
compensatory class.
10. "At grade" reading level minus reau.lng level at entry into program.

\

(jl' Corrent "at grade" reading level minus reading level at latest testing, a*(’;
1 - 61
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TABIE: 1.4.1 SECOND GRADE STATUS IN TOTAL READING FOR FALL 1969 FOURTH
GRADE ESEA TITLE I READINC PARTICIPANTS ENROLLED IN SEVEN
INTENSIVE SERVICES ELEMENTARY SCHOOLS

Test: Stanford Reading Test, Primary II, Form W
Grade: Second (2.8)
Total: 132 Fupils
Date: May, 1968
Total||No. of Pupils by Semesters of Participation || Total Per Cumulative
Read. 1 2 3 Number Cent Per Cent
G.P,
L5+
L.
L.3
L.2
L.1
L.o
3.9
3.8
3.7
3.6
3.5
3dlt 1 L o7 7
3.3
3.2
3.1 1 1 .7 1.h.
3.0 1 1 T 2.1
2.9
2.8# 1 1 .7 2.8
2.7 2 2 1.5 L.3
2,6 3 2 5 3.8 8.1
2.5 1 2 3 2.3 10.4
2.4 1 2 3 2.3 12.7
2.3 2 2 1.5 k.2
2.2 1 1 o7 1L.9
2.1 2 2 L 3.0 17.9
2.0 1 3 L 3.0 20.9
1.9 7 16 1 24 18.3 39.2
1.8 5 19 2 27 20.6 59.8
1.7 7 11 6 2l 18.3 78.1
1.6 2 9 1 12 9.1 87.2
1.5 1 L L 9 6.8 94.0
1lh 1 1 2 1'5 95'5
103 2 2 1._‘-: 97.0
1,2 1 1 o7 97.7
1.1 2 1 3 2.3 100.0
1,0
Num- #0rade Placement at
tar ko 5 17 132 Time of Testing
Ziles
75th 2.3 1.9 1.7 1.9
S0th 1.9 1.8 1.7 1.8
25th 1.7 1.7 1.5 1.7
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TABIE: 1.L.2 ~ THIRD CRADE STATUS IN TOTAL READING FOR FALL 1969 FOURTH
GRADE ESEA TITLE I COMPENSATORY READING PARTICIPANTS EN=-
ROLLED IN SEVEN INTENSIVE SERVICES ELEMENTARY SCHOOLS

Test: Stanford Reading Tegt, Primary II, Form X
Grade: Third (3.8)

Total: 132 Pupils

Date: May, 1969

Total || No. of Pupils by Semesters of Participation || Total Per Cumnlative
Read, 1 2 3 Number || Cent Per Cent
G.P.

b.5+

L.b

4.3 i 1 N .7
h.2

L.1

L.o 1 1 o7 1.4
3.9

3.8# 1 1 .7 2.1
3.7

3.6 2 2 1.5 .6
3.5 1 1 .7 3
3.h 1 1 2 1.5 5.8
3.3 1 1 -7 6-5
3.2 1 1 2 1.5 8.0
3.1 6 1 7 5.3 13.3
3.0 2 h 6 h-6 17-9
2.9 L 2 1 7 5.3 23,2
2.8 6 6 L.6 27.8
2.7 1 9 10 7.6 35.4
2.6 5 9 14 10.6 46.0
2.5 c 6 L 12 9.1 55.1
¢l 1 I 5 3.8 58.9
2.3 2 1 2 S 3.8 62,7
2,2 1 2 3 2.3 65.0
2.1 1 6 1 8 uel 7n.1
2.0 5 4 9 6.8 77.9
1.9 2 3 3 8 6.1 &4.0
1.8 3 7 10 7.6 91.6
1.7 3 2 1 6 L.6 96.2
1.6- 4 1 5 3.8 100,0
Nm- A

#Grade Placement at

ver Lo £ 17 132 _ || "Time of Testinp
giles

75th 3.1 2.7 2.5 2.8

50th 2.7 2.5 2.0 2.5

25th 2.3 2.0 1.9 2.0

°"USD-ESEA TITiE 1
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TABLE: 1.4.3 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN
SECOND GRADE (MAY, 1968) AND THIRD GRADE (MAY, 1969} FOR FALL
1969 FOURTH GRADE ESEA TITLE I READING PARTICIPANTS
Tests: Stanford Reading Test, Primary II, Form W (Second Grade);
Primary II, Form X, (Third Grade)
Actual Change: Grade 3 Test G.P. - Grade 2 Test G.P.
Adjusted Change: Grade 2 Actnal G.P. {Grade 3 Test G.P. - Grade 2 Test G.P.)
Grade 2 Test G.P.
Score “No. of Pupils by Semesters of Participation Total Cumulative
Change 1 Sem. 2 Sem. 3 Sem. Number Per Cent
(3.B.) [lAct. Adj. ) Act. Adj. } Act. Adj. ]| Act. Adj. || Act. Adj.
+2,5+ 3 1 1 : [ 3.8
+2.4 3 2 1 6 8.4
+2.3 1 1 9.1
+2.,2
+2.1 1 1 2 10.6
+2.0 2 1 2 5 1h.h
+1.,9 1 1 15.1
+1.8 1 1 4 18.1
+1.7 2 2 19.6
+1.6 1 2 1 2 7 21.1
+1.5 3 L 3 3 7 3.0 26.k
+1.h 1 2 3 3 3 5.3 28.7
+1,3 1 1 2 3 3 3 7 7.6 34.0
+1. 3 3 1 8 2 6 11 |§ 12.2 he.y
+1.1 3 2 3 3 1 7 5 || 17.5 L6.2
+1,0# 3 2 4 3 1 7 6 |{ 22.8 50.8
+0.9 3 2 6 1 3 9 6 29.6 55.4
+0.8 i 3 9 1 2 1 15 5 )| Lko.8 59.2
+0.7 3 1 S N 1 1 9 6 47.6 63.8
+0.6 2 1 7 3 12 1 56.7 64.5
+0.5 2 1 S 2 5 5 | 60.5 68.3
+0.3 1 5 i 1 5 6 || 71.9 83.5
+0,2 2 1 8 N L 1h 5 82.5 87.3
+0.1 2 1 5 7 1 87.8 88.0
0.0 3 3 3 3 6 6 || 92.4 92.6
-0.1 2 8 10 100.0
'0.2 h '4 95-6
-003 1 .1, 96-3
-0.4 1 3 N 99.3
-0.5 1 1 100.0
Num-
ber Lo Lo | 75 75 | 17 17 || 132 132
75thfilelf 1.1 1.8 ] 0.9 1.4 ] 0.8 1.3 (] 0.9 1.5 || #Time Interval
50thgile |t 0.8 1.1} 0.6 0.9 | 0.6 0.9 |{ 0.6 1.0 Between Test-
25th#ile || 0.4 .0 | 0.2 0.3] 0.2 0.4 |] 0.2 0.4 || n8 Period
SFUS?-ESEA TITIE I
¢

ERIC
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Primary II, Form X

Stanford Reading Test,
Third (3.8)

182 Pupils
May, 1969

Primary II, Fom W
Second (2.8)

182 Pupils
May, 1968

Stanford Reading Test,
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TITLE 1 SERVICES IN SEVEN INTENSIVE SERVICES ELRMENTARY SCHOOLS

Tests:
Grade:
Total:
Nates:

GRADE ESEA TITLE I PUPILS RECEIVING GUIDING JEACHER AND OTHER ESEA

Total
Read.

TABLE: 1.lL.4 SECOND AND THIRD GRADE STATUS IN TOTAL READING FOR FALL 1969 FOURTH
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TABLE: 1.4.5 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN SECOND GRADE
(HAY 1968) AND THIRD GRADE (MAY 1969) <OR FALL 1969 FOURTH GRADE ESEA TITLE I
PUPILS RECEIVING GUIDING TEACHER AND OTHER ESEA TITLE I SERVICES IN SEVEN
INTENSIVE SERVICES ELIMENTARY SCHOOLS

Tests: Stanford Reading Test, Primary II, Form W {(Grade 2); and
Primary II, Form X (Grade 3)
Actual Change: Grade 3 Test G.P. -~ Grade 2 Test G.P.

Adjusted Change: Grade 2 Actual G.P. /... - _
Grade? Test GT. {Grade 3 Test G.P. - Grade 2 Test G.P.)

!

Score Actual and Adjusted Reading Score Changss Between Grades 2 and 3
Change Actual Adjusted o
(G.P.) Number Per Cumulat. || Nunber Per Cumulat.
Cent I'er Cent Cent Per Cent
+3,0+ 1 .5 .5
+2.9
+2.8 1 .5 1.0
+2.7
+2.6 2 1.1 2.1
+2.,5
+2.L 1 5 2.6
4+2.3 2 1.1 3.7
"2'2 1 -5 !.1.2
+2,1 L 2.2 6.L
+2.,0 2 1.1 1.1 L .5 6.9
+1.9
+1.8 3 1.6 2.7 2 1.1 8.0
+1-7 1 -S 3!2 3 l-6 906
+1.6 6 3.3 12.9
+1.5 1 .5 3.7 3 1.6 k.5
+1.4 5 2.8 6.5 6 3.3 17.8
+1,3 6 3.3 c.8 L 2.2 20.0
+1.2 6 3.3 13.1 12 6.6 26,6
+1.1 9 5.0 18.1 8 ‘b 31.0
+1.0# 8 L. 22.5 15 8.3 39.3
+0.9 8 L.h 26.9 5 5.0 LL.3
+0.8 17 9.3 36,2 10 5.5 49.8
+0,7 20 11.0 k7.2 1R 7.7 57.5
+0.6 12 6.6 53.8 7 3.9 61.4
+0.5 9 5.0 58.8 n 5.5 66,9
+0.4 16 8.8 61.6 16 8.9 75.8
+003 12 6.6 711-2 8 hoh 80-2
+0,2 13 7.1 81.3 8 L 8L.6
+0,2 8 L. 85.7 2 1.1 B5.7
0,0 11 6.1 9.8 1), 6.2 91.%
0.1 6 3.3 95.1 1 .5 92.h
~0.2 4 2.2 97.3 6 3.3 25.7
"013 1 -5 97-8 3 1.6 97-3
-0.4 L 2.2 100.0
1 .5 97.8
o ls 2.2 100,0
162 182
#Time Interval
Between Test-
0.9 1.2 ing Periods
o.6 0.8
0.2 0.3
FUSD-L3EA TITIE I 1 - 66
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TABLE: 1.4.6 SECOND AND THIRD GRADE STATUS GN TOTAL READING FOR FALL 1969 FOURTH GRALE
ESE4A TITLE 1 PUPILS RECEIVING COMPENSATORY READING, GUIDING TEACI[ER AND
OTHER COMPENSATORY SEEVICES IN SEVEN INTENSIVE SEAVICES ELEMENTARY SCHOOLS

Tests: Stanford Reading Test,

Primary II, Form W

Gradcs: Second (2.8}
Total: 31L Pupils
Dutes: May, 1568

Stanford Reading Test,

Primary II, Form X
Third (3.8)
31l Pupils
May, 1969

Total Second Grade May, 1968 Third Grade May, 1969
Read. No. of Per Cumulat. Cumulat.,
G.P. Pupils Cent  Per Cent {] Pupils Cent Per Cent
5.5

Slh

5.3

5.2

5.1 2 .6 .6
5.0 2 % 1.2
L.9

L.8 1 .3 1.5
L.7 2 .6 2.1
h.6

L.s 1 .3 2.k
L.k

4.3 2 N 3.0
k.2

L. 1 .3 3.3
4.0 3 .9 L.2
3.9 2 .6 ;.8
3.2 § 2.5 7.3
3.7 3 .9 .9 8 2.5 9.8
3.6 1 .3 1.2 5 1.9 11.7
3.5 3 .9 2.1 7 2,2 13.9
3.0 1 .3 2L 9 2.9 16.8
3.3 5 1.6 L.0 7 2.2 19.0
3.2 2 .6 L6 11 3.5 22,5
3.1 L 1.3 5.9 16 5.1 27.6
3.0 3 2.5 8.4 11 3.5 31.1
2.9 2 .6 9.0 15 S.1 36.2
2.8 10 3.2 12.2 15 L.8 L1.0
2.7 11 3.5 15,7 22 7.1 he.1
2.6 13 L.2 1%9.9 2, 8.0 56.1
2.5 13 L.2 2h. 18 5.9 £2.0
2.4 10 3.2 27.3 10 3.2 65.2
2.3 9 2.9 30.2 7 2.2 67.4
2.2 11 3.5 33.7 10 3.2 70.6
2.1 i0 3.2 36.9 14 k.S 75.1
2.0 10 2,2 Lo.1 15 L.2 79.9
1.9 Lo 15.6 55.7 16 5.1 85.0
1.8 L9 15.6 71.3 25 8.0 93.0
1.7 L5 1.4 B85.7 14 4.% 917.5
i.6 16 5.1 90,8 7 2.2 39.7
1.5 13 L.2 95.0 1 3 100,0
1.L 2 .6 95.6

1.3 2 .9 96.5

1.2 L 1.3 97.8

1.1 7 2.2  100,0

_ 1.0

Num -

ber 31 314
giles

754 2.5 3.1

SOth 1.9 2,6

25t 1.7 2.1

1. 67
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TABLE: 1.4.7

ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHMANGES BETWEE! SECOND GRADE
(MAY 1968) AND THIRD GRADE (MAY 1969) FOR FALL 1969 FOURTH GRADE ESEA TITLE I
PUPILS RECEIVING GUIDING TEACHER, COMPENSATORY READING AND OTHER SERVICES

IN SEVEN INTENSIVE SERVICE ELEMENTARY SCHOOLS

Tests: Stanford Reading Test, Primary II, Form W (Secoud Grade); and
Primary II, Form Y (Third Grade)

Actual Change: Grade 3 Test G.P. - Grade 2 Test G.P.

Adjust

ed Change: Grade 2 Actual G.P, . ) -
Grade 2 Tect 6F (Grade 3 Test G.P. - Grade 2 Test G.P.,)

Score Actual and Adjusted Reading Score Changes Between Grades 2 and 3 -]
Change Actual Adjusted
(G.P.) Number Per Cumulat. || Nunber Per Cumulat.
Cent Per Cent Cent Per Cent
+3,0+ 1 .3 .3
+2.9
+2.8 1 .3 .6
+2.7
+2,6 2 .6 1.2
+2,5 S 1.6 2.8
+2.4 7 2.2 5.0
+2.3 3 .9 5.9
+2,2 1 .3 6,2
+2.,1 6 1.9 8.1
+2.0 2 .6 .6 6 1.9 10.0
+1.9 1 .3 10.3
+1.8 3 .9 1.5 6 1.9 12.2
+1.7 1 .3 1.8 5 1.6 13.8
+1.6 1 .3 2.1 8 2.5 16.3
+1.5 L 1.3 3.4 10 3.2 19.5
+1.4 8 2.5 5.9 9 2.9 22.4
+1.3 9 2.9 8.8 11 3.5 25.9
+1.2 12 3.8 12.6 23 7.4 33.3
+.,1 16 5.1 17.7 13 4.2 37.5
+1,0# 15 L.8 22.5 21 6.7 Ly.2
+0,9 17 S.h 27.9 15 L.8 L9.0
+0,8 32 10.2 38,1 15 L.8 53.8
+0,7 29 9.2 47.3 20 6.4 60,2
+0.6 2L 7.7 55.0 8 2.5 62.7
"’O.S ]J-l h's 59-5 15 h-a 67-5
+0.L 26 3.8 617.8 30 9.5 77.0
+0.3 17 S.h 73.2 il L.S 81.5
40,2 27 8.6 81.8 13 L.2 85.7
+0,1 is L.8 86,6 3 o9 86.6
0.0 17 S.L 92.0 17 5.4 92.0
-0.1 16 5.1 97.1 1 .3 92.3
-0,2 L 1.3 96.4 10 3.2 95.5
'0(3 1 n3 98.7 !-I 103 96.8
L 1.3 100.0 L 1.3 98.1
6 1.9 100.0
314 314 #Time Interval Between
— Testing Periods
009 103
006 008
0.2 0.
| s - el %!




TABLE: 1.4.8 READING STATUS AT THE END OF FOURTH GRADE FOR FALL 1969 ESEA
TITLE I COMPENSATORY READING PARTICIPANTS FNROLLED IN SEVEN

INTENSIVE SERVICES ELEMINTARY SCHOOQLS

Test.: Stanford Reading Test, Intermediate I, Form I

Grade: Fourth Grade (}.8)
Total: 113
Date: May, 1970

Total || No. of Pupils by Semesters of Participaticn| Total Per Cumulative
Read, 1 > 3 \h g Number Cent Per Cent
G.P.
5.5+ 1 1 .G 9
5 1 1 2 1.8 2.7
5.3
5.2
5.1
5.0 1 1 2 1.8 4.5
L.9
L. 8#
’-107 1 2 3 2'7 7'?
L.6 1 1 9 8.1
4.5 1 1 2 1.8 9.9
L. 1 1 2 1.8 11.7
L3 2 5 1 8 7.1 18.8
k.2 2 2 1.8 20.6
L1 2 2 1.8 22.)
L.o 1 1 2 1.8 2.2
3.9 1 1 e 25.1
3.8 1 1 .9 26.0
3.7 2 1 2 [ L 30.4
3-6 1 1 '9 31'3
3.5 2 2 1.8 33.1
3.l 1 6 1 8 7.1 Lo.2
3.3 1 3 1 2 7 6.2 L6
3.2 3 2 2 2 9 7.8 5h4.2
3.1 3 1 l 1 9 7.8 62.0
3.0 1 3 1 2 1 8 7.1 69.1
2.9 3 1 2 7 13 11.L 80.5
2.8 1 1 2 3 7 6.2 86.7
2.7 1 1 2 1.8 88.5
2.6 1 1 3 1 6 5.3 93.8
2.5
2.4 1 2 1 N 3.5 7.3
2.3 1 1 3 2.7 100.0
2.2
g:? 22 LL 9 21 7 113 #Crade Flacement ot
Time of Testing
Eiles
75th 13 b2 3.3 3.3 3.0 3.8
£0th 3.3 3.4 3.2 3.0 2.8 3,2
\‘1 H‘Sth 2.9 3.1 2.9 2.9 2.6 2.9
8o
1 -~ &0




TABLE: 1.4,9 ACTUAL AND ADJUSTED TOTAL READING TEST SCO.E CHANGES BETWEEN THIRD GRADE
(MAY, 1969) AND FOURTH GRADE (MAY, 1970) FOR FALL 1969 FOURTH GRADE ESEA
TITLE I COMPENSATORY READING PARTICIPANTS

Actual Change:
Adjusted Change:

Tests:

Stanford Reading Test, Primary II, Form X (Third Grade) aid

Intermediate I, Form W {Fourth Grade)
Grade 4 Test G.P. - Grade 3 Test G.P.

Grade 3 Actual G.Ps (grade  Test G.P. - Grade 3 Test G.P.
Grade 3 Test G.P. ( el Te e3Te )

Score Total Cumlative
Change 1 4 3 L Number Per Cent
(G.E.)| Act. Ad3| Act. Ad3| Act. Adj| Act. Adj) Act. Adj] Act. AdY| Act. Adj
+3,5 2 3 1 6 5.3
+3.4 1 1 6.2
+3,3 2 2 8.0
43_2
+3,1 1 1 -
+3,0 2 1 1 2 1.8 9.8
+2.,9 1 1 10.7
+2,8
+2,7 1 1 1 1 2 2.7 12,5
+2,6 1 1 1 3 15.2
+2.5 2 2 17.0
2.0 2 1 3 19.7
42,3 1 2 1 1 2 3 k.5 22,4
+2,2 1 1 1 1 5L 23.3
42,1 1 1 2h.2
+2,0 1 3 1 2 7 30.4
+1.9 1 2 1 2 2 7.2 32,2
+1,8 1 1 1 1 I 3 5 9.9 36.6
+1.7 1 1 1 1 1 3l 10.8 39.3
+1,6 2 2 1 1 2 I 12.6 L2.8
+1.5 1 1 3 1 2 Lo kL U6.3
+1.L 2 1 2 2 2 1 6 L || 19.7 Ls.8
+1.3 1 3 b 3 5 22,4 5h.2
+1,2 2 2 3 1 1 1 3 1 1 10 5 31.3 58.6
+1.1 3 3 2 1 5 1 9 € 39.1 63.9
1,01 4 1 L 1 1 1 9 >0l 469 66.6
+0.9 1 1 2 2 1 2 3 6 6 52,2 7.9
+0,8 2 3 1 1 1 1 T 2 | s8.4 73.7
+0.7 1 L ok 1 1 1 7 S| 6k.6 T78.1
+0.6 2 1 1 1 1 2 1 5 4 69.0 81.6
+0,5 1 1 L 2 1 1 3 2 1 10 6 77.9 86,9
+0.4 1 2 1 3 6 1 83.2 87.8
+0.3 1 1 1 1 2 1 S 2 87.6 89.6
+0,2 1 1 2 1 2 3 8%.4 92.3
+0,1 2 1 3 92.1
0.0 2 2 101 1 1 I b || 95.6 95.8
"0-1
0,2 1 1 2 97.h
=0.3 1 1 1 1 2 2 || 99.2 97.6
~0.h i 1 1 11001 98.5
=0.5 1 1 2 100,3
-0.6
=0.7
Kum~ #Time Interval
ber 2 2 by M ? 9 31 31 7 7 113 113 Between Test-
$iles ing Periods
75th {1.2 2.0 [ 1.3 2.0 |1.0 2.0 | 2.2 2.4 |21 2.2 ]1.2 2,0
50th 1.0 1.3 {1.0 1.k (0.8 1.2 1 0.9 1.k |o0.6 1.2 J0.9 1.3
25¢k 0.6 1.0 | 0.6 0.9 [ 0.3 0.5 10,4 06 0.1 0.2 §0.5 0.7

O

lCFUSDESEATITLEI 1L -7
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TABLE: 1.4.10 READING STATUS AT THE END OF POURT1 GRADE FOR FALL 1969 FOURTH
GRADE. ESEA TITLE I PUPILS WHO RECEIVED GUIDING TEACHER AND OTHER
COMPINSATORY SERVICES IN SEVEN INTENSIVE SERVICES ELEMENTARY SCHOOLS

Test: Stanford Reading Tegt, Intermediate I, Form W
Grade: Fourth (4.8)

Total: 115 Pupils
Date: May, 1970

Total Number
Read. of Per Cumulative
(G.P.) Pupils Cent Per Cent
s.5+ 1}4 1203 1203
Sy 2 1.8 1.1
5.3
5.2 1 .9 15.0
5.1
5.0 T 6.1, 21.1
4.9 2 1.8 22.9
Ly B# 6 5.2 28.1
4.7 7 6.1 3h.2
L6 2 1.8 36,0
b5 1 .9 36.9
bols 3 2.6 39.5
h'} 5 hlh h3v9
h.2 3 2.6 Lo.5
h.1 6 5.2 S1.7
4.0 I 3.5 5542
3.9 5 L.y 59.6
3.8 3 2.6 62.2
3'7 h 3.5 65.7
3!6 1 .9 66.6
3.5 2 1.8 68.Y4
3. 3 2.6 71.0
3.3 1 .9 1.9
3.2 3 2.6 4.5
3.1 2 1.8 76.3
3.0 8 7.0 83.3
2.9 5 bk 87.7
2.8 3 2.6 90.3
2.7 5 bk k.7
2.6 1 .9 95.6
2.5 1 ‘9 9655
2.1
2,3 3 2.6 99.1
2.2
2.0 1 9 100.0
Num~ 114 #Crade Placement at
_ber Time of Testing
21193
75th L.8
Q 50th bl
ERIC 25th 3.1

1 -71



TABLE: 1.4.11 ACT"AL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BEWEEN THIRD GRADE

(May,

1969) AND FOURTH GRADE (MAY, 1970) FOR FALL 1970 FOURTH GRADE ESEA

TITLE I PUPILS WHO RECEIVED GUIDING TEACHER AND OTHER COMPENSATORY

Tests:

Actual Change:
Adjusted Change:

SERVICES IN SEVEN INTENSIVE SERVICES ELBMENTARY SCHOOLS

Stanford Reading Test, Primary II, Form X (Grade 3); and
Intermediate 1, Form W (Grade L)

Grade L4 Test G.P. - Grade 3 Test G.P.

Grade 3 Actual G.P. (grade ) Test G.P. - Grade 3 Test G.P.)
Grade 3 Test G.P.

Score Actual and Adjusted Reading Score Changes Between Grades 3 and L
Change Actual Adjusted

{G.P.) Number Per Cumulat. | Number Per Cumulat,

Cent Per Cent Cent Per Cent

+3.0+ 2 1.8 1.8 12 10.5 10.5
+2,9 2 1.8 3.6 2 1.8 12.3
+2,8 1 9 4.5 1 .9 13.2
+2.7 1 .19 5.’.‘, n 1 09 lll.l
42,6 3 2.6 8.0 3 2.6 16.7
+2.5 2 1.8 18.5
+2.] B L 3.5 22.0
+2,3 1 "9 22.9
+2.2 3 2.6 25.5
+2,.1 2 1.8 3.8

+2,0 3 2.6 12.4 5 b 29.9
+1.9 2 1.8 14,2 L 3.5 33.L
+1,8 L 3.5 17.7 2 1.8 35,2
+1,7 3 2.6 20.3 7 6.1 41.3
+1,6 l 3.5 23.8 2 1.8 L3.1
+1.5 6 5.2 29.0 i 6 5.2 L8.3
+1.4 3 2,6 31.6 8 7.0 55.3
+1.3 13 11.5 L3.1 L 3.5 58.8
+1,2 9 7.9 51.0 L 3.5 62,3
+1.1 ] 8 7.0 58.0 11 9.6 71.9
+1.0# 8 7.0 65.0 9 7.9 79.8
+0,9 10 8.7 73.7 6 5.2 85.0
+0.8 ] 7.0 80,7 3 2.6 87.6
+0.7 3 2.6 83.3 5 L.L 92.0
+0,6 L 3.5 86.8 2 1.8 93.8
+0.5 L 3.5 90.3

+0.4 5 L. 9k.7 2 1.8 95.6
+0,3 1 o9 95.6 1 9 96,5
+0.2 1 .9 96.5 3 2.6 99.1
+0,1 3 2.6 99.1

0.0

-0.1

-0.2 1 .9 100.0

“0.3 1 09 1(X).1
g:ﬂ 114 L #Time Interval Between

Testing Periods

iles

75th 1.5 2.2

S0th 1.2 1.k

25th 0.8 1.0

1-72
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TABLE:1.L.12 READING STATUS AT THE END OF FOURTH GRADE FOR FALL 1969 FOURTH GRADE
PUPILS WHO RECEIVED COMPENSATORY READING, GUIDING TEACHER AND OTHER
COMPENSATORY SERVICES IN SEVEN INTENSIVE SERVICES ELEMENTARY SCHOOLS

Test: Stanford Reading Test, Intermediate I, Form W

Grade: Fourth Grade (L.8)
Total: 227
Date: May, 1970
; Total Number
‘ Read. of Per Cunnlative
(G.P.) Pupils Cent Per Cent
5.5+ 15 6.6 6.6
S« L 1.8 8.4
5.3
5.2 1 ol 8.8
5.1
5.0 9 4.0 12.8
) b9 2 9 13.7
ﬁﬁ L. 8# 6 2.6 16.3
¢ L7 10 L. 20.7
L.6 3 1.3 22,0
(" L.S 3 1.3 23.3
) oL g 2.2 25,5
L.3 13 5.7 31.2
- L.2 s 2.2 33.L
]? L.l 8 3.5 36.7
: h.O 6 2-6 3905
. 3.9 6 2‘6 hz.l
. 3.7 9 L.0 L7.9
3.6 2 9 18.8
1} 3.5 h 1-8 Soc6
i' 1 301‘ 1 ho9 SS.S
33 8 3.5 59.0
. 3.2 12 5.3 6L.3
y 3.1 11 4.9 69.2
o 3.0 16 7.1 76.3
2] 2.8 10 L 88.6
2.7 7 3.1 91.7
2.6 7 3.1 9.8
[ ).S 1 oh 95.2
¥ 2.1 L 1.8 97.0
' 2.3 [ 2.6 99.6
'} 2.2
j‘ 2.1
S 2.0 1 A 100,0
- Num- 227 #Grade Placement at
(g ber Time of Testing
' Files
7Sth h-h
Soth 3.5
25th 3.0

T o 77



TABLE: 1.4.13 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN THIRD GRADE

(MAY, 1969) AND FOURTH GRADE (MAY, 1970) FOR FALL 1969 FOURTH GRADE ESEA

TITLE I PUPILS WHO RECELIVED COMPENSATORY READING, GLTDING TEACHER AND OTHER
COMPENSATORY SERVICES IN SEVEN INTENSIVE SERVICES ELEMENTARY SCHOOLS

Tests: Stanford Reading Test, Primary II, Form X (Grade 3); and
Intermediate I, Form W (Grade 6)

Actual Change: Grade 4 Test G.P. - Grade 3 Test G.PF.

Adjusted Change: Grade 3 Actual G.P. (Grade L Test G.P. - Grade 3 Test G.P.)
Grade 3 Test G.P.

Score Actual and Adjusted Reading Score Changes Between Grades 3 and L
Change Actual Adjusted
(G.P.) Number Per Cumulat. | Number Per Cumulat.
Cent Per Cent. Cent Per Cent
+3,0+ L 1.8 1.8 23. 10.h 10,4
+2,9 2 .9 2.7 3 1.3 11.7
+2.8 1 oh 3.1 1 .h 1201
+2.7 2 9 4.0 3 1.3 13,4
+2,6 3 1.3 5.3 6 2.5 16,0
+2,5 L 1.8 17.8
+2.4 7 3.1 20.9
+2,3 2 .9 6.2 L 1.8 22,7
+2.2 1 A 6.6 L 1.8 2.5
+201 2 09 7.5 1 oh 2ho9
+2,0 3 1.3 8.8 12 5.3 30.2
+1.9 L 1.8 10,6 6 2.F 32,8
+1,8 7 3.1 13.7 7 3.t 35.9
+1.7 Y 1.8 15.5 10 holy L0.3
+1,6 6 2.6 18.1 6 2.6 k2.9
+1.,5 8 3.5 21.6 10 L L7.3
+1.1 9 4.0 25.6 12 5.3 52,6
+1.3 16 7.1 32.7 9 L.0 56,6
+1,2 19 8.4 hi.a 9 L.0 60,6
+1,1 17 7.4 L8.5 17 7.4 68,0
+1,0# 17 7.4 55.9 12 5.3 73.3
+0,9 16 7.1 63,0 12 5.3 78.6
+0.8 15 6,6 69,6 5 2.2 80.8
+0.7 10 L.b 4.0 10 ' 85,2
+0,6 9 L0 78.0 6 2.6 87.b
+0,5 1y 6.2 8h.2 6 2.6 90,4
'*Ooh 11 Lh9 8901 3 1.3 91.7
+0,3 ¢ 2.6 91.7 3 1.3 93.0
+0,2 3 1.3 93,0 6 2.6 95.6
+0.1 6 2.6 95,6
0.0 L 1.8 97.4 L 1.8 97.k
=0,1
=0,2 3 1.3 98.7
"003 2 09 9906 3 1-3 9807
-0 1 A 100.0 1 o 99.1
"005 2 .9 lw.o
Num- 227 227 #Time Interval Between
ber Testing Periods
Eﬂes
75th 1.4 2.0
50th 1.0 1.h
25th 0.6 0.9
1 -7k

SFUSD-ESLA TITIE T



TABLE: 1.L.14 FOURTH GRADE STATUS ON TOTAL READING FOR FALL 1969 SIXTH
GRADE ESEA TITLE I COMPENSATORY READING PARTICIPANTS
ENROTLED IN SEVEN ELEMENTARY SCHOOLS

Test: Stanford Reading Test, Primary II, Form Y
Grade: Fourth (L.8)
Total: 122 Pupils
Date: May, 1968
Totaﬂf No. of Pupils by Semesters of Participation [| Total Per Cunulative
Re unb
G.;c.i 1 2 3 L 56 Ninber tLCent Per Cent
5.0+
- L.9
] L. 5# 1 1 .8 8
L7
N h06
) L.5
L.h
. L.3 1 1 .8 1.5
L.2 1 1 .9 2.4
L. 1 1 3 3.2
k.0 2 2 1.7 L.
3.9 1 1. .8 5.7
3.8 2 1 3 2.5 8.2
3.7 3 2 S L.l 12.3
- 3.6
3.5 3 1 L 3.3 15.6
3. 2 3 2 1. 8 6.6 22.2
3.3 2 2 1 [ L.a 26.3
3.2 1 1 1 2 s L.1 30.hL
3.1 L 1 2 2 9 7.3 37.7
3.0 3 2 1 1 7 5.7 L3.4
y 2.9 3 2 A 2 2 10 8.2 51.6
2.8 3 3 3 1 10 8.2 59.8
2‘7 3 1 2 6 h-9 6’4-7
2.6 1 1 1 3 2.5 67.2
2.5 1 1 2 1 4 | L.1 71.3
2.k 3 3 I 2.5 73.8
2.3
2'2 3 2 S hcl 77-9
2.1 2 3 1 6 L.9 82.8
2.0 2 1 3 2.5 85.3
1.9 L 1 1 2 2 10 8.2 93.5
1.8 2 2 1 1 1 7 5.7 99.2
1.7 ‘
. 1.6~ 1 1 | .8 100.0
I Num-
L3 28 22 15 b 122 # Grade Placement
at time of Testing
3.7 3.4 3.1 3.1 2.9 3.3
3.1 2.9 2.7 2.9 2.7 2.9
2.6‘ 2.2 2.4 2.5 1.9 2.2
[ ' 91
. SFUSD - ESEA Title 1 1-75
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Test, Intermediate I, Form X

adin

122 Pupils
May, 1969

Stanford
®fth (5.8)

ESEA TITLE I PARTICIPANTS ENROLLED IN SEVEN ELEMENVARY SCHOOLS

Test:
Grade:
Total:

Date:

TABLE:1.4.15 FIFTH GRADE STATUS ON TOTAL READING FOR FALL 1969 SIXTH GRADE
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TABLE: 1.L.16 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN
FOURTH GRADE (MAY, 1968) AND FIFTH GRADE (MAY, 1969) FOR FAL.
1969 SIXTH GRADE ESEA TITLE I COMPENSATORY READING PARTICIPANTS

Actual Change:
Adjusted Change:

Tests:

Stanford Reading Te
Intermediate I, Form X (Fifth Grade)

Grade 5 Test G.P. - Grade L Test G.P.
Grade lj Actual G.P.

Grade ly Test G.P.

, Primary II, Form Y (Fourth Grade);

(Grade 5 Test G.P. - Grade !} Test G.P.)

Score Number of Pugils by Semesters of Participation Total Cumulative
Change 1 3 L 5&6 Number Per Cent
(G.P. Act. Adj. Act. Adj.| Act. Adj.] Act. Adj.| Act. Adj{ Act. 4dj.] Aci. Adi.
+3.,5
+3.L
+3.3 1 1 .8
+3.2 1 1 1.6
+3.1
+3_0
+2.9 1 1 1 K .8 2.4
+2.8 2 1 3 4.9
+2.7 1 1 5.7
+2.6 1 1 1 1 1.6 6.5
+2.,9 1 1 2.4
+2. 1 2 1 2 1 2 1 2 8 L.0 13.1
+2.3 1 3 L 16.4
42,2 1 1 2 18.1
+2.1 1 2 2 1 1 1 3 5 6.5 22,2
+2.,0 3 1 3 2 1 1 1 10 7.3 30.4
+1.9 2 N 1 1 2 6 8.7 35.3
+1.8 1 3 1 1 2 L 10.5 38.6
+1.7 2 2 1 1 3 3 3 9 13.0 L7.9
+1,6 2 6 1 1 1 1 L 7 9 18.8 55.2
+1.5 1 N 1 1 1 1 2 7 20.L 60.9
+1.L 3 1 3 1 1 1 1 8 3 27.0 63.4
+1.3 2 2 2 1 3 2 1 1 1 1 9 7 3bh 69.1
+1.2 N 6 3 1 1 2 2 12 7 Lh.2 71.8
+1.1 3 3 1 1 2 2 2 9 5 51.6 78.9
+1.0# N 1 1 2 1 1 1 3 S7.4 81.Y4
+0.9 2 2 2 1 1 1 2 1 5 7 61.5 87.1
+0.8 2 1 1 : 2 1 5 I 65.6 90,1
+0.7 S 1 1 2 3 1 9 L 73.0 93.7
+0.6 1 2 1 2 6 77.9
+0,5 L 1 2 1 N 1 10 3 86.3 96.2
+0.L 3 2 1 1 3 1 7 L 91.9 99.5
+0.3 1 1 1 1 92.7 100.3
+0.2 1 3 2 1 7 98.5
+0.1
0.0 1 1 1 1 2 2 100.1 102.0
-0.1
Num- b3 L3 | 28 28 | 22 22 |15 15 | it ik [|122 1.2 | #Time Tnterval
ber Between Test-
£iles — inz Periods,
75th §1.5 1.9 [1.5 2.3 |1.3 2.0 |l.2 1.6 |1.6 2.4 {1.. 2.0
1SOth 1.1 1.6 f1.1 1.7 |10 2.6 |0.5 1.0 |l.2 2.0 fl.1 1.6

v ., el

]:IQJ!:.th 0.7 1.2 9:5 0.9 0.6 1.1 Jo.k 0,7 jo.7 1.3 [jo.6 1.1 -
p 1-77 J
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TABLE:1.4.17 INURTH AMD FIFiH GRADE STATUS ON TOTAL READING FOR FALL 196y SIXTH GRALE
ESEA TITLE I PUPILS WHO RECEIVED CUIDING TEACHER AND OTHER COMPENGAVORY
SERVICES IN SEVEN HITENSIVE SERVICES ELEMBNTARY DCHOOH

O

ERIC

A proviedy e
[VIR9

Tests:

Stanford Reading Teut,

Stanford Reuding Tesi,

Primary 1I, Form Y

Intermediate I, Form X

Grade: Fourth (4.8) Fifth (5.8)

Total: 130 Pupils 130 Pupils

Dates: May, 1968 May, 1567
Total Fourth Grade May, 1968 Filth Grade  Muy, 1969
Read. No. of Per Cumnlat. No, of Per Gumulat.
(G.P.) Pupils _Cent  Per Cent Pupils Cent  Per Cent
6-5* 3 2.3 2.3 17 13.0 13.0
6.
6.3 2 1.6 1.6
6,2 1 .8 15.4
6.1 2 1.6 3.9 1 .8 16.2
6.0 3 2.3 18.5
5.9 L 3.1 21.6
5.8
5.7 11 8.4 30.0
5.6 1 .8 L.7 1 .8 30.8
5.5 1 .8 31.6
5.4 1 .8 32.4
5.3 6 k.5 35.9
5.2 3 2.3 7.0 5 3.8 4o.7
5.1 3 2.3 L3.0
5.0 4 3.1 16.1
k.9 2 1.6 L7.7
L.8 1 .8 7.8 6 k.5 52.2
L7 3 2.3 10.1 b 3.1 55.3
L.6 1 .8 10.9 2 1.6 56.9
L.5 3 2.3 13,2 2 1.6 58.¢
L.k L 3.1 16.3 2 1.6 60.1
L.3 1 .8 17.1 I 3.1 63.2
L.2 7 S.b 22.5 9 6.8 70.0
L.l 5 3.8 26.3 L 3.1 73.1
h.0 3 2.3 28.6 5 3.8 76.9
3.9 5 3.8 3.4 L 3.1 80.0
3.8 7 5.4 37.8 1 .8 80.8
3.7 1k 10.7 L8.5 1 .8 81.6
3.6 10 7.6 56.1 2 1.6 83.2
3.5 8 6.1 62.2 3 2.3 85.5
3.4 L 3.1 65.3 1 .8 86.3
3.3 3 2.3 67.6 2 1.6 87.9
3.2 2 1.6 69.2 5 3.8 91.7
3.1 3 2.3 71.5 S 3.8 95.
3.2 5 3.8 7.3 2 1.6 97.1
2.9 1 .8 76.1 2 1.6 $8.7
2.8 I 3.1 9.2
2.7 2 1.6 80.8 1 .8 99.5
2.h 5 3.8 Bu.6
2.5 3 2.3 86.9 1 8 100.3
2.
2.3 1 .8 87.7
2.2
2.1 1 .8 88.5
2.0- 15 11.5 100.0

R
Num-
ber 130 130
Files
75th L.l 5.7
5C+h 3.6 L.8
2540 3.0 4.0
1-78
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TABLE: 1.}4.18 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN FOURTH GRADE
(MAY 1968) AND FIFTH GRADE (MAY 1969) FOR FALL 1969 SIXTH GRADE ESEA TITLE I
PUPILS WHO RECEIVED GUIDING TE'CHER AND OTHER COMPENSATORY SERVICES IN

Actual Change:
4djusted Change:

Tests:

SEVEN INTENSIVE SERVICES ELEMENTARY SCHOOLS

Stanford Reading Test, Primary II, Form Y (Grade ..); and

Tntermediate I, Form X {Grade 5)
Grade 5 Test G.P. ~ Grade l Test G,P.

Grade ly Actual G.P. (Grade S Test G.P. - Grade L Test G.P.)
Grade L} Test G.P.

Score Actval and Adjusted Reading Score Changes Between Grades l and S

Changa Actual Adjusted

(G.P.) Number Per Cumulat. Number Per Cumulat.,

Cent Per Cent Cent Per Cent

+3,0+4 2 1.6 1.6 1 .8 .8
+2.9 1 .8 1.6
+2.8 2 1.6 3.2 1 .8 2.4
+2.7 1 .8 L.0 2 1.6 4.0
+2.,6 1 .8 L.8 3 2.3 6.3
+2.5 1 .8 7.1
+2.4 5 3.8 10.9
+2.3 L 3.1 7.9 2 1.6 12.5
+2.2 I 3.1 11.0 3 2.3 1.1
+2.1 2 1.6 12.6 6 4.5 18.6
+2.0 8 6.1 18.7 10 7.6 26.2
+1.9 6 L.5 23.2 9 6.8 33.0
+1.8 6 4.5 27.7 5 3.8 36.8
+1.7 L 3.1 30.8 L 3.1 39.9
+1.6 5 3.8 34.6 13 10.0 L9.9
+1.5 2 1.6 36.2 11 8.L 58.3
+1.4 7 S.h 41.6 8 6.1 6lL.4
+1.3 9 6.8 L48.4 8 6.1 70.5
+1.2 11 8.L £6.8 10 7.6 78.1
+1.1 15 11.5 68.3 L 3. 81.2
+1.0# L 3.1 1.4 6 L.s 85.7
+0.9 6 L.5 75.9 6 L.5 90,2
+0.8 L 3.1 79.0 3 2.3 92.5
+0,7 11 8.4 87.L 3 2.3 9L.8
+0,6 6 L.5 91.9 1 .8 95.6
+0.5 6 L.5 $6.4 2 1.6 97.2
+0.1L 1 .8 97.2 2 1.6 98.8
+0.3 2 1.6 98.8

+0,2 1 .8 99.6

+0.1

0.0
g:? 130 130 #Time Interval Between
§iles Testing Periods
75th 1.8 2.0
50th 1.2 1.6
25th 0.9 ) 1.2

l:IKCSD ESFA Title I

wll Toxt Provided by ERIC
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TABLE: 1.4.19 FOURTH AND FIFTI GRADE SIATUS ON TOTAI READING FOR FALL 1907 G1X1W GRADE
ESFA TITLE 1 PUPILS RECEIVEMG COMPENSATORY READING, GUIDIRG FEACHER, AND
OTHER COMPENSATORY SERVICES IN SEVEN INTENGIVE SEMVICES ELEMENTAKY LCHOOLG

Tests: Stanford Reuding lest,

Stanford Reading Test,

Primary II, Form Y Intermediate I, Form X
Grades: Four..a (L.8) Fifth (5.8)
Total: 252 Pupils 257 Pupils
Dates: May, 1968 May, 19069
Total Fourth Grade May, 1968 Fifth Grade May, 1909
Read, No., of Per Cumulat. No. of Per  Cumulabh,
(G.P,) Pupils Cent Per Cent Pupils Cent Per Cent
6,6+ 3 1.2 1.2 20 7.9 1.9
e
6.3 3 1.2 9.1
6.2 1 A 7.5
6.1 2 .8 2,0 i ok 9.9
6.0 S 2.0 11.9
549 5 2.0 13.9
5.8 1 4 14.3
5.7 12 4.8  19.1
5.6 1 4 2.k 1 L 19.5
5.5 2 .8 20.3
5.4 1 b 20.7
5.3 6 2.4 23.1
5.2 3 1.2 3.6 7 2.8 25.9
5.1 N 1.6 21.5
5.0 6 2.4 29.9
h.9 3 1.2 31.1
L.8 2 .8 L.h 7 2.8 33.9
L.7 3 1.2 5.6 10 3.9 37.8
L.6 1 A 6.0 3 1.2 39.0
L5 3 1.2 7.2 6 2.L L1k
L.h N 1.6 8.8 L 1,6 L3.0
L.3 2 .8 9.6 6 2.L L5l
L.2 8 3.2 12.8 12 L.8 50.2
L. 6 2.L 15.2 7 2.8 53.0
L. 5 2.0 17.2 12 L8  57.8
3.9 6 2. 19.6 8 3.2 61.0
3.8 10 3.9 23.5 6 2.4 63.0
3.7 19 1.6 3141 10 3.9 67.3
1.6 10 3.9 35.0 10 3.9 11.2
3.5 12 L.8  39.8 1k 5.k 76.6
3.4 12 L.8 LbL.6 5 2.0 78.6
3.3 8 3.2 L7.8 9 3.6 ln.2
3.2 7 2.8 50.6 1L 5.4 87.6
3.1 12 b.o 550 15 6.0  93.6
3.0 12 L.8  €0.2 12 L.8  98.L
2.9 11 L.3 6l.5 2 .8 99.2
2.8 1L 5.4 69.9
2.7 8 3.2 131 1 b 99.6
.6 8 3.2 75.3
2.5 8 3.2 19.5 1 % 10040
2.4 3 1.2 80.7
2.3 1 h 81.1
2.2 5 2.0 83.1
A | 7 2.8 85.9
2.0 18 7.0 92.9
1.9 10 3.9 96.8
1.8 7 2.8 99.6
1.7
1.6- 1 L 10000
Num-
ter 252 252
Files
7oth 3.7 5.2
Soth 3.2 L.2
Z5th 2.6 3.5
1- 80
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TABLE: 1.4.20 ACTUAL AND ADJ\'STED TOTAL REANING TEST SUORE CHANGES BETWEEN FOURTH GRADE
(MAY 1968} AND FIFTH GRADE (MAY 1969) FOR FALL 1969 SIXTH GRADE TITLE I
PUPILS RECEIVING GUIDING TEACHFR, COMPENSATORY READING AND OTHER SERVICES
IN SEVEN INTENSIVE SERVICES ELEMENTARY SCHCOLS

Tests: Stanford Reading Test, Primary II, Form Y (Graie 4); and
Intermediate I, Form X (Grade 5)

Actual Change: Grade 5 Test G.P. - Grade L Test G.P.

Adjusted Chznge: Grade 4 Actual G.P. _ G.P
Grade I Test 0P (Grade 5 Test G.P. - Grade L Test G.P.

Score Actual and Adjusted Reading Score Changes Between Grades L and 5
Change Actual Adjusted

(G.P.) Per Crmulat. Per Cumulat.

Number Cent Per Cent {j Number Ceat Per Cent

+3,0+ 2 .8 .8 3 1.2 1.2
+2.9 1 4 1.2 2 .8 2.0
+2.8 2 .8 2.0 L 1.6 3.6
+2.7 1 b 2.4 3 1.2 L.8
+2.6 2 .8 3.2 L 1.6 6.4
+2.5 1 i 3.6 1 A 6.8
+2.4 2 .8 Lh.b 13 5.2 12.0
+2.3 L 1.6 6.0 6 2.4 .L
+2.2 L 1.6 7.6 5 2.0 16.)
+2.1 5 2.0 9.6 11 L.3 20.7
+2.0 9 3.6 13.2 20 7.9 28.6
+1.9 8 3.2 16.4 15 6.0 34.6
+1.8 8 3.2 19.6 9 3.6 36.2
+1,7 7 2.8 22.1 13 5.1 h3.3
+1,6 12 L.8 27.2 22 8.7 52.0
+1.5 L 1.6 28.8 18 7.0 59.0
+1.4 15 6.0 34.8 11 L.3 63.3
+1.3 18 7.0 1.8 15 5.9 69.2
a2 23 9.1 50.9 f 17 6.8 76.0
+1.1 24 9.4 60.3 9 3.6 79.6
+1,0# 11 L.3 6l.6 9 3.6 83.2
+0.9 11 h.3 68.9 13 5.2 88.4
+0.8 9 3.6 72.5 7 2.8 91.2
+0.7 20 7.9 80.4 T 2.8 94.0
+0.6 12 L.8 85.2 1 4 9l.L
+0.5 16 6.4 91.6 5 2.0 96.4
+0.b 8 3.2 9L.8 6 2.4 98.8
+0.3 3 1.2 96.0 1 h 99.2
+0.2 8 3.2 99.2

+0,1

0.0 2 .8 100.0 2 .8 100.0
Num-

ber 252 252 #Time Interval Between

iles Testing Periods

75th 1.6 2.0

50th 1.2 1.6

25th 0.7 lLl_z__

O
ERIC 1- 81
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TARLE: 1.4.21 READING STATUS AT THE REGINNING OF [PXTI GRADE WOR FATL 1967 ESFA i
TITLE T COMPENSATORY HFADING vARTICIPANGYY FNROLLED IN SEVEN
TNTENSIVE SERVICES ELEMENTARY GCHOOLS

Test: California Test of Hasic Skillp, level 2, Form ¢ (
Grade: Sixth Grade (6.2)
Total: 102 Pupils
Date: November, 1969 i
Total Number of Pupils by Semesters of Participation Total Per Curmnylat, A
Read. 1 2 3 h S and 6 Number Cent Per Cond, f
G.P. :
.o+ 3 1 I 3.9 49
6.4 1 1.0 W j
6.3 1 1 1.0 /) {
6.0#
6.1 1 1 1 3 2.9 8.8
6.0 [
5.9
c.8 1 1 1.0 7.8
5.7 1 1 2 2.0 11.8
5.6 1 1 2 2.0 13.8
5.5 1 1 2 2.0 15.8 (
S.k 1 1 2 2.0 17.8
5.3 1 1 2 2.0 1%.8
5.2 1 1 2 2.0 21.8
5.1 2 1 3 2.9 2L.7
5.0 2 2 2.0 26.7
L.9
L.8
L.7 ? 1 2 2.C 31.6
L.6 1 3 L 3.9 35.5 .
L.5 1 1 2 2.0 37.5
L.L 2 1 3 2.9 40k
L.3 1 1 1.0 Ll.h
L2 1 1 1.0 k2.4 .
L1 2 1 3 2.9 LS. 3
4.0 1 1 1.0 L6.3
3.9 1 1 2 2.0 L8.3
3.8 3 1 L 3.9 52.2 .
3.7 2 1 1 L 3.9 56,1
3.6 1 2 1 1 5 .8 60.9 .
3.5 1 1 1.0 61.9
3L 1 1 3 2 7 6.7 68.6 1
3.3 1 } 1 1 L 3.3 72.5
3.2 1 2 1 L 3.9 76.4
3.1 1 1 1.0 77.L
3.0 1 1 3 5 L.8 d2.2 [
2.9 1 1 2 2,0 8L.2
2.8 2 2 2.0 86.2
2.7 2 1 1 L 3.9 90.1 "
z.6 1 1 2 2.0 92,1 b
2.5 3 3 2.9 95.0
2. 1 1 2 2.0 97.0
2.3
2.2 1 1 1.0 98,0 f
2.1- 2 __ 2 2.0 10,0 -
Num- #Grade Placerent
ber 3k 23 18 b 13 102 at Tire of ‘
Ziles Testing B
25th S.h .9 k.9 L.5 3.6 S.0
50th 1.6 3.9 3.7 3.6 3.3 3.8 ‘
25th 3.5 3.3 2.9 3.3 3.0 3,2
Q 1 - @2 ‘

E lC CFUSD-ESEA Title 1
i
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TABLE:1.4.22 READING STATUS AT THE BEGINNING OF SIXTH GRADE FOR FALL 1969
SIXTH GRADE FSEA TITLE 1 PUPILS WHO RECEIVED GUIDING TEACHER AND
OTHER COMPENSATORY SERVICES IN SEVEN INTENSIVE SERVICES ELEMENTARY CHOOLS

Test: California Test of Basic Okills, level 2, Form Q
Grade: Sixth (6.2)
Total: 115 Pupils
Date: November, 1549

Total Number

Read. of Far Cumulative
(G.P.) Pupils Cent P2r Cent
7.5+ 13 11.3 11.3
Tk i 3.5 14.8
7.3

7.2 2 1.7 16.5
7.1

7.0 3 2.6 19.1
6.9

6.8

6.7 2 1.7 20.8
6.6 i .5 24,3
6.5

6.4 3 2.6 26.9
6.3 3 2.6 29.5
6.2#

6.1 3 2.6 32.1
6.0 6 5.3 37.h
5.9

5.8 5 k.3 h1.7
5.7

g6 3 2.6 L. 2
c.5 b 3.5 L7.8
S.h 5 b.3 52.1
5.3 2 1.7 53.8
5.2 2 1.7 55.5
5.1 2 1.7 5742
5.0 L 3.5 60.7
L.9 2 1.7 62.k
L.8 3 2.6 65.0
L.7

k.6 i 3.5 68,5
k.5 1 .9 é3.4
bl 1 .9 70.3
h.3

h.2 1 .9 71.2
k.1 1 .9 72.1
k.0 1 .9 73.0
3.9 2 1.7 .7
3.8 i 3.5 78.2
3.7

3.6 3 2.6 80.8
3.5 1 .9 81.7
3-’1 3 2.6 B'J-j
3.3 b 3.5 87.8
3.2 3 2.6 90.4
3.1 3 2.6 93.0
3.0

2.9 1 .9 93.9
2.8 1 .9 9k.8
2.7 2 1.7 96.5
2.6 .
2.5 1 .9 97,1
2.4

2.3

2.2

2.1 1 .9 98.3
2.0- 2 1.7 100.0
Num-

ber 115 # Grade Placement at
%Tis 6. Time of testing
S0th 5.l R

25th 3.8 1-8

SFISD.ESEA Title 1
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TABLE: 1.L.23 READING STATUS A« THE BEGINNING OF SIXTH GRADE FOR FALL 1969 S1XTH GRADE
ESFA TITLE 1 PUPILS WHO RECEIVED COMPINSATORY READING, GUIDING TEACHER,
ANI: OTHER COMPENSATORY SERVICES IN SEVEN INTENSIVE SERVICES ELEMENTAKRY SCHOOLS

Test: California Test of Busic Skills, level 2, Form Q
Grade: BSixth Grade (6.2}

Total: 217 Pupils
Date: November, 1969
T Total Runber
Read. of Per Cumulative
(G.P.) Pupils Cent Per Cent,
7.5+ 13 11.3 11.3
7.4 kL 3.5 1L.8
7.3
7.2 2 1.7 16.5
7.1
7.0 3 2.6 19.1
6.9
6.8
6.7 2 1.7 20.8
6.6 kL 3.5 2h.3
6.5
6.4 3 2.6 26.9
6.3 3 2.6 29.5
6.2#
6.1 3 2.6 32.1
6.0 é 5.3 37.4
5.9
5.8 5 L.3 Ll.7
5.7
5.6 3 2.6 Lh.3
5.5 L 3.5 u7.8
5.4 5 L3 52.1
5.3 2 1.7 53.8
5.2 2 1.7 £5.5
5.1 2 1.7 57.2
5.0 kL 3.5 60.7
k.9 2 1.7 62.4
L.8 3 2.6 65.0
L.7
k.6 L 3.5 68.5
k.5 1 9 69.4
b.b 1 o9 70.3
L.3
L.2 1 D 71.2
Lo 1 .9 72.1
k.o 1 .9 73.0
3.9 2 1.7 The7
3.8 L 3.5 78.2
3.7
3.6 3 2.6 80.8
3.5 1 .9 81.7
3.h 3 2.6 8L.3
3.3 kL 1.5 87.8
3.2 3 2.6 90.4
30 3 2.6 93.0
W0
3-9 1 .9 93.9
2.8 1 9 94.8
2.7 2 1.7 96.5
2.6
2.5 1 9 97.4
2.4
2.3
2,2
2.1 1 o9 98.3
2.0- 2 1.7 100.0
Num- 115
ber #Grade Placement at
files time of Testomg
th 6.5
, 50th 5.l
g - 25th 3.8 1 -8

ERIC

U
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Aruitoxt provided by Eic:

TABLE: 1.L.2L READING STATUS AT THE END OF SIXTH GRADE FOR FALL 1969 ESEA TITLE I
COMPENSATORY READING PARTICIPANTS ENROLLELC IN SEVEN INTINSIVE

SERVICES FLEMENTARY SCHCOLS

Tec%: Stanford Reading Test. Intermediate I1, Form W

Grade: Sixth Grade (6.8)

Total: 108 Pupils

Date: May, 1970
Total
Read. Number oy Pupils by Semesters of Participation|| Total Per Cumulat.,
G.P. 1 2 N 5&6 Number Cent Per Cent.
7.5+ 1 9 o
7.4
7.3
7.2 1 1 9 1.8
7.1 1 1 1 3 2.8 .6
7.0
6.9
6.8¢
6.7
6.6 2 2 1.9 6.5
6.5
6.k 1 1 .9 7.4
6.3
6.2 1 1 9 8.3
6.1 1 1 .9 9.2
6.0
5.9 2 2 1.9 11.1
5.8 1 1 1 3 2.8 13.9
S.7 2 2 1.9 15.8
5.6 3 1 L 3.7 19.5
5.5 2 1 3 2.8 22,3
5.l 1 1 9 23,2
5.3 1 1 .9 241
5.2 2 2 1.9 26,0
5.1 1 1 1 3 2.8 28.8
5.0 1 1 2 1.9 30.7
L9 2 i 6 5.5 36,2
k.3 1 1 2 1.9 38.1
L7 1 3 1 3 8 A L5.5
L.6 1 2 1 1 5 L6 50.i
k.5 2 1 1 i 3.7 53.8
L.L 1 1 1 1 1 5 L.é6 58.L
L.3 1 1 .9 59,3
4,2 2 3 3 3 11 10,2 09.9
L. 1 1 2 1.9 7.k
k.0 3 2 6 5.5 76.9
3.9 2 2 2 6 5.5 82.L
3.8 1 1 .9 83.3
3.7 1 1 2 1.9 85.2
3.6 2 1 1 i 3.7 88.9
3.5 2 1 1 1 5 L.6 93.5
3. 1 1 .9 Yol
3.3 1 1 1 3 c.8 97.2
3.2
3.1
3.0- 1 1 1 3 lrz.e 100,0
Nume i
ber 28 2l 17 15 2l 108 2{32;?3;“““‘
files Testing
75th 5.8 5.1 5.1 k.7 L9 5.2
50th 5.2 k.6 L.6 L.2 ko3 L.6
25th ko2 4.0 L2 3.9 k.0 bo |
SFUSD-ESEA Title I

1 -85 1UJ
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TABIE: 1.1.25  AGTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN

FIFTH GRADE (MAY, 1969) AND SIXTH GRADE (MAY, 1970) FOR FALL
1969 SIXTH GRADE ESEA TITLE I COMPENSATORY READING PARTICIPANTS

Tests: Stanford Reading Test, Intermediate I, Form X (Fifth Grade)
and Intermediate II, Form W (Sixth Grade,
Actual Change: Orade 6 Test G.P. - Grade 5 Test G.P.

Adjusted Change: Grade 5 Actual G.P. (Gprade 6 Test G.P. - Orade 5 Test G.P.
Grofe & Test oop. ~ (rede O Te ade 5 Test 0.P.)

Score Number of Pupils by Semesters of Participation Total Gumulative
Change 1 2 3 4 5& $ Number Per Cent
(G.E.)] Act Adj] Act Adj| Act Adj | Act Adj | Act Adj ) Act  Adjl Act  Adj
+3.5+ 2 1 3 2.8
+3.4 1 1 2 L7
+3.3

+3,2 1 1 2 6.6
+3,1 2 2 8.5
+3,0 1 1 9.L
+2.9 1 1 2 11.3
+2.8 1 1 12,2
+2.7 1 1 13.1
+2,6 1 1 14.0
+2,.5 1 1 1.9
+2 2 1 1 1 3 9 17.7
+243 1 1 1 1 1.8 18.6
2.2 1 1 1 1 2 2.7 20,5
+2,1 1 1 1 1 N 2L.2
+2.0 2 1 3 27.0
+1.9 1 1 2 1 1 1 N 3 6.k  29.8
+1.8 2 1 1 L 33.5
+1.7 1 1 2 1 1 2 L 8.3 37.2
+1,6 2 1 1 2 3 3 1.1  Lo.0
+1.5 1 1 1 1 1 1 2 3 L f 13.9 Lh.6
+1.k 2 1 1 2 1 1 5 3 F 18.5 L7.L
+1.3 1 2 2 1 1 1 2 5 5 23.1 52,0
+1.2 2 1 N 1 1 1 1 1 8 N 30.5 55.7
41,1 3 2 1 2 1 1 2 8 L “ 37.9  59.1
+1,0# 1 1 1 3 1 4 3 .6 62,2
+0.9 3 1 2 1 1 1 6 3 0 h7.1 65,0
+0,3 1 1 2 1 1 2 1 1 5 5 51.7 69.6
+0.7 1 1 1 1 1 3 1 6 3§ 57.2 T2.4
+0.6 1 3 3 1 2 2 1 2 2 10 7 66.6 18.6
+0.5 ? 3 1 3 01 3 2 9 6 7h.9  84.1
+0.k L 1 1 1 1 1 6 3 8o.4 86.9
+0.3 2 1 1 1 1 5 1 85,0 87.8
+0.2 2 1 1 3 1 87.8 88.7
+0,1 1 88.7

0.0 2 2 2 2 90.6 90.6
0«1 L & 3 3 1 1 2 2 10 10 §100.0 10C,0
Num- Time Interval
ber 28 28 2 24 17 17 15 15 2 24 {108 108 #Betseen ;est_
files ing Periods
75¢h J1.2 1.9 1.3 2.1 }1.3 1.9 1.2 Za 1.3 2.5 Q.2 2.0

& fo.8 1.1 [0.9 1.6 |09 1.5 (0.8 1.5 [0.7 1.2 0.8 1.3

o.4, 0.5 |o.5 0.6 0.5 0,8 {o.L 0.6 0.6 0.6 Yo,k 0.6

SFUSD-ESEA TITIE 1 1 - RA




TABLE: 1.L,26  READING STATUS AT THE END OF SIXTH GRADE FOR FALL 1969 SIXTH
GFADE BSEA TITLE I PUPILS WHO RECEIVED GUIDING TEACHER AND OTHER
COMPENSATORY SERVICES IN SEVEN INTENSIVE SERVICES ELRMENTARY SCHOGLS

lest: Stanford Reading Test, Intermediate II, Form W
i Grade: Sixth (6.8)
' Total: 9% Pupils
Date: May, 1970

Total Number
Read, of Fer Cumulative
(G.P.) Pupils Cent Per Cent
7.5+ 1 1k.9 1.9
7-,-3
73 2 2.1 17.0
7.2 2 2.1 19.1
Tel
. 7.0 3 3.2 22,3
6.9 1 1.1 23.4
6.84 6 6.4 29.8
6.7 3 3.2 33.0
6.6 1 1.1 .
6.5 1 1.1 35.2
6.4 L L.2 39.4
6.3 1 1.1 Lo.5
6.2 3 3.2 L3.7
6.1 1 1.1 4.8
6.0 i L.2 ks.0
5.9
: 5.8 L 4.2 $3.2
i 5.7 5 5.3 58.5
: 5.6 2 2.1 60.6
5-5 h 1‘.’ 6h|8
S.h 3 3.2 68.0
5.3 3 3.2 7.2
5.2 2 2.1 73.3
5.1
5.0 2 2.1 5.4
L9 1 1.1 16.5
h.8
he? L 4.2 80.7
h|6
L.5 1 1,1 1.8
bl 1 1.1 82.9
L.3 2 2.1 85,0
" L.2 2 2,1 87.1
f L 2 2.1 89.2
4.0 1 L.l 50,3
3.9 1 1.1 9.k
: 3.8
l 3.7 1 1.1 92.5
- 3.6
3.5 1 1.1 93.6
3.4 2 2.1 95.7
i 3.3
3.2
3.1 1 1.1 96,8
3'0' 3 - 3-2 100.0
I Kum- 9l #0rade Flacement at
ber Tine of Testing
75th 6.8
| e || 5o
25th 5.0

EMC SFUSD-ESEA TITIL I 1 U ;,
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LE: 1.4.27 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES BETWEEN FIFTH GRADE
{MAY, 1969) AND SIXTH GRADE (MAY, 1970) FOR FALL 1969 SIXTH GRADE TITLE I

WHO RECEIVED GUIDING TEACHER AND OTHER COMPENSATORY SERVICES IN SEVEN
INTENSIVE SERVICES ELEMENTARY SCHCOLS

Test:

Actual Charge:
Adjusted Change:

Stanford Reading Test, Intermediate I, Form X (Grade 5); and

Intermediate II, Form W (Grade 6)
Grade 6 Test G.P, ~ Grade 5 Test G.P.

Grade 5 Actual G.P.
Grade 5 Test G.P.

(Grade 6 Test G.P, ~ Grade 5 Test G.,P.)

Score
Change

Actual

Actual and Adjusted Reading Score Changes Between Grades 5 and 6

Adjusted

{(G.P.}

Number

Cumulat., Number

Per Cent

Per
Cent

Per
Cent

Cumulat.
Per Cent

+3,0+
+2.9
+2.8

T N N N +
ooaoooooooHerwwwwwwémﬁémﬁéé
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TABLE: 1.4.29 ACTUAL AND ADJUSTED TOTAL READING TEST SCORE CHANGES /TIWEEN FIFTH GRADE
(MAY, 1969) AND SIXTH GRADE (MAY, 1970) FOR FALL 196% SiXTH GRADE TITLE I

PUPIIS WHO RECEIVED COMPENSATORY READING, GUIDING TWAC.{ER AND OTHER

COMPENSATORY SERVICES IN SEVEN INIENSIVE SERVICES ELEMENTARY SCHOOLS

Tests:

Actual Change:
Adjusted Change:

Stanford Reading Tegst, Intermediatj I, Porm X (Grade 5); and

Intermediate II, Formi W (Grade 6
Grade 6 Test G.P. - Grade 5 Test G.P.

Grade 5 Actual G.P. -
e T o {Grade 6 Test G.P. - Grade 5 Test G.P.)

Score Aciual and Adjusted Reading Score Changes Between Grades 5 and 6
Change Actual — Adjusted
(G.P.) Number Per Cumulative | Nu.nber Per Cunulative
Cent Per Cent Cent Per Cent
4‘3.04‘ l .5 95 15 7.6 7-6
+2,9 2 1.0 8,6
+2,8 N 1.9 10.5
+2.7 l ns l.o l .5 llao
+2.6 1 o5 11,5
+2.5 l .5 12.0
+2.L 1 5 1.5 6 2.9 14.9
+2.3 1 .5 2.0 2 1.0 15.9
+2.2 2 1.0 3.0 3 1.5 17.4
+2,1 1 5 3.5 6 2.9 22,3
+2,0 N 1.9 5.4 6 2.9 23,2
+1.9 N 1.9 7.3 8 3.9 27,1
+1.8 1 .5 7.8 7 3.5 30,6
+1.7 8 3.9 11.7 7 3.5 3.1
';'1.6 7 305 15.2 6 2.9 37.0
+1.5 12 5.9 21.1 9 L.k .k
+1.4 9 L4 25.5 6 2.9 Lh.3
+1.3 10 4.9 30.4 8 3.9 L8.2
+1.2 11 5.5 35.9 8 3.9 52.1
+1.1 9 L.L Lo.3 10 4.9 57.0
+1,0# 13 6.6 L6.9 6 2.9 59,9
+0.9 12 5.9 52.8 11 5.5 65.4
+0,8 10 L. 57.7 7 3.5 68.9
+0.7 i 6.9 6l.6 9 Lk 73.3
+0,6 13 6.6 71.2 12 5.9 79.2
*0.5 13 6.6 77.8 9 h-h 8206
+0.}} 9 L.L 82.2 L 1.9 85.5
+0.3 7 3.5 85.7 3 1.5 87.0
+0,2 L 1.9 87.6 P 1.0 88,0
+0.1 3 1.5 89.1 1 .5 88.5
¢.0 22 10.9 100.0 22 10.9 99.1
202 202 #Tine Interval Between
Testing Periods
1.4 1.9
0.9 1.2
.5 0.6
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CHAPTER 2
INSTRUCTIONAL SERVICES: CORRECTIVE MATHEMATICS

The purpose of the mathematics component was the improvement of pupils'
rate of progress in mathematics. This purpose was to be accomplished, as in
the language component, thecugh two avenues of approach, Tue first was the
reinforcing of classroom mathematics instruction by means or enecialist
teachers, through whom assistance, knowledge, and techniques reiated to the
teaching of mathematics to disadvantaged pupils would be chamneled to class~
room teachers., The second, no less important, was the establishing of
groups in which children achleving substantially below the appropriate level
in mathematics would receive special, additional instruction.

In this chapter, the first section furnishes basic information in pro-
file form relating to the component. The evaluation of pupils' progress in
mathematics by means of pre-post tests follows in Section 2.2, together with
recommendations concerning this component. Sections 2,3 through 2.5 pro-
vide a description of the component. A questionnaire to compensatory mathe-
matics teachers regarding the teaching of mathematics in Title I schools is
reported in Section 2,6



E

2.t PROFILE OF CORRECTIVE MATHEMATICS COMPONENT

The component of the ESEA Title I Project entitled "Instructioial
Services: Corrective Mathematics" was in operation from September 1, 1969
to August 31, 1970.

Schools. This component operated in the same schools and the same
g.ades as the larguage development compenent, namely Grades K-6 in the ten
elementary schools and four receiving schoois included in the Title I project.
These schools arc listed on page 1-1.

Pupils. The total population of the Title I schools, numbering
6,683 pupils, was included in the mathematics component. These pupils,
in addition to the characteristics listed in the chapter on the language
develupment component (page 1-2), also showed the following characteristics
related to their need for special instruction 1n mathematics:

Achievement significantly below grade level in other skill areas
Low level in non-verbal functioning
Poor performance on standardized tests

Selection of Pupils for Special Instructional Services in Mathematics.
The criteria of selection of pupils for special mathematics programs were
similar to those used for selection of participants in the corresponding
special reading programs. Selection for compensatory math classes was
based on retardation of one or more years in mathematics, as measured by
standardized tests, and evidence of ability to benefit from additicnal help.
Selection was to start at the second grade and proceed upwards until the
compensatory mathematics classes had their full enrollment of 60 pupils.
The selection of pupils for special mathematics services from guiding teachers
was based on membership in one of the classes exhibiting the heaviest con-
centrations of pupils with deficiencies in mathematics, the classes which
had priority in receiving service from guiding teachers. Selection of
pupils for individualized instruction within these classes was based on
demonstration of need tor special help and evidence of ability to profit by
it.

Budgeted Cost. The cost of this component was budgeted at $L85,970.
The estimated cost per pupil was $72.72.

Input: Personnel

Thirteen guiding teachers in mathematics, assignhed to schools

in proportion to their enrollment, to work in classrooms having

tl> heaviest concentrations of sti.ents with difficulties in
mathematics, assisting teachers in developing techniques and
riaterials for the improvement of mathematics instruction and

giving epe:ial individualized instruction in corrective mathematics
to memters of these classes according to need

O
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Aruitoxt provided by Eic:

Ten compensatory teachers in mathematics, one to each school,
each serving 60 pupils in groups of ten, to provide corrective
matiematics in a "pull-out" program

Thirty-five paraprofessionals in mathematics, assigned on the
basis of one paraprofessional to each cumpensatory mathematics
teacher and more than one to most guidiang teachers in mathematics,
with both compensatory mathematics teachers and guiding teachers
relying heavily on paraprofessionals for reinforcement and other
follow-up activities with pupils

Input: Procedures

Analysis and diagnosis, by compensatory mathematics teachers,
guiding teachers in mathematics, and classroom teachers, of pupils'
mathematics status and needs, leading to the formulation of a
learning profile for each pupil selected for corrective mathematics
services, with focus of service to pupils by all three teachers

on diagnosing areas of weakness and devising corrective strategies

Compensatory mathematics teachers' strategy to center on the concepts
of the new mathematics and on use of manipulative materials and
puzzle approaches, while guiding teachers to work on motivational
activities +to strengthen paiticular mathematics skills, both
depending greatly on aides for follow-up

Input: Equipment and Materials. Budgeted expenditure for teaching

materials and supplies was $8,008. There was no input of equipment, but
Title I equipment from the three preceding years was zvailable for use.

Stated Goals and Objectives

Improving classroom performance in other skill areas beyond
usual expectations

Improving performance as measured by standardized achievement
tests

Improving children's non-verbal functioning

Performance Objectives

Raising the performance level of program participants in excess
of the norm of one rmonth for each month of instruction in the
program

Reising the median and/or mean gain of program participants in
mathematics by .8 of a year during the seven months of instruction
between pre- and post-tests as measured by the Stanford Achieve-
ment Tests

BUN



Mstinctive Elemsnts

Introduction of substantial services in mathematics for ths first
time this year, with guiding teachers in mathematics and cumpensa-
tory mathematics teachers providing services in mathematics that
were similer to the services provided in weading by the specialist
teachers in the area of language development

Guiding teacher and school staff development specialist concepts

Combination of assistance and in-service to classroom teachers by
guiding téachers, with individualized instruction, in these class-
rooms, for pupils with particular learning needs

"Pull -out" compensatory concept

Rellance on paraprofessionals for follow=up activities
Emphasis on individual diagnosis and remediation strategies
“7aluation of Project

Implementation, The pupils actually taking part in this component were
the same pupils with the same characteristlcs described in the Project

Proposals and on pages 1-2 and 2-1 of this Report, as far as the ten Title I
schools were concerned, namely the total population of the ten Title I schools
in Grades K-6,

Actual input to this component did not differ from proposed input
except in certain respects that would not be considered vital., Of these
exceptions, the time-lag in filling certain speciallzed positions owing to
late funding, and the delay in actual receipt of certain materials and
supplies, atteibutable to a lengthy process of requisitioning, have been
described more fully in Chapter 1, page . The third exception consisted
in the fact that the compensatory mathematlcs services to be provided by
compensatory reading teachers in the recelving schools were of much lesser
extent than had been contemplated in the Proposals. The probable reason
for this was that compensatory teachers in the receiving schools considsred
the needs of their pupils in reading more urgent than their needs in mathematiecs,
It should be added that the space problems in some schools noted in Chapter 1
affected mathematics groups as well as resding groups.

Restatement of Ooals. The goals of the math component are restated
in the Proposals as performance objectives, which are susceptible of
measurement by standardized tests,

The second performance objective requires restatement in keeping with
the testing schedule in its final form, as follows:

To raise the median and/or mean gain of program participants in
mathematics at fifth grade level by .9 of a year during the

eight months of instruction between pre-tests and post-tests, and
at fourth grade level by 1,0 year during the 9 months of instruction
between pre- and post-tests,

2-h



Objectives were not set for performance on the diagnostic test
in mathematics used at Grades Two and Three since this was the
first year of experience with this test. At present this test
yields results in raw scores only.

Evaluation Strategy. The measuring instruments and the strategy described
below were selected for the evaluation of the mathematics component:

Section
2.2 Pre-post comparison of test results of all pupils in Grades Four
and Five on the arithmetic subtests of the Stanford Achievement Test
administered pre-post. For fourth grade pupils, the May 1969
administration of these tests was used as a pre-test. Fifth grade
. pupils were pre-tested on the appropriate level of the same instru-
ment in September 1969. Pupils 2t both grade levels were post-tested
y on this instrument in May 1969.
2.2 Pre-post comparison of test results of all pupils in Grades Two and
Three in Title I schools, obtained on the mathematics diagnostic test
in October 1969 (pre) and May 1970 (post).
2.2 Analysis of results of both sets of tests in the following categories:
All pupils in Grades Two through Five in Title I schools
Pupils receiving mathematics instruction from classroom
teachers only
Pupils in "pull-out" compensatory mathematics classes
Pupils identified for special instruction from guiding teachers
in mathematics
Title I pupils in four receiving schools
2.6 Findings of questionnaire administered to compensatory mathematics
teachers
f
I
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2.2 EVALUATION BY PRE-PCS1 MATHEMATICS TESTS

SUMMARY TABLES OF ARITHMETIC TEST SCORZS BY TYPE OF INSTRUCTION

Introduction. These summary %tables present the findings from the
pre-post testing program in order to determine which grades benefited
most from ESEA Title I programs in arithmetic, as well as to identify
which type of instruction produced the greatest gain at each grade level.

The following tables, I-M through IV-M, display the median, 75th
percentile, and 25th percentile pre-test and post-test scores in arith-
metic for ESEA Title I schools and receiving schools, and for the three
instructional categories within the Title I schools: (1) Zlassroom
Teacher Instruction Only, (2) Compensatory Mathematics Projgram, and (3)
Guiding Teacher Groups.

Pupils in Grades L and 5 were tested on the arithmetic sections of
the Stanford Achievement Test. At Grade L, pre-tests were given in
May 1969; pre=tests for Grade 5 were given in September 1969. Pupils
in both grades were post-tested in May 1970. The elapsed time between
tests was 1.0 year at Grade |, and .8 of a year at Grade 5. Orade 6 was
not tested.,

Pupils in Grades 2 and 3 received a District-devised mathematics
diagnostic test in October 1969 and May 1970, Since this test is not
standardized and does not have grade equivalent scores, raw scores are
reported for these grades on this test.

Procedure for Using the Tables

Table I-M enables the reader to determine at what grades (2 and 3)
and by what instructional categories did the greatest increase in raw
score on the District-devised mathematics diagnostic test occur. The
table permiis this analysis at the 75th percentile, median, and 25th
percentile points.

Table II-M enables the reader to determine at what grades (4 and S)
and by what instructional category did the grade equivalent gains in
arithmetic computation, arithmetic concepts, and arithmetic applications
at the median exceed or equal the elapsed tirme (1.0 at Grade L, aad .8
at Grade 5).

Table III-M facilitates the same analysis for the 75th percentile.
Table IV-M, for the 25th percentile.

Ardthretic 3cores on Distidct Mathematics Diagnostic Test, Grades 2 _and 3
(Surmary Table I-M)

This table presents the median, 75th percentile, and 25th percentile
raw scores on the District-devised mathematics diagnostic test for Grades
2 and 3. No comparisons to national norms are possible.

Q
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The table indicates that each grade level had the greatest raw score
gain at the median, 75th percentile, and 25th percentile from the compensatory
program type of instruction,

Median Arithmetic Scores, Grades 4 and 5 (Summary Table II-M)

These arithmetic tests had two sections (Computation and Concepts) at
the level used for pre-testing at Grade L, and three sections (Computation,
Concepts, and Applications) at the levels used for post-testing at Grade 4
and for pre- and post-testing at Grade 5. Gains at the median can be ¢xamined
in these sections, but no computation of gains on the Applications test can
be made for Grade L. The following gains equalled or exceeded elapsed time
(1.0 at Grade 4 and .8 at Grade 5):

Computation Section
Grade l;: Classroom Teacher Instruction Only (+1.0)
Compensatory Program (+1,3)
Guiding Teacher Groups (+1.0)
No test scores available for receiving
school pupils

Grade 5: Total Pupils in 10 Title I Schools (+.9)
Classrcom Teacher Instruction Only (+.9)
Compensatory Program (+1.1)

Guiding Teacher Groups (+1.2)

Concepts Section
Grade L;: Classroom Teacher Instruction Only {+1.1)
Compensatory Program {+1.1)
No test scores available for receiving
school pupils

Grade 5¢ Total Pupils in 10 Title I Schools (+1.3)
Classroom Teacher Instruction Only (+1.6)
Compensatory Program (+1.7)

Guiding Teacher Groups (+1.6)
Title I Pupils in ) Receiving Schools (+1.0)

Applications Section {Grade 5 only)

None

75th Percentile Arithmetic Scores, Grades L and 5 (Sumary Table III-M)

Gains at the 75th percentile can also be examined in the three sections
of this test. The following gains at the 75th percentile equalled or
exceeded the elapsed time (1.0 at Grade 4 and .8 at Orade 5):

2-1 115



Computation Section
Grade L: OClassroom Teacher Instruction Only (+1.2)
Compensatory Program (+1.3)
No test scores available for receiving
school pupils

Grade 5: Toctal Fupils in 10 Title I Schools (+1.3)
Classroom Teacher Instruction Only (+1.1)
Compensatory Program (+1.3)

Guiding Teacher Groups (+1.4)
Title I Pupils in 4 Receiving Schools (+.8)

Concepts Section
Grade ¢ Total Pupils in 10 Title I Schools (+1.6)
Classroom Teacher Instruction Only (+2.1)
Compensatory Program (+2.0)
Guiding Teacher Groups (+1.0)
No test scores available for receiving
school pupils

Grade 5: Total Pupils in 10 Title I Schools (+1.k)
Classroom Teacher Instruction Only (+1.2)
Compensatory Program {+2.3)

Guiding Teacher Groups (+1.7)

Applications Section (Grade S only)
Grade 5: Ouiding Teacher Groups (+.8)

25th Percentile Arithmetic Scores, Grades L and 5 (Swamary Table IV-M)

In the three sections of this test, the following gains at the 25th
percentile equalled or exceeded the elapsed time (1.0 at Grade L and .8
at Grade 5):

Computation Section
Grade L: Compensatory Program (+1.L)
Guiding Teacher Groups (+1.2)
No test scores available for receiving
school pipils

Grade 5: Total Pupils in 10 Title I Schools (+1.0)
Compensatory Program (+1.2)
Guiding Teacher Groups (+.9)

Concepts Section
Grade 5: Compensatory Program (+.8)
Guiding Teacher Groups (+1.0)

Applications Section (Grade 5 only)

None




Approximation of Pupils' Scores %o Grade Level at 75th Percentile

{ For fourth and fifth grade pupils taken as a total popul:tion, the

[ distances at the 75th percentile between the scores achieved and the score
that is considered to represent attaimnment of grade level on tests of
l arithmetic computation and concepts are as follows:
Scores of Score Rep=- Distance
Pupils at resenting from Grade
i 75th Percentile Attainment Level
of Grade
i‘ Level
Computation at Grade | L5 L.8 - .3 of
], a year
Concepts at Grade 4 4.6 L.8 - .2 of
a year
] Computation at Grade 5 5.7 5.8 - .1 of
a year
I Concepts at Grade 5 5.7 5.8 - .1 of
a year

:
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RECOMMENDATIONS

The greater part of the recommendations made in connection with
the language development component apply equally to the mathematics
component. These are the following:

That each school in the Project develop its own propsals
for the instructional components

That a more exact definition of the role, responsibilities,
and accountability of classroom teachers and specialist
teachers be considered

That consideration be given to the means of acquiring more
information about methodology in use in the schools and its
relation to achievement

That optimum conditions for testing be provided and that pupils
be familiarized with the format of the tests in use

That schools be discouraged from assigning pupils to more
than one pull-out program

That ordering procedures be reviewed to discover whether this
Process can be made more expeditious

In addition, certain recommendations peculiar to the mathematics
component are offered as follows:

It is recommended that the instructirnal methods used in
compensatory and guiding teacher groups be given wider cir-
culation and that such of these methods as are appropriate
for classes of normal size be urged upon classroom teachers.

It is also recommended that the diagnostic test in math-
ematics, constructed by the ESEA Title I staff and used in
grades Two and Three in 1969-70 for purposes of diagnosis
as well as for pre- and post- testing, be expanded to in-
clude one or more of the intermediate grades.,

It is recommended finally,that for assessing achievement,
some use be made of tests related to the actual content of
instruction at grade levels not covered by the diagnostic
test,

‘ 2 - 1




2.3 DESCRIPTION OF MATHEMATICS COMPONENT: ORGANIZATION AND PFRSCNNEL

Special serviced in mathematics were provided on an extensive scale for
the first time in the school year 1969-70 under ESEA Title I. Although the
mathematics component had no guidance from experience of its own in this
first year of its existence, it was able to draw upon the organizational
patterns, selection procedures, and background of experience gained in the
language development component over the past three and ons-half years.

In organization and personnel, the mathematics component functioned as
the counterpart of the language componetit, described in Chapter 1, with the
same two-pronged purpose of upgrading the achievement of pupils through in-
creasing the effectiveness of their classroom instruction, and furnishing
more intensive assistance for pupils in need of it. Briefer description of
it will be possible, then, since the pattern of services was similar to that
provided in the reading component.

Specialist Personnel. The specialist personnel functioning under this
component were the guiding teachers in mathematics and the compensatory mathe-
matics teachers. Guiding teachers in mathematics had the two-fold task of
elevating the level of classroom instruction by assistance and in-service to
teachers, frequently in an organizational scheme approximating team-teaching,
and giving individualized instruction to pupils identified for special tute-
lage. Compensatory mathermatics teachers taught pupils with mathematics defi-
ciencies in pull-out groups. Each compensatory teacher served a total of &0
pupils in pull-out groups of ten, with each group receiving 30 minutes of in-
struction daily. These teacher specialists in mathematics were master teachers,
experienced, with special competence in mathematics and in the teaching of
disadvantaged pupils.

The school staff development specialist, leader and coordinator of the
Title I progrem at school site, was in the same relationship to guiding
teachers in matiiematics and to compensatory mathematics teachers as to the
teacher specialists in reading, providing in-service to guiding teachers in
mathematics, directing pupils to the appropriate services, and coordinating
al) elements of the program, including those subsumed under the mathematics
and reading components.

One mesting of compensatory mathematics teachers was observed in which
puzzle-type activities and new materials were introduced by a member of the
Title I resource staff, with opportunity provided for teachers to present
to the whole group games and materials they had created, and time allotted
for informal discussion. It could be said that a great deal of information
of value was fiited into these two hours, that the discussion was well-
focused, and that the level of interest evident in the assembled group was
exceptional for teachers' meetings. It is worth adding that interest was
maintained, not by extraneous factors, but by the matter presented and
the desire of the group to refine and strengthcn their skills.

2 - 15



Paraprofessionals in Mathematics. Paraprofessionals were assigned to
specialist feachers in mathematics in larger numbers than to specialist
teachers in reading. One paraprofessional was assigned to each compensatory
mathematics teacher and more than one to each guiding teacher in m:thematics.
Considerable reliance was to be placed on paraprofessionals for drill and
other follow-up activities in mathematics, and they were to work with chil-
dren individually and in small groups.

Expectations in this respect appear to have been realized to a moder-
ate degree, judging by results of a questionnaire to compensatory mache-
matics teachers, reported in Section 2.7, in which 60 per cent of compensa-
tory mathematics teachers considered that their aides had been very useful
{0 their teaching program, while LO per cent considered that they had been
somewhat useful.
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2,4, DESCRIPTION: PROCEDURES

Title I requirements in mathematics methods are comprehensi-re -- use
of the "new math", with emphasis on teaching for concepts and fundamental
principles, tarough a discovery method, making extensive use of concrete,
manipulative materials, puzzles and games, together with provision for
diagnosis and remediation in the case of pupils with mathematics
deficiencies, In effect, these requirements summarize an entire,
self-contained approach to the teaching of elementary school mathematics,
defining the basic purpose and prescribing the means by which the purpose
is to be accomplished, Definition of the teaching task in mathematics is
feasible because, for practical purposes in the Title I schools, there is
little disagrecment of a fundamental nature over the teaching of mathematics
-- little dispute over the use of methods differing one from another in any
radical sense,

Teaching Strategies. The 'new math" approach was wldely used in class-
rooms, and was specifically prescribed for specialists! groups., It stresses
the essential meaning, the fundamental principles, of mathematics, rather
than presenting mathematics as a series of mechanical operations initially
learned by rote without regard to underlying concepts.

Accordingly, Title I called for teaching strategies that would place:
primary stress on pupils! mastery of mathematical concepts and principles,
on their training in mathematical thinking, To this end, it emphasized
the use of concrete materials in teaching, Graphic representation as such
has considerable value in all areas of teaching for the impression it makes
on pupils and for the innocuous sugar-coating it can spread over the
educational process., Qu'le apart from this, however, the use of concrete
materials in the teaching of mathematics can effect consideraole economy
of time and wordage, It also makes it possible for pupils to comprehend
relatively advanced concepts at earlier ages than if these concepts are
presented through verbal explanation.

A discovery approach to instruction was prescrived for reasons that are
not far to seek, The obszrvation of particulars leading to the apprehension
of universals is essential to & meithod that teaches for understanding of the
logical structure of mathematics rather than for mechanical facility in
performing mathematical operations., Apart from this, it is an educational
method of long standing and known efficacy, t calls into play the higher
mental abilities and it creates the sort »f impact in the mind of the learnmer
*hat facilitates quicker absorption and longer retention, Those principles
discovered personally by the learner are more likely to be understood and
remembered than those retailed by the teacher as foregone conclusions,

Mandpulation of materials by pupils individually was ~lso stressed for
its value as an aid to learning, as a vehicle for the discovery and under-
standing of basic concepts and the exploring of their varying applications,

Considerable use was made of games and puzzles for their cbvious

utility in arousing interest and curiosity, in putting across learning in a
pleasing guise, and in some cases, in assisting the discovery process,

2 - 17
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They also had value for reinforcing concepts and operations already taught
~- a varied and painless form of drill, free from the stultifying effects
of monotonous repetition,

In the extremely rapid change taking place in our times and expected to
accelerate further in the near future, it is, in a very real sense,
imposgible to plan the detailed content of instruction by anticipation of
what knowledge and skills pupils will need when they reach adulthood ten
or fifteen years hence. In these circumstances it is considered that
teaching focused on grasp of basic principles-is the most practical approach
to education, for by this means pupils will have greater adaptability and
flexibility, will be able to work out specific applications required by
changing times and needs, will be more easily able to retool their store
of skills and knowledge on all levels. That which has long been the goal
and the guiding principle nf all quality education now becomes a pressing
practical necessity, and the importance of ensuring it for all children to
the utmost limit of their ability camnnot easily be exaggerated.

In this comnection, it has been suggested that disadvantaged children
especially should be taught on as abstract a plane as possible, and that they
should be taught mathematics in particular at a much more advanced level,
age for age, than is now customary in elementary and secondary schools.

The rationale for this is that the abstract nature of mathematics and its
relative independence of verbal ability make it an ideal means for tapping
directly the intelligence, the interest, and the desire to learn of dis-
advantaged children, and of giving them the confidence, the motivation, and
the favorable attitude towards school and towards learning that will carry
over into better achievement in other areas of study.

Diagnostic Test, A diagnostic test in mathematics was constructed by
the Title I resource staff in the fall of 1969, based on the curriculum
developed by the Statewide Mathematics Advisory Committee, as embodied in
the publication Mathematics Program, K-8, 1967-1968 Strands Report.

Neither simplified nor watered-down for urban pupils, the content, sequence,
and expectations set forth in this curriculum are those developed for the
benefit of all California school districts, Anchored in this framework,

the dlagnustic test may be said to exhibit curricular validity.

Constructed on two levels -- Level B for the second grade and level C
for the third grade -- this instrument was administered at these two grade
levels early in the school year, both for diagnostic purposes and, as a
pre-test of achievement, for establishing baseline data. It was readmin-
istered as a post-test in May 1970. This test had the important advantage
that the time required for administration represented only a relatively
brief interruption of the teaching program, At present, this instrument
ylelds raw scores only.

Not only was this test well received by teachers of Grades Two and

Three, but numerous requests were made that it be extended by means of
additional levels for use in the intermediate grades.
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Diagnosis and Remediation. The diagnostic profiles maintained by the
. specialist teachers had the useful feature of being partially in the form
Y of checksheets, involving a minimum of exertion on the part o." teachers.
1 A very large number of entries on these mathematics profiles indicated that
children were unable to handle written verbal problems because of their
{ poor reading ability. A fairly good number of profiles indicated that
: children had attained grade level in certain areas of mathematics, with
grade level presumably defined as in the set of grade level expectations™
given to teachers for their guidance in making entries on profiles,

Title I Resource Materials, Useful mimeographed materials for the
information of teachers and for classroom use were prepared by the Title I
resource staff, These included games, puzzle-type classroom activities,

\ and suggestions for various means of presenting unexpected number relation-
ships, These were not so much the relatively obvious games which can be
A devised for drill in number facts and the like -- useful, but oftien
i extrinsic to thLe reinforcement sought. They were, rather, games and puzzles
which depended on the discovery or exploration of concepts and relation-
ships, These were carefully adjusted to the practical, imme3iate needs of
Title I classes. Since these should be seen to be appreciated, a few
examples are provided on pages 2-20 and 2-21.

St o

[ Instructior. 1 Materials, In the operation of the mathematics com-
ponent, it wis observed that materials were in use in considerable variety
during the year, both for lessons and for free-time activity, These aids to in-

7 struction might be said to be examples of the mannsr in which a selection

4 of comparatively inexpensive materials can make a contribution to 2
successful teaching program well out of proportion to their cost. Among
them were the followingt

{ Singer Kits #3xCuisenalre Rods

_ *xWirtz Materials Dord.noes
{ AA Drill and Practice Kits Math Bingo
Lola May Enrichment Books Number Lines

#%Cpen-end Abacus
) ##Pattern Blocks

*#Attribute Games Pegbe ards
Beads Squared Paper
‘ Beansticks # #Tangrams
ro Bead Ten-Frames Workshop Worksheets

®%Starred items were those which specialist teachers found to be most valuable
J to their programs.

#From the publication of the California Association of County Superintendents
of Schools entitled Implementing Mathematics Programs in California,
A Guide, K-8
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MATHEMATICS GAMES
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MAGIC NINE

9 =18 Many people think that there is magic in numbers. If
9 =27 there is a magic number, truly it is 9. Let us see
9= 36 some of the magic of this number.

9 = i Look at the table of 9's shown here. The first answer
{2 X 9) is 18. If you add the 1 and 8, the sum is 9.
7 The next answer (3 X 9) is 27. If you -dd 2 and 7, the
81 sum again is 9.
Look at the other answers. Is the sum always 97

NIFTY NINES

Have children call out 2-digit numbers. Reverse the digits and subtract
the smaller from the larger.

31 72 65 8L 96
13 27 56 48 69
18 L5 9 38 27

Continue in this way until some might become aware of the pattern. Then
put the answers in order in a coiumn and see if they can note the pattern.
Let them try some. 9

18
27
36
L5

Write rows a and b, Leave a space between.

a, 91 92 93 ih 95 26 97 gB
19 29 3 _4L9 59 9 9 9
72 63 L5 738 et 118 9

b, 81 82 83 8L 85 86 87

18 28 38 L8 5B 68 78
8 T 36 27 18 9

Then reverse each 2-digit number and subtract the smaller from the larger
until the children can begin to see the pattern. It can be continued un-
il the children become quite familiar with it.

Write row a.
a. 31 L2 53 62 75 86 91

FhFEE R

Reverse and subtract. Can the students see the pattern?
DIFFERENCE OF TWO

What happens with 2-digit numbers having a difference of 37 difference
of 47 652

CURIOUS NUMBER NINE

Suppose we write our 9 numbers, 1 to 9, and add: 1 +2 + 3 +L + 6 + 6
+7+8+9-= . Now add the two numbers you get in your answer.

Write any number, small or large, say 2756. Change the figures arcund

in any way you wish, say 5726. Then subtract the smaller from the larger.
Add the numbers in your answer. If the total is a 2-place number, add

the two numbers. The answer always is 9.

5726 86532

- ?;6 -2566
970 2+9+7+0¢=18 5%63% 6+0+6+6+9

1+8= 9 2+ 7=

|
n
N =~
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MATHEMATICS GAMES (cont'd)

A,

THE DISAPPEARING NINE

No matter how many times you add § to itself, the sum of the figures in
the answer is always 9. s

g 9 9
g 9 9
T 1489 5 9
27 2+7=9 +

% 5e6-9

Now watch the 9's disappear!

let us add any other number to a column of 9's, This time the sum of
the figures in the answer is not 9., 1t is the other number added.

9 9 9
+6 9 9
1T 1+5=6 43 9
2. 2+1=3 +7

A 3+h=1

THE PERSISTENT NINE

Multiply any number by 9. Then add the figures in your answer. ,I1f this
sum is not a 1l-place number, add its figures., Continue adding whtil you
do get a l-place number, It will always be 9! :

26 126 572
B 2+3+he9 IO 1+1+3+hes FMESe1-ke 8-
Test this rule with numbers of your own choice. 1+8=9
78,695
X9
708255 7T+0+8+2+5+5+=27
2+7=9
SUBTRACTION PRACTICE GAME
3 DIGITS
Given 698
Step 1 2? Step 2 972 Step 3 963 Step L 950
Given 537 C. Given 876
1 2 i 2 P L :
573 621 876 981 972 963 954
=357 =126 -678 -189 -279 -369 -L59
216 kss 198 792 693  59L  Lgs

Any 3 digits will work out to 495 if order is followed largest to smallest
- smallest to largest

% DIGITS
Given 9462 B. Given 8516
102 3 4o 10 3
o6h2 1731 6543 8730 8532 B651 8730 8532
-2u69 -1377 -3u56 -0378 -2358 1568 -0378 -2358
7173 6354 3087 8352 617 7083 8352 6174

Any l; digits when arranged in correct order will work out to 6174
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Pull-out Groups, It was observed that, in some cases, pupils in
pull-out mathematics groups were rdssing other important lessons thereby.
The same problem arose for children in special reading groups outside of
their own classrooms, Regrettably, no way is kmown of scheduling pull-out
classes within the elementary school structure that does not carry this
disadvantage for a small number of pupils at the least., The best that can
be expected is that, by careful planning and cooperation among all concerned,
the disturbance of regular instruction can be held to a minimm,

Tmplications of Test Data., In pre-post testing, very satisfactory
gains were recorded on the subtests of arithmetic computation and concepts
at those levels at which standardized test data are available, namely Grades
Four and Five, At the 75th percentile, Title I pupils were within a few
tenths of grade level on these subtests. At fourth grade, a score of 1,8
in early May represents attainment of grade lewvel, Title I fourth graders
at the 75th percentile achieved scorss of 4.5 in computation and L.6 in
concepts, At Grade Five, a score of 5.8 in early May similarly indicates
attainment of grade level, Fifth graders in Title I schools at the 75th
percentile obtained scores of 5,6 in computation and 5.7 in concepts.

The subtesht on arithmetic appiications did not show changes of the
same order on most grade lesvels, It is probable that in the first year of
the mathematics component, with pupils' pre-test scores at low levels, the
activities reguired to improve pupils! understanding of basic concepts and
operations absorbed most of the instructional time, leaving little opporunity
for working on the applications of mathematics to practical problems,
especially textbook problems requiring reading. It might also be observed
that textbooks sometimes offer insufficient practice in verbal problems, and
pitch them at too high a reading level,

Pupils in compensatory mathematics classes and guiding teachier groups
showed pre-post gains on standardized tests generally as great as, or
greater than,those of pupils not participating in any specisl mathematics
program. Taking into account the criteria of selection for these groups
~= which largely eliminate the more advanced pupils -- these results are
especially notewnrthy. There may be reason to tiink that, other things
being equal, the test data confer the seal of success on the methods by
whrich mathcmatics was taught in these groups and indicate that these methods
should be used much more extensively by classroom teachers., However, this
statement cannot be made in any categorical sense, since it depends on
assurptions concerning other factors obtaining in pull-out groups which are
not verifiable at present,

The influerce of mathematics achievoment and gains on progress in
reading is not an issue in the Title I project, which pursues a mathematics
program for its own sake, However, it may be noted that those pupils who
were part.cipating in special mathematics programs and whc had collectively
shown very satisfactory gains in mathematics computation and concepts were
not considsred to have shown gireater improvement in reading than did the
total group of pupils, It was noticed similarly that pupils participating
in special reailing programs did not show greater gains in mathematics than
other pupils,
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If nothing else, this fact seems to point tu the not {oo startling
possibility that pupils achieve in mathematics as a result of instruction
in mathematics, arnd that they become proficient in reading as a result of
instruction in reading rather than in mathematics,

In any case, it would apprear that the set of problems involved in
the teaching of mathematics in Title I schools 1s very different from the
difficult complex of factors related to the teaching of reading, which,
from the start, runs head on into the obstacles created by the linguistic
inadequacies of Title I children,

It will be interesting to see what the future may hold in regard to
the mathematics component. It is not easy to predict how arduous a task
it will be to bring median achievement levels closer to "grade level',
and what effect this would have on the pupils in Title I schools =-- on
their motivation, their sense of self, and their expectations for the
future.,
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2.5 QUESTIONNAIRE 7O COMPENSATORY MATHEMATICS TEACHERS

A questionnaire concerning the teaching of mathematics was completed
by the ten compensatory mathematics teachers in the Title I schools. Al-
though the nunber of questionnaires available is small, it represents a
100 per cent response from these specialist teachers and records opinions
of considerable interest. Results of this survey are tabulated on page 2-25.

Questions One to Six require simple affirmative or negative responses.
Multiple choices were offered in Questions Seven to Eleven, and teachers
were invited to mark as many responses as they considered applicable
ITEM under each item.

7 Question Seven asks these specialist teachers which areas of math-
ematics they consider most difficult for pupils. Nine teachers indicated
that the area of arithmetic applications was a difficult one, while five
entries showed computation as a problem spot. Only two teachers marked
concepts as a troublesome area. These opinions are borne out partially
by pre-post test results in mathematics, which showed worthwhile gains,
on the whole, in concepts as compared with applications, but also showed
substantial gains in computation.

8 Question Eight inquires into specialist teachers!' views of the ob-
stacles to children's achievement in mathematics. The obstacle most
frequently marked (five indications) was inability to read verbal explan-
ations and problems. This confirms the fact--if confirmation be needed--
that, in the ordinary course of events in school, reading deficiency
interferes with progress in certain areas of mathematics. Inadequate
mastery of basic facts and the feeling that mathematics is too difficult
were each indicated to be hindrances by four teachers. Only three
indicated lack of interest ss a stumbling block. It would appear that
the area of agreement among respondents on the impediients to children's
progress in mathematics is not large.

9 On Question Nine, which calls for teachers' opinions of how pupils'’
mathematics deficiencies have arisen, the choices which were indicated
with the greatest frequency were '"factors in the child," such as in-
attention or emotional problems, which orevent him from profiting by
regular instruction in the classroom, and unsuitability of previous teach-

. in% methods for the children in question, each receiving seven indi-
cetions. '"Factors outside the control of the school,” such as absenteeism
and transiency, received six indications. It is especially noteworthy
that only two out of a total of 2L responses to these gquestions referred
to inadequate ability as the root of difficulty with mathematics. 7o
an ltem asking teachers' opinions of whether pupils in their schools
find it easier to learn mathematics than reading, eight replied "Yes"
while two made no response.

\

With reference to the necessity for teachers to make lesson materials
and worksheets because published materials in existence were not suitable
for pupils (Question Five), five teachers replied that this was necessary
to a considerable exteat, and five that it was not. It would appear
that, however great may be the range of materials published and supplied,
there remains some need for teachers to produce materials adapted or de-
signed esperially for their groups.
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indicate satisfaction on the part of teachers.

In response to & question asking teachers to indicate their
cf the best means of evaluating the effects of the compensatory program
on pupils (Question Eleven), no choice was made of standardized tests,

but seven choices indicated tests constructed by the teacher and six in-
dicated tests constructed by the School District.
uation by observatian of pupils at stated intervals according to predetermined
criteria of performance and interest."

Six also chose

choices

leval -

Responses to Question Six referring to the mathematics diagnostic
test constructed by the ESEA resource staff for Grades Two and Three

found nine out of the ten respondents in favor of developing additional
levels of the test for use in the intermediate grades.

Finally, it would appear that responses to items concerning certain
of the basic conceptions of the progi-am--Questions One, Four, and Ten,

referring to opportunities for "turning children on" to math, to teachers'
access to suitable materials, and to the value of instructional aides--

On Question One, nine

of the compensatory teachers indicated that they felt they had had an

opportunity to awaken the interest of children in math.
that they had receilved the materials they needed most.

All ten responded
In regard to the

value of aides to the instructional program, six considered that their aides
had been very useful while four considered that they had vzen somewhat
useful.

QUESTIONNAIRE TO COMPENSATORY MATHEMATICS TEACHERS

June 1970

N =

10

Nunber of Questionnaires
Distributed -- 10

1.

2,

3.

6.

Do you feel that you have had an opportunity
to "turn on" any children in math?

Does it seem to you that children in Title I
schools find math easier than reading?

Do you think that effective teaching of math in
the Title I schools takes less effort and less
class time than effective teaching of reading?

Have you recelved the materials you need most?

This year have you found it necessary to make
many materials and worksheets bccause the pub-
lished materials you know of are not suitable
for your groups?

Would it be useful to have a math diagnostic

teot for Orades L, 5, and &, similar to the
one used this year in Jrades 2 and 37

2~ 25

&g

2 [ &
9 1 0
8 0 2
3 |5 2
10 0 0
5 5 0
9 1 0

1y



QUESTIONNATRE TO COMPENSATORY MATHEMATICS TEACHERS (cont'd)

7. Which areas of math present the greatest
difficulty for the children in your school?

Computation . . . .
Concepts, « « « «
Application . . . .

.
O o

8. Which seem to be the greatest obstacles to the
math achievement of children in your school?

Lack of interest. « ¢« ¢« v o v v v ¢ ¢ ¢ v o
Feeling that math is too difficult. . . . . .
Inadequate mastery of basic facts
{combinations)e + « v v 4 v ¢ 4 4 b o4 ..o .
Inability to read explanations and

verbal problems . & « « v ¢ v e v v 0 4 . e
Other « ¢« v v v v v « 4 o o s o o o o o o o s

wwom W

9. How do you think the math deficiencies of your pupils have arisen?

Inadegquate ability. « « « & v « o v ¢ o & « o 2
Previous teacning by methods not suited

to these particular children..« « « o ¢« o « o 7
Factors in the child that prevent him

from profiting by regular classroom

teaching (inattention, emotional probiens

poor self-control, etc.)e o« ¢« ¢ o v o « o« o o T
Factors outside the control of the school
{absence, transiency, etc.) « « « « « « « o .
Jther « ¢ ¢ ¢ ¢ o o v o o 4o 4 o 4 o 0 s 4 0.

N O

10, Which are the best ways of evaluating the effect of
your program on pupils?

Standardized tests. « « « v o oo 0 00 ..
Textbook tests. . . . . .
Tests constructed by you.
Tests constructed by the
School District . + v v v v ¢ ¢ v ¢ v o & ¢ @
Questionnaires v teachers. . . « « « « + o .
Questionnaires to parents « + « v v v ¢ 4 4
Observation of children at stated

intervals according to predeter-

mined criteria of performance

and dnterest, « ¢« ¢« ¢« ¢ e 0 b s e v b e e b e
Other « o ¢ v ¢ ¢ v ¢ o o o o o o o o o o » o

W ON ~ O

N ON

11. How useful is your aide to your teaching program?

Very., . . . .
Somewhat. . .
Not useful. .
No response ,

e e+ o o
« o o o
e« e s e
« o o o
« o o o
SO
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CHAPTER 3

l IN-SERVICE EDUCATION
ﬁ 3.1 PROFILE OF COMPONENT
The in-service education component is one of the four required suppor-
tive components of the ESEA Title I program. The California State Depart-
‘ ment of Education's Guidelines: Compensatory Education, revised April
1969, states:

i All personnel, i.e., certificated and paraprofessional,
coming in contact with project children in any way or
working on the project must participate in the in-ser-

) vice education component. . . » The program shall em-

{ phasize improvement of instruction in specific areas by
training the staff to diagnose learning needs and to
prescribe, implement, and continuously evaluate the ef-

{ fectiveness of the program.

‘ In-service education must be planned as a series of on-
l going sessions, rather than a single, one-time activity,
and must be tailored to meet the needs of the project
participants and the staff in the local school. Plan-
ning for in-service should involve those who are to
participate in order to insure that the content is prac-
tical and related to the needs and interests of the par-
ticipants. Special provision for training of aides in
( the skills needed for their jobs must be provided. When
: aides are assigned to classrooms, Joint training is re-
quired for the aides and classroom teachers.

o s

v The following content areas shall be included in the in-
service education corponent:

J a. Teaching of specific instructional skills related
to the objective of the project.

{ b. The dimensions of poverty and their effect on childremn.
c, Attitudes of teachers and their relationship to the

1 learning process.
d. Intergroup and intercultural understanding.

l e. The development of effective ways of incorporating
curricular innovations which are necessary for a
curriculum that is relevant to the needs of the pro-

f. ject participants,

]

(

(
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San Francisco's ESEA Title I in-service education component, effective
for the school year 1969-70, provided approximately 500 public elewentary
school certificated and classified staff members with information and train-
ing related to the Title I Languags Development and Mathematics Components,
as well as information about the Title I program in general. (For the in-
service education of pre~school perscnnel and non-public school personnel,
see Chapters 7 and 8 respectively. For the in-service education provided
by A. B. 606 funding, see Chapter 10.)

The estimated cost of the in-service component was $1L46,540, or ap-
proximately $300 per staff member.

Objectives.

To improve skills in the diagnosis of individual pupil
learning needs

To improve teaching skills in specific instructional areas
To improve skills and use of supportive personnel

To improve skills and use of paraprofessionals

To develop curricular irnovations

To inprove understanding of the effects of poverty
on children

To improve intergroup and intercultural nnderstanding

In-service Recipients. In-service education was furnished to those who
served in any capacity in Title I schools {e.g., teachers, aides, adminisira-
tors, auxiliary personnel, parents in the parent advisory group, etc.), the
compensatory reading teachers in the Title I rereiving schools, and the Title
I administrators, evaluators, and resource personnel.

Personnel Responsible for Providing In-service Training. At the school
sites, each member of the Title I staff was reponsible for a large part of
the in-service training of those serving under him. For example, the school
staff development specialist (5SDS) was responsible for the in-service train-
ing of the guiding teachers in that school, who, in turn, provided training
to the classroom teachers with whom they worked. Aides received in-service
training from those above them, i.e. from the schnool staff development spe-
cialist and from the teacher with whom they worked -~ in this example, the
guiding teacher and the classroom teacher.

The appropriate District offices were responsible for providing contin-
uous in-service training programs for librarians, cormunity teachers, scrial
workers, psychologists, ana speech therapists.

The staff of the Office of Compensatory Education was enlarged in order
to increase the in-service training that the staff members in the Title I
cchools could receive., The staff of the in-service training cemporent in-
cluded:

Q 3-2
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‘ 1. A staff development specialist, responsible for planning
b and implementing in-service education activities

j 2. A parental community resource teacher, responsible for

{ developing the District Advisory Committee into an in-
dependently functioning committee and for working with
on-site personnel in order to develop school-level

l parent advisory groups

3. An intergroup curriculum resource teacher, responsible
’ for initiating and documenting the use of community re-
sources in the instructional program, for developing in~-
formation on the contributions and activities of culturally
different groups, with suggesticns about how to use the
i information, and for working with staff and parents involved
with outdnor education program and/or other intergroup
visit-tions or activities

RN

Li. A media resocurce teacher, responsible for helping target

» area teachers incorporate the multi-media approach to in-
J struction into the classroom by advising and demonstrating
effective techniques using various types of audio-visual
equipment and materials

! 5. Resource teachers, (one District, and two Title I, reading
rescurce teachers and one Title I mathematics resource

. teacher) responsible for training staff to diagacse learn-

l ing needs and to teach prescriptively, and for providing
guidance in the use af techniques and materials in vheir
respective subject areas

——

The staff of the Office of Compensatory Education received as well as
gave in-service training. By participating in staff meetings, local confer-
l ences, and in-service conferences sponsored by the California State Depart-

ment of Education and professional organizations, staff members were able
to develop their competence in meeting the needs of students, staff mem-
bers, and the Title I program.

Tu-service training consultants were selected on the basis of their ex~
pertise in an area of in-service need. When the Office of Compensatory Edn-
( cation purchased materials proven especially effective with culturally dif-

ferent students, and distributed them to the schools, publishers' consul-
tants often provided the in-service training for teachers using their
{ materlals,

Scheduling of In-service Activities. In-service training denotes those
activilies sponsored by the school system which promote and develop the pro-
( fessional or occupational growth and competence of staff members during the
time of their service to the school system. To ensure that in-service edu-
cation was "planned as a series of on-going sessions, rather than a single,
l one-timn activity," and that it met the needs of the in-service recipient
part.cipants, the groupings of personnel to receive in-service training were
listed and the frequen:y of their in-service sessions designated in the pro-
pesal. Most groups, e.g., SSDS's, gulding teachers, Office of Compensatory

[
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Education staff, paraprofessionals working at the same school, and compensa-
tory mathematics teachers, were to meet at least monthly as a group. Speech
therapists and librarians were schedulzd to meet with their departments

every week; community teachers, psychologists, and social workers were sched-
uled to meet with their departments every other week, Administrators of
Title I schools were to meet as a group at least twice a semester. ESEA
compensatory reading teachers were not scheduled to meet as a separate group,
as they met every six weeks with the District compensatory reading teachers
who had the same in-service interest.

Classroom teachers of grades K-6 were never scheduled to meet as a
group, but on a grade level basis at their schools, to share successful
teaching techniques. In-service training activities for classroom teachers
included help from the guiding teacters, the 35DS's, the Office of Compensa-
tory Education staff, and monthly meetings conducted by publishers' cen-
sultants to introduce new materials or to provide enriclment in the ways
materials may be used. S

Substitute teachers were usecd to release classroom teachers to attend
in-service sessions held during tihe regular school day.

Evaluation Strategy.

An analysis of the tenure of Title I classroom teachers
was made in comparison Lo the tenure of all District
classroom teachers %o irdicate the arount or in-service
training needed by the Title I school-site staffs,

A questionnaire was given to all Title I classroom teachers
of grades K~6 to determine their participation in various
Title I-sponsored in-service activities and to determine the
relative helpfulness of various in-service resource person-
nel tc then.

Questionnaires were given to each aide and his teacher to ob-
tain their opiniocns and recommendations about the training
of aides.

At each Qffice of Compensatory Education.sponsored in-ser-
vice session, a form, "Evaluation of ESEA Title I In-service,"
was given to each participant to assess the effe:tiveness of
that particular in-service activity for him and to give the
sponsors of the ine-service activity recormmendations and in-
strnt process evaluation of their efforts.

Observations and insights of the members of the Otfice of Com-
pensatory [ducation staff were used to descrite, and to make
recommendations about, the Title I in-service education effort.

ERICv
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3,2 IN-CERVICE FOR TEACHERS

Tenure of Titls I Classroom Teachers. If a teacher has tenure, then
it is an indicatlon that the teacher hus taught at least three years. If
a regular classroom teacher is not tenured, then he is classified as either
a "probationary teacher", or as a "long-term substitute" teacher.

The February report on the "Classification of Teachers Lists" in-
dicated that, of the regular classroom teachers for grades K-6, only
LY per cent were tenured in the Title I schools as compared with the
68 per cent of teachers tenured in the rest of the School District.
The proportion of tenured teachers in Title I schools ranged from
twelve per cent to 69 per cent of the regular classroom teachers, and
only two out of the ten Title I schools equalled or bettered the ratio
of tenured teachers for the rest of the District,

For accountable Title I teachers of educationally disadvantaged
children from low income families, in-~service training was an important
feature of the Title T program, especially since, in seven out of the
ten Title I schools, batween 57 per cent and 88 per cent of the regular
classroom teachers were either probationary teachers or long-term sub-
stitutes,

School~Site«Sponsered In-service Education, Schocl starf devel-
opment specialists (SSDS), gwlding teachers, and auxiliary service
personnel were the on-site resource people responsible for providing
in-service training to their school staff. (For auxiliary service
personnel activities, see Chapter L),

The one 5SDS at each of the ten Title I schools was the person
responsible for shaping and coordinating the in-service program tai=-
lored to the unique needs of his school. 4s & resource person for
gulding teachers, the SSDS provided them with support, ideas, materials,
techniques, commmity representatives, and opportunities to observe
demonstration lessons, wlth the classroom teacher with wiiom they worked,
As a resource person for the entire school staff, the SSDS provided
leadership in diagnosing learming difficulties of students and demone-
strating specific techniques to correct them, either individually or
with small groups of children; arranged for the staff to share suc-
cessful ideas and techniques; helped make teachers aware of the cultures
of the children with whom they worked; and provided leadership in
improving the school's instructional program by distributing riew materlals
telected specifically for the children in their school, by preparing
lesson materials, by maintaiuing an information center for teachers,
and by providing audio-visual. equipment, materials, and method demon-
strations.

Of the 30 guiding teachers, 17 were assigned to work in the area
of language arts, and thirteen in the area of mathematics, The num-
ber of guiding teachers per school ranged from zero to six, depending
upon the size of the scheolls pupil populations The number of guiding
teachers in language arts was always greater than, or equal t¢, the
nunber of gulding teaciiers in mathematics. An alde or two was assignad
to each guiding teacher,
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As experienced teachers, the role of the guiding teachers includ~d
developing and sharing new and effective techniques for teaching dise
advantaged pupils, providing continous in-service guldance for three
classroom teachers per term, and being a language arts or mathematbics
resource person for the rest of the faculty. The chering of techniques
and the development of effective strategies for diagnosing learaing
difficuities and then helping pupils to learn was the central concem
of the guiding teachers, U _..ke vompensatory teachers, gulding teachers
worked in the classrooms, lastructing srall groups of irdenti icd pupils
in order to put into practice effective methodology for the benefit of
both pupils and classroom teachers. The aides assigned to suiding
teachers assisied students in their classroom work by doing follow-up
exercises, providing drills, or supervising activities which reinforced
the vork of the guiding teacher,

Classioom Teacher Opinion Survey. 4 questionnaire was developed to
discover what proportion of the cIassroom teachers had worked with
guidiag teachers as was propcsed, how helpful the school-site a'.1 Title
I resource teachers had been and to what degree they were able to Lar-
ticipatz in the proposed in-seivice activities, The ques*tionnairc was
given in Msy to all vegnlar classroom teachers for grades K-6,

IT a gulding teacher works with a small group of students from
the same clessroom, then it is assumed that the guiding teacher was
ul1so worxking with, and providing in-service guidance to, their class-
room teacher, With this assumption, the responses to the questionnaire
substantiate that the guiding teachers worked with at least three class=
room teachers per semester as proposed, and that the gulding teachers
worked with an average of seven students per classrocms Althorgh the
guiding teachers were to work with the identified students in their
classrooms, the following responses show that this did not happen for
63 per cent of the teachers with whom the guiding teachers in language
arts worked aor for 80 per cent of teachers with whom the guiding
teachers in mathematics worked,

CLASSRCOM TEACHER REPORT OF GUIDING TEACHER SERVICE

Did the Guiding Teacher in Language Arts give intensive instruction
to celected students from your room?

- les QEE No ggz No Response ;;E

b, If Yes, how many students did the guiding teacher work with?

750 pupils of 1.» "yes" teachers, or about 7 pupils
per_classroom

b, If Yes, did the gulding teacher work with those students
in or out of your classroom?

Of the 108 "yes" responses: In 198, Out 63%. Both In

and Out 1%%.

Did the Guiding Teacher in Mathematics give intensive instruction
to selected studeats from your room?
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ao Yes __LOZ . No _80F . No Response _ 9% .

l ’ 1b. If Yes, how many students did the guiding teacher work with?

633 pupils of 9l M"yes" teachers, or about 7 pupils per
l classroom

2b, If Yes, did the guiding teacher work with those students
l in or out of your classroom?

Of the 9L "yes" responses: In 12% .  Out _ 80% .
! Yo Response _ 9% .

N =233

i Because most guiding teachers were not enabled to spend time in
' the classroom, the guiding teacher pr2gram was not as effective an
inservice activity for classroom teachers as had been anticipated. Due
to lack of space in the classrooms and/or classroom teacher resistance
i to the presence of the guiding teachers, the percentage of teachers in
an actual in-service training team=-teaching effort with the guiding
. teachers was about 30 per cent of the time in languege arts, and 12
' per cent of the time In mathematics, It is recommended that the class~
b room teachers be more cooperative in allowing the guiding teacher in-
service efforts to taksc place in their classrooms, and that space
: considerations be given those teachers who are to receive intensive
1 help from guiding teachers,

. Teachers werc asked to Judge how helpful the supplementary school=

l site Title I personnel had been to them and/or their students. The
following table shows that when teachers did have con’ with the various

supplementary groups, about 70 per cent of the teache.. row: nem to

be of "a great deal" or at least "some" help.

CLASSROOM TEACHER REPORT OF CONTACT WITH, AND RELATIVE
HELPFULNESS OF, SUPPLEMENTARY SCHOOL-SITE PERSONNEL

€ of Teachers

— (At po—

fi [With Contact
Q
S ol
R )
&89 2 3 Per cent of All
How helpful have the following w2 te |85 | Returns (v=233)
school-site personnel been to o [elg |q]|™
you and/or your students? RN - No No
=° 5 P O |Contact | Response
a. School Staff Development Specialist . {161 [35%|LoghLgliig] 21% 9%
b. Compensatory Reading Teacher. . . . . {145]52% 20#2% 179 27% 10%
¢. Compensatory Mathematics Teacher. . . {120 [i3%|oLd@og|eeg| 37% 11%
i d. OCuiding Teacher in Language Arts. . . |155|30¢{30ssgf1e 23 10¢
v es Ouiding Teacher in Mathematics. . . . J11041%]308 7%|23¢] 37% 16%
: fo Aldes -- Language Arts. « « . . . . o {1U3Ju6%[294 9gl15%| 27% 12%
i' g. MAides -- Mathematics. « « ¢ 4 « . . . {125]25% 26#‘3% 2%  32% 1hg

o
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Although the table shows that the percentage of teachers having
"'mo contact" with the mathematics personnel is greater than the per-
centage of teachers having ™no contact! with the language arts personnel,
the fewer supplementary positions in mathematics, as shown below, may
account for this.

TITLE T SCHOOL SITE
LANGUAGE ARTS AND MATHEMATICS PERSONNEL

Mathematics Language Arts

Number of Compensatory Teachers 10 1h
Number of Guiding Teachers 13 17
Number of Aides 35 54

Since the effectiveness of in-service activities (scve table, following
page) can be judged only by their effects on the in-service recinients
themselves, teachers were asked to indicate to what degree the ESEA program
had fostered the activities deemed important for developing their competencies
as Title I teachers. Their responses were, for the most part, substantially
in the same proportion as those given by Title I teachers the year befure.

In cases in which the questions are not identical for both years, the previous
year's question is given. '"Not applicable or no change needed" was a response
possible for last year's questions and not a possibility for this year's
questions.

The provision and use of the Title I materials appears to be one of the
most effective in-service activities. Since classroom teachers actively seek
practical solutions for curing, or at least correcting, the many and various
learning disabilities of their students, preferring in-hand ones that they do
not have to make themselves, perhaps it was the combination of their search
for the practical and this year‘s emphasis on making sure that teachers know
how to use the materials they are given and their being apprised of the mate~
rials' capabilities that mzde the material type in-service activity effective
for 80 per cent of the teachers this yrar.




A COMPARISON OF ELEMENTARY TEACHER OPINICNS OF
ESEA TITLE I SERVICES OVER THE IAST TWO YEARS

Per Cent of Teachers Responding

Last Year This Year
BECAUSE OF THE ESEA PROGRAM, HOW (1968-69) _(1969=70
MUCH HAVE YOU BEEN ABLE TO: N=212 N=233
a, Observe and exchange successful ideas
and techniques at your school?
A great deal ¢ ¢ ¢ 6 6 © o o o 23% 21%
SOMeE o o o 6 6 ¢ 6 6 06 06 © o o 38 hh
Little ¢ ¢ ¢ o 0 0 o 06 0 0 o o 18 15
Not at au (-] o (-] (-] o o o (-] (-] o ll 13
Not applicable or no change needed 3 -
No Response. ©o o 0 6 6 0 0 0 o 7 7
b, Get and use new materials provided
by ESEA funds?#
A great deal o 6 6 0 0 0 0 o o 20% hh%
SOMme o o 0 0 6 © 6 ¢ o 6 0 6 o hB 36
Little « o o 0 ¢ 6 0 6 06 6 0 o 18 10
Not at a]-l ©o t ©6 o o 6 © 06 © © 11 7
Not applicable or no change needed 1 -
No response 7 2
#last year's question: "Examine, Evaluate
and select the best new materials?"
¢c. Develop skills in diagnosing individual
student learning needs?¢
A great deal o o o ¢ o 0 ¢t o lo% 15%
SOMe o o ¢ o + 0 8 06 s 060 0 @ 35 38
Little ¢ ¢ ¢ 08 0 o 9 8 0 0 0 © 26 26
Not at "1l 4 o 6 ¢ ¢ ¢ 0 6 o o 17 15
Not applicable or no change needed b4 -
No TeSPONSEe o o 0o ¢ s 0 9 o0 o 8 6

#tLast year's question: "To what extent has the
ESEA program provided opportunitiss to diagnose
pupils' scademic needs?"

d., Understand the effects of poverty on

children?su#
Agreat deal o o ¢ o o 0 o o & 17% 2hg
SOMe s ¢ ¢ o 6 6 v 0 0 06 0 oo tll 27
Idttle o ¢ ¢ o ¢ 6 ¢ 0 6 0 0 @ 2’4 16
Not at 811 o o o o ¢ 2 0 ¢ ¢ o 9 23
Not applicable or no change needed 2 -
No TeSpOnsSte ¢ o ¢ ¢ ¢ ¢ ¢ ¢ o 7 n

Hexlast year's qusstiont '"Understend the ene
vironment of the culturally disadvenvaged?"
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In previocus years, ESEA Title I concentrated its efforts on
raising reading achievement, but during the 1969-70 school year, the
Title I program emphasi:zed ralsing both reading and mathematics achieve-
ment. Splitting the in-service efforts into the two flelds of reading
and nathematics, as against concentrating in the one field of reading,
may account for this year's slightiy poorer effectiveness in the reading/
language arts area., Because supplementary Title I mathematics speclalists
were provided in schools only this year, their newness and fewer numbers
may account for their seemingly less effective in-service activities,
when compared with the effectiveness of the in-service activities in
the area of reading and language arts. Since mathematics was not em=-
phasized last year, teachers were not questioned about the in-service
activities in that area and thus there are no data for that question for
last year. The following graph shows a comparison of teacher responses
for how much the ESEA program has enabled them to develop and/or share
with other staff members improved techniques for the teaching of reading
and/cr language arts (R/LA) and mathematics (Math) during the 1968-69
and 1969-70 school years.

COMPARISON OF AMOUNTS OF ESEA-SPONSORED READING/LANGUAGE ARTS
AND MATHEMATICS IN-SERVICE ACTIVITIES RECEIVED BY TEACHERS
DURING 1968-£9 AND 1969-70

Log 1

30%

Per cent of Teacher Resronses

208 )
108
{;_ 3 'l i
1968-69 N = 212 Not at Little Some A great
all deal
1969-70 N = 233 Amount of In-service Received

Although the role of the Title I resource specialist is primarily to
help the school site specialiste, some classroom teachers did have direct
help from ‘{hem. Between one-third and one-half of the teachers indicated
having direct contact with the various Title I resource specialists, and
of those who did, between one-third and one-half found them to be of
"some" or "a great desl" of help.
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3.3 IN-SERVICE FOR AIDES

One of the best in-service activities for any grouping of Title I
personnel was that provided the aides. Although the aides' in-service
training was primarily conducted by and at the schools that aides worked
in, the Compensatory Education Resource Center sponsored a meeting in
January that involved all aides and SSDS's, and the writing and publishing
of the "Paraprofessionals Handbook" by and for Title I aides.

Aides received on-the-job training and in-service training from the
monthly training sessions at *° . » schools, At these monthly meetings,
the S3DS's used the SRI published teacher aide training system package of
materials as a resource for discussion of basic school routines and
schedules and developing the aides!' instructional skills,

Questionnaries. To obtain information and recommendations about the
training of aldes, questionnaires were given to each aide and to the
teachers assigned aides.

The normal work load of aides is 15 hours per week, Of those aides
responding to questions about hours worked and the number of working hours
desired, 73 per cent preferred more working hours, The following table
separates aide satisfaction with their houre of work by whether the aide
is from the commnity or not.

AIDE ATTITUDE TOWARD NUMBER OF WORKING HOURS PER WEEK
Commmity Aides Non-Community Aides

Number Responding N=53 N=25

B iNo.Z 4 No,
More hours preferred 708 37 BOZ E?O’
Satisfiea 26 (1) 12 ( 3)
Fewer hours preferred L ( 2) 8 (2)

More than half of those working 15 hours per week indicated that they
would prefer to work at least 30 hours per week,

Teachers having aides listed "lack of time" as one of the weaknesses
of alde service for them. Since aides were limited by civil service
regulations to 70 hours of work per month, which permits a three-hour
work day, any in-service training for them ¢iminished the amount of time
they could work., Many teachers stated that there was insufficient time
for them to plan with their aides or for them to glve their aides the
on-the-job training that they needed. The responses to the following
questions show that teachers were unable to provide the on-the-job training
they felt their aides needed.

3-1
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TEACHER ASSESSMENT OF THE ON-THE-JUB TRAINING OF AIDES

Per Cent of Teacher Responses

A great No
deal Some None Response
Aow much on-the-~Job training
Jo you feel aides need?

Classroom Teachers (N=91) 50% 388 &6 L%
Site Specialists (N=63) 68 29 2 2
How much on-the-Job training are
You sble to give your aides?
Classroom Teachers {N=91) 19 50 22 7
Site Specialists (N=63) 29 L6 25 -

Although 23 Der cent of the teachers felt that they had provided "a
great deal" of on-the-job training, L7 per cent of the aides felt that
they had received "a great deal" of on-the-Job training. Even though the
teachers felt they didn't have enough time to spend tralning their aides,
about two-thirds of the aides reported that they had spent "a great deal"
or "some" time getting training. From the separated commnity and
non-commnity responses in the following table, 4O per cent of the
non-comrmunity aides felt that they had received "a great deal" of training,
while 1(ss than half of that number claimed to have spent "a great deal"
of time getting training, The gquestion arlses, what kinds of skills must
an aide come equipped with so that "little" teacher time will be needed to
produce "a great deal" of treining. Perhaps helping teachers t2ach is not
the main reason for having aides. Perhaps actively involving low-income
parents and community members in schools and education is more important
and cruclial to the education of their children.

AIDE SELF-ASSESSMENT OF THEIR TRAINING

Per Cent of Aide Response

A great No
deal  Some Little None Response

How much on-the-Job training
do you receive?

Cormunity Aides (N=S7) 514 308 12% L% {4
Non-commnity Aides (N=30) Lo L7 10 3 -
A1l Aides (N=87) L7 36 12 3 2

How much time do you spend on
getting trained?

Community Aides (N=57) 324 33%  18% 9% /3
Non-community Aides (N=30) 17 b1 13 17 7
A1l Aides (N=87) 26 38 16 12 8

3-12




i Although 80 per cent of the teachers having aides indicated that the
school site persomnel should be responsible for the major portion of the
in-service training for aides, classrcom teachers felt this more strongly

[ than specialists, as seen as follows:

J WHO SHOULD BE RESPONSIBLE FOR THE TRAINING OF ATDES?

Per Cent of Aids Training to be done by School Site Personnels#
: No Re-
t 0}1-10}11-20)21-30{31-L0|41~50]51-60}61-70}71-80}81-90}91-100 | sponse
Per Cent of Class-
room Teacher Re-

[ sponses {N=91) 281 - - 2% - 5% | % s | W% 8% [ 53% 6%

Per Cenit of Site
‘ Specialist Re-
{ sponses (N=63) 3] - - 2 2 16 “ 16 19 8 33 2

) Per Cent of All
l Teachers Having
Aides (N=15L) 3| - - |2 1 10 |1 10 {16 8 | L5 5

#The other part of the aides' training not shown here was indicated as the
responsibility of the Central Office., That is, if a teacher stated that one
1 to ten per cent of the aides' training should be done by school site personnel,
then she also stated that the other 91 to 100 per zent of the training should
be provided by the Central Office staff,

Both aides and teachers most frequently recommended training as the
means for improving the use of aides in their schools. Communily aides had
more suggestions than non-commnity aides about the kinds of training they
would like to receive, Aides wanted training in the use of machines,
(including audio-visual machines), child psychology and development, mathe~-
matics, (especislly "new math"), and training in first aid., Aides suggested
that better commnications between aides and teachers would improve the aides!
service to schools. Teachers recommended that &jdes receive iraining prior
to September and that the training stress audio-visual and other skill
training, Teachers suggested that the training of aides include classroom
observaticns and recommended that scheduled times to plan with aides be set
aside, Commnity ajdes suggested making more working hours possible while
non-community aides suggested that a high salery might improve the aide service
program.

p—— e e pe——

January Oroup In-gervice Sessions for Addes, The Compensatory Education
Resource Center sponsored two concurrent in-service meetings for all aides
and SSDS's at two locations., The main topics of discussion at these meetings
‘ were basic ways of getting children to learn, specific ways aldes can help
' Title I children become Letter leerners, and effective aide-pupil relation-
ships, Ideas for a handbook for ESEA aides were sought, as were volunteers
‘ to work on the handbook committee. One meeting was organized as one large
l‘ discussion group, while the other was broken into small interaction groups.
Both meetings helped provide impetus for future on~-site in-service sessicns,

FRIC 3-13
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Of the 89 persons attending these meetings in Jaunary, 82 per cent
(73) were aides. Each verson attending the meetings was asked to fill
out an evaluation form and 87 per cent did, From the 77 returned evaluation
forms, it was discovered that 79 per cent rated the sessions positively,
four per cent neutrally, nine per cent negatively and eight per cent did not
indicate their "fulfillment" from the meeting; 90 per cent of the forms had
rio comments.

Comments from the large discussion group included:

"The discussion leader's free and open approach marvelously
humanized this meeting."

“"The reason people contributed so much to this meeting was
because of the discussion leeder's tree and easy ways.

She is excellent in this capacity,"

8T feel that this meeting was a very profitable one. It
was helpful because the problems that were brought up vere
most of the same problems I encounter every day."

"The meeting was very helpful in finding out other ways of
solving classroom problems.”

"I learned more about getting children to learn."

", » « and many facts about how to meet children's
handicaps in schools,"

Aide Comments

"Seeing ‘that professionals see us as human beings was
pleasant, For once, the professionals were eagerly accepting
our ideas,"

SSDS Corment:

"The quality of paraprofessionals seems superior beyond all
expectationi®

About two-thirds of the comments from the in-service session that
formed small interaction grcups suggested that there should be more time for
small group discussions. Other comments included:

"Small group discussions were valuable in comparing different
approaches and resvlts."

"I enjoyed talking with aides from other schools and found
new ideas that will help me in my school,"

"i think that we should have more small group discussions

and should pass on the ideas o teachers,"

"The meeting laught me a lot."

"The best subject was giving the children more confidence,"
"I learned many ways of getting children to learn,"

3 -1h
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"I really feel tirat the aide program 1s proceeding very
well, As an eide, I feel that children are learning things
that they were afraid to try before.,"

Recommendations, Most aide in-service training should continue to
take place at each school site. Summer pre-service training and some
in-service training sessions held during the school year should be
conducted to include all aides in the program. Someone should be hired
to work with the aides and art as liaison with the District'!s para-
professional office to provide and coordinate continuous in-service
activities for ajdes.

Paraprofessional Handbook. The idea of a handbook for aides was so
attractive to so many aides that it was difficult to choose from the
numbers of volunteers the one representative for each school, With the
outstanding organizational ability and the dynamic leadership quality of
the staff development specialists, with the active enthusiasm and concern
of the aide representatives, and as the result of seven fast-moving,
brainstorming, planning, decision-making meetings of the committee,the
Paraprofessioral Handbook was published. For the seven handbook committee
meetings between March 31 and June 6, the representatives conscientiously
shared with the other aides in their schools the chapters that were written
or about to be discussed and solicited their reactions, suggestions, and
corments, which they put forth at these meetings. All representatives
felt that they had learned much about Title I and about their roles in
relation to the program.

As a basic guide for Title I aides and the teachers with whom they
work, the Paraprofessional Handbook contains an overview of the Title I
program, discusses the paraprofessional's code of ethics, hiring policies,
Job resnonsibilities and activities of aldes, evaluation of saides,
responsibilities of classroom teachers to their aldes, suggests in-service
training for aides, and cutlines what should be included in on-site supple=
ments to the aide handbook., The suggested supplements should provide
orientation to the school's physical environment, purposes, personnel,
programs, scheduling, and rules, and should include how the 20 suggested
areas of on-site aide orientation will be handled.

Recommendation, The Paraprofessional Handbook should be considered
as an officlal document emanating from San Francisco's Title I office,
and each Title I school should be required to complete and maintain the
type of on-site supplement suggested in that section of the handbook.
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3.4 THREE OF THE MOST SUCCESSFUL IN-SERVICE ACTIVITIES

The task of evaluation of in-service cannot be molded as one might prefer,
but must be one of seeking indicators of occupational growth or professional
competency that have been produced and revealing its uniqueness.

Three of the most successful in-service activities involved all groupings
of persornel. They were (i) the presentation of an overview of the ESFA Title
T program to school staffs, (2) the monthly publication of a Title I "news-
letter," and (3) the writing of a Title I proposal for and by each school-
site staff.

The Overview of the ESEA Title I Program. In January 1970, the 90-page
1969-70 ESEA Title I proposal was summarized and put onto 22 overhead t:ans-
parencies. The staff development specialist tailored each visual presentation-
discussion to the Title I program in the particular school in which the pre-
sentation was being given. The overview descriked how Title I schools were
chosen, the state's mandated six components and their objectives, San Francisco's
Title I staffing, what district and/or Title I services were available to each
pupil in a Title I school, and the requirement for diagnostic profiles and
evaluation. The transparencies were developed in such a way that when each
Title I position in that scheol was delineated, the person filling that position
was identified by name,

The overview was presented to nine target schools and one receiving school.
In some cases the entire school staff participated as requested. In three
cases it was necessary to return to a school-si*e tc repeat the presentation for
staff members vho had been unable to attend the initial session. Most of the
meetings were held after school and the average length of each meeting was 30
minutes. The total combined attundance for all meetings was 33L, which includes
teachers as well as other school personnel,

Kach person who attended the overview in-service presentation was asked to
£i11 ou!, an evaluation form. By using this form, the in-service participants'
indications of the "purpose of the meeting for ycu," "expectation," "fulfillment,"
and "comments" gave the sponsors of the in-service meeting, as well as the
evaluators, recommendations and instant evaluation of the in-service «ffort.

Evaluation forms were completed by 72 per cent of those atiencing the over-
view presentation. Jf the 239 evaluations turned in, Ll per cent were positive,
31 per cent neutral, 25 per cent negative, end 49 per cent had comments.

Some of the positive comments were:

"The transparencies were excellent and made understanding
of the program very clear."

"It was interesting to see the way the various components
interrelate in the program. There were services that I
have used that I was unaware were part of the ESFA progran.”

"This has never been explained (diagrammed) in depth before.

A well-organized presentation with succinct information
about a confusing program.*
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Negative cormments were basicaly restricted to:
1. VWhy didn't we get this earlier?
2. Why must we meetl before or after school?
3. VWhy don't you put this in writing?
Responses to these quest_.ons were:

1. The need to provide an overview of the Title I program
was not recognized earlier.

2. In order to reach all school-sites as quickly as possible
before and after school hours, when all staffs could meet
at once without weeks of planning.

3. The overview was printed in booklet form. The first 750
copies were distribtuted within two weeks after publication
and were enthusiaslically received by central staff, school-
site staffs, and parents in the communities. Apart from i's
use within the Title I staff, the booklet helped explain the
program to consultants scheduled to work in in-service training
programs, other personnel within vhe San Francisco Unified
School District, and others requesting information throughout
the state.

Recommendations. Visuals should be prepared for the 1%70-71 school year.
The presentations of the overview of the Title I program should continue tec
be tallored to the school which is receiving the piesentation. Presentations
of the overview should take place at all target schr)ls and receiving school
sites before the end of October 1970. Booklets of the overview should ce pre-
pared and distributed for the 1970-71 school y2ar before the end of Octcber.

The Monthily Title I Newsletter. In order lo guard against the malfunc-
tionings attributed to poor communications, "The San Francisco Unified Sciiwo}
District, ESEA Achiever, Title I Intensive Service Project Newsletter" began
publication in December 1962. The two sides of the onec-page newslettcr carry
news of successes and "Who's Who in Title I," contain information about coming
eventg in in-service or summer school programs, tell abcmt the activities of
the District Advisory Committee, the non-public schools, intergroup relations
coriponents, etc. By its very existence each month, school staffs, district
personnel, and parents ars kept aware and reminded that Title I is a dynamic,
many-faceted program.

Recommendation. The "ESEA Achiever' should be continued during the 1970-
71 school year.

The Writing of a Title I Proposai for and by Each School-Site Staff. Each
school--site was required to writc a Title I proposal which fulfi.led the require-
ments of the Title I program and the needs of the school-site. One resource
teactier and one evaluator wera assigned to be consvltants to each school.

The school-site writing of a proposal was the best Title I-sponsored in-
I:I<j}:»rvice activity that happened during the yesar. Parent advisory groups, if
3-17 140



tot already formed, were formed and consulted about their concerns. Special-
ists and teachers consulted with each other to devise the beat ways of im-
proving the existing Title I program at the school. Teachers, school=-site
speciullsus, parents, administrators, and other supportive specialist per=-
sonnel worked together to determine behavioral objectives for eac.: of the
six components, arrived at priorities, and 4istinguished between whic!: were
District responsibilities and which were Title I responsibilities, redefined
Jobs and wrotr job descriptlions, and learned ¢bout evaluation indices and
techniques. Every school had people working together afternoons, evenings,
and weekends to complete their proposal on time. The overview booklet was
found very Yelpful when reviewing the information that was needed.

Personal cpinions were sought, cooperation flourished, and proposal-
writing teams increased their professional competencies.

Recommendations. Echool-sites should continue to write their own pro-
posals. At lsast two morths should be allowed between the beginning of the
proposal-writing effort and the date that the first draft is due. Budget
limitations should be given right from the start.
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CRAP1ER L
AUXILIARY SERVICES
4.1 PSYCHOIOGIST AND SOCIAL WORKLCR SERVICES

Under ESEA Title I (1969-1970), three social worker-psychologist teams
were funded to serve the ten intensive services school. These six positions
were filled by eight part-time psychologists and six part-time social workers,
who worked in teams in order not to duplicate service and to make maximum use of
their skills. Each team member spent from one and one-third days two days
in the Title I school to which he was assigned. The total estimated cost for
these services was $120,687.

Objectives. The objectives of the program were as follows:

To improve children's emotional and social stability
and that of their families

To improve children's self-image

To change (in a positive direction) attitudes toward
school and education

To improve children's average dally attendance

Farticipating Pupils. All pupils enrolled in the ten Title I schools
vere considered eligible for the services of the social worker and/or psy-
chologist., The pupils selected for assistance were identified on the basis
of individual need. Pupils enrolled in non-public schools which received
other Title I services were also referred to the appropriate social worker
or psychologist on the basis of need.

The children who, in fact, did receive services tended to be children
from sizeable families, often recipients of public assistance, frequently
members of single-parent families or children who had attended a number of
different schools. Children who were referred for service displayed the
following characteristicss

Emctional and social instability
Negative self-image
Negutive attitude toward school and educaticn
High absentee rate
Evaluation Strategy. Evaluatlon of soclal workers! and psychologists!

services was based on records of services provided and on the reactions of

social workers, psychologists and classroom teachers as gathered by means of
questionnaires and as reflected in irformal corments. The effects of the program

were measured as followss
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Analysis of the selection of participants and description or
the services provided to them

Results of questionnaires to each person providing social
work or psychological services, corncerning the objectives,
the effectiveness, the general strengths, as well as the
limitations, of their services, with recommendations for
change

Contact records kept by psychologists and social workers

Opinion survey of all ESEA classroom teachers to
determine the effe.ts of the social workers' and
psychologists! services

Description of the Program. Children referred to the psychologist
or social worker were those who displayed some type of behavior or
learning difficulty within the school setting. These were children who
could not usually be effectively dealt with through the school's normal
or routine resources because of the severity of their problems, whesther
emotional, social, or psychological.

Referrals to the psychologist and social worker were made by parants,
principals, teachers or various agencles. School staffs were requested
to use the standard "Pupll Service Referral" forms, When problems were
too severe or when an emergency situation occurred, referrals were un &an
informal or spontaneous basis, and were investigated immediately. One
psychologist noted that, at the beginning of the school year, the
majority of referrals were on the Lasis of acting-out behavior, while
the latter part of the year ¢ a swing toward referrals based upon
observed learning difficulties.

The magnitude and type o< problem determined the advicability of
follow-through and the discipline to be involved, In most schools, referrals
were discussed at case conferences, and it was dacided which speclal service
personnel should be involved in working with each child.

One social worker briefly described the case conferences held at her
schools

"Case conferences were held every other week, usually from
nine to twelve o'clock, People participating included the
teacher, school staff development specialist, commnity
teacher, speech teacher, nurse, administrator, social worker,
and psychologist. Approxmately six children were discussed
each time. Every other session was spent on 'feedback'to
report progress,”

Th.s seemed to bo typical of most schools. These conferences usually

included all personnel involved with the child, and whenever possible the
classroom teacher was released to attend,
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When children were once raferred for treatment, social workers and
psycholeogists provided diagnostic, therapeutic and sociological help for
them and acted as resources for their school staffs. The goals of their
service were:

To collaborate with any merber of the school faculty, including
non-certificated personnel and aides, with respect to problems

individual children were displaying in school adjustment or in

learning

To accept direct referrals of individual children with their
parents who did not seem to be responding to the usual methods
at the command of the school

To assist in the understanding of the meaning of the child's
beh. - .'r by gathering all available information through school
and . ..anity agency resources and through observations and
interviews with the child and his parents

To serve as a liaison person with community agencies and other
school district personnel, particularly other Pupil Service
workers

To participate in the development and presentation of programs
geared ‘o the promotion of an improved social and mental health
climate in the schools

Findings. In a questionnaire, psychologists and social workers were
asked, '"How many children who qualify for your services were you unable to
work with because of your limited time?" They reported large waiting lists
and stated that apprnximately 50 to 80 per cent of the children eligible
for their services were not served because of the limted time of these pro-
fessionals in each school, Many found this question difficult to answer
as it was dependent not only upon the number of children they worked with
but upon the type and amount of service offered. They reported that if
they were all~ted more “ime per school they would not only be able to work
with more pupiles but would be able to provide more in-depth intensive
service to those currently being served,

Ten psychologiats and social workers reported a total of 62 pupils as
being successfully released from their program because their special
problems no longer existed. This figure does not take into account the
children who showed a definite iimprovement.

The ten psychologists and social workers who responded to this question
reported dropping LO pupils from the program for various reasons other than
improsements {ransfers, high sbsentee rate, very poor parental cooperation,
placement in special classes, or severe mental illness, Often, combined
effurts of the special services seemed to be of no avail because problems
were of a very severe nature. Technically, a psycholgist or social worker
never "gave up" & child, but rather referred him to agencies better able
to handle his specific problems.
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Use of Time, The social workers and psychologists endeavored to fulfill
the objectives of the program by embracing work with children, parents,
individuals or groups, with many cases involving multiples of these activities,
Paychologists and social workers kept records of their specific activities
from the beginning of Pebruary 1970 through May 1970, They noted on a "Record
of Services Form" the number of contacts they had made and the amount of time
spent on each contact. A summary of the records of the twelve psychologists
and social workers who responded is included in the chart on page L-L.

An analysis of this table shows that the activities of the social
workers and psychologists were pupil-oriented. Twenty-two per cent of
their time was spent in direct contact with the children, although this
total takes into account time spent in group counseling and group therapy.
Pased upon the needs exhibited, children were treated individually or in
small therapy groups which met on a regular basis. Diagnostic, thera-
peutic, and counseling activities were heamed at removing or reducing
the obstacles to teaching-learning reciprocity. Psychologists and social
workers also reported establishing early morning creative play programs.
When nececsary, complete pschological evaluations werc made in order to
determine the underlying causes for problems displayed.

Cenferencing with on-site school personnel occupied 2l per cent of the
psychologists! and social workers' time. They functioned as corsultants
and resource persons to teacaers, administrators and various other school
personnel, individually or collectively, concerning various behavorial,
emotional or learning problems of particular pupils and discussed alternate
ways of handling them, Case-conferencing involving school administration,
faculty, other ESEA personnel, and communiiy representatives insured
coordinated services and commnication. Activities were designed to carry
out the specific plans which emerged from the case conferences and which
eventuated in direct service to children and their families,

Within this block of time spent with on-site school personnel, thirteen
per cent was devoted to direct contact with clascroom teachers concerning
the welfare of all children. Through communication with teachers and
appropriate feedback, psychologists and social workers were able to recormend
actions which resulted in a better learning environment. Classroom observa-
tions were reported to have occupied six per cent of their total time in
addition to the time spent in comrmnicstion with classroom teachers.
Psychologists and social workers atterded faculty meetings and either led,
or participated in, small group discussions. They prepared materials beamed
at simple, usable and practical help for teachers in order to stimlate
discussions and promote conscious awarensss of attitudes,

Psychologists and social workers conferred with parents as needed,
informing them of the child's needs and problems, reporting his progress and
making recommendations, Eleven per cent of their time was spen® in parent-
conferencing and in making home visits, Home visits were made or specific
reasons attaching to a particular problem and also helped, in rany cases, to
establish effective lines of commnication bet.ween the school and the home.
These meetings on home ground showed evidence of interest and tended to
harmonize common efforts towsrd planning for a child. Four per cent of their
time was also spent in attending commnity meetings.
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Referrals within the San Francisco Unified School District as well as
those made to outside agencies occupied fourteen per cent of the psy?holo-
gists' and social workers' time. Children were referred to child gu1d§nce
clinics for medical or psychiatric services and to various other agencies
appropriate to handle specific problems. In a few schools, the Mount Zion
Comprehensive Care Team came once a month for consultation and for case )
discussions of children and families whom they were treating. Psychologists
and social workers also arranged for children to be placed in optimum learn=~
ing environments for their special nesds, e.g. educationally handicapped
classes or lzarning disability classes.

Psychologists and sccial workers reported spending an average 9f eleven
per cent of their time doing diagnostic write-ups, with this actinty
occupying fourteen per cent of the psychologists' time and only six per cent
of the social workers' time.

Teacher Questionnaire. Questionnaires were distributed to all classroom
teachers requesting their assessment of psychologist and social worker
services. The answers of the 233 teachers who responded are summarized
below,

EFFECTIVENESS OF PSYCHOLOGIST AND SOCIAL WORKER
SERVICES AS JUDGED BY CLASSROOM TEACHERS

How helpful have your psychologist A Not No
and social worker been in terms of: Great Some Little at Response
Peal All

Providing diasgnostic and therapeutic
help to children who display problems
in their school adjustment and/or

learning? 2Lg 342 18% 17% 6%

Improving the emotional and social

stability of children (and that of

their families) who are receiving

services? 9% st 18% 28% 9%

Developing o positive attitude toward
school and education in those children

who receive service? 1% 29% 23% L% 1%
Improving the dally attendance of those

children who receive service? 9% 17% 23¢ 32% 16%
N=233

18 per cent of the teachers responding
indicated that they had no contact with
the psychologist cr social worker,
Percentages given refer to teachers who
had contact with these persons,




Examination of that table will reveal the classroom teachers felt that
social workers and psychologists were most effective in providing diagnostic
and therapeutic help to children who displayed problems in their school
adjustment and/or learning. Forty-four per cent of the classroom teachers
indicated that the psychologists and social workers were helpful in improving
the emotional and social stability of children who were receiving service
from them. With reference to irproving children's daily attendance,
cnly 26% per cent of the classroom teachers felt that these services were of
some value,

It appears that the bulk of the responses are in the categories of
"little," "not at all," and "no response.! This does not necessarily reflect
poor or ineffective service, It perhaps resulted from the following facts,
which are offered as a possible explanation:

Psychologists and social workers hed little time at each school
site, therefore had minimal time available for working directly
with teachers.

Some teachers did not feel the need for the services, therefore
they had little or no contact with the social worker or
psychologist,

Mach time was spent in testing, report writing, diagnostic
write-ups and referrals, ageirn reducing the amount of time
available for work directly with the instructional staff,

The chart on page L-li provides some significant information related
to the somewhat negative mamner in which the classroom teachers perceived
the value of the psycholoegists and socisl workers. It can be observed
that the percentage of time devoted to direct couferencing with classroom
teachers {13%) was minimal in comparison to the time spent in other
activities,

Feelings about the impact of the psycholc i3t and social worker program
were also dependent upon the capabilities and personality of the individuals
concerned; nevertheless, the most influential factor seems to have been
tho circumstance that each member of the team spent only approximately one
and one third days at each school,

Evidences of success. Psychologists and social workers felt they were
eble to meet all cf the objectives of their program to a certain degree.
Through their own professional opinions and observations, parental feedback,
and reports from others involved with the child, they were able to measure
the effectiveness of their servicen. Success showsd in children's improved
behavior in and out of school, their improved attitude toward school and
learning and their improved attendence, Psychologists and social workers
reported, as evidences of success, statements by children such as, "Now I
like school," the beginning of acceptance of isolates by their peers and
the establishing new friendships, reduction of disciplinary actions, easing
of iense mental states of children during school crises, and improvement jn
pupilt's arhievement.,
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In a questicnnaire, social workers and psychologists were asked to
comment on the successfulness and effectiveness of their program. Replies
included the following:

T feel that a group of boys I am working with has been the
most successful in terms of attitudinal and behavicral changes,
Not all of them have made progress, but three out of four have,
I have also been successful in my efforts in conjunction with
the school psychologicst to involve the total faculty in real
discussions of reactions to tanti-social' behavior,"

"I was sv.cessful in alding parents, especially in providing
them with specific services, and in working with teachers to
help tnem deal more successfully with the children."

"My successes were shown through observable behaviur changes

due to the children's involvement in group therapy. Teachers

and staff have utilized my specialized knowledge of psychology

in a positive way -- not just looking for test scores, I felt
successful in obtaining help for children with serious problens
that could not have been handled in the normal school setting.

I noticed a beginning awareness by teachers that early identi-
fication of specific learning problems ~- with appropriate remedi-
al activities -- is basic to the alleviation of future patterns of
non-achievement, negative attitudes and behavior problems, I
have been increasingly used as a resource person concerning ways
to identify problems in class and possible ways to remedy the
situations,"

"I have found the ESEA program at the school I am working &t to
be a positive and beneficial experlence for the children, teachers
and myself, There was a good morale and a sense of accorplish-
ment among ithe staff,"

"The successful aspects of my service lay in direct counseling
with the parents and families of troubled children.,"

"T was successful in providing intensive work with a few indi-
vidual cases and with teachers who were open and willing to help,
who contimued to consult with me and continued their parent con-
ferencing,"

"When we are working on~-site we can deal with the problems as
they cccur rather than at a later date when the facts have become
second-hand,"

"The play therapy sessions I corstucted btefore school were very
~accessful,”

"I was able to alert parents as to their child!'s problems with-
out them becoming hostile to the school and vice-versa, I was
helpful in getting the necessary heip for the children after
diagnosis had been made."

ERIC150
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"I feel I have helped most in the area of removing children from
classes for the labeled 'mentally retarded! because of retesting
and more intensive diagnostic measures."

Limitations of thu program and recommendations for change, Psycholo-
gists and social workers were asked to comment on the limdtations and least
successful aspects of their services, All reported a feeling of frustration
which centered on their lack of opportunity to perform in a professionally
satisfying manner. Tack of time in each schoni plns the magnitude of the
problem seemed to be their major complaint, One comment seems to reflect
the general feeling of all:t "I see individual children but feel frustrated
that I cannot really sink my teeth into their problems," They reported
severe limitation of time in proportion to teacher demand for service.
Absence from the school site when teachers needed to confer, when parents
were available, or when a crisis with a child occurred often prevented
effective follow-through and resulted in duplication of service. Children
were often suspended and psychologists and social workers were unaware of
this until days or even weeks later.

Another complaint centered on the lack of interviewing space for seeing
parents, children or both. They commented that they often roamed the school
trying to find a nook or coyner in which to work, often losing, theroby, time
and energy which could have been more profitably spent directly on the prob-
lems at hand,

Other comments included tle following:

"The least successful aspects of my torvices wers my attempts
at doing therapy. I didn't see the children often enough or
regularly enough, and at this school I didn't have the proper
setting in which to work,"

"I felt that my dlagnosis, recommendations, referrals, etc. were
not as effective as they could have been because I needed more
time to do treatment and more space in which to work,"

"I was uneble to effectively meet a1l of the objectives because

I wasn't in the schools often enough or long enough, My caseload
was very high, With my present assigament of two large schools
and subsequent exhaustion of energy, I was only minimally
successful,"

"Lack of time and lack of contimuity resulting in fragmented
services was a serious detriment to the successful fulfillment
of all the objectives,"

"Not being a full-time on-site worker, I had very little time
for commaunication and coordination with the rest of the school
faculty,."

"In my school I feel there was a poor understanding by the
faculty of our job and function,"

In their regular monthly meetings psychologists and social workers
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often discussed the limitations of their services, In March they formed a
subcommittee to discuss their specific roles and to make recommendations
for the coming year. This committee re-ommended the assignment of one
full-time sacial worker and one full-time psychologist to each school with
an enrollment of over 500 pupils and the assignment of a half-time social
worker and a half-time psychologist to schools with an enrvllment under
500 pupils. Each tesm was to serve a maximum of two schools and the same
team was to be assigned to both schools., In bilingual schools it was
suggested that at least one member of the pupil services team be fluent

in the second language of the school.

Among the other recommendations of the psychologists and social workers
for making their role more effective in 1970-71 weret

"Contimiity of services, e.g. sasme school assignment next year."

nMore space, and a specific room for testing, conferencing, and
counseling so that therapy could function more effectively."

"More facilities for individual therapy, play trerapy, group
therapy, and for other practices which are within the skills
and professional responsibilities of the social workers and
psychologlists,"

nA greater effort should be made to involve the psychologists and
social workers more intimately with the staff.m

"If possible, psychologists and social workers should be able to
select the team member they wish to work with,"

"No team should be composed of two staff members new to the
district."

"Clarify the overlapping of roles. Provide more inservice for
the teachers on the role of the psychologist and on ways of
dealing with problem children in the classroom,"

"Release from responsibility for work-ups and scrzening procedures
for the educationally handicapped, learning disebility candidates,
ete."

nClerical help and/or an aide to help with the 'mitty-gritty:,o
tMore release time for teachers (if wanted) whereby it should

be possible to discuss problems encountered (either individually
or collectively),n

"Provide insesvice training for all personnel prior to actual
work in that school,"
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Conclusiong., It is evident that psychologlsts and social workers made
& definite contribution to the FSEA program, although the time available
for them to work in the schools was not commensurate «ith the nwber of
children in need of service, The responses of the classroom teachers are
somewhat modest, but results seem impressive when one considers the limited
amount of time psychologists and social workers were able to spend at each
school, The degree of effectiveness of their services was also dependent
upon the facilities available at each school, If the program is strengthened
and expanded it would lead to more work with teachers and insure more intensive
therapy for children.

L - n lig;.



4.2 LIBRARIANS

Librarians have been part of the auxiliary services in the elementary
schools under Title I since 1966. In accordance wilh the guidelines and
directives of the State Division of Compersatory Education, their services
during 1969-1970 were restricted to the schoolas selected as intensive
service schools, namely the ten elementaiy schools in the Title I Project.
Four librarians served full-time at four schools and thre¢ served half-
time "t six schools having enrollments under 650. The total estimated cost
for the librarian's services was $85,77L.

Objectives. The cbjectives of the library proéram were:
To improve children's verbal functioning
To improve classroc 1 performance in reading beyond usual expectations
To improve and increase children's altention span
To increase expectations of success in school

To change {in a positive direction) attitudes toward schoosl and
education

Participating Pupils. A total of 6,683 pupils in the ten Title I
schools were eligible for, and received, the services of the librarian.
For children receiving Title I instructional services in a non-public
Title I school, an arrangement was made to obtain the services of the librarian
in the neighboring Titie I school to fil. spe:'.... needs. The project partici-
pants who received services last year in the :-tensive services schools con-
tinued to receive them.

Pupils receiving the services of the librarian exhibited the fillowing
characteristics:

* level in verbal functioning
Classroom performance below grade level in reading
Short attention span
Expectations of school failure
MNegative attitude toward school and education
Evaluation Strate._ s. No standardized tests were used in the evaluation
of' the library services. Tt is assumed that the changes in the scores of

pupils on the standardized achievement tests given to evaluate reading progress
reflect the contribut?on of the librarians' services.

A study of the effects of the library services is also measured as
10llows:

k- 12

Lo.d



N

O

ERIC

Aruitoxt provided by Eic:

An analysis of the needs of the participants and a description
of the services provided to them

Results of questionnaires to each person providing library services
concerning the effectiveness, the general strengths, and the
rimitations of their services, with recommendations for change

An opinion survey to all ESEA classroom teachers to determine
the effecta of auxiliary services

Reactions of the librarians as gathered through interviews and
inforimal comments

Description of the program. The maintenance and adainistration of
each schucl's library collection was ihe responsibility of the librarian
assigned tc¢ that school. An orderly and usable collection was considered
essential to obtain maximum benefit from the materials that were available,
The librarians' duties included ordering, selecting, and processing new
boohs, and training and supervising student library monitors.

The seven librarians served 331 teachers and 6,683 pupils. This gave
a ratio of one librarian for every L7.2 teacher:, and one librarian for every
95,7 children.

In a questionnaire, the librarians were asked to indicate the approximate
amount oX time they spent in rach of the activities listed., Their responses
are summarized below.

LIBRARTANS' WORKLOAD SUMMARY

ACTIVITIES HOURS PER WEEK _ % OF TOTAL WORKING TIME
Working directly with 19 58%
children
Working directly with 2 6%
teachers
Working with other 1 3%
school personnel
Working with library staff I 12%
Working with library 6 18%
materials
Other . 3F
Total 33 .00%
N=7
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Fifty-eight per cent of the librarians' time was spent in direct
contact with children. Drring this time they scheduled regular visits with
each class. These visits were either weekly or bi-weekly, dependent
upon whether the librarian was assigned on a full-time or part-time basis.
The amount of time spent w.th ea-ii class varied with each grade level,
ranging from 20 to 50 minutes per period. Many librarians provided an
open period each day when the pupils from any class could use the library
for research and for selecting additional books to check out. In a few
instances this same service was available before school, at noon, and
after school.

All librarians, with the exception of one, had a separate library room.
However, in most schools this room was occasionally shared with other staff
members for meetings and/or activities. In one school a half-way partition
divided the library fror the compensatory classes.

Classroom teachers and other school personnel benefited from the services
of the librarian through the resource help offered. The librarian assisted
teachers in the selection of books for classroom collections and provided
teachers with pertinent resource information in support of curriculum. They
offered their professional advice on the availability of materials for units
and for special needs and interests.

Inservice Activites. In regard to inservice received by librarians,
all the ESEA librarians met regularly with the elementary library staff to
discuss programs, with special emphasis on child interest and motivation.
They shared accounts of successful activities with other librarians, ex-
changed ideas and in‘roduced new materials.

Three of the ESEA librarians were members of the District Elementary
Book Cormittee in which teachers and librarians shared the responsibility
for reading, evaluating, and selecting new library materials and textbooks.
Sample coples of books were read, and movies, filmstrips, and other audio-
visual materials which accompany books were previewed. ILibrarians then
recommended books which were most appropriate to the specific educational
needs of their schools. From their recormendations each school's collection
was chosen.

Through their reactions to a questionnaire, the librarians indicated
in general that the Book Comnittee meetings as well as their regular library
staff meetings were of great value to their work.

Livrarians themselves providec in service to school staff. All the
librarians provided orlenta’ ion and continuing inservice assistance for
teachers concerning the litrary focilities. Through faculty meetings and
various on-site inservice meetings tne school staffs were advised on the
availabiliiy of new materials and were assisted in the selection of books
for special needs and for cwrrent curriculum use.

Findings. Librarians helped meet the needs of the children in the ten
Title I schools “hrough exposing them to a variety of experiences. Children
vere encouraged to glve story dramatizations, to describe film strip scenes
in their own words, to pantomine book titles, and to tell stories. Finger
plays, taped participation scripts of scen & fror books, and feltbuard
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stories were among the multitude of approaches used by the librarians to
broaden pupil interests. Some use was also made of poetry.

The librarian provided individual reading guidance by helping the
child selecu books which actually fitted his reading level and interests.
Book skills and book care were often interwoven with fulfilling the need
or desire of the child for a particular book. Through teaching library
skills, assistance was given to pupils in learning and acquiring indeper-
dence in study habits.

To promote interest in 1eading and extend the child's experience beyond
the classroom many librarians made extensive use of audio-visual materials.
Life was given to many stories by use of the sound films and recordings
that accompany certain books. One librarian reported using her own slides
on To Kill a Mongoose, using pictures of Watts Tower after reading Beautiful
Junk, and using her slides of scenes of Paris, both actual and as depicted
in children's picture books,
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Innovative ldeas were employed for making children aware of the use-
fulness of books as an integral part of learning activity and as an enjoyable
recreation. During hook week, one librarian reported conducting a special
project using a movie camera. In her school she filmed fourteen classes
reading library books.,

Librarians gave children access to more books more often. Efforts
were made to improve children's ability to communicate better in English,
an to promote fluency of oral expression. Story dramatization by the
children seemed to be especially effective in encouraging creative oral
and written expressioii. It helpod improve their verbal ability by providing
them with the opportunity to speak before a group. Ai overactive child
often finds this an acceptable outlet for his behavior, and shy children
often readily project themselves into these story characters. As this has
provided a succesuful school experience for many children, it helped build
their self-confidence and therefore, their self-image.

Dramatization ard story~telling were popular with the children and
provided them with experiences of 1life outside the ghetto. One librarian
commented :

"I feel the best thing I can do for the children in my school is to
provide literary experiences that do not depend upon background or
on reading skill, so I spend part of each period reading aloud ard
telling stories. With the younger children this is an accepted
and expected activity. They greet a good, new story with pleasure,
request the repetition of favorites and participate in the retell-
ing of familiar ones."

Jmm—— pi— —— -

With older c¢hildren, folk tales, fables, and myths unequalled for their
‘#lsdom, humor, depth and beauty, proved to be extremely popular. Talks by
iibrarians on these and other =slected books often sparked children's reading
Intersst. These books were usually checked out after their introduction to
the class. On librarian remarked:

e

"I gather hocks frem the fiction shelf that I feel the class would
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enjoy, and tell a little something about each, hopefully some-

thing intriguing. Oftentimes there are outstanding new bouvks so
beautiful or so.interesting that I want all to have a look before
they go into circulation. Many of these with their fine photographs
catch the attention of oven the most reluctant reader.”

Librarians have tried to build a foundation for a lifetime of inquiry
by encouraging discussions which have lead to a searching for answers. Suach
discussions and book talks have led to greater circulation in the non-
fiction sections of the library.

Two librarians conducted a program whereby they worked with a2 small
group of student storytellers. These were fourth and fifth grade pupils who
reac. to the primary classes on a regular schedule. Librarians also trained
and supervised student monitors. Monitors were given responsibilities of
a nature to help provide more successful school experiences. These
responsibilities varied according to the ability of the monitor.

Teacher Questionnaire. To .ssess the value of the services of the
librarians, questionnaires were sent to classroom teachers. Two~hundred
thirty-three teachers responded. The results are indicated below.

SUMMARY OF RESPONSES FROM TEACHER QUESTIONNAIRE
PERTAINING TO THE EFFECTIVENESS OF LIBRARY SERVICES

How helpful has your school A Not
librarian been in: Great Some Little at No
Deal All Response

Stimulating children's
interest in reading? 39% 28% 12% 16% (¥4

Improving children's
verbal functioning? 148 32% 21¢ 274 6%

Increasing the amount of
reading done by children 25% 33% L% 21% 7%

Serving as a resource person
in gathering information
which supplements curriculum

areas? 35% 26% 4% 20% o
N=233

Taken as a whole, the elementary teachers! evaluation of library services
showed a definite positive response in all areas. The information indicated
that the services of the librarian were of greatest value in stimulating child-
ren's interest in reading and in serving as a resource person by githering
information to supplement curriculum areas. Over 58% responded fa‘rorably
concerning the increase of reading done by children. With referen:e to
improvement of children's verbal functioning, L5% of the teachers felt that
the litrarians' services were of value,
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Feelings about the impact of the library program reemed Lo depend
somewhat on the personality and capability of the individual librarian and
upon whether the librarian was assigned full-time or part-iime to the
schools.

Librarians' Comments. In a questionnsire, librariau: were asked to
comment on the effectiveness and successfulness of *“he library program.
They reported that storytelling and story dramatization proved invaluable
in getting children to read and express themselves orally. One librarian
working in a predominately bilingual school remarked:

"In a primary grade we were doing story dramatizations. One
child beautifully played the part of Frances the badger in
Bedtime for Frances. Her teacher said she had thought the child
to be non-English~-speaking, as she had not spoken before."

She also commented:

"In using the filmstrip 'A Tree is Nice' children described scenes
from the book. Three teachers pointed out that many pupils spoke
English more than they had all year.”

Librarians noticed a constant increase in the use of the library.
Eagerness of the children to come to the library and their enthusiasm for
checking out bookswere shown by the fact that in many schools they came to
the library before school, at noon, and after school.

One librarian commented on the effectiveness of providing "open
periods". During this time children come to the library at any time per-
mitted by classroom teachers.

"This has proven very effective in encouraging low achievers in
reading, They derive personal satisfaction and improved self-
concept from this independent experience, the freedom of choice
in selecting a book, and the extra personal attention from a
guiding adult (livbrarian), This, in addition to getting a book
they can use, promotes a liking for books and a desire to learn
to read better.”

Other comments Jrom the librarians reflact the successfulness of the
program.

"Especially encouraging has been the reading level change. Through
personal encouragement, I've been able to lead many children from
picture books to fiction books, and they in turn have led their
friends along the same path."

"Literature enrichment has increased interest in readin; for in-
formation and recreation. There is greater awareness of the world
outside their immediate neighborhood. Storytelling has built
self confidence in the storytellers and has provided « more im-
mediate goal for the listeners. It has reinforced the children's
reading and listening skills."

b-17
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"Without ESEA, I would be in each school one day per week and
have three other schools %o provide for. This would limit my
service to doing little more than physical maintenance and
ordering of the collection of books; with no time for person-
al or direct services to the children even in groups. Now
with only one school to serve, due to ESEA, I am not only able
to guide in the collection of suitable books, but also offer
encouragement in reading and instruction in library skills. My
presence here for most of the day permits children to visit the
library often. It permits flexible scheduling, which 1s very
important, especially with the addition of new and varied pro-
grams and materials.”

Limitations of the Program and Recommendations for Change. In most cases
thie time available for each librarian to spend with children and teachers was
limited. Libiarians assigned to two schools have recormended that they be as=-
signed to a single school in order to carry out their professional duties to
the fullest extent. In this way, more special projects could be carried out
and more individual work could be done with children. Giving individual guid-
ance and being able to give a pupil help at the moment of need require a situ-
ation in which the librarian is always there and 1s able to have a certain
amount of unscheduled time.

Clerical duties often interfere with the effectivenc_s of the librarian.
To implement their role fully and to makz the library materials more easily
accessible to teachers and children, librarians, especially those working in
the larger ESEA schools, have recommended the assignmen’ of an aide to the li-
brary for performing clerical duties. One librarian serving a school with
over 1,100 pupils remarked:

"Working with students in this school has been the most rewarding
work I've ever done. They are eager to learn, arpreciate books,
and are always pleasant to be with. Every effort should be made
to see that their needs are met. There should be at least two
librarians present. At present, one second grade is permitted
to come at noon every day to check out books. They check out
about ten books a day. This mea''s that one class is reading 200
bocks a month in addition to the library books kept in their
classroom. ALl lower grades should have the same opportunity,
but it is not possible without more help. The only way a li-
brarian can handle this school effectively is by working twelve
hours a day and on weekends, and still he/she must suffer the
frustrations of not being able to provide all the services that
are desirei.”

Librarians have requested that, in the future, consideration should be
given to their requests for more materials and books for the library. Some
schools report that there are not enough materials and books to supply the
demand in certain areas.

Conclusions. In general the feelings of the teachers seemed to be that the
library program made a definite contribution to their efforts to achieve the pre=-
conceived aims of the program. The degree of effectiveness in each school was
dependent to some extent on the facilities and upon whether the librarian wasas-
signed on a half-time or full-time basis. Because of the assignment of a half-
time librarian in some schools, the time available for the librarian to spend
with the children and teachers was limited. Consideration should be given to
expanding the library services. Expansion could lead to more work with chil-
dren and to coordination with teachers in planning and carrying out creative

Programs.
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4.3 SPEECH SERVICES

The Speech Development and Correction Program was established as part of
the Compensatory Education Program funded through ESEA Title I in 1966. In
1968-69, four therapists, or clinicians, were assigned to work full-time in
each of four saturation schools. In accordance with the guidelines and di-
rectives of the State for 1969-70, four speech therapists were funded to serve
the ten Title I intensive service schools. Two of these specialists served
half-time in each of four schools and the other two were assigned to work
one-third-time at each of six schools with enrollments under 69G. Each of
the ten schools was also served by a District-funded speech clinician.

Participating Pupils. All pupils enrolled in the ten Title I schoolswere
eligible to receive the services of the speech therapists. The pupils selec~-
ted for assistance were identified on the basis of individual need. Pupils
were judged in need of service if they were unable to communicate verbally
either with their peers or with their teachers, or i1f they seemed to have dys-
fluency or any type of voice, articulation, hearing or language disorder. The
selection of participants was based upon the following criteria:

1. Significant articulation defects which were handicapping

2. Auditory acuity deficits which required specialized
auditory training and/or lipreading

3. Auditory perceptual difficulties which affected language
learning

L. Non-fluent speech patterns
5. Language=-symbolization or language development problems
Evaluation Strategy. Evaluation of speech services included the reaction
of speech therapists and classroom teachers, gathered by means of question-

naires and informal comments. The effects of the speech program were studied
as follows:

An analysis of the needs of the participants, with a descrip-
tion of the services provided to them, and the procedure fol-
lowed when pupils were released from services

Results of questionnaires to each person providing speech ser-
vices concerning the effectiveness, the general strengths, and
the limitations of their services, with reccrmendations for
change

An opinion survey to all ESEA classroam teachers to cetermine
the effects of speech services

Operation of the Program. ESEA clinicians provided indirect and direct
intensive therapy to 6Ll children with communication impairment in the ten
Title I schools., Direct clinical services included identification, assess-
ment, and evaluation of children with orsl language problems,
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Children were identified for assistance through referrals, screenings,
observations, and waiting 1ists. Teachers, auxiliary personnel, adminis-
trators, parents, and clinicians from other schools in cases of transfers,
as well as outside agencies, such as the Department of Social Services, re=-
ferred children for therapy. .initiation sheets, speech referral forms,
notes or verbal communication were the primary methods of referral. This
year referrals proved to be the prime basis for case findings with ESEA

clinicians.,

All first grade pupils and all pupils new to the schnol were screened
for possible communicatiun disorders. An initial speech and language evalu-
ation covered:

1.
2,
3.
L
5.

6.

ability to use speech sounds

auditory perceptual skills

gross and fine-motor skills, and body imege
coordination of muscles used in speech

ability to comprehend and express ideas and
emotions in oral language

use of syntax, morphology and vocabulary in
oral language

In a questionnaire, the four clinicians were asked to indicate the ap-
proximate amount of time they spent in each of the activities listed. Their
responses are sumarized below.

ACTIVITIES OF SPEECH THERAPiSTS

PERCENTAGE CF TOTAL

ACTIVITY WORKING TIME
Working with children 6L%
Working directly with teachers 94
Working with other
school personnel 10%
Parent conferences 14
Planning and diagnosis 12%
In-service activities 3%
Other activities 1%

TOTAL 100¢
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Findings. The needs of children and the objectives of the program were
met by the therapists through direct and indirect therapy provided to chilren
who were identified as having communication disorders, through contributions
to interdisciplinary staff meetings, and through consultant services pro-
vided to teachers in the area of speech and language learning.

The clinicians worked with a total of 6ll pupils. This included chil-
dren seen for referral or diagnosis only, as well as those seen weekly for
direct therapy. Based on an enroliment of 6,683 pupils, 10.L4 per cent of
the pupils received the services of the ESEA speech therapists.

Waiting lists, which consisted of pupils who would be enrolled in ther
apy if the sneech specialist had more time in the school, varied from school
to school. In the spring of 1970, eight of the schools reported sizable
waiting lists, while two schools had reduced their waiting lists to almost
nil agog result of the addition of two full-time clinicians funded under
A.B. L]

There were many children witi whom the speech clinician spent diagnos-
tic/therapy time to uncover relative strengths and weaknesses in their audi-
tory/visual operations. When a profile was defined, the child was either
admitted to therapy, placed on a waiting list, or designated as not in need
of services. Relevant information was relayed to the teacher.

Pupils in need of direct language and spcech therapy were scheduled
for sessions with the speech therapist once or twice weekly. They met on an
individual basis or in small groups for periods ranging from 20 to 60 min-
utes. One therapist described her activities during these sessions.

"Generally, most sessions are aimed at developing certain
skills related to the child's need in speech and language.
In either case, I develop rapport with the child, teach a
skill by building up auditory perception of the language
forr,, provide for practice and drill in structured activi-
ties, and eventually involve less structured activities
which encourage spontaneous use of that particular skill."

Another clinician commenced:

"Through discussion, use of a tape recorder, mirror, etc.,
during therapy sessirns, each child becomes aware of his
or her communication problem and is motivated to improve.
For those with arti-ulation disorders, 1 use a variety of
audio-visual aids including the tope recorder, mirror and
phonetic games. For language remediation, Peabody Kits,
Matrix games, language lotto, tapes, etc. were used."

ESEA speach cliniciars reported that eleven children were released from
the speech program bezause their special speech problem no longer existed.
This figure does not take into account the children who were not released
but who showed definite improvement, A follow-up will be done next year
on the eleven children released. They will not be considered as having tren
fully released until they have gone six to twelve rmonths with no regression.
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Thirty children were dropped from the program for various other reasons:
transfer, extreme abseniceie.1 cr existence of more serious problems that
needed to be attended to first.

The speech clinicians conferred with classroom teachers to keep them in-
formed as to pupils' needs and progress, and to enlist their assistance in
carrying over gains in clinic sessions to speaking situations in the pupils!'
nomal environment, and to give them assistance in improving all children's
speech in the classroom. One therapist commented:

"At one bilingual school, I give indirect therapy in the
classroom which is language-based, with much emphasis on
sound production in order to reach the population's com=
mon ‘misarticulations.! It is this work that reaches
the teachers through suggestions about what to do with
their children so that they won't need speech therapy
specifically from the therapist, but receive it in the
classroom."

Speech teachers conferred with parents as needed, informing them on the
child's participation in speech therapy programs.

In-service Activities., Most of the in-service training received by clin-

icians was provided through outside meetings, workshops, lectures, conferences

and personal research. Meetings with the speech department staff were also
conducted to discuss programs, to exchange ideas, and to share information

among therapists.

The clinicians themselves provided in-service to teachers and school
staffs by serving as resource persons. They worked closely with teachers
and staff to inform them about communication and learning disabilities and
acted as consultants in the curriculum area of speech and language-learning.
Through interdisciplinary and faculty meetings, the school staffs were ad-
vised on the availability of current educational research and instructional
materials related to speech and hearing difficulties, Speech therapists
gave demonstrations on the use of the Peabody Language Kits and the prin-
ciples on which they are based.

Speech Therapists! Comments. In a questionnaire distributed to speech
therapists, they were asked to comment on the successfulness and effective-
ness of the program., One clinician replied:

"Many of the children have improved in their auditory
articulation and grammar skills, Many are happier and
have a better self-concept. Many teachers have a tetter
underetanding ~f speech £2d language, are making better
referrals, and have done more things in the classroom in
these areas."

Another therapist indicated thit she felt successful in accomplishing the
following:

O
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Making some teachers aware of the influence of a child's
oral language on his learning to read

Disseminating special remedial techniques related to audi-
tory and oral language skills

Locating learning disability in children and referring
them to proper sources

Seeing chileren with language difficulties and actually
making progress with them

In terms of specific cases, replies included the following:

"I have been very successful with a seven year old hyper
active child who is repeating first grade. His kinder-
garten articulation problem is almost corrected, and he
has improved so much in listening to sounds and under -
standing phonics that he is finally beginning to read,"

"Four months ago it was difficult to understand a sixth
grade boy with gifted ability who had a severe 'r! dis-
tortion. His problem is now almost corrected and he
will go into a gifted class in Jjunior high school."

"Four of my students were completely mute in school.
Therapy for each was geared toward breaking down the
barrier and getting them to speak to me, to other chil-
dren, and finally in class."

Most clinicians noticed an increased awareness on the part of teachers
of the importance of listening skills and auditory perception, and have no-
ticed an increase in the use of the clinician as a consultant and resource

person, One therapist reported:

"In some cases, I am able to coordinate well with the
teacher, and consequently effect quite a positive change
in both him and the child involved. One particular sec-
ond grader, who was developmentally immature, showed
symptums of emotional disturbance and brain damage. With
contact twice a week and extensive coordination with the
teacher, I saw considerable progress in both individuals.
The teacher gained self-confidence in being able to actu-
ally do something for this child."

Teacher Questionnaire., The following tabulation, taken from a question=~
naire diatributed to all teachers in the ten Title I schools, presents eval-
uative information concerning speech services from the 233 classroom teachers

who responded.

How helpful has your speech

therapis! been in providing A Not

diagnosis and remediation in Great at  No Response/

oral language problems? Deal Sore Little All No Contact
27%  31% 18% 7% 16%

O
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The presentation of these data indicate that 58 per cent of teach-
ers felt that the services of the speech clinicians proved valuable in pro-
viding diagnosis and remediation in oral language problems. Feelings about
the impact of the speech program were somewhat dependent upon the personali-
ty of the individual therapist and his relations with staff as well az with

pupils.

Limitations of Services and Recommendations for Change. Most of the
speech therapists felt that they were able to meet the needs ¢? the chil-
dren and the objectives of their program on a somewhat limited basis because
their heavy schedule interfered with in-depth effectiveness. Limited time
in each school was the major complaint. The following comments were made:

"] feel that T wasn't as successiul as I could have been be-
cause intensive therapy was an impossibility, since I had
four buildings to serve., I also needed more time to develop
my role as a resource and speech consultant to teachers.

"I am able to provide a good warm relationship with the chil-
dren in addition to specific speech and language remediation,
but I am not able to see the children freguently enough to
cavse rarid, significant improvement."

"I was successful in providing limited information to ¢
room teachers, but only while coordinating therapy a-
with those teachers."

In order to perform their duties to the fullest extent it swinended
thit one full-time therapist be assigned to each school. This ° ~cessary
to provide for more erfective intensive therapy (three or four !inecs weekly).
This would enable therapists to do more in the way of classroo:. otr- vations,
develop materials for teachers, and provide more effective in-sc.. “cpiste
ance to teachers.

( ther suggestions offered by speech therapists to make the rore
effective in the future include:

Provide more adequate physical space for therapists to
do their therapy and evaluative wwrk

Hire a half-time elinician to work in the compensator
education office to coordinate all speech activities -
they relate to all the Titdle I schc>ls

Provide released time for the development of materi-l
including parent education materials

Develop languuge assessment tools in Spanish, Chine:
and Tagalog

Schedule more tire for interdepartiiental planning

Conduct a pre-service session with all auxiliary per-
sonnel Lefore the commencement of school
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Conclusions. It is evident that the speech program made a definite
contribution to bthe total Title I program. Its degree of effectiveness
was somewhat limited because of the lack of a full-time ESEA therapist in
each school. Consideration should be given to expanding the program by
assigning one full-time therapist to each school. Expansion of the pro-
gram would insure more intensive therapy with the children and extend the
resources available to the teachers.
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4., COMMUNITY TEACHERS

A corps of seven competent teachers, sensitive to the r<ceds and desires
of the school and community, served the ten Title I schools and the fovr
receiving schools as community teachers. Their ultimate aim was to estatuiish
and maintain positive lines of communication between school and community.

In previous years, community teachers served sevzral schools. The change
in 1969-70 was in line with the State guidelines requiring concentration of
service in those schools identified as intensive service schools. This change
fostered development of parental involvement programs at each school-site that
were planned around the distinctive cultural and ethnic background of that
echool community. Une community teacher was assigned full-time to serve four
target area schools with enrollments of over 675. Three served the other six
schools on a half-time basis,

Participating Pupils. All pupils enrolled in the ten Title I schools and
bused pupils in receiving schools were eligible to receive the services of the
comunity teachers. Parents and children who qualified for their services were
identified on the basis of individual need. Upon special request, pupils who
were enrolled in a non-public school which received Title I instructional
services were referred to the appropriate cammunity teacher.

Children who were referred for service displayed the following character-
istics:

Negative self-image

Expectatiors of school failure

Racial and ethnic isclation

Negative attitude toward school and education
High absentee rate

Children and parents were identified for assistance through referrals
from classroom teachers, administrators, and auxiliary personnel such as the
social workers or psychologists. Attendance officers, school nurses, and
various community groups often requesnted assistance from the cormunity teacher.
Parents often asked principals for specifie help, and principals, in turn,
referred the parents to commurity teachers for assistance.

Participating Personnel. Teachers of various racial-ethnic backgrounds,
demonstrating empathy for the children in their specific schools, were chosen
for these unique Title I positions. They were successful, experienced class-
room teachers, who displayed knowledge of, and interest in, the ¢ mmuniiy and
the total school pregram.

Evaluation Strategy. Evaluaticn of community teachers' services was
based on records of services provided, and on reactions obtained fram ques-
tionnaires administered t¢ community teachers themselves and to teachers and
other members of school staffs. Effects of the program were measured as follows:
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Summary of activities of community tuvachers.
Questiomnaire to community teachers.
Records of pupil prcblems.

Questionnaires to principals and teachers pertaining to the
effectiveness of ccamunity teachers' services.

Description of the Program, One of ti:z basic objectives of the cormmunity
teacher program was to provide lines of communication to non-English speaking
parents by providing interpretive services. In order to hridge the gap between
home, school, and community, teachers were chosen who spoke the language of
the community.

In an interview, principals were asked: "How effective has your conmunity
teacher been in establicning communication lines to foreign-speaking parents by
providing interpretive services?" The responses from the four principals whose
schools and communities required the cervices of bilingual community teachers
indicated that two principals considered the community teacher "very effective"
in providing interpretive services, one principal indicated this service to be
"effective’, snd one principal responded "unknown" to the question.

One community teacher pariially attributes his success to his being able
to provide these interpretive services. He comments:

"y knowledge of the Spanish .culture and language and my
identification with the different nationalities represented
in my two sthools has helped re a great deal to accomplish
my goals and to be morz effective in iy work,"

Communitly teachers were able to in:erpret the community to the schnol and,
in turm, were a communication channel from the school to the parents and the
community in general. This interpretive service enabled *eachers and admini-
strators to make home contacts more easily; non-k¥nglish speaking parents were
giver informaticn about the school, were better informed about their children,
and were encouraged to become pacticipating members of school and cermunity.

Findirgs, In a questionnaire, the community teachers were ~sked to
indicate thr approxirite amount of time they spent in various activities,
The chart below summarizes their responses,

COMMUNITY TEACHER WORKLOAD SUMMARY

PERCINTAGE OF TOTAL

ACTIVITY WORKING TIME
Contacts with individual students 15%
Contacts with parents 17¢
Contacts with comwunity orgenizations (EOC, PTA, ete.) 12%
Contacts with teachers 17%
Contacts with administrators 8¢
Contacts with Central Office staff 1%
Contacts with cormunity agencies (Health Departmant, eic,) 5%
Maintaining records and preparing reports 16%
Attending in-service training 1%
Other activities 5%
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Included in "other activities" were clazssroom observations made by com-
minity teachers, conferences, and meetings with other school staff (social
workers, psychologists, nurses, etc.)

Community teachers were able to meet the objectives of their program by
working closely with the teachers in their respective schools, providing coun-
seling to pupils, and working with neighborhood and community agencies. Two
community teachers briefly describad the activities and functions that made
up a typical week for them.

1. Teacher consultations; conferences with principals and
social workers; home visits; direct help to children;
meetings with community organizations; parent conferen-
ces; supervising bused children; arranging for field
trips; P.T.A. meetings; telephone calls; writing let-
ters to various organizations.

2. Meetings with the "team" (psychologist, nurse, social
worker); discussion of children with classroom teachers;
home visits; interpretive services; P.T.A. meetings;
community agency meetings; helping parents with housing,
emplcyment, immigration, food, clothing, and health
probiems.

In many respects, the commnity teacher functioned as an extension of
the school-site administrators as they worked with parents, teachers, pupils
and cormunity. Because of the multi-ethnic cultural patterns found in the
target esrea schools, each community teacher designed a tailor-made pattern
of parental involvement activitie~. A central focus of their activities was
the involvement of parents in the life of the school. They went into the
field to enlist parent participation by any and all means, obtained volunteer
assistance for field trips, library services, etc., and helped to develop an
active P.T.A. Home visits were made upon request, and parents were alerted
to opportunities for adult education and helped to nake necessary contacts
with the school social workexr or city agencies such as the Department of
Welfare or the Department of Housing. One community teacher commented:

"I've met many of the objectives of the community teacher
program by listening to the problems of teachers, parents,

and children and tried to help in any way possible. I've

been successful in getting parents and children to partic-
ipate in the programs of community centers, such ac tutorial
programs, sewing, creative dancing, crafts, etc. I've been
able to enroll many children in summer camp programs, and
helped secure clothing for needy children. I've also arranged
for transportation of paren‘s to area PTA meetings and Parent
Advisory Group meetings."

Community teachers made it easier for anxious and concerned parents :o
confer With teachers and administrators about their children. Sensitive to
the reeds and desires of the parents, community teachers have often detected
areas of difficulty between teachers and parents and tried to check problems
in their incipient stages before a crisis developed. Information about study
or tutorial centers, existing recreation facilities, health services, etc.,
ﬁere made kaiown to parents.
©
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A major function of the community teacher was %o orient teachers to the
community. There were times when the community teacher acted as a buffer between
teachers and parents. Teatllers were assisted with parent conferences, and results
of home visits and other findings were reported to them.

In order to sense the mood of the community and demonstrate school interest,
commuity teachers attended and participated in meetings of community organizations.
I These included the Police Community Relations Unit, the Economic Opportunity
Council, the YMCA, locai civil rights groups, and various others. This enabled
community teachers to acquaint the cormunity with the total school program and
l establish better avenues of communication between school and community.

Community Teacher Questionnaire. In a questionnaire, community teachers
were asked to comment on the success and effectiveness of their program. The
following responses were given:

"By the responses of the various groups I've worked with, the
receptivenuss of the principals, the cooperation of the teachers,
the friendly attitudes cf the children, and by the fact that

all continue to ask for help, I feel that I've accomplished

much toward the fulfillment of the objectives."

"I've noticed an increase in the positive outlook and attitude
on the part of parents and the community toward education.

’ Parents have become increasingly engaged in school activities.
Ethnic groups of parents are participating as one entity in
the affairs of the school.” -

"Teachers have shown cenfidence and are becoming more willing
to help in any project. Community agencies have asked to

help our school with field trips and have provided our school
( with tickets for various plays and concerts."

"I've encouraged Boy Scout and Girl Scout activities, have
‘ been able to set up a tutorial program, and have accompanied
children there whenever possible. I've been very active
] in police-community organizations and have established a par-
! ent reading shelf in the school library."

Conceining the receiving schools, one community teacher comments:

! "One strength of working with the receiving schools is that
the ccmmunication problem associated with long distance busing
is mindmized."

Intensity of Prollem. During the month of May, community teachers were
¢sked to keep an account of the problems they encountered with pupils, parents,
f and community. They were to rate these problems according to their intensity
} at the outset and rate them again after endeavoring to solve the problem. Two
sets of forms were returned. The results are indicated on the following page.
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INTENSITY OF PROBLFM

1 3 2 1 0
N =5kL Ver Non=
Higﬁ High Medium Low Existent
Pre L% 35% 35% 6%
Post L% 13% 28% 37% 19%

An sxamination of the table reveals that, of the 59 per cent of problems
rated as "very high" or "high" at the outset, only 17 per cent remsined in
that category after being attended to by the community teacher. At the out-
set, only six per cent were in the "low" category, but by the end of May,

58 per cent fell into the "low" and '"non-existent" categories.

On this form, community teachers were also asked to state the nature of
the problem. The following are a few exaiples of problems which were included:

"I worked with a classroom to lielp them present a fashion
show. African dresses and shirts that the children made
were displayed. 1 was able to enlist the help from a
young mother who models and dances."

"Father and mother can neither speak nor hear and want to
have their child tested for hearing and speech deficiencies
and placed in a rursery school. I arranged for testing at
the Board of Education and placement was made for the child
in a pre-school class."

"I checked as to the eligibility of applicants for Guardsmen's
camperships. I was disappointed to find that children have

a better chance of being accepted if they could pay a fee

of ten dollars each."

"A kindergarten child came to school with torn clothes and
inadequate underwear. I secured some clothing for her from
a community agency. Both parents and child were pleased with
the clothing."

%I relped plan a program for a P.T.A. meeting. Notes were sent
to parents of participating pupils. There was 100% attendance
of these parents at the meeting."

Teacher Questionnaire. Questionnaires were distributed to all classroom
teachers in the ten Title I schools requesting their assessment of cormunity
teacher servi.es. Their responses are summarized on the following page.
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EFFECTIVENESS OF OCMMUNITY TEACHER SERVICES AS
JUDGED BY CLASSROOM TEACHERS

How helpful has you-~ commnity A Not
teacher been in: Great Some Little at No
Deal All  Response

Promoting positive relation-
ships between home, school and

community? 35% 30% 12% 12% 12¢

Developing a positive attitude

toward school and educaticn

in those children who receive

service? 25% 29% 15% 12% 18%

Improving the daily attendance
of those children who receive
service? 19% 22% 16% 19% 23%

N=181

In addition, twenty-two per cent of classroom teachers reported that they
had no contact with the community teacher. The classroom teachers who had con-
tact with the community teacher rated them as being most effective in promoting
positive relationships between home, school and community. Fifty-four per
cent respond:d favorably concerning the- development of positive attitudes to-
ward school and education in those children who recelved service. Feelings
about the impact of the community teacher program, besides reflecting opinions
of the cormunity teachers' services, also seemed to be somevhat dependent upon
the individual community teacher's relationships with school staffs. Feelings
were also dependent upon whether the specific school had tle srovices of a
community teacher on a full-time basis.

Principals' Assessment of Community Teacher Seérvides. Questiomnaires
were distributed to principals of the ten Title I schools and the four re-
ceiving schools. The nuestionnaire, used in an interview situation, requested
thelr assessment of community teacher services. Tieir responses are sum=
marized belew and on the following page.

EFFECTIVENESS OF COMMUNITY TEACHER SERVICES AS
JUDGED BY PRINCIPAIS

How effective has your school- Very Ef- Effec~ Inef- Adversely Un-
community teacher been in terms of: fective tive fective Effective known

Developing positive relationships
between home, school and community?  L3% 29% 4% 1% 7%

Developing positive attitudes toward

parents on the part of teachers and
other school personne’? 36% 36% % 7% L¢
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EFFECTIVENESS OF COMMUNITY TEACHER SERVICES AS
JUDGED BY PRINCIPALS (Centinued)

How effective has your school- Very Ef- Effec- Inef- Adversely Un-
community teacher been in terms of: fective tive fective Effective knovwn

Developing positive attitudes towards
the community on the part of teachers
and other school personnel? 36% 36% % 1) 4 1%

Developing positive attitudes toward
the school on the part of pupils and

parents? 29% c0% 1L% 0) 4 7%
Arranging for parents and teachers to

meet together? 29% 6L% 7% 0% 0%
N =14

This table indicates a definite positive response in all areas. Exam-
ination of the table indicates that community teachers were most effective
in developing positive attitudes towards the school on tte part of pupils
and parents. With reference to the first three iteus, 72 per cent of the
principals responded favorably to community teacher services. All principals,
with the exception of one, indicated that the community teachers were "very
effective" or "effective'in arranging for parents and teachers to meet together.

Principals who responded that the community teacher services were '"inef-
fective" or "adversely effective™ did not have the services of a full-time
community teacher. In one school, the commnity teacher resigned in early
spring snd no replacement could be found to fill that position.

Principals were also asked, "What has the community teacher pro%ram done to
improve the classroom climate?" The following comments, reflecting the suc-
cess of the program, were made by prinecipals:

"Our community teacher was able to get the parent advisory
council organized and active. She relicved pressure on the
school, specificaily classrooms, by referring children to
tutors or discussing disciplinary problems with teachers and
in turn with parents."

"The presence of the community teacher has brought about contact
between teacher, school, and parents, which in itself brings
about more understanding and thus improves classroom climate."

"Our commnity teacher has provided direct contact with the
home when needed, has done follow-ups cn individual jupils,
including weekly conferences, and has provided transportation
vhen neecded to bring parents to school for conferences of
special programs."

"Our cormmunity teacher has helped to¢ develop understanding
bztween parents and teachers who had negative rapport with
With each other."
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"Teachers i1 the school appreciate having someone they can
go to who will help them communicate more effectively with
parents."

"Our community teacher has improved the classroom climate by

of fering her services to teachers to help them with problem
children. She has checked some of their daily work, listened
to their protlems, and has related facts concerning the child's
behavicr and work in the classroom to the parents. Parents

and teachers have felt free to menticn racial incidents to our
black community teacher.”

One principal who is actively involved in his bilingual community feels
that the community teacher program revolves around the specific person. He
reported that she was active not only in community organizations but also in
the community.

Limitations of the Program and Recommendations for Change. In general,
ihe ccmmmnity teachers f~lt that they were able to meet all their objectives
to some degree. Limited time in each sc'ool and their heavy schedule inter-
fered with in-depth effectiveness. The statement of one commnity teacher
who was assigned to two schools reflected the general feeling of many. She
reported,

"My initial contacts and referrals were effective, but I didn't
have enough time to do second and third follow-up visits with
many cases where it would have been helpful."

Insufficient time to do all that needed to be done was the major complaint
of the community teachers who were serving two schools.

Community teacher services were unavailable in one school until March,
as a result of the fact that no one could be found until that time to fill
the full-time position at that school. Another resigned in early spring,
and again no replacement could be found. Principals of these two schools
indicated in the questionnaire that they felt the void. The duties and
responsibilities of the community teacher had to be assumed by them, adding
to their already crowded schedules.

Principals who had half-time community teacher services this year re-
quested the assigrment of a full-time community teacher to their schools for
next year. One principal working in a school with an enrollment of over 1,100
pupils indicated the need for two full-time community teachers. All receiving
school principals requested &n increase in ceomunity teacher services.

Among the other recommendations of the principals for making the role
of the community teacher more effective in 1970-71 were:

"Irvolve school-site administrator in selection and appointment
of community teachers so any misgivings about their 4bility to
v.rk together might be alleviated."

"Conduct periodic orientation and information sessions.”
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"If possible, assign the same community teacher to each school
next fall in order to insure continuity of the program.”

"Conduct in-service and workshop training for the community
teacher on effective community and parent relations."

In connection with the last statement, most principals indicated that a
workshop stituation would prove beneficial in training community teachers to
function as leaders in the school and community and help improve their skills
in organizing and working with groups. It was also recommended that in-
service training be conducted prior to the commencement of school. In this
way the role of the corrmnity teacher could be set forth to all school person~
nel so that more effective use of their services could be made.

Due to the late assignment of the community teacher field representative,
very few community teacher in-service meetings were held this year. Consider-
ation should be given to holding more in-service staff meetings in 1970-T1.
This would lead to more effective exchange of information and successrul ideas
among comminity teachers.

Due to the physical lack of space in many schools, a private room in
which the community teachers could hold conferences,etc. was not always
available. Desirable working conditions would include adequate private office
facilities at the school-site.

Conclusions. Constant efforts were made by the community teachers to
create awareness in all concerned of the educational and social needs of
children in the schools and to encourage both parents and teachers to use
all available resources in meeting these needs. In all areas of service,
the majority of teachers and principals indicated that the community teachers
made a definite contribution in their efforts to achieve the preconceived aims
of the program.

Consideration should be given to strengthening and expanding the program
by assigning one full-time community teacher to each of the six schools
which had part-time services this year. This extension would involve the
classroom teacher more fully in the total school-community-pupil relationship
and provide more quality service in all arear concerned.
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CHAPTER 5
PARENTAL INVOLVEMENT

5.1 PROFILE OF COMPONENT

"A systematic plan for parent involvement shall be part of the
comprehensive program." So mandates the California State Department of
Education's Guideliness Compensatory Education (revised April 1949),
Parent-teacher conferences, teacher aides hired from the target school's
community, advisory committees, and community teachers made parents aware
of the school's instructional program and their children's progress in
order to promote cooperative and supportive relationships between home,
school and community. The estimated cost of the Parent Involvement
Component for the 1969-70 school year was $108,669,

Objectives.

To increase the pupils! expectations of success in scheol

To improve the children's emotional and social stability
and/or that of their families

To develop positive relationships between home, school
and community

To develop positive attitudes toward parents and the come
munity on the part of teachers and other school personnel

To make psrents aware of the school's instructional program
and their children's progress

To develop positive attitudes toward school and education
on the part of pupils and jarents

To encourage parents and teachers to meet together

To establisn communication lines to foreign-speaking parents
by providing interpretive services

To assist parents in helping their children in the learning
process

To involve parents in the life of the school

To organize, activate, and/or further the functioning of the
school site or District adviecry committee(s).
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Parent-ieacher Conferences. Parents meet with their child's
teacher twice during the year to discuss thelr child's personal develop-
ment and academic progress, This new way of reporting pupil progress
was instituted in all San Francisco Unified School District elementary
schools for the first time this school year, Now, instead of receiving
a rz2port card six times during the school year, 20-minute parent-teacher
conferences are held in October and April, and alternate with the issuance
of the traditional report card in January and June.

Teacher Aides, At least 50 per cent of the teacher aides were hired
from the community, Parents of children enrolled in target area schools
were hired as aides or welcomed as volunteers.

Advisory Committee. The 1969-70 Title I State Guidelines mandated
that, besides the District Advisory Committee, each school would have its
own advisory committee., Committees, composed substantially of parents of
target area children, were organized and activated.

Community Teachers. Seven successful teachers of various racial-ethnic
backgrounds served in the unique Title I position of commnity teacher.
They existed to establish and maintain positive lines of communication
between school and community and to get pareats actively involved in school

affairs-
Secticn Evaluation Strategy.

5.2 ! questionnaire was used in an interview situation with
each of the ten target area school principals to obtain:
his observa‘’ions, opinions, and attitudes about the
Parent Involvement component.

5.3 Questionnaires were given to each aide and hii teacher
to determine the number of aides from the commnity, the
number of parents and their relative activity in the
commnity, and whether the aides were performing duties
related to the Title I instructional program.

Chagter A questionniaire was given to each classrcom teacher to
obtain information about contact with, and the effective-
15 ness of tle commnity teacher. The results of this

questionnaire were reported in Chapter L,

Questionnaires were given to each community teacher to
accumlate information concerning his activities, his

L service, and his contacts, &s well as general appralsal
and recommendations about the community teacher activity,
The results of this questionnaire were reported in
Chapter L.
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i 5.2 QUESTIONNAIRE TO PRINCIPALS

Principals' Commitment to Parent Involvement., The parent-involvement
{ questionnaire was used inaninterview situation with the ten principals of
i the te. Intensive services schools. It was developed to assess the effect-
iveness of pzrent-community involvement activities, in the lighi of the com-
ponent objectives.

| Principals were asked: (1) whether they felt that the present amount
of parent involvement at their schools represented "insufficient," "average"

f or "too much" parent involvement, and (2) approximately what proportion of a

} principalts time should be devoted to improving school-community relations.

school-community relations. Two principals did not state how much of their
time shouid be devoted to improving school-commuity relations. They said that
if schoels were doing an effective job of teaching, then school-community re-

( lations would take on a different role than that mandated for it. Parent in-
volvement should not have to be group involvement, but should be rather the
individual parent concern for his particular children.

I One principal stated thai ten per cent of his time was needed to improve

{ A principal, very actively involved in his school's relations with its
bilingual communi’y, felt that, although there was enough community involve=
ment, there was definitely "insufficient" parent involvement. He felt, as

[ did five other principals, that one~fourth of a principal's time should be
devoted to improving school-community relations. One principal felt that,
with his excellent staff, his role as a principal no longer demanded as much

[ effort in the areas of curriculum and management, btut more in the area of
parent-community involvement.

; Another principal, very actively involved in his school's relations with

[ its black community, had built up such a working relationship with various
community groups that his school is used every evening and on Saturdays by
groups such as the BOC, the Martin Luther King Square Tenants Union, the West~

( ern Addition Community Organization, the Peace and Freedcu Party, an” the PTA.
The children in his school had the "very effective" tutorial services provided
by a Catholic girls' high school, the Podiatry College, and & Methodist adult

‘ volunteer group. His school operated as a referral center to such organizations
as San Francisco's Legal Assistance Foundatien and Mount Zion Hospital and Med-
ical Centers, and a federally funded "Comprehensive Child Care Project." The
YMCA provided some of the pupils in his school with individual counseling and

I guldance and free camp. This principal felt that the demand of school-community

relations were so great that, to do a "proper job," he would have to devote

three-fourths of his time to it, which, of course, in his position as a principal

" of a school he is unable to do.

Effective Avproacheg. When asked how effective certain groups had
l been in improving school-community relations, the principals generally
agreed that "parent-teacher conferences" and "teacher aides" and been
the most effective and that PTA's or parent service groups and the parent
: advisory groups tended at this pnint in time, to be ineffective in im-
| proving school-community relations.
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EFFECT IVENESS OF SCROOL-COMMUNITY RELATIONS APPROACHES
AS JUDIED BY PRINCIPALS

Per Cent of Principals Responding

Very

Effective Effective Ineffective
Parent-Teacher Conferences 80% 10% 10%
PTA or Parent Service Groups 10 10 30 30 20
Noo~time Supervisors Lo Lo 20
Teacher %ides 60 30 10
School Site Advisory Cormittee 20 10 10 50 10
District Advisory Committee 10 50 Lo

N =10

Insufficient Parent Involvement. Almost all the principals f1t that
involving community organizations was easy, but only accidentally was a
parent represented, Getting parents "involved" was their biggest problem,
The PTA was criticized for its overly-structured nature, which alienates
many parents, and its large required "donation" to the national organization,
Even the most vocal and active of the parent advisory groups had difficulty
getting more parents involved. The need to build "trust" between the school
and parents appears to be based on the faect that parents still do not believe
the schools want their help, Other reasons given by principals for apathy
in parent participation were "cultural shyness," their own personal problems
living in slum arcas, feelings of limited verbal facility in the realn of
educational jargon, fear of taking initiative, and language difficultiecs
of foreign-born parents,

A Suggestion for Bridging the Gap Between Schools and Parents. Since
many parents are new to this country, or uninformed about the workings of
San Francisco schools, it was suggested that the School District or ESEA
publish a pamphlet, tri-lingual if necessary, makitg parents aware of the
school's instructional program, 1:2lcoming them to the school, publicizing
the desirabil” 'y of parent involvement, and explaining what parents can do
to help the scnool and their children,

Parent-Teacher Conferences, The parent-teacher conference was designed
to give the teacher and the parent an opportunity to meet and discuss the
educational growth and special interests of the pupil in an informal
atmosphere, Parents were encouraged to talk about their child, %#s hobbies,
his potential and special interests, The District guidelines for parent-
teacher conferences recommended that teachers be "good listeners" and, if
i1lecessary, "ask leading questions." Teachers were to discuss with the
parent the child's academic standiny (strengths and weaknesses) and his
emctional, social and physica development observed in the school environment.
It was hoped that by this orai exchange of vital information, both parent
and teacher would gain increasnd awareness of the needs of the child. The
confererice report was used for the first and third reporting period; the
District report card was used for the second and fourth reports. During the
two weeks when conferences were scheduled, a.l elementa.y schools operated
on a shortened day, with parent-teacher conferences held in the afternoons,
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Most of the principals reported that parent-teacher conferences were
"very effective” in making parents aware of the school!s instructional
program, and their child's progress, and in improving teacher attitudes and
understandings toward the parents and the home.

EFFECTIVENESS OF PARENT-TEACHEF. CONFERENCES AS JUDGED BY PRINCIPALS

Per Cent of Principals Responding

Very
Effective Ineffective Unknown

How effective have parent-
teacher conferences been in:
a, Making parents aware of the

school's instructional program? 70% 10% 20% - -
b. Making parents aware of their

child's progress? 60 30 10 - -
c¢. Improving teacher attitudes and

understandings toward parents? 70 20 10 - -
d. Assisting parents in helping their .

children in the learning process? 20 30 Lo - 10

N =10

In order to increase the number of parent-teacher conferences, several
schools held some of the conferences at night so that working parents could
attend. The Title I school having an enrollment over 1,100, of which 93 per
cent are Chinese, had its parent-teacher conference report form and its
regular report card printed in both Chinese and English. During the after-
noon and evening conference pericds of this school, Sk interpreters (41 high
school students and 13 parents) worked with parents and teachers to insure
that the oral exchsnge did, in fact, increase the awareness of the needs of
the child for both parent and teacher,

Seven of the ten ESEA schools had at least 70 per cen. parent
attendance at the parent-teacher conferences,
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5.3 QUESTIONNAIRES TO TEACHERS AND TO TEACHER AIDES

Questionnaires were given to a2ides and their teachers to “etermine
the number of aides frem the comrmnity, the number who were parents and
their relative involvement in the community activities, and to describe
the aide duties related to the Title I instructional program,

The high percentage of aides respunding to the questionnaire vas due
to the excellent commnications among the aides and their attitude toward
the items on the aide questionnaire., Because the aides were develcping a
"Paraprofessionzl Handbook," the aides at cach school site met with their
handbook representative to give their reactions to the topics to be dis-
cussed next and to the chapters of the handbook that had just been written.
It was during the time that these alde meetings were being held. that the
aide questionnaire was distributed and that the aide represertatives on the
handbook committee wire apprised of the aide questionnaire returns from
their respective schools, The positive attitude toward the items on the
aide questionnaire was cbserved when members on th2 handbook committee
requested that several items from the questionnaires, theirs and the
teachers' questionnaire, be used to evaluate aide service.

Community Aides. Two-thirds of the 87 Title I aides were from the
ccmmunity, Of the 57 community aides, 88 percent were parents, (of whofl
three were also students), Sixteen percent of all the aides were students.

Aide Activity in School/Community Organizations, When asked, "How
active in commnity and/or school organizations are you?", 88 percent of the
corrmunity aides and 57 percent of the non-community aides indicated "a great
deal” or "some" activity.

Some principals felt that parents should be "required" to become
actively involved in the schools, for too often parents have anti-school
attitudes, These principals have observed that, as a result of working in
the school, parent aides have changed their attitudes toward schools and
are better able to help their children in the leaining process.

Improved Parent Understanding andé Involvement. A large majority of
teachers having aides agreed witn the principals that community aides had
done a great deal to improve school-community relations. Thz {following arc
some comments made by teachers about community aides:

"My aide has a child in the schcol, After working in the
classroom she said that she had no idea how much preparation
and teaching time it took to help children learn.”

"One aide told me that she never realized that many children

cause 'trouble'. She thought the teachers were at fault until
she started working in a classroom, Several aides have said

that they were taking more interest in their own children's work."

"My aide has spoken to some of rmy children's parents regardi:g

. their behavior. She seems quite willing to enlighten parents
sbout the children's behavior in the classroom and discuss ways
of improving the situation.”
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"Parents, relatives, and friends of children in the school, as

aldes, have seen, first hand, how their children behave and have
' corrected a situation or disciplinary problem. There is a close-
ness which helps the commurication between parents and teachers.®

! "Aides have become aware of the many problems teachers heve and
| have interpreted these to their neighbors in a sympathetic light."

"Aides became more involved in PTA and participated in parent
in-service, They go out into the commnity to recruil other
parents to participate in school functions and tell others about
the programs in this school."

"Parents who work in the school were more willing to attend the
parent-teacher conferences."

L "Parent aides feel mch more a part of, and are more involved
in, the school. The school atmosphere is less alien to the

| commnity, At Open House, they seemed very comfortable in

| the school,"

"Many of the aides are members of the PTA and parents of
’ children. The communication was evident at the graduation
of sixth graders, when we had a record turnout."

But Do Community Aldes Provide Only "One -Way" Improvement of School-

l Commnity Relations? The large majority of tcacher comments relating how
the use of aides had improved school-commnity relations indicated a
[ one-directional improvement, i.e., that of the parent for the school.

It was a rare comment that indicated any teacher learnings abovt the
parents or commnity. There was great appreciation for the services of
aides, yet negligible indication of achieving this component's objective
L of developing "positive attitudes toward parents and the cormmunity on the
part of teachers,"

One of the few teachers who did comment on her change of attitude
I sald, "I have a greater appreciation for the talents and creative sbility
of the poor, uneducated, minority parents of' my pupils. My college degree
is worth 1little compared to the dedication, hard work, reliability, «nd
[ the development of the 'knack'! for teaching children that some of the
- aides have,."

[' Length of Service as an Aide, Community aides who have been aides
for more than one school year tend to have worked in only one school while

non-cormunity aides have not. Of the 18 commnity aides who have worked as

aides for more than one year, 13 have served in only one school, one has

worked LO out of 50 months at his present school, and another has worked

32 out of 37 months <t his present school, The following *able shows the

length of service as an aide and &s ar. aide in their presenv school,
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LENGTH OF SERVICE AS AN AIDE

Community Aides Non-Community Aides
Mumber Responding N = 57 N=30
At Present At Present
Nurmber of Months as Alde: Total School Total School
% z_THNo .) & (Wo, % '_(T:-No. F Eg‘)_'{
1-10 months 68% (390 70¢ (Lo L7 by 738 (22
11-20 monihs 11 (6) 12 (1) 30 (9) 20 ( 6)
21-30 months 5 ( 3) L (2) 20 (6) 3 (1)
31-L0 months T (9 (5) 3 (1) 3 (1)
L41-50 months s ( 3) 2 (1)
51-60 months ly 2 b (2) —_— o
TOTAL 160% :3'7 1018 57 1004 30 99% 30

0f the )6 percent of the non-commnity aides who have worked s an
aide for more than one year, half are students and are not attached to a
particular school or curmunity,

Educational Background and Foreign Speech Abilities of Aides. When
asked, "What is tre highest grade in scbaol you have completed?", 39
percent of the community aides and 73 percent of the non-community aides
reported some post-high school education, The following tabla shows the
educational background of the aides.

HIUHEST LEVEL OF EDUCATION COMYLETED BY AIDES

Cormunity Aides Non=-Commnity Aides

Z o, 4 No.

Elementary School % T2) - -
Junior Kigh School 9 (5) 7 (2)
Senior High School Lo (28) 20 ( 6)
Trade or Business School 12 (N

College, 1-2 years 11 ( 6) 37 (11)
College, 3-L years 12 (7 23 (7)
College, pust graduate N %;27;_ 13 .é_l%

TOTALS 101¢% 100% 30




0f the six post-graduate student aides, four were of foreign
origin -~ three Filipino and one Chinese. The three Filipinos worked
in the Title I school with 31 per cent Filipino enrollment.

0f the eleven aides at the school with 93 per cent of its enrollment
Chinese, six aides had at least three years of college and were fluent in
Chinese.

Forty-two per cent of the commnity aides and L7 per cent of the
non-community aides were bilingual. Of all Title I aides, 15 per cent
spoke Spanish, 17 per cent spoke Chinese, and eight per cent spoke
Tagalog, the Philippine national language. Almost all these bilingual
aides vere assigned to schools in which their foreign-speaking abilities
were sought and used.

Aides provided teachers with insights about children and adults in
the community, provided interpretive service for students, teachers, and
parents, and were "great neighborhood resources," Some of the teachers
reported the help of their aides in the following manner:

#*Certain pupils'problems were better met because the aide
knew the family situation which created the problems."

"My aide was able to inteipret during conferences with parents,
and has helped me by making various phone cells, and trans-
lating &nd writing letters to parents,?

"My Spanish-speaking aide conferred with parents and heiped
persuade them to send their children to tha Outdoor £chool
Camp, My Spanish-speaking boys identify with him.n

"My aide speaks Spanish fluently., She went with me to put
advertisements in Spanish-speaking papers for our fair,
She spoke to many in our neighborhood about the fair."

"Conducting a unit on black studies, my aide had discussions
with the class, brought in artifacts, and stimulated interest
in black history."

Hiring and Assignment of Aides., In general, aides heard about their
positions through word of mouth, Only 28 per cent of the Title I aldes
learned abcut their positions through formal chennels, e.g., through
school notices, in the case of some of the community aides, and through
Job applications at the paraprofessional office of the Board of Education
for some of the non-commnity aides.

About 70 per cent of the teachers having aides did not have any part
in the selecting of their aides, yet 85 per cent »f the teachers felt that
they should have some "choice" in the selection of their aides. The
following table separates the teacher responses t¢ questions about the
selection of their alde into classroom teacher responses and specialist
responses,



TEACKER RESPONSES TO QUESTIONS ABOUT SELECTION OF AIDES

Per Cent of Per Cent of
Classroom Teachers Specialists
Number Responding N=91 N = 63
No
Yes No Response  Zes  No

Did you have a part in
selecting your aide? 15% 8% - L8% 52%

Do you feel you should have
some choice in selecting

your aides? 79% 1E 7% g 9%

Many teachers felt that, even though their aides were "excellent,"
"it was just by luck," and that the only amount of "choice" they wanted
in the selection of their aldes was ex post facto, that of being able %o
replace an aide who "didn't work cut.m

Before starting work, 90 per cent of the commnity aides and 97
per cent of the non-commnity aides indicated at least some understanding
of the duties and responsibilities of their Jjob.

: Aides were asked how much time they spent "teaching", doing "clerical
duties", and on "other activities." The following table shows the variety
of activities that aides performed. It also shows that "teaching" was the
major activity of the aides.
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THE AMOUNT OF TIME AIDES SPENT ON VARIOUS DUTIES

Per Cent of Responses

A Great No
Amount of Time Spent Deal Some little None Response
£ Moo £ No. £ No. % No. % Mo,
Duties
Teaching u6% (L0) 33% (29) 7% (6) 6% (5) 8% (7)
Clerical Duties 9 (831 (27) 17 (15) 36 (32) 6 (5)
Other Activities
Yard Duty 1, (12)13 (M) 2 (2)
Room Cleamup or
Preparation 8 (7)) 6 (5 1 (1)
Room Decoration S (LW 7 (6) 5 (4
Food Service 6 (5 3 (3)
Training of
Other Aides 1 (1) 6 (9)
Audio-Visual Work 6 (5)
Miscellaneous-all

less than S per cent
N = 87

The sums of the per cents in the "a great deal" and "some" columns
show that about B0 per cent of the aides"teach,"L0 per cent have clerical
duties included, about 30 per cent do yard duty, and about 15 per cent
have duties involved in clessroom care and beautification, The renge of
aide duties was extended to include the training of other aides when
222 AB 606 aides were hired in the spring to help in nine out of the ten
Title I scheols,

Teacher Evaluation of Aide Service, Teachers rated aides as most
helpfil in the area of tutoring. In descending ratings of helpfulness )
after tutoring were: help with classroom routines, preparation of materials,
clerical work, and audio-visual, The following table shows the relative
helpfulness of aides in tutoring eand in other duties related to and
supportive of the instructional program,.
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TEACHER EVALUATION OF THE HELPFULNESS OF AIDES IN VARIOUS AREAS

Per cent of Teachers Responding

Very Negligibly
How helpful have aides been in: Helpful Helpful Helpful
P 4 iﬂo.) T (No.) T (No.)
Tutoring Individuals
Classroom Teachers (N= 87) 62 (54) 2l (21) 1 {(12)
Specialists (N= 63) 73 (L8) 13 ( 8) w (9
All Teachers Having
Aides (N=150) 67 (100) 19 (29) 1, (21)
Tutoring Small Groups
Classroom Teachers (N= 85) 60 (51) 26 (22) 1 (22)
Specialists (N= 63) 60 (38) 2k (15) 16 (10}
All Teachers (N=248) 60 (89) 25 (37) 15  (22)
Classroom Routine
Classroom Teachers (N= 87) 51 (LL) 30 (26) 20 (17)
Specialists (N= 58) W7 (27) 29 (17) 2L ()
All Teachers (N=145) L9 (7) 30 (h3) 21 (31)
Preparation of Materials
Classroom Teachers (N= 87) Lo (L3) 2L (21) 26 (23)
Specialists (N= 62) 58 (36) 21 (13) 21 (13)
All Teachers (N=149) 53 (79) 23 (3lL) 2 (36)
Audio-Visual '
Classroom Teachers (N= 85) 2L (20) 22 (19) 54 {(L6)
Specialists (N= 57) 26 (15) 32 (18) b2 {2h)
All Teachers (N=1k2, 25 (35) 26 (37) 49 (70)
Clerical Work
Classroom Teachers {N= 85) 35 (30) 19 (16) L6 (39)
Specialists (N= 60) 35 (21) 30 (18) 35  (21)
A1l Teachers (N=145) 35 (51) 23 (3W) L (60)

Teachers noted that their rating of their aide's helpfulness in the
various areas was dependent on such factors as the too few hours of aide
service, working space prublems, lack of aide skills in printing anmd
spelling, lack of knowledge in the area assiygned to tutor in, poor under-
standing of spoken English, unfamilarity with audlo-visual equipment, ete.
The primary weakness of aida service for most teachers was the lack of
preparation and consultation time with the aide,

Teacher Recommendations for the Selection of Aides. When asked, "What
criteria would you use in selecting an alde?", teacher responses fell into
four general areas: (1) interest ard ability in working with children,
(2) willingness to work, coupled with a positive attitude toward their Job
as an aide, (3) having at least a high school education, and, if foreign
born, having a good command of English, and (L) valuing education,
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The followlng are sample comments of what teachers want in their aldes.

"The aide should have an honest, active concern to be
constantly helping children and should be seeking ocut
the ones who are quietly struggling, slways looking
for the child who needs help."

n"She should have the desire to work with children and
the ability to relate to them without being Mrs. Santa
Claus,"

“She must be able to work with people,"

"Aides should be prompt and come to work regularly."

"They should be responsible about their attendance.”

"She sihould be able to walk a lot, bend, stand noise,
and accept the 'good' with the 'bad!',"

"Someune who is healthy and has a good personality,"

"An aide should be & warm, self confident person,
willing and able to learn the skills and routine
essential to the job."

"She should demonstrate the ability to grow on the job."
"She shouldn't be afraid to ask questions,”
"An aide should have the sbility to be a co-worker,"

"She should understand the supportive roles that teachers
and aides have in facilitating learning.”

"Open mindedness and willingness to listen and contribute
are important,"

"Aides should show & great interest in children and in
the value of their education,”

"They should be interested in improving school
instruction.”

Adide Interest in Teaching and Satisfaction with Use of Their Services,
Over 70§ of the aldes said that they would like to be a teacher, Half of
them have become interested in teaching since being an aide, Ot the 37
commnity aides that would like to be a teacher, most (€0%) have developed
an inturest in teaching sinceg being an aide., Of the 25 non-commnity
aldes interested in teaching, most (60%) were interested in teaching before
working as an aide,
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When acked,
following table shows thst

used,

AIDES' OPINIONS OF USE OF THEIR SERVICES

Per cents and Numbers of Responses

Commmunity Aides

How well are your alde
services being used? ;4

Very well 68%
Well 18%
A1l Right 1%
Poorly oF
Very Poorly 0%

(No.)
(39)
(10)
(18)
(0)
(0

S -1

Non-Community A

69%
21%
10%
0%
0%

"1How well are your aide services being used?', the
86% of the sides felt their service was well

(No.)
(20)
(6)
(W
(0
( 0)



5. ADVISORY COMMITTEES

DISTRICT ADVISORY COMMITTEE

The California State Department of Educatio 's Guidelines: Compensatory
Education (revised April 1969) states that ".,. :he school district shall
establish a local advisory committee to bring at ut the cooperation and
coordination of all community resources... The pPiineipal function of the
local advisory committee is to assist and advise the school district in:

t. Developing programs in cooperation with existing community action
programs in their locality

2. Mobilizing and coordinating all community resources in a concerted
attack on the problems of educationally deprived children

3. Overall planning, development, implementation, evaluation, and
dissemination of information relative to the objectives of the
compensatory programs

L. Acting as a hearing board for any individual or group who may
want to propose additions to, or changes in, the school district's
proposed compensatory."

The District Advisory Committee in its third year of operation had parents
in leadership positions for the first time this year. Over half of the members
that attended nine of the eleven monthly meetings were parents. The District
Advisory Committee decided that, before it could make recommendations, it must
first become familiar with the ESEA Title I program. Therefore, each component
was explained and viewed in action in different target area schools including
one meeting at a nen-public school. Parent officers were elected and the com-
mittee and its functions clarified. The 1970-71 ESEA Title I program proposal
Was discussed and recommendations made, and tentative meeting dates for the
1970-71 school year scheduled,

The District Advisory Committee Recommendations for the 1970-7t scliool year.

Munds should be made available for transportation of parents of
bused children to parent/teacher conferences and open houses at
receiving schools.

In order that problems du not develop, each school's parent advisory
group should contact and encourage other parents to visit classrooms.

At the beginning of the school j~ar, to ensure commanication among
the schools, parents, and the community, each parent advisory group
should sponsor, or at least encourage, an informal "get-acquainted"
meeting.

Each school’s parent advisory group should explore ways of involving
parents in the school and its activiiies.

gach parent advisory group should keep a record of, and report their
activities to the District Adviscry Cormittee. In the case of non-

pubiic schools, it is recommended that each "area" keep a record of

activities and report to the District Advisory Committee.
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1969-70 DISTRICT ADVISORY COMMITTEE ATTENDANCE
Number of Persons Attending

fug . [Sept. Pct. NMD_eLMeh. Mar. |Apr. |May Pune [Total
Bessie Carmichael P 2 2 1 1
Commodore Stockton 2 1 1 -2 | 3 9
Daniel Webster 1 1 3
Golden Gate ‘ 5 2 2 [
Hawthorne 1 1
Jedediah Smith 2 1.1 2 9
John Muir 11y 3 3 Ll Ll2 217
John Swett 213 i 213 1L 16 _ |
Marshall 11 32 1 1113 2111212 212 15
Sir Francis Drake 1 211 115 12
Community Teachers 2 21t 211 i
Other SFUSD Personnel L] = 9l ¢ & [ L L& 31 2 o3
Non-Public Schools o 2 > gl 3] 311 1 19
S.F. Chamber of Commerce 0
Human Rights Commission 1 1 1] 1 1 1 111 1 10
Archdiocese of S.F. D) 1 1] 1 14 1112 11111 10
PrA (Sec. Distriet) 1 1 2
Social Services Dept. 2 2
S.F. Health Dept. 1 1 1 1 1 6
Jewish Community Relations 1 1 1 1 1 1 6
Economic Opportunity

Council 1 1 2
Hunters Pt. I and 1I N 1
Other 2 3
TOTAL PRESENT 1 15 127l 171 2 28l 20l 1,116 | 17 | 222
TOTAL MEMBERS 111 21 a7l 12| 20] 20 ] 19 {16 12115 } 16
5 9 11 7115 16§ 1L 113 9]12 ] 12
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PARENT AUVISCRY GROUPS

"In addition to the required district-wide advisory committees, school
districts are required to form, within a reasonable tine a parent adivsory
group at each target area school," mardates the California State Department
of Education's Guidelines; Compensatory Education (revised, April 1969), and
these were the only guidelines for forming parent advisory groups.

Schools were made aware of this mandate but, because there were no state-
ments about the parent advisory groups' responsibilities, nor dates by which
the groups should function, it was not easy to organize and activate the site
parents! advisory group. With parent participation in school~sponsored organi-
zations so limited, getting pareuts to volunteer or even consent to be on a
parent advisory group was difficult.

The State mandate quoted above laft considerable freedom to school site
parent advisory groups as to what the responsibilites of these groups were, the
minimum numbers of and qualifications for membership, and the dates by which
the groups should function. The State mandate was communicated personnally to
the principals of Title I schools, together with the further guidance that
school site advisory groups should adapt the guidelines for the District Advisory
Committee for their own needs.

Since the "central focus of the activities of commnity teacher is the in-
volvement of parents in the life of the school," it was the community teachers
who organized and activated the advisory groups at three of the schools. At
the other seven schools, this was the task of the principal.

Organization of Parent Advisory Grouns. Almost all the 70 parents who did

become members of their school's parent advisory group were either already ac-
tive in the PTA or were aides in the school, The nmumber in each parent advisory
group ranged from three through twelve, with seven being the average size. Each
school's district advisory committee representative was also a member of the
parent advisory group. Eight parents at four schools were also active in other
community organizations.

Five of the advisory groups were organized during the first three months
of the fall semester, and the other five groups were organized during the first
three months of the spring semecter. The number of meetings of any one group
ranged from one to 25 meetings, with between three and five meetings being the
most common.

When each school site began writing its own 1970-71 Title I proposal in
April, the pareni advisory groups were consulted.

Parent Advisory Groups' Responsibilities. Of the interviewed principals,
three were undecided about what the parent advisory group's respensibilities
to the school should be. Other principals considered that the responsiblities
of these groups were those of involving other parents in the school and naking
recommendations to the school. Some other responsibilities considercd to belong
to the parent advisory group weret representing the school at Board of Educa-
tion meetings, helping to represent the school in community politics, and help-
ing parents o know what they can do at home to help their children in the learn-
ing process.
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Recommendations for Parent Advisory Groups. It is recommended that
either the State or the District, in early September, set forth more
deteiled guidlines for the organization, activation, and functioning of
the parent advisory groups, which specify the duties and responsibilities
of the grciaps.
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CHAPTER 6

INTERGROUP EXPERIENCES

The Intergroup Experiences Component, was mandated to alleviate racial,
social and/or linguitic isolation, and to include such activities as desegre-
gation planned human relations activities, ethnic studies, and pupil ex-
changes.

Educational opportunities offered by, and unavailable without, ESEA
Title I funding were:

1) The busing of children from one ESEA target achool to
receiving schools in other San Francisco Neighborhoods,

2} One-week experiences for fifth grade San Francisco
pupils in Title I schools with suburban Marin County
sixth grade pupils at an outdoor residence school camp,

3) All day field trips to Marin County's Audubon Canyon
Ranch, Point Reyes National Seashore, or Muir Woods
National Monument, and

4) Intercity classroom visitations and/or activities and/
or San Francisco-Marin County classroom visitations.

The proposed intergroup experience component's budget was $97,452 or
about four per cent of the 1969-70 ESEA Title I operational appropriation.
The Outdoor Education activity, its largest element, was budgeted at $57,L50.
Based on the estimated 800 fifth grade San Francisco public school pupils
who could attend the outdoor school camp, the per pupil cost was $72.00.
Transportation to receiving schools constituted 36 per cent of the component
with an estimated busing cost of $100.00 per pupil.

Objectives. The objectives of this component were selected from a
forced-choice 1list of objectives identified by the California Division of
Compensatory Education's "Application for Federal Assistance to Meet the
Special Educational Needs of Educationally Deprived Children." They were:

To improve the children's self-image

To provide racially and etinically integrates education
experience

To change {in a positive direction) their attitudes
toward school and education

Participating Personnel. The San Francisco Unified School District
provided five certificated staff members to work with pupils, classroom
teachers, parents, ESEA school staffs, and camp staff to organize and oper-
ate the cooperative intergroup experience.

Q _
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From October, the full-time intergroup curriculum resource teacher in-
itiated and conducted activities and developed materials appropriate to goals
of this component, In the spring semester, a non-Title I principal was des-
ignated as San Francisco's camp project director in order to plan and imple-
ment San Francisco's part of the outdoor education program partnership with
Marin County. To do this, the director required L3% days of substitute
teacher time away from his principalship duties. In the spring semester,
three successful elementary teachers, on leave from their classrooms, des-
ignated as outdoor education resource teachers, worked with classroom teach-
ers and parents to prepare students for the camp experience and developed
material and performed follow-up activities that enhanced the pupils!
1earnings from the natural camp setting. While one outdoor education re=
source teacher worked in schools doing orientation or "follow-up" activi-
ties, the other two remained at camp working directly with the pupils and
the camp staff. '

ESEA fifth grade classroom teachers Were invited to attend camp with
their pupils (free of charge). Although their attendance and camp partici=-
pation were completely voluntary, all but one of the 30 San Francisco
teachers who did at’.end camp were teachers having at least some fifth grade
Title I pupils. ALl 26 Marin County teachers who went to camp were the
campers' regular classroom teachers. Those Marin County schools having out-
door progra s as part of their sixth grade activities had sixth grade teach-
ers! atten’ ¢nce at camp a requirement for being a sixth grade teacher.

Approxinately 30 “academically talented" high school students from four
San Francisco high schools were invited to volunteer to attend camp for a
week (free of charge), %o assist the camp naturalists and to provide for
more individualizavion in the teaching program at camp. Although two 3tu-
dents per week were planned, the selected San lrancisco high school students
vere so successful that as many as six were invited to camp one week. A
total of Sk San Francisco high school students worked as volunteer assis-
tants to the naturalists and cabin counselors.

When returning high school students related their experiences at the
outdoor school ceémp, the number of volunteers swelled to double the number
that could attend camp; therefore, seniors were given preference over junior
volunteers. Those college-bound students who attended camp during final
exam week found ways to make up all their examinations and required work.
Several of the students returned to visit the camp with friends and to show
their friends "the place'.

Section Evaluation Slrategy

6.2 An analysis of busing was made to show that busing did
alleviate racial isolation.

6.2 Ar. analysis and description of racial-ethnic camp par-
ticipation was made to show that racially and socially
integrated educational experiences had been provided.

6.3 Pre-post camp questionnaires were given to all fifth
grade pupils to discover the effects, if any, of the
one-week resident outdoor school camp experience on
their self-image and on their attitude toward school

o and education,

ERICy ;
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Section
6.4

6.5

6.6

Evaluation Strategy (continued)

Questionnaires were given to parents of fifth grade
children who went to camp, to assess their attitude
to their child's camp experience.

An analysis of numbers and types of extended outdoor
education field trips and visitations were made.

A classroom teacher questionnaire was used to dis-

cover what classroom teachers had done to improve
intergroup or intercultural understanding.
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6.1 BUSING

During the entire 1969-70 school year, 327 fourth, fifth and sixth grade
children were bused from Hawthorne School to four receiving schools. By di-
viding some of the 2l classrooms at Hawthorne School to make two rooms and
by using the auditorium and activity rooms as classrooms, the school was able
to accommodate only the pre-kindergarten through third grade pupils from the
community.

Hawthorne students are basically Spanish Surname and/or Spanish-Speak-
ing students. The three schools having only Hawthorne as a sending scheool
remained basically white. In the fourth receiving school, where over half
the school population was bused, the racial ethnic compliexion approached
the District's make-up. The following table shows the integrated quality of
the schools after busing.

PER CENT OF PUPILS BY RACIAL ETHNIC DISTRIBUTION

Per Cent of Children
Bused from Hawthorne

31%
33
10

sst | ow?| W3 | cogit | ar| F [omeT| ToTAL

San Francisco K-6 (N-18,927)|1h% | 36%{20%] 158 { - |ug | 28| 1008| 3
Sending School 3
{aTter busing) o 5
Hawthorne (N=653) 169% | 17%| s¢| 28 |- |58 38| 101% Eg
Receiving Schools 5
{after busing) as
Stevenson (N=b79) [20% | 62%| 3% | 10% |- | L% | 28| 100%| 31%
Lakeshore (N=368) |20 165 | 6 bl 2 |1 101 | 33
Parkside (N=bgo) |12 |74 | 1 8 - |2 |¢ 99 | 10
Sherman (N=762;, |13 |37 | 7 3 |- (5|1 100 | 5hL

1) S5 = Spanish Speaking/Spanish Surnames

2) COW = White

3) N = Negro

4) CJK = Chinese-Japanese-Korean

S) AI = American Indian

6) F = Filipino

7) ONW = Other Non-White




6.2 THE OUTDOOR EDUGCATION SCHOOL CAMP

San Francisco Unified School District (SFUSD) contracted with their
neighboring suburban Marin County School District to co-sponsor a coopera-
tive and joint outdoor education program. The general aim of the school
camp was to offer a rich variety of experiences in the out-of-doors that
would contribute to the total education of the child.

Objectives.

To allow children from various socio-economic/racial-ethnic
backgrounds to live together in a democratic situation for

a week

To develop an appreciation of our natural resources and to
learn and practice some fundamental principles of conservation

To broaden children's interests and to open to them new
fields of interest

To supplement the classroom subject'matter through direct
experiences

To offer opportunities for the development of each individual's
initjative and creativeness

The resident outdoor school site, located about 50 miles south of San
Francisco and seven miles from the Pacific Ocean, in a redwood forest, con-
stituted a different type of classroom. In natural settings, ecology, con-
servation, outdoor mamners, and social learnings were observed in a natural
fashion as part of the routine of camp life,

The resident Marin County cutdoor education consultant and his staff
were responsible for the organization and operation of the outdoor school,
and for providing socially and racially integrated groups and activities.
ESEA Title I funds provided 1) the supportive services of the SFUSD Camp
Project director and three outdoor education resource teachers, 2) the transe
portation of SFUSD's Title I children to and from camp, 3) sleeping bags and
rain gear to all San Francisco pupils, teachers, and volunteer high school
aides attending camp, and L} binoculars and microscopes for use at camp.
SFUSD!'s aulio-visual department contributed outstanding films on man and
nature for use at the camp school.

Pre-Camp Week Activities. The outdoor education resource teachers gave
excited fifth grade puplls two sessions of orientation to camp. At these
orientations, the children and their teachers were shown slides of the camp,
shown the type of cleeping bag and rain gear that they would be using at
camp, told what to and what not to bring, and discussed what to expect and
what would be expected of them in tems of behavior, duties, activities, and
other people at camp. Most orientations included learning a few folk dances
that ihey would be doing at camp.

At the parent orientation meeting, the parents were shown slides of the
camp, and told about the camp life, its supervisicn, the older, serviceable
type clo“hes their child should bring, and the requirement of their written
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permission for their child to attend. During the discussion period that
followed the formal presentation about the camp, many parents had to te re-
assured that the week at camp was really free of charge for their ciild. Of
all groups, the Filipino, Chinese, and Latin American parents needed the
rmost reassurance about the proper supervision of their children at camp.

A1l parents were invited to visit the camp during the week their child was
at Caﬂlp .

Camp Week Activities. The children, who had written parental permission
and their principals' permissicn, arrived at school Monday morning, with
thej * clothes for the week and a bag lunch. The children boarded the buses
about 9:30 A.M. They returnad in the early afternoon on Friday,

After atont an hour's bus ride, the San Francisco pupils arrived at camp,
usually after the arrival of the Marin County students. When the buses were
unloaded, the children ate their lunches at the picnic tables. Tne children
frcm the same scheol usually ate theiv lunches together as they curiously
eyed their yet unknown fellow campers.

The canp director or his designate welcomed the students, discusced
clean-up, outlined their activities for the rest of the day, and assigned
the pupils to a cabin counselor and cabin. All Marin County pupils were
grouped in one group on one side and San Francisco pupils in another group
on the other side for cabin assignment, The assignment to cabins was on the
basis of boys or girls and the observable integrated guality of each group.

The Outdoor Education School Camp was the major integration activity of
the intergroup experiences component. Each week for 15 weeks, approxinately
50 fifth grade pupils frem San Francisco and 50 sixth grade pupils from Marin
County atiended a resident outdoor school from Monday morning through Friday
atternoon,

The racial-ethnic complexion of San Francisco's &SEA Title I pupil pop~
ulation is approximately 53 per cent Negro, 20 per cent Oriental, and eleven
per cent Spanish Speaking and/or Spanish Surname, while Marin County pupils
are almost all white, as shown below:

ETH4IC GROUPS IN TITIE I SCHOOLS AND
PARTICIPATING MARIN COUNTY SCHOULS

Per Cent of Pupils

Participating Marin San Francisco Title 1

County Schools Schools

N=8,962 N=6,050

Racial-Ethnic Group Per Cent Per Cent

Spanish Speaking or

Spanish Surname 2% 11%
Other White L% 8¢
Negro 2% 53%
Oriental 2% : 208
,  Flipino - 5%
El{[{c Otler Non-White _i £} S
- ‘Total lOZL%6 6 100%

FullToxt Provided by ERIC.
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Racial=Ethnic Composition of San Francisco Campers. Based on the raciale-

ethnic population of Titls I schools, and the racial-ethnic numbers of stu-
dents who did go to camp, the table below shows that the camp program was

fully supported by the Filipinos and the Chinese and least supported by the
white population in the schools.

[}
PUPIT, ACTENDANGCE AT CAMP BY SCHOOL AND RACIAL-ETHNIC GROUP § ;géﬁ
> o
Nunber and Per Cent of Pupils §2 £ 3%
Racial-Ethnic Group Designation ER- ARG
[7]
School sstlow?| W3] c® [4° [k°] ax?] ¥° |oww®| ToTaL g,gé & B
[o 2N O)] [ TR 4]
Bessie Carmichael/ &8 5 &5
Lincoln 12 71 12 31 2 6y | 15 85¢%
Commodore Stockton 2 1 | 155 158 { 184 86
Daniel Webster 10 9] 11 L 2 36 L8 75
Golden Gate Ls Ls 53 85
Jedediah Smith 59 52 | 85 69
John Muir 87 1 88 | 100 88
John Swett 21 31 1] 3 37 38 97
Marshall 38 |16 10| s 1 {15 7 92 |14 81
Sir Francis Drake 11 77 | 104 T
TOTAL ATTENDING 60 | 36| 333|160 1|50 | 15 656 | 801 82¢
PER CENT ATTENDING | 9% | 5% |51% |58 | 84 | 2% | 1008 i
THE NUMBEROF PUPILS
.HAT SHOULDHAVE AT~
TENDED CAMP BASED ON
THE TITLE I RACIAL | 68 | 6L L2l |160 ho {24 800
ETHNIC POFULATION
AND THE PROPOSED
800 PUPILS
PER CENT ACTUALLY
ATTENDING OF THE RA=
CIALeETHNIC E3TI~- [68% |¢ %793 |101% 125%} 63%
MATE OF TilR 800
s 1 5

*) ss
2) oW

&=
~
o O =
"

Spanish Speaking/Spanish Surnames
White
= Negro
Chinese
Japanese

6) K = Koresn

7) Al = American Indian
8) F = Filipino

9) ONWe= Other Non-White
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Partisipating Pupils. During the 15 weeks betweer: February 15 and
June 3:‘1970, 858 fifth grade Title I pupils from nine target area schools,
along with 757 sixth grade pupils from Marin County schools, attended the
resident outdoor school camp for a week. Although the week at camp was
free of charge for San Francisco pupils, Marin County pupils paid about
$18,00 each to attend camp, with transportation to and from camp and the
rest of the camp cost of about $15.00 provided by their district. The per-
centages of Title I children who did attend camp ranged from 69 per cent to
97 per cent of the schools' fifth giade population.

The total number of pupils at camp during any one week ranged betwezn
70 =nd 122 campers per week., During the only week that Marin County pupils
were not scheduled to attend camp, 38 Marshall pupils and 32 Commodore
Stockton pupils went to camp together. Although this group of 70 was the
smallest to attend camp, the racial-ethnic mix inciluded 17 Spanish Speaking/
Spanish Surname, 5 whites, 5 Negroes, 3L Chinese, 1 American Indiean, 6
Filipincs, and 2 other non-whites, This week, the racial-ethnic mixture of
the group was obvious. The loud ¢xuberance at meal times, which usually
limited extended table conversations, was strikingly missing during this
all-San Francisco week. The high proportion cf foreign-speaking pupils at
camp that week was a factor that limited meal time conversations, as was
the fact that €0 per cent of the children were from Sprnish-speaking, Fili-
pino, or Chinese family backgrounds, where appropriate children's behavior
at meals was silence.

Socially end Ethnically Integrated Experiences. In order to determine
the degree to which the outdoor school camp provided socially and ethnically
integrated experiences, the pupils who went to camp were asked: "How many
new friends did you make at the camp?" ‘The following tabulation shows that
85 per cent of thc students made new friends at camp and that the average
number of new friends made from their school was six, while the average num-
ber of nev friends from Marin County and other San Francisco schools was
eight.

CAMPER SELF-REFORT OF NFW_FRIENDS MADE AT CAMP

Spanish-
Speaking/
Spanish
Negro | Chinese | Svrname filipino | Other || Total
N=174] N=116 N=45 N=26 N=95 || N=L56
Per Cent of Pupila Making
New Friends at Camp 91% 85% 78% e8% 78% 85%
Per Cent of Pupils Making
New Friends at Camp frem:
Home School 59% 60% 53% 38 L3g L%
Marin County and/or other
San Francisco Schools 87% 82% 78% 8s% 68% 81%
Average Number of New
Friends Made at Camp from:
Home School 8.3 3.0 3.6 6.0 5.5 5.9
Marin County and/or other
San Francisco Schools 10.0 5.6 5.4 9.5 c.0 8.3
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6.3 PRE-POST CAMP QUESTIONNAIRES

In order to disvover whether the one-week outdoor education camp ex-
perience improved the children's self-image and changed (in a positive di-
rection) their attitudes toward school and education, a questionnaire was
developed and given to all fif'th grade Title I pupils.

The questionnaire was devised to Jetermine how the pup®ls saw “hemselves,
themselves soclally and themselves as other saw them, and what their atti-
tudes were toward learning in school, toward their teachers, and about the
outdoor school camp.

The pre-camp questionnaires were to have been given to all 800 fifth
grade pupils during the week prior to their going to camp as part of the
orientation sessions. The post-camp quastionnaires were to have been given
to all fifth grade pupils during the week just after camp as part of their
"follow-up" activities.

Of the 656 students who attended camp, 375 matched pairs of pre-post
questionnaires with the raclal-ethnic identitication (i.e. Negro, Chinese,
etc.) were cvailable. Of the 473 matched pre-post questionnaires with racial-
ethnic identification, 98 did not go to camp.

From the hand-tallied data, it was found that overall attitude of stu-
dents toward schcol and teachers, and self-image were positive pre- and post-
programs, and that there were no statistically significant results between
"pre" and '"post" questionnaire results or among racial-ethnic responses.

Negro children tended to have a more positive self-image than did the
Chinese childven; samples of other ethnic groups were too small to general-
ize from. Ninety-seven per cent of those children who went to camp said
they would like to go to camp again and ninety-two per cent sald they enjoyed
lesrning at camp,
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6.1, PARENTS'COMMENTS ABOUT THEIR CHILD'S EXPERIENCE AT CAMP

Questionnaires were given tc the parents of children who went to camp.
In the Chinatown area, the questiornaires were sent to parents in both En-
glish and Chinese. About 35 per cent of the parents responded to the ques-
tiornaire. Parental questionnaire returns ranged between eight and sixty-
{ive per cenf of the paraents of campers from any onz school. Schools with
the highest per cent of students attending camp had the highest percentages
of responses from par..its; schocls with the lowest per cent of students
attending camp had the lowest percentages of returns from parents.

Parents reported that their children were very much impressed with al-
most everything. They were impressed with the hikes, especially night hikes,
watching the sunset, sleeping outside, learning how to tell the age of trees,
folk dancing, swimming, going to the beach and seeing seals, the science
room, skits on pollution, and the noise of the frogs at night, just to men-
tion a few.

Parents generally considered the most valuable result of the outdoor
school experience for their child was their child's realization that living
in patural surroundings was not really frightening and that living animals
were rot harmful or out to '"get" them. Their children learned to care for
living irees and birds and animals. Nol only were the science room and all
the knowledge 2bout plants, animals, nature, and pollution valuable, but
also their child's social and emotional growth at camp. Some of their chil-
dren learned to share and cooperate in a group, while others learned to
overcome their shyness.

From the parental responses, 61 per cent of the children had not had an
overnight experience of this type before. About 92 per cent of the parents
said that they would be willing to send their child to the outdoor school
camp again. Parents suggested on the questionnaire that the outdoor educa-
tion program should be continued so that every child would have an opportu-
nity to experience outdoor living. Some parents felt that not only should
the progiam be continued but that it should be extended to childrea in other
grades as well, and that it should be more often than only once a year.

It is interesting to note that none of the parent questionnaires have
comments referring in any way to the soclially or racially or ethnically in-
tegrated aspect of the camp school.

"Your Earth, No Deposit, No Return." A high school volunteer observa=-
tion about the camp experience:

"From squeamish, squealing girls who probably never really
looked at a tree, I saw a change to curious, interested stu-
dents of outdoor 1life. I saw these girls become upset about
DDT and pouution... .

"For myself, I found a whole new set of values and ideals

while living there. When the make-up is gone and clothing
styles become purely practical, how you judge a person

changes too. I started to realize that it's how honestly a
person talks and smilesj it's how a person gives himself that
counts. I enjoyed the Joy of being truly alone, in a forest
or meadow...the joy of being able to just sit down ard think...
I feel that that one week had a very great influence on my
thinking."

6 - 10



——

(I — m— —

6.5 FIELD TRIPS AND VISITATIONS

Extended Outdoor Experiences. For bused children and their classmates
for whom going to camp was not an option, and for children about to go to
camp, the all~day field trips to Marin County's Auduton Canyon Ranch, Muir
Wood National Monunient, and Point Reyes National Seashore were developed to
sensitize and orient the inmner-city pupils to the environment of nature; for
children that had already been to camp, the field trips were used to rein-
force and capitalize on what they had learned at the outdoor school camp.

0f the 1,307 pupils who extended their outdoor education experiences
with field trips to Marin County, 947 were from the nine target area schools
and 360 were from the four receiving schools. A "Pre and Post Field Trip
Suggested Activities!" booklet was given to all fifth grade teachers, with
binoculars, directional compasses, and magnifying giasses available on a
loan basis.

Before the L9S pupils from four tavget area schools and two receiving
schools visited the Audubcen Canyon Ranch on Bolinas Bay, Audubon Society
resource volunteers visited with the children in their schools, showing
slides, and discussing study prints and artifacts in order to orient them
to whet they wou.d be seeing.

Although resource personnel from Point Reyes or Muir Woode were not
available at the sciools before the 712 children from seven target area
schools and two receiving schools visited the national parks, resource ma-
terials, teacher guides and student booklets were. Upon arrival, park rangers
met each group and gave them a brief orlentation to the site.

The transportation for these all-day field trips, unavailable without
Title I funds, cost approximately $1.20 per child.

Intra~City and Inter-County Vicitations. The purposes of the visits
between the intra-city and inter-county schools were two. If visits occurred
before the children went to camp, the visit introduced the children and the
teachers to each other and prepared them for the fact that the campers would
be from different socio-economic and racial-ethnic backgrounds. The visits
were structured to create rappor* tetween the children before they went to
camp, since it had been observed the year before that, without such visits,
rappcert between the various school populations took as long as three days
to develop in the camp situation. During these visits, the classroom teach~
ers were able to share information and develop plans for follow-up visits.
If the visits occurred after camp, friendships were renzwed and the children
were more interested in comparing the others! school enviromment.

All of the recelving schools and three-fifths of the Title I schools
participated in intra-city visitations. The number of visitations between
city schools ranged between one and seven. All but one inter-city visita-
tion were between schools in the Title I program. All target Title I schools
participated in inter-county visitations. The number of visits between
Marin County and San Francisco schools ranged between one and fcur.
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INTRA-CITY AND INTER-COUNTY VISITATIONS

Number of Intra- Number of Inter-

City Visitations Comnty Visitztions
Title I Schools As Visitor As Host  As Visitor As Host
Bessie Carmichael/Lincoln 5 2 1 1
Commodore Stockton 1 1 2 2
Daniel Webster 1 - 1 -
Golden Gate - - 1 -
Hawthorne 5 - not applicable
Jedediah Smith 2 - 2 2
John Muir - - 1 1
John Swett - - 1 1
Marshall and Annex - 1 1 -
Sir Francis Drake - - - 2
Receiving Schecols
Lakeshore - 1 nob applicable

to receiving

Parkside 1 3 schools
Robert Louis Stevenson 1 2
Sherman 1 3

Visitations &s Orientaticn for Bused Children. 1In May, third grade
children from Kawthorne school visited the receilving schools that they were
to be bused to in September. The intergroup curriculum resource teacher met
with them before their trips to the receiving schools to discuss their bus-
ing, invite their varents to join them on their trip to their new school,
and siow them slides of the receiving school sites. Their orientation to
their new schools consisted of touring the school, meeting their new princi-
pal and teachers, and haviL] snacks and a play period at their new school.
Parents of the "to-be-bused" pnupils were invited, via nei'sletter and tele-
phone calls, to visit the receiving schools with their children, and about
half of the parents did so.

Sample Inter-County Visitation Observations. A basically black school
located beneath the freeway planmned a tour of its enviromment for Marin County
visitors. Three weeks before the visit, all aides, many of whom were active
members of the parent advisory group, canvassed the neighborhood for areas of
interest. The school aides planned the tour of the area, visiting and check=-
in% the sites two weeks prior to the visit, and then again a few days before
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the event., Ten aides, 67 Marin County children and their two teachers, 47
John Swett school children and thei»' two classroom teachers, two guiding
teachers, and the compensatory mathematics teacher were involved in the
visitation activities,

One visiting Marin County principal remarked that he had never seen an
all-asphalt school yard, He described how the parents in hls community had
been adamant that lawns surround their childrens' school. Berause of this
concern, they had initiated lawns and taken the responsibility for seeing
to their proper maintenance.

When the visitors arrived at 10 o'clock, they viewed "African Quest',
a forty-minute presentation by SFUSD's Creative Environment Center. The in-
terdisciplinary, multi-ethnic, multi-media presentation had been developed
through the center by a group of black high school students who had visited
Africa. It set the tone for this inter-cultural visit. Slides of their
trip sihown: on reversed multi-screens, using three slide machines and three
tape recor'ers and phonographs, engulfed its audience in a multi-sensory ex-
perience., Slides of body decorations, sculpture, recreation, education, and
headdresses of Hindu, contemporary American, Chinese, Eskimo, and American
Indian cultures, many contrasted with Vogue magazine covers, demonstrated
the similarities of various cultures. Ethnic music and poetry were also
used to enhance the visual experience.

After soft drinks and cookies, the president of the District Advisory
Committee weicomed the visitors. She impressed upon the youngsters that
while w#lking around the neighborhood they should observe, investigate, and
not condemn before finding out all the facts.

Five tours had been developed. Each group was given a booklet contain-
ing a map with the route .to follow outlined in red. The children were given
pencils and papers and directed to draw, on the overhead projector trans-
parencies, shapes that they saw in the neighborhood. The various tours in-
cluded black-oriented bookstores, jhe Negro Historical Society, the Kabuki
Theater, the Japan Trade Center, a tour of the Redevelopment Area, a tour
of pubiic housing, a visit to a lady plumber, and a visit to an African
boutique. )

At 13230 pems, when the thildren returned to have lunch and discuss what
they saw, the discussion congisted of contrasting neighborhoods, the rich-
ness of the neighborhood resources, the kinds of buildings and streets, the
lack of trees, lots of people, and the posters that they had been given in
the bookstores. The lady plumber, who made keys showed how to thread pipes,
and spoke about the plumbing problems in the neighborhood was the biggest
hit. (Some Marin County students brought their parents back to see the lady
plumber and talk with her.)

21o
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6.6 CLASSROOM TEACHER INTERGROUP RELATIONS ACTIVITIES.

The Questionnaire referred to in Chapter 3 asked teachers to state the
kinds of activities that they used to develop intergroup and/or intercultural
understanding with their children. Of the approximately two-thirds of the
teachers who cited activities used to promote intergroup or intercultural
understanding, 70 per cent studied other rultures, 53 per cent studied var-
ious minority leaders, 26 per cent visited with other San Francisco school
children, and 20 per cent visited with Marin County children.

Even though every individual teacher may not have devised classroom
activities to alleviate racial, social, or linguistic isolation, school=
sponsored multi-ethnic festivals, assemblies, and cormunity fairs, involving
pupils, parents, and staffs, were some of the most sSuccessful activities used
to provide racially and ethnically inteprated educational experiences and to
develop positive attitudes toward school on the part of parents, pupils and
cormunity.

Intergroup Component Recommendations. Busing of Title I students to
four receiving schools should be continued, but bused sixth grade students
who are attending receiving schools should be given an opportunity to en~
roll in the junior high school fed by the receiving schcol they attend.

Outdoor school camp experience for fifth grade pupils in Title I schools
should be continued. To ensure proper preparation and "follow-up" activi-
ties for the outdoor school experience, a prerequisite for being a fifth
grade teacher in a Title I school should be his attendance at camp with his
pupils.

More "academically talented" San Francisco high school students should
be used at camp.

Ir order not to segment the outdoor school camp experience from the
rest of the intergroup component activities, all staff assigned to the inter-
group component should actively participate in all aspects of intra-city and
inter-county visitations/activitiea.

All fifth grade classes in Title I schools should participate in inter-
county visitations, both as visiting schools and as host schools.

All Title I schools should participate in intra-city visitations at
least once as a host school and at least once ag a visiting school.

3chools should develop and initiate exchange programs, recognize special
dates/events of various ethnic groups, and organize school-wide fairs.

Ethnic studies units in social studies should be developed and used in
Title I classrooms.
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APPENDIX TO CHAPTER 6

FIFTH GRADE PUPIL QUESTIONNAIRE

A questionnaire was developed to discover how fifth grade pupils in ESEA
Title I schools saw themselves - themselves socially, and themselves as others
saw them - what cheir attitudes were toward learning in school, toward teachers,
and about vhe outdoor school camp.

On the "pre" and "post" questionnaires the first 21 items were numbered
identically; number 22 on the pre-camp questionnaire was designated with the letter
"G" on the post-camp questionnaire. Five items 4,B,D,E, and F appeared only on
the post-camp questionnaire. The following is a detailed analysis of the items
used on the survey.

Number of

Questions Influencers of Self-image

L,6,7,16 One's own self-image

9,10 Onet!s view of one's physical characteristics

3,5,8,11,18 Onets capacity for own goal achievement

13,14,15 One's self-image as one of influencer of others

1,2,12 One's view of self in a social setting

20,21 One's image as viewed through others
Attitudes

F Toward camp

17,D Toward learning

19,B Toward teachers

22, or € Toward members of the opposite sex
(Notet 5th grade is reputed to be the grade level when
most antagonism toward opposite sex exists.)
Grouping

A Pupils who did not go to camp constituted the control
group while pupils who did go to camp were considered
the experimental group

E The number of friends made from urban ESEA schools was

to have been compared with the number of friends made
from suburban Marin County to see how effective the
integration experience was. Since nc Marin County
comparisons were possible and since the post-camp ques-
tionnaires were completed about a week after camp, in
the school setting, the tally of new friends made at camp
sought to assess the lasting effects of the intergroup
camp experience.

6«15 21



The forced-choice 1list of objectives on the "Application for Federal
Assistance to Educationally Deprived Children' assumed Title I Children have
a negative self-image and a poor attitude toward school and learning. Tesating
these assumptions, we have already seen that only one per cent of the children
attending camp scored in the low self-image category.

Looking further at some of the items on the survey we see that indeed the
children do not like themselves. Since all questionnaires were hand scored,only
three items were selected for scrutiny. They were "I like myself the way I am,"
"I enjoy learning in school," and "I think teachers are interested in helping
all children." ‘
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Each of the 19 items relating to self-image had three possible responses.,
In scoring the survey, one point was given for a low self-image and three points
were given for high self-image. Therefore totul self-image represented by the
19 items ranged between a low of 19 and a high of 57.

Separating the self-image total scores into four groups, the pre-post
survey results showed that about 80 per cent of the students had a positive self-
image, and that there was negligible difference between "pre" and "post" survey
results.

Ninety-cne per cent of the Negro children rated themselves positively or
very positively. No Chinese children rated themselves very positively although
58 per cent rated themselves positively. The following tagle shows the total
self-image scores by racial-ethnic group as well as with all respondents together.

FIFTH GRADE PUPIL SURVEY ABOUT HIMSELF

Pre-Camp Low Self-image High Self=-ime
Survev Scores 19-2 Scorss 28-37 | Scores 38-47 | Scores 48-57
Negro (N=17L) 04 5% 71% _aug
Chinese (N=116) 2 L0 58 0
Filipino (N=26) _ L : 11 81 ).
Spanish Speaking ‘
Spanish Surname (N=45) 0 16 82 P
Other White (N=1 i 28 21
Total (N=375) 1% 8%
Post-Camp
Survey
Negro (N=174} 0% 9% 77% 117 .
Chinese (N=116) 2 3 63 0
ngipino (N=26) 0 19 69 12
panish Spaaking
Spapigh Surpame (Ne}S) 0 20 178 2

0 11" 6 22
Total (N=375) 1% 19% 1728 8%

21tu
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About 70 per cent of the children think teachers are always interested
in helping all children, with few (4 per cent) feeling that teachers are
not interested in helping all children.

"I Think Teacherg Are Interested in Helping A11 Children"

Per Cent of Pupils Rssponding

Always Sometimes Never
Pre Post Pra  Pogt Pre Post
Control Group (N=98) .
(Students got attending Camp)
Negro (N=38) 68% 5% 1% Lof 118 5%
Chinese (N=20) 93 83 7 17 0 0
Spanish Speaking/Spanish Surname (N=13) 69 69 31 31 0 0
Filipino (N=10) 80 80 20 20 0 0
Other White (N=7) - 29 12 . i 0 i
Total (N=98) 7°8  69% 1% 28% L% 3%
Experimental Group (N=375)
(Students attending Camp)
Negro (N=17) nt nég 238 2u% 6% 5%
Chinese (N=116) 73 68 26 29 1 3
Spanish Speaking/Spanish Surname (N=l5) 78 69 18 31 4 0
gtnpiyr}gi €N=26) 29 29 11 27 0 b
her te (N=14) 2 22

Total (N=375)

Total Oroup (N=473)
(Com:Zned Control and Experimental Groups)

Negro (N=212) 71%  68% 228 27% 7% 5%
Chinese (N=146) 77 mn 22 27 1 2
Spanish Speaking/Spanish Swmame (N=58) 76 69 21 N 3 0
Filipino (N=36) €6 72 14 25 0 3
Other White (N=21) g2 62 43 33 S 5
Tetal (N=473) ™™g 69% 22%  28% Lt 3%

Have we really been misperceiving our pupil's attitudes toward school, learn-
ing, and themselves? Have these been assumptions of a racist society? Have we
been actively enhancing a self fulfilling prophecy? How has this affected our ex-
pectations for and of our children?

O




Most of the children enjoy learning in school all the time, while few
(5 per cent) never do. Higher proportions of Filipino children than of any
other racial-ethiic group, say they always enjoy learning in school with
Negroes as a group seconding this attitude.

"I Enjoy Learning in School!

Per Cent of Pupils Responding

Always Sometimes Never
Pre Post Pre Post Pre Post
Control Group (N=98)
{(Pupils not attending Camp)
Negro (N=38) 508 71% 37% 188  13% 11¥
Chinese (N=30) 6y 70 33 30 3 0
Spanish Speaking/Spanish Surname (N=13) sl 77 L6 23 0 0
Filipino (N=10) 70 S0 20 10 10 0
Other White (N=7) n. a1 2. . o 2.
Total (N=98) 58%  73% 358 21% 7% 6%
Experimental Group (N=375)
(Pupils attending Camp) .
Negro (N=174) 68% 63% 268 32% 6% %
Chinese (N=1t6) L9 50 L6 2 5
Spanish Speaking/Spanish Surname (N=L5) 53 51 38 Lk 9 5
Filipino (N=26) 85 &1 15 15 0 b
Other White (Ne1k) % % 50 s M T
Total (N=375) 60% 58% 358 37% 5§ 5%

Total Group (N=)473)
(Combined Control and Experimental Gioups)

Negro (N=212) 658  65% 28%  30% 7% 6%
Chinese (N=146) 51 53 L7 L3 2 L
Spanish Speaking/Spanish Surname (N=58) 53 59 Lo 38 7 3
Filipino (N=36) 83 17 1k 3 3
Other White (N=21) ‘8 43 L3 W3 s i
Total (N=473) 60% 61% 35%  3L% st 5%




To those responding to "I like myself the way I am," tew (5 per cent)
indicated that they "never'did not like themselvea. Negro children were
the most positive racial-ethnic group responding to the question, while
Chinese children were least sure about liking themselves "always:." The
self-image of the Negro and Chinese children attending camp remains the
same on the "pre" and "post" surveys, while the Spanish Speaking/Spanish
Surname and Filipino children teided to become less sure about how well
they liked themselves the way they were after attending camp.

"1 Like Myself The Way I Am"
Per Cent of Pupils Resronding

Always Sometimes Never
vontrol Group (N=98)
(Pupils ncy attending camp)
Nuogro (N=38) 87% 82% 5§ 13% 8% 5%
Chinese (N=30) 50 37 43 53 7 10
Spanish Speaking/Spanish Surname (N=13) L6 70 sk 15 0o 15
Filipino (N=10) 70 8o 10 20 20 0
Other White (N=7) o7 86 k3 W o o
Total (N=98) 668 668 278 27% % 1%
Experimental Group (N=§75)
(Pupils attending camp
Negro (N=17L) 80 83% 168 15% Lg 2%
Chinese (N=116) k2 L2 55 55 3 3
Spanish Speaking/Spanish Surname (N=45) 73 L9 27 L2 0 9
Filipino fN=26) 81 sh 15 L6 k 0
Other White (N=1l) ‘ 20, 20 43 W 1. 1
Total (N=375) : 66% 63%  30% 3% LWt 3%
Total Group (N=473)
(Combined Control and Experimental Groups)
Negro (N=212) 818 83% 1% 15% g 2%
Chinese (N=146) b3 Lo 53 55 N 5
Spanish Speaking/Spanish Surname (N=58) 67 5k 33 36 0 10
Filipino (N=36) 78 61 1k 39 8 0
Other White (N=21) L2 62, L3 B, 2. .2

Total (N=4473) 668 63% 308 3% Wt s¥




CHAPTER 7

INTENSIVE SERVICES FOR EARLY CHILDHOOD

The characteristics of the Early Childhood Intensive Education Project,
funded under Title I of Public Law 89-10 a3 amended (ESEA}, are summarized
in this section.

The estimated cost of the Early Childhood Intensive Education Project
was $440,534.00. Based on an estimated enrollment of LOO pupils, the per-
pupil expenditure was $1,101.00 for fiscal year September 1, 1969 through
August 3t, 1970.

Objectives of the Project.

To encourage and improve verbal expression and communication
skills of pupils for whom English is a second language and
to strengthen their cultural heritage

To facilitate relations with peers and adjustment to group
activities as well as familiarizing the pupil with adult
teaching personnel

To enrich the pupil's life by offering creative arts activ-
ities and encouraging creative expression among pupils thus
tending to raise educational arpirational levels

To maintain high standards of health and physical development
through supervised play, nutritional and medical services

To create a close school-parent involvement which will serve
as a motivational factor during the remainder of the pupil's
school carcer

To influence future classroom performance in reading and other
skill areas as measured by standardized tests

Participating Pupils. The pre-kindergarten project was designed to
enroll children from three years nine months to kindergarten age. Selection
of the LOO participating children was by school areas that met the original
criteria for inclusion in ESEA Title I programs.

In addition, screening for eligibility was conducted at the school by
identifying the criteria in a letter to the parents. The letter, entitled
"Statement of Fligibility," explained the regulations that service must be
given to families of low income and to those who do not speak English at
home. Information about income, number of persons in the immediate family,
and language spoken in the home was collected and used for determining
eligibility.
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The sever. pre-kindergarten centers are situated in comunities of
greatest need by reason of poverty, language handicap, and racial and ethnic
isolation. Six of these centers are located in elementary schools designated
ag Title I schools. The following chart shows the names and locations of
the pre-kindergartens, and the number of children that could be accommodated.

ESEA PRE-KTINDERGARTEN CENTERS

ESEA Pre-kindergarten District Pupil Openings
Center Served Available - hoo

1. Commodore Stockton Chinatown 80

2. Hunters Point Hunters Point/Bayview 80

3. Daniel Webster Mission Lo

4. Hawthorne Mission 80

§. Lincoln Mission Lo

6. John Swett Western Addition Lo

7. Golden Gate Western Addition Lo

Description., The Early Childhood Intensive Education Project was de-
signed to prepare three~ and four year=old children for entry into school
life, The intensive daily two-and-a-half hour instructional program included
both indoor and outdoor supervised recreational and physical education activ-
ities, child-centered instructional games, art and craft activities, group
participation, dramatic play, and field trips. Emphasis was placed upon
language development and the growth of those cognitive skills necessary to
achievement in later schooling.

The project was staffed with professional teachers specially trained to
teach in the project,and a supporting paraprofessional staff. Class size was
held to 20 or fewer children, served by two teachers, two aides, and volun-
teers. The result was an adult-child ratio low enough to give individual
attention and concentrate on each child's needs., Many of the teachers had
gained valuable experionce during the three-and-a-half years of pre-kinder-
garten operation. The teachers utilized many unique and innovative teaching
techniques in order to realize the fullest cognitive potential of the various
age groups in a child-centered, ungraded environment. The pupils were taught
from the time of unsocialiged post-infancy- to the sophistication of near-
six~year-olds,

The project provided a free hot meal daily to each child, complete
pediatric examination and immunigzations with necessary referrals, the
services of social workers and a psychologist, and a comprehensive program
of parent involvement and education.

‘\
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Section

7.1

7.2

7.3

7.

7.5

7.6
1.7

7.8

7.9

Evaluation Strategy. Pupils who participated in the ESEA Title I

pre-kindergarten project have been studied longitudinally since the start

of the project in Spring, 1966. Evidence has been gathered to indicate

that pre-kindergarten experience favorably affects subsequent performance

during the formative years in kindergarten, first and second grades.

Two basic groups have been established: Pupils that are enrolled, at
present in ESEA pre-kindergarten or have had ESEA pre-kindergarten previousl

and pupils who have not had ESEA or any other type of pre-kindergarten

experience. These groups have been further sub-divided by language capabili

ties: wunilingual pupils and bilingual pupils. {Schools were classified
as unilingual when the predominant language spoken was English. Schools

classified as bilingual were those whos e pupils spoke Chinese and English

or Spanish and English) The evaluation is organized as follows:

A study of the effects of ESEA pre-kindergarten participation as
measured by:

Pre-kindergarten Record of Individual Growth
Kindergarten Record of Individual Growth

Scores on Metropolitan Readiness Test

Reading Scores on Cooperative Primary Test, Form 12A

Scores in Vocabulary, Work Study Skills and Total
Reading on Stanford Reading Test

A study of parent involvement, educational activities, and partici-
pation in the pre-kindergartens

Results of questionnaires to teachers to assess the value of teacher-
alde services and to teacher aides to describe their functions

A study of the purposes, destinations, and frequency of field trips
and excursions for enrichment purposes

Medical problems encountered in pupils, sources of medical care,
referrals made to public and private care, and nutricional program

A study of the services of the psychologist and the social workers

Anecdotal records and attendance records of all participants in the
pre-kindergarten program summarized

Study of in-service activities conducted for pre-kindergarten teachers

and teacher aides

Study of innovative and/or unique teaching techniques utilized in
the ESEA pre-kindergarten program

7-3
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7.1 1ONGITUDINAL STUDY OF THE EFFECTS OF ESEA PRE-KINDERGARTEN PARTICIPATION

In order to evaluate the effectiveness of learning experiences for
children, a longitudinal study initiated during the 1968-69 evaluation period
was continued and expanded during the 1969-70 period. The performance of
pupils who had participated in ESEA pre-kindergarten was compared with those
who had had no type of pre-kindergarten experience, public or private.

Table

7.1.0 Six successive groups of pupils were established which ranged from those
pupils enrolled in ESEA pre-kindergarten during Fall 1969 and Spring 1970
(Group 1) to pupils enrolled in Grade Three during Fall 1969 and Spring 1970
(Group 6). These groups are identified on table 7.1.0 on page 7-5.

Nine separate evaluative instruments were used with the six pupil
groups. The column headings of the chart name the evaluative devices and
the column entries refer to tables found in the appendix to this chapter,
in which detailed findings are reported.

Where data were available, ESEA pre-kindergarten participants were
compared with non-participant groups of pupils from the same schools. These
groups were further sub-divided, in most instances, by language capabilities:
wnilingual pupils and bilingual pupils. Schools were classified as unilingual
when the predominant language spoken was English, Schools classified as
bilingual were those whose pupil nopulations had largely Chinese or Spanish
surname.

7.1.0 GROUP 1: PROGRESS AT END OF PRE-XINDERGARTEN

This group consisted of all pupils who had participated in the

ESEA Title I pre-kindergarten for two consecutive schocl semesters:
Fall 1969, and Spring 1970. Findings from the evaluative instrunent
are reported in two ways: pupils in unilingual schools and pupils
in bilingual schools.

T.1.1 The Pre-Kindergarten Record of Individual Growth. This record is a
& rating sheet checked by the teacher for each pupil at the end of the first

7.1.2 three months, the second three months, and the last three-months of the
school year. The scale involves three clacsificutions, each bearing a
verbal description: {t} good (2) fair and (3) poor.

Six major categories of teacher ovservations of pre-kindergarten pupils
were completely evaluated and sumarized: 1) emotional behavior, 2) attitudes,
3) motor control, L) personal hygiene and habits, &) abilities and interests,
and 6) social maturity. A total of 25 sub-points urder the six categories
were evaluated and results sumarized by pupils earolled in unilingual and
bilingual schools.

T.1.1 Within the overall growth, some areas produced larger gains than others.
Items that showed greatest gains in the "good" rating among the six categories
evalutated were:

[ S i
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Table

7.1.1 Within Unilingual Schools (N = 141)

1)

2)

3)

5)

6)

Table
Tel2 Within

Emotional Behavior

Attitudes

Motor Control

Personal Hygiene and Habits

Abilities and Interests

Social Maturity

Bilingual Schools (N = 149)

1)

2)

3)

L)
5)

6)

Emotional Behavior

Attitudes

Motor Control

Personal Hygiene and Habits

Abilities ai1d Interests

Social Maturity

Freedom of expression (Item 2) ==
from 30.2 per cent to 68.9 per
cent Y“good"

Toward the center (school) (Item 1)
-- from 61.0 per cent to 97.2 per
cent ""good"

Handling equipment and materials
(Item 2§ -- from 59.8 per cent to
9L.3 per cent "good"

Orderliness (Item L) -- from 52.0
per cent to 91.5 per cent "good"

Visual comprehension (observation)
(Item 2) == from 50.2 per cent to
9L.3 per cent "good"

Dramatics (Item 7) from L5.5 per
cent to 94.3 per cent "good"

Participation in group activity
(Ttem 1) -- from 36.3 per cent to
84,0 per cent “gnod"

Freedom of expression (Item 2) --
from 31.2 per cent to 63.9 per
cent "good"

Ability to relax while resting
(Item 3) from 25.0 per cent to
63.9 per cent "good"

Toward the center {school) (Item 1)
-- from 55.3 per cent to 85.4 per
cent "good"

Handling equipment and materials
(Item 2§ -- from 45.L per cent to
87.5 per cent "good"

Orderliness (Item Y4) -- from 55.L
per cent to 87.5 per cent "good"

Visual comprehension (observation)
(Item 2) -- from 1.4 per cent to
86.8 per cent "gocd"

Knowl >dge of age, address, colors,
and days (Itea L) -- from U9.8 per
cent to 73.8 per cent "good"

In the judgment of their teachers, these pre-kindergarten pupils enrolled
in both unilingual and bilingual schools achieved outstanding progress in
those factors deemed conducive to learning at this age level.
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Table

7.1.0

T.1.3

GROUP 2: PROGRESS AT END OF KINDERGARTEN -- INDIVIDUAL GROWIH AND PROGRESS
REPORT .

This group consists of five sub-groups of pupils divided in
various ways. One group is made up of 116 pupils who were
enrolled in the ESEA Title I pre-kindergarten program for
two semesters, Fall 1968 and Spring 1969, and who were in
kindergartens in local District schools at the beginning
of the fall semester, 1969.

A second peer group of 143 kindergarten pupils was available
in the ssme schools, Quesiionnaires to the parents of these
children indicated no partic.pation in any type of formal
pre-kindergarten previously.

Parents from & third group of 71 kindergarten pupils in the
same schools had indicated in questionnaires that their
children had been enrolled in private pre-kindergartens.

An additional fourth group of 35 randomly selected kinder-
garten pupils with two semesters of ESEA pre-kindergarten
experience from one bilingual school was compared with a
fifth group of 35 kindergarten non-participents in the
same school, The second, third, arnd fifth are companion
groups, not "comparison' ;roups, since selection factors

- in the pre~kindergarten program produce participants having
the greatest disadvantage,

The Kindergarten Record of Individual Growtn. This is a rating sheet
chicnked by the teach: - for each pupil. The scale involves three classifie-
cations, each bearing rmerical and verbal description: 1, goody 2, fair;
and 3, poor, The lower the numerizal rating, the more favorable the
growth level attained by the child., It is similar in format and rating
scale to the Pre-kindergarten Record of Individual Growth discussed earlier,

Five categories of teacher obzarvation of kindergarten behavisr were
surmariged: freedom of expression, atiitudes toward the teacher, motor
control (handling of equipment and materials), attitudes toward the school,
and social maturity.

An average rating on the three-class scale was obtained for each of the
five categories., The sum of these five average ratings was treated as 3
total score rating, When the sum was five, it was characterized as "good"
growth toward kindergarten objectives. Total scores of six to ten inclu-
sive were considered "fair" progress; scores above ten were Judged to
signify "poor" progress.

Among the 11€ ESEA pre-kindergarten participants for whom this record
existed, 47.4 per cent were judged "good" in school-related growth factors
by their kindergarten teachers ipproximately one year after the conclusion
of their pre-kindergarten experience of ywo semesters. This per centage
is higher than the 42.3 per cent of the participants in privete pre-kinder-
garten who had scores of '"good", Non-participants in any type of pre-kinder-

7-71 PP



Table

7L

7.1.0

7.1.5

garten scored the lowest, with 41.3 per cent of the pupils receiving "good"
ratings.

The numbers of pupils are too limited to warrant absolute statements
of diffarences, However, it appears that bilingual ESEA pre-kindergarten
participants and bilingual pupils who had private pre-kindergarten
experience received substantially higher ratings than the bilingual pupils
who had not attended pre-kindergarten.

It appears that, among participants and non-participants, pupils in
bilingual schools received slightly higher ratings than did pupils in
unilingual schools,

The Kindergarten Annual Pupil Progress Reggrt. Ten randomly selected
items were chosen from the Kindergarten Annual Pupil Progress Report for
comparison between ESEA Title I parti.cipants and non-participants in one

bilinguel school.

Under the topic of "General Readiness," the Title I participant group
scored 85,7 per cent for vocabulary growth while non-participants scored
68.5 per cent,

In "Mathematics Readiness" the Titls I group showed noticeably better
results in their ability to tell time, scoring 85.7 per cent compared to
74.1 per cent of the non-participants.

In "Reading Readiness" the Title I group which had participeted in
ESEA pre-kindergarten scored higher on most items compared: 1) ability to
listen and understand a story -- 91.4 per cent compared with 85.7 per cent,
2) ability to follow simple directions -- no difference, 82.9 per cent
compared with 82,9 per cent, and 3) recognition of the alphabet, capitals
and small letters -~ 82.9 per cent compared with 80.0 per cent for non-
participants,

GROUP 3t PROGRESS AT END OF KINDERGARTEN -- READINFSS TEST

In the Fgll 1969 first grade, 87 pupils were identified as having
participated in the ESEA Title I pre-kindergarten program for the
twu semesters of the )967-68 school ysar, From the same first
grade classes, a companion group was formed of 120 pupils whose
records indicated no formal pre-~kindergarten enrollment. Results
were aveilable from the evaluative instrument which was admin-
istered at the end of the kindergarten year, one year following
the conclusion of pre-kindergarten exparience.

Metropolitan Readiness Test., Data were available on this standardiged
test, Hﬁﬁstemd in May 1969, for 89 pre-kindergarten participants and
120 non=-participants,

ERIC 4
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A larger percentage of participants (74.1 per cent) than of non-partici-
pants (60.0 per cent) attained readiness scores of average (letter rating
"C") or better, This superiority (1L.1 per cent) is more impressive in
view of the fact that pre-kindergarten particlpants were originally from
more disadvantaged backgrounds than thelr peers within the same schools.

Of the ESEA participants, 23.9 per cent scored in the low-normal and
low categories. In contrast, 40.0 per cent of the non-perticipants were
found in those categories.

Differences between unilingual and bilingual schools on the Metropoli-
tan test are not substantial enough to warrsnt an interpretation other than
similar progress for both types.

GROUP l;¢ PROGRESS AT END OF FIRST GRADE

In the Fall 1969 first grade classes, there were 55 pupils who
were identified as having participated in ESEA Title I pre-kinder-
gartens for two semesters, pamely, Fall 1967 and Spring 1968,
Within the same classes in first grade were 67 additional pupils
whose school records indicated no formal educational experilences
prior to enrollment in kindergarten.

In the area of readirg, scores were available at the conclusion
of first grade in June 1970. . This measurement was taken two
school years (covering kindergarten and grade one) after the
termination of the two-semester enrollment in pre-kindergarten.

Cooperative Primary Test, In May 1970, the median reading grade
placement ifor the 55 pre-kindergarten participants was 1.8; for the 67
non-participants it was 1.7, The median score for participants egualed
actual grade placement at time of testing (1.8). Non-participants were

0.1 of a year below the actual grade placement (1.8) at time of testing.

No. Total Reading Grade Placement Scores
QGrade One Pupils 75t§iie Soth¥ile 25th#ile
Participants 55 2.2 1.8 1,5
Non-participants 67 1.9 1.7 1,5

The grade placement score marking off the lowest one-fourth of
participants and non-participants (1.,5) was 0,3 of a yeer below actusl
grade placement at the 25th percentile. The top quarter (75th percentile)
of the participants were at or above 2.2 in reading, O.4 of a year abdove
their actual grade placement and 0,3 of a year above their non-participant
companion group (1.9)
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QROUP 5: PROGRESS AT END OF SECOND GRADE

In the Fall 1969 second grade classes there were 91 pupils who
had participated in ESEA Title I pre-kindergartens for two
semesters, Fall 1966 and Spring 1967. Within the same classes
in second gerade were 51 additional pupils with no formal
educational experience before kindergarten.

In the areas of reading, vocabulary, and word study skills,
scores were available at the conclusion of first grade in
June 1969, These measurements were taken ‘wo years (covering
kindergarten and first grade) after the completion of two
semesters of enrollment in pre-kindergarten.

Stanford Reading Test (Primary I. W.). In May 1969, the median grade
placement score fo. the 91 pre-kindergartem participants and the 51
non-participants was 1.5, These grade placements were 0.3 of a year below
actusl grade placement at time of of testing (1.8). This group was from
the 1968-69 schcol year, but data were not included in that evaluation.

It should be noted that in the 1969-70 school years & similar group of
first grade participants scored (1.8), and non-participants (1.7) in ~
median placement -- considerably high.r level,

Partizipants! scores rarged frou total reading grade placements of
1.0 to 3.1 years, while non-participants reading scores ranged from 1.0
to 2,6 years.

Lower quartile total reading scores were 1.4 years for both partiei-
pants and non-participants,

Median total reading scores were the same for participants and
non-participants -- 1,5 years.

Upper quartile scores for participants were slightly higher (1.8)
than non-participants' scores (1.7).

On the Stanford Reading Test, the same 91 partiripants and 51 non-par-
ticipants were divided into pupils errolled in bilingual and unilingual
schools, The total mumber of 112 pupils was too small to warrant a cone
fident statement of difference. However, it appeared that both partici-
pants and non-participants enrolled in bilingual sch:.ls, received slightly
higher ratings than did pipils in unilingual schools.

The same group of pupils studied in Tables 7.1.7 and 7.1.8 were
compared in regard to their scores in vocsbulary and word study skills,
In summary: .

Pre-kindergarten participants and non-participants showed
median vocsbulary and word study skille scores of 1.l years,
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Lower quartile vocabulary and word study skills scores
registered 1.2 years except for ESEA participants' scores
which showed 1.3 years in word study skills,

Total reading scores for both participants and non-parti-
cipants tended to be slightly higher than vccabulary and
word study skills for the same pupils,

Stanford Rea Test (Primary II W), In May 1970, the median grade
placement score for 70 pre-kindergarten participants was 1.9 while the
median grade placement score for 3l non-participants was 1.8. Actual grade
placement for both groups was 2.8 at time of testing.

GROUP 6

7.1.11

7.1.12

In third grade classes during the Fall Semester 1969, there were
108 pupils whose school records indicated one-semester {Spring
1966) perticipation in ESEA Title I pre-kindergerten during the
first semester of its operation. Within the same classes, 130
pupile were known to have entered kindergarten without pre=-school
experience.

Total reading test and word study skills results are presented
according to school clessifications, unilingual or bilingusl.
Few bilingual non-participants were found so that these results
cannot be meaningfully interpreted.

Stanfoid Reading Test, Comparative status on total reading at the

end of second grade (May 1969) for 108 Fall 1969 third grade pre-kinder-
garten participants and 130 non-participants is as follows:

Lower quartile scores were 1,7, the same for participants and
non-participants.

Participants' median reading score registered £.0, compared
with non-participants median score of 1.8,

Upper quartile scores for participants (2.5) were higher than
were non-participants' scores (2.1) in tota) reading.

These pupils' second grade total reading scorecs were compared
with the total reading scores they had achieved when they we:e
tested at the end of the first grade,

These pupils were & portion of the same group reported in Table 7.1.,11.
The rumber of participants renorted was slightly less, while several
additional scores for participents were reported. However, this group was
divided into unilingual and bilingual categories.

7T-1

200



«1.13

able
1.13

Median and quartile %otal reading scores ranged as follows:

No, of Total Reading Orade Placement
Classification Pupils 75th¥ile 50th¥ile 25th¥ile
Participants 99 2.5 2.1 1.7
Non-participants 135 2,1 1.8 L7

Lower quartile participants and non-participants registered 1,7.
The median score for participants was 2.1, while non-participants scored
1.8. The top quarter (75th percentile) of the participants were at or
above 2.5 while the non-participants scored at 2,1.

Scores on word study skills for ESFA pre-kindergarten participants
and non-participants were divided into unilingual and bilingual
classifications,

Medien and quartile word study skills scores at the end of Second
grade ranged as follows:

No. of Word Study Skills Orade Placement Scores
ESEA Participants Pupils ~ 75th¥ile  50th¥ile  25th¥lle

Unilingual 50 2.1 1.8 1.5
Bilingual L6 2.9 2,2 1.7

Total 96 2.4 2,0 16

Non-participants

Unilingual 112 2,1 1.7 1.5
Bilingial 16 3.0 2.2 2,0
Total 128 2,2 1.7 1.5

In summary, comparison of total word study skills scores of pre-kinder-
garten participants and non-psrticipants indicated that pre-kindergarten
participants showed from 0.1 of a year to 0.3 of & year higher scores then
the non-participant companion group,

Comparison of total reading scores and word study skills scores showed

that the total reading scores of participants and non-participants were
slightly higher than scores achieved on word study skills,
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Stanford Read Test (Pri. IIX)., Compesrative status in tctal reading
at the end of t grade 970) for 79 £811 1969 third grade partice

ipants and 92 non-participants indicated:

Lower quartile scores were 2.0 for participants and 1.9 for
non-participants,

Participants' median reading score registered (2.8) compared with
non-participants median score of (2.6),

Uppsr quartile scores for participants were higher (3.l) than were
non-participantst totel reading scores (3.1).

Stanford Word Study Skills (Pri, II XZ. Median and quartile word
study skills ranged as follows for participantss
No. of Word Study Skills Grade P1,
Clasgifications Pupils 75trdile Othzile 2 th¥ile

Unilingual 37 2.9 2.2 1.6
Bilingual 39 3.6 2,9 2.4
Total 76 3.5 2.6 1.9
Non-participants

Unilingual 73 2.8 3.6 3.1
Bilingnal 15 2.0 3.1 2.4
Total 88 1..6 2.5 1.9

Summary compardison of total word study skills scores of pre-kinder-
garten participants and non-participants were similar to total reading
scores that were achleved by both groups.

Summary of Pre-kindergarten longitudinal Study

1. Evaluative instuments (Pre-kindergarten and Kindergarten
Records of Individual Growth) called for teacher ratings
in six major categories critical for school progress.
Participsnts indicated ocutstanding growth in these factors
conducive to learning at this age.

2. On the Kindergarten Annual Pupil Progress feport which
indicated general readiness, mathematics readiness and
reading resdiness, ESEA participents averaged 85 per cent
who hed mestered all readiness categories compared with
78 per cent cf non-participants,

7-13
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3.

On the Metropolitan Readiness Test, 7L per cent of the
pre-kinaergarfen parf{pranfs rated "average" or better,
exceeding the 69 per cent receiving such ratings in the
test's national standardization population. Non-partici-

pants showed 60 per cent who had attained readiness scores
of Maverage" or better.

On the Cooperative Primary reading test, administered two
years following the end o% participation in pre-kindergarten
participants showed reading status higher by 0.1 to 0.3 of
a year than that of the compsnion group of non-participants.

On the Stanford Reading Test, total reading scores, vocab-
ulary scores and word study skills scores were higher than
those attained by non-participants.

Participants in bilingual schools attained higher scores in
reading and word study skills than did pupils in unilingual
schools, possibly accounted for by program selection
factors.
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7.2 PARENT PARTICIPATION

In the pre-kindergarten program, the parent education component of the
project consisted of two related parts. One was attendance at plammed group
meetings while the other was that of individual conferences. Experience has
shown that participation based on individual parent contacts with profession-

als achieved excellent results and made later group meetings more meaningful
and productive,

During 1969-70, the program emphasized three kinds of conferencess

1) Conferences with the medical staff, who reviewed the
individual child's health inventory in depth and began
the educational process of preventive medicine,

2) Conferences with the social worker on an informal basis
which introduced the service and acquainted the parent
with the facilities and agencies that were able to help
her, and

3) Conferences with the teaching staff.

The last type of participation occurred at several levels. There were in-
dividual conferences vith new parents before classes started, and on a con-
tinuing basis during the entire year. These included classroom observation
visits and home calls where appropriate.

On a more informal basis, parents continued to participate in school
projects such as fiestas, holiday parties, and ethnic celebrations. They
continued to act as teachers assistants on field trips and excursions away
from school,

Surmary of Parent Participation. The following summary statements in-
dicate the main findings of charts 7.2.1, 7.2.2, 7.2.3 and 7.2.} at the end
of this section.

Parent involvement in one selected pre-kindergarten is shown by the
multitude of activities in which they participated. Eleven activities

are shown, with as many as LS parents being involved in some of the
activities,

The medical team, which consisted of the physicisn and nurse, showed

an 8-month totsl of 338 hours of direct participation with parents in
conferences,

The nurse alcne showed & total of 65 hours of conference time with par-
ents in addition to the 338 hours reported above,

The total number of parents who participated during the 9-month pc~iod
from September 1969 through May 1970 was 3,588, with a total of 7
hours of participation in pre-kindergarten activities. This may t

compared with 2,504 parents and 3,829 hours of participation during
the 1968-69 period.
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The 10-month total number of parents participating in conferences
with the social worker equaled 117, or an average of 12 parents per
month.

The 10-month total number of hours of parent-social worker conferences
equaled 62, or an average of 6 hours per month.

CHART 7.2.1 PARENT INVOLVEMENT ACTIVITIES IN A SELECTED CLASS AT
ONE ESEA TITLE I PREKINDERGARTEN FOR THE PERIOD FROM
SEPTEMBER 7,1969 THROUGH SEPTEMBER 30, 1969

Frequency of the Average Number of
Parent Involvement Activity Dering Parents Participating
Activities the Period at Fach Activity
Enrollment procedures Once LS
Orientation of parents Once Ls
Field trips Once a week 3
Assistance with breakfast Daily 3
Neighborhood walks Once a week 3
Parent conferenzes Once a week 2
Classroom participation Once a week 10
Assistance with lunch Daily 3
Parent observation and
participation in out-
door activities Almost daily 6
Parents' meetings Monthly 15
Class party Once 22

CHART: 7.2.2 PARENT HOURS OF PARTICIPATION WITH MEDICAL STAFF
BETWEEN SEPTEMBER 1969 AND JUNE 1970

Medical Staff - Doctor * Conferences with Total No.
Month & Nurse as a Team Nurse Only of Hours
Rours ~ Hours Hours
Sept. 1969 66 15 83
Oct. 1969 19 12 3.
NOV. 1969 65 6 71
Dec. 1969 35 7 L2
Jar.. 1970 53 11 oY
Feb, 1970 53 6 59
Mar. 1970 33 L 37
Apr. 1970 12 4 16
QO HTAls 338 hours 65 hours 103 hours
FRIC 7-16
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ACTIVE PARENT INVOLVEMENT AND CLASSROOM MEETINGS:
CHART PARENT PARTICIPATION AT SEVEN ESEA TITLE I PREKINDERGARTEN
74243 CENTERS IN NUMBERS AND HOURS BY MONTH, FROM SEPTEMBER 1969 THROUGH MAY 1970

Prekdgn. 1969 1970

Center Sept, Qct. . Nov, Dec, Jan, Feb, Mar, . Apr,
Center #1
Parents 123 26 L2 6L 17 78 66 h 33

Hours 93 2L 52 93 39 68 129 112 L9

Center #2
Parents L9 12 63 3L 102 139 57 111 98
Hours LS 15] 56 157 104 96 L7 139 182

Center #3

Parents (Prekindergarten relocated 2 | 15 19 8 12 20
Hours from one school to another) 1] 21 29 5 29 €L
Center #l
Parents 191 2ls 149 196 164 154 75 kL 89
Hours 61 174 217 166 145 172 103 157 67
Center #5
Parents 16 I 51 37 20 35 23 29 Lo
Hours 10 78 81 58 19 38 L2 29 103
Center #6 _
Parents 9 L1 17 13 5 57 15 21 12
Hours 13 L9 22 15 9 82 18 17 8
Center #7
Parents C 28 2k 18 11 22 16 3y 48
Hours o 70 23 27 12 59 19 103 92

FOR 5
Parents 388 505 6 L,86 33Y S0l 260 hes 340
227 shé LSl 529 343 ShY BSJ 584 565
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Parent participation continued through August 1972, but data were not
included in this summary.

9-month total number of parents who participated equaled 3,588

9-month total number of hours that parents participated equaled 4,147
Parent Participation at Meetings., Besides the actlve classroom

involvement and participation of parents in pre-kindergarten, a second

type of participation existed: that of parents attendance at formal
meetinga.

The number of parents who participated in the monthly meetings
ranged from several up to 23 parents. The number of parent partici-
pants during the fall 1969 semester from the months of September
through December averaged 11 per meeting for all seven of the ESEA
Pre-kindergartens.
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CHART: RECORD OF INVOLVEMENT OF PARENTS WITH
SOCIAL WORKERS DURING THE TEN MONTHS FROM
SFPTEMBER 1969 THROUGH JUNE 1970

INDIVIDUAL PARENT CONFERENCES

1st Semester 2nd Semester Total

Sept '69-Jan '70 Feb '70-June '70  Sept '69-June '70

Number of Parent

Participants 77 L0 117

Nurmber of Hours of

Participation 3Lk 27% 62

Annual total number of parents who participated in individual contfer-

ences equaled 117, or an average of 12 parents per month.

Annual total number of hours that parents participated in individual
confere -~es equaled 62, or an average of 6 hours per month.

GROUP PARENT MEETINGS

Total parent meetings equaled L.
Total hours of jarent meeti: 7 participation equaled 7.

Total number of parent participants equaled 56.

7 ~19



ONE MONTH SUMMARY OF PARENTAL INVOLVEMENT ACTIVITIES AT ONE
PREXINDERGARTEN AND SPECIFIC SUGGESTIONS FOR FUTURE PARTICIPATION
AND INVOLVEMENT AT THAT PREKINDERGARTEN

"During the month of November 1969 a considerable
number of parents visited the classroom. Xach of them
had breakfast with the class that they visited. Dur-
ing activity time they observed the children in many
different activities and learning situations.

"Af{erwards we discussed with the parents how
they could become more involved in the classroom,
and each of them decided to visit class one day per
week., I suggested to them that we could have an
informal session at the end of each month. We dis-
cussed the importance of their involvement in the
classroom and what they learned from their active
participation. We also discussed and made use of
the ideas of the parents on the subject of what they
planned to do to further their involvement and
ctivities in pre-kindergarten.

"Below are future specific projects which the
parents and I planned as initial activities during
the fall semester:

Make a doll hguse from a cardboard box

Paint doll house and make aprons for use with it

Cut shapes for pasting and help prepare other
materials

Collect resource materials and different types
of magazines

Cut pictures from magazines for use in class-
rooms

Plan to actively assist with classroom activities

Help with the supervision ol excursions and
field trips.”

o . 7 -20
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t RIEF SUMMARY OF PARENT MEETING

"The goals for the chlldren enrolled In the pre-
kindergarten program were written on the chalkboard in
English and in Chinese for the 21 adults and 11 children
who attended the meeting. On ihe table were displayed
examples of materials used by the children in a typical
day. These materials were referred to in the course of
the discussion on how children learn the use of materials,
gain self-confidence, and have successful experiences
from using them. There had been concern from some of the
parents that their children did not bring their papers
home. Other aspects of the curriculum such as dramatic
play, water play, and block building were described.
Children were developing social and cognitive skills in
pre-kindergarten.

"These statements were written on the board.
Pre-Kindergarten Program Goals for Children:

l Learn to trust adults other than family members

Levelop self-confidence

l Develop independence

Have successful experiences

Explore and discover for themselves the world around them
Get along with other children

Use language

Develop basic learmming skills

"The statevents were discussed as to the value of these
goals and how they were developed in the home and in school,
There was a good response from the parents and an exchange
of ideas between parents and teachers, The discussion
was led in Chinese.

"After discussing the program, the parents chatted
freely with each other, and teachers had the opportunity
to talk to individual parents."
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7.3 TEACHER AIDES

Questionnaire for Teachers Having Aides. Fifteen prekindergurten
teachers completed evaluation questionnaires in dJune 1970, and answered
the following questions:

- Teachers' Questions Teachers' Replies

How many teacher aides do you supervise? The teachers indicated that
T e they worked with from one
" to four teacher aides.

What was the grestest number of aides with The majority worked with

whom you worked at any time? two or three aides at &
time.

Have you had teacher aide service prior Yes - 85.7 per cent

to thls year? No - 1.3 per cent

Did you have a part in selecting your aide? Yes - 35.7 per cent
No ~ 6L;.3 pér cent

Do you feel that you should have some choice Yes - 78.6 T2 cent

in selecting your aides? No. - 7.1 p~ cat
No Reply - 1h.3 per cent

How much on=-the-job training do you feel your

aides need?
o 7158 2L.bE o, 138
a great . o none
deal needed
How rmuch on-the-job training are you able to
give your aides?
. 28.6%8  7L.bE o R
L g v A g ™
8 great Rone
deal needed

Teacher comments in regard to training of teacher-aides inclu -d

"Specific training in child-development,..has helped ow:
aldas and supplemented on-the=job tralning."

rieal situations demonstrated thé needs of tha childrern
and activities -- brief meetings at the end of a week h»l
clarify directions and choices of aztion for the aides t
take,"
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"Learning the routine and following the example of the teacher
involved most of the on-the-job training, but there should also be
time to talk about what is going on in the classroom and the philos-
ophy of the teacher",

"I feel aides should have pre-service training to become acqua-
inted with expectations of young children®.

"On-site in-service training of aides should be pald extra and
have in-service that does not require absence from assigned classrooms."

How helpful have teacher-aides been in:

Classroom routine

L Uhe3% o 35.7% —_—
very N S o not at
helpful all
Preparation of
materials
, 50,08 , 35.78 , 1L.3% —
very ' ’ T not at
helpful all

Among the strengtns of alde service were listed:

"Acted as interpreter between teacheir and Chinese-speaking parents
as well as commun?.:ated the needs and attitudes of the community."

"Provided children with individual attention and worked on a one-
to-one basis with them."

"Supervised and assisted in the yard and provided additional adult
supervision for excursions and field trips."

"Prepared art activities and saw that materials were kept in "good"
order."

In Replies to the itr.a "Tell how the use of aldes in the school improved
school-community relations," included the followings

"Alde servics trought parents from the community into the schools
Hence, it has helped the parents to understand the schools problerms
and the school to understand the parents' problems."

"Many times aides had conversations with parents of childien in
pre-kindergarten and because of the aldes' backgrounds and ages
can be more candid with parents."

"Parents feel free to express themselves *o aides."
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YParents are relaxed when talking with aides and the aldes relate
with parents in the cormunity and make parents more aware of home-
school relationships."

"As I am non=-Chinese speaking, my aides were invaluable in speux-
ing to non-English speaking parents. explaining what we do and
why, as well as dealing with more specitic items such as illness."

Teacher recommendations for further improvement of the paraprofessional
program include:

Q
244

"Paraprofessional help has been great and they should be
treated as an integral part of the school staff."

"Give each teacher aide mors background as specific to goals
of the program or class with which she will be involved, such as
why the teacher prefers this type of discipline to that.”

"Continue and expand the program for in-gervice training of
teacher-aides.®

"Raise salary and thercby obtain more qualified aides."

"Offer an incentive for self-improvement with salary increment
for length of time taught and credit for attending in-service
or college classas."
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7.4 FIELD TRTPS

All pre-kindergarten children and many parents participated in
field trips during 1969-70. Seven pre-kindergartens made a total of
57 bus or train trips to places of interest within San Francisco or
in the Bay Area.

Emphasis of field trips was placed on sensory, especially visual,
development. The most popular trip was to the San Francisco Zoo and
S.oryland Children's Park, where sleven classes visited. First hand
experience with riding a train was gained by the six classes that were
affora.a the opportunity of riding a train to Burlingame/Millbrae on
the peninsula. Sixteen different types of bus or train trips provided
many contrasting experiences. Table 7.lL.1 presents selected field
trip data in detail.

Excursions and Neighborhaood Walks. All pre-kindergartens parii-
cipated in walking excursions weekly to parks and other places of
interest. Other visits were made monthly or once during the semester.

By frequent walks to parks, visits to neighborhood sheps, hospitals,
fire stations, or libraries, the pupils gained greater understanding
of their own immediate neighborhoods. Following is a selection of the
type of walking excursions made frequently by pupils in the pre-kinder-
gartens.

DATA ON SELECTED NEIGHBORHOOD WALXS TAKEN BY

SEVEN ESEA TITLE I PREKINDERSARTENS, 1969-70

Prekindergarten Destination Purposes
Commodore Stockton Chinatown walk Purchased food for Christras
and shopping party and explored Grant
Avenue and environs
Cable Car Barmn Viewed cablz cars and
equipment
YWCA Saw the "Dragon" used
) in Chinese New Year Parade
laniel Webster Fire Station Acquainted children with
services of the Fire De-
partment,

Neighborhood Walk tained greater understand-
ing of pupils' own irmediate
area. Pointed out services
such as barber shop, cleaning
plant, and florist.

Public Library Familiarized pupils with
1library facilities
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Prekindergarten

Destination

Purposes

Golden Gate

Hamilton Park

Fire Station

Golden Gate
Avenue

Large motor skills develop-
ment, social development, and
fresh air

Intellectual growth,’ ideas
for dramatic play, language
and vocabulary development

Watched construction workers
and learned how and why pipes
are placed beneath the streets

Hawthorne

Aquarium
Speedway Meadows

Mission Street

Identified fish and other
aquatic organisms

Gained experience in a
large, open natural area
Saw the new Bay Area Rapid
Transit Mission Street
subway station

Hunters Point I

Farmers! Market

Joseph Lee
Playground

Golden Gate Park

Selected and bought pump-
kins for Halloween

Acquainted children and
parents with new recre-
ational areas

Cave parente and children
an opportunity to picnic
and use a varlety of gym
equipment in a big, open
area

John Swett

Civic Center

Hayward Park

Viewed San Francisco City
Hall, fountaj).3, and the
downtown area

Extended outdoor experi-
ences, used different
equipment, met other child-
ren, and gained confidence
by "doing it themselves"
such as swinging

Lincoln

Hhchesale Flbwet‘
Market

Walks’ to the
children's homes

Pupils learned how flowers
are brought into the city
and then sent to different
retail stores

Learned where the children
live in rglation tv each
other and to the school
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FIELD TRIPS AND BUS EXCURSIONS TAKEN BY
SEVEN ESEA TITLE I PREKINDERGARTENS, 1969-70

b s e e s

DESTINATIONS OF TRIPS PURPOSES OF TRIPS NUMBERS OF
AND EXCURSIONS AND EXCURSIONS SCHOOL CLASSES
San Francisco Zco, And Identification and classifi- S 11
Storyland Children's Park cation of animals, and direct
contact with baby animals
Golden Gate Park-Children's | Picnic and use of wlde range
Playground of climbing equipment in a L 7
large, open natural area
Ocean Beach at Great Direct perceptual contact
Highway with sand, sun, water and 2 I
climate
Marina Green Wading and sand-digging 1 2
San Francisco Aquarium Identification of fish
and sea life 2 3
San Francisco Airport Planned in conjunction
with interest in airplane 1 L
flying
Bakzar's Beach A contrasting bz2ach and
ocean experience 1 2
Larsen Park Experience with a large,
open natural area 1 2
Golden Gate Park Picnic in a large, open
Speedway Meadows natural area 1 2
Mission-Dolores Park Visit to community park 1 2
with hills in a big,
open area
Knowland State Park Opportunity to have
first-hand experience with 1 2
young animals
Train Trip to Burlin- First-hand experience with
game/Millbrae riding a irain, ending with 3 6
a picnic
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FIELD TRIPS AND BUS EXCURSIONS TAKEN BY
SEVEN ESEA TITLE I PREKINDERGARTENS ,1969-70 {Con't.)

DESTINATIONS OF TRIPS PURPOSES OF TRIPS NUMBERS OF
AND EXCURSIONS AND EXCURSIONS SCHOOLS | CLASSES
Farmer's Market Selected and purchased fruit
and vegetables for a project 2 b
on raw and cooked foods
Aquatic Park Digging in the sand, pick- 1 2
nicking, and wading
Tour of San Francisco Carefully planned trip to 1 2
designed for pre-school significant places in San
children Francisco
Oakland Baby 200 A trip across the San Franciscq
Oakland Bay Bridge and sensory
contact with young animals 1 2
TOTAL NUMBER QF CLASSES THAT PARTICIPATED IN FIELD TRIPS AND 57
EXCURSIONS
O
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7.5 HEALTH AND NUTRITION PROGRAMS

Physician-Nurse Medical Team, During the year 1969-70, almost all
children enrolled in the ESEA prekindergartens were examined by the
medical team. Physical examinations, including vision, hearing, and
dental screening, were performed. Examinations riot performed by the
physician were obtained from private sources, but limited information
was obtained to assist the multi-discipline team in its evaluation of
the total child, Involvement of a medical opinion was considered
important and added to the effectiveness of the multi-discipline appreach.

Consultation time spent with individual parents was & high priority
item in the program. Parents were appreciative of the time given, and
frank exchange of anxieties under relaxed and informal conditions was
carried out. Not only the children's health problems, but those of
parents and siblings, wore discussed. Advice and counselling were given,
and referrals were made to appropriate agencies within the community or
to specialists in the same program.

Although few major abnormalities were detected, many chronic con-
ditions which required follow-up and evaluation were identified. In
these instances, appropriate preveitive measures and referrals were made,
Many children had not been seen by a physician during the two years
prior to examination in school. Medical care was sought only for crisis
conditions, although access to clinics and private doctors was available,
but had not been utilized. Dental servi.ce referrals numbered 97, initial
contacts, visual services received 2L referrals, while 20 audiological
service referrals were completed. The medical team continued the task of
fostering preventive medicine and encouraged the parents in seeking medi-
cal treatment for their children,

Efforts were made to identify high-rish children for learning diff-
iculties, Children with histories of pre-natal, post.-natal, or birth
difficulties were observed functioning within the school environment,
and, when necessary, psychological evaluations were perfo-med. The
multi-discipline team had frequent meetings, at which tim:, problems
were discussed and appropriate action taken.

Public health immunization procedures were carried out to complete
the recormmended schedule prior to entry into elementary school. Motliers
often found this service more convenient at school, rather than attending
public clinics or private doctors. A visit to the classroom and involvea
ment in school functions coincided with a medical appointment, with
fever transportation and babysitting problems.

The medical team was involved with in-service education for teachers
and teacher aides, Occasional organized meetings with parent groups were
scheduled, First aid for childrew was provided when indicated and
in-service instruction in this arca, as well as in dental hygiene, was
given by the nurse. She also assisted in medical history-taking and
organized medical appointments, referral and follow-up.
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The majority of children were screened for hearing and vision and
dental defects, a small number were involved in an anemla-detection
program, and urine-testing was performed during most medical examinations.
Tuberculin-testing was undertaken as an annual procedure, and eight
positive reactions were detected, Good health habits and practices such
as washing the hands before eating, cleaning cuts and burns, brushing and
general care of teeth, and proper nutrition were emphasized in ‘the program
to the pupils and their parents,
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PROBLEMS DETECTED AT SEVEN ESEA TITLE I PREXINDERGARTENS FROM
SEPTEMBER, 1969 THROUWIH JUNE, 1970

Total Physical Eximinations Given 3L6

] TABLE: 7.5.1 PHYSICAL EXAMINATIONS, IMMUNIZATIONS, AND TOTAL PHYSICAL

Nurm- Rank
Physical Detected ber Order
Dental 101 1
Ear, Nose, Throat 76 2
Nutritional 60 3
Skin 52 L
Behavioral L5 5
Respiratory 33 6
Orthopedic 32 7
Speech 27 8.5
Allergy 27 8.5
Genitalia ' 23 10
Cardiac 20 n
Abdominal 18 12
Central Nervous System 9 13
Vision 1 iIh
Hearing 3 15
TOTAL 553
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Total Immnizations Given 539

Nume- Rank
Immunizations ber Order
Tuberculin® 193 1
Diphtheria 160 2
Polio 1N} 3
Measles 35 4
Smallpox 10 S
TOTAL 539

*Eight positive tuberculin cases were detected at one of the pre-kindergarten
centers,
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CHART: 7.5.2, HEALTH REFERRALS MADE FOR PUPILS FROM SEVEN ESEA TITLE I
PRE-KINDERGARTENS FOR THE PERIOD FROM SEPTEMBER 1969 THROUGH JUNE 1970

Initial Follow-up

Referrals Made To Contacts Contacts Complete Pending Incomplete
Private and Public
Medical Care (MD) 36 73 3k 1 1
Dental Services 97 206 19 8 10
Vision Services 2l 57 22 1 1
Audiology Services 20 52 16 h
Speech Services 17 17 17
Social Services 32 (" 29 2 1
Psychologlcal Services 26 30 22 3 1
Repeat Examinations 8y 8L

TOTALS 336 509 ° 303 19 i

Mutritional Program. A nutritious hot meal -"as served to each child at
every session, both morning and after woon. Those children who attended morning
sessions received breakfasts. while children enrolled in afternoon sessions
had lunch.

The rutritional program had as its primary objective the compensation for
earlier childhoos nutritional deficiencies. The physician reported that 60
pupils or 17 per cent of 3u46 pupils who received physical examinations during
the school year, had mutritional difficulties., The need for maintainirg the
nutritional program is great.

Mealtime provided opportunities for many excellent learning experiences
to take place while the teacher ate her meal at the table along with her pupils.
Exchange of ideas and experiences between children and teacher took place during
this time. Pupils learned about various new foods as well as how to serve them=
selves, which taught self-reliance. Table manners and habits of cleaning up
aiter 1ieals were taught.

Peripheral knowledge about food and the irmportance and preparation of food
was gained by the pupils, Many of them learned to measure amounts of milk, or
broke eggs and mixed them in the preparation of meals. Many of the foods were of
ethnic origin, so the children learned about people from many lands
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The meru on page 7-35 was used for the week of January 12, 1970 in
pre-kindergartens,

Recommendat:ion
Continue the health progrem and the work of the physician-nurse

medical team in their work with physical examinations, immuniza-
tions, referrals, and follow-up system,
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7.6 PSYCHOLOGIST AND SOCIAL WORKER

PSYCHOLOGIST'S SERVICES.

Primary contacts were made with pre-kindergarten teachers at reg-
ularly scheduled monthly meetings at each school. The psychologist
and pre-kindergarten teachers discussed: 1) children with problems
or special needs, 2) school situations in general, and 3) intra-staff
matters.

On conference days, the ESEA pyschologist remained in the class-
room and cbserved particular children that had been discussed previously
Based upon classrcom observations, which included informal test sit-
uations to &ssess various skills, arrangements were made to see a pupil
individually, out of the classroom setting., During individual sessions,
instruments such as the Peabody Picture Vocabulary Test, sections of
motor or perceptual tests, and drawihgs were used to assist the psycho-
logist to gain further information to help him with their work with
the child.

Referrals to the psychologis. were made m~st frequently by teach-
ers, by the pre-kindergarten doctor, by the social worker, and occasion-
ally by the speech therapist. At times, more than one staff member
referred the same child. Parents, in some instances, referred their
child for help.

Categories of Referrals to Pre-Kindergarten Psychologist

Type 1 - Behavioral problems: disruptive, aggressive, or
hyperactive,

Type 2 -~ Social adjustment: withdrawn, delayed speech, diff-
iculty relating to other children or adults.

Type 3 - Imaturity: in behavior and/or skills.

Following is a summary of the number of pupils who had a formal
evaluation during 1969-70 by the pre-kindergarten psychologist:

Problems No. of Boys { No. of Girls Total
Type l-Behavior 6 2 g
Type 2-Social 1 7 8
Type 3-Immaturity L 3 7
TOTAL 11 12 23

Sumary Observations

1. Although more girls were referred, boys caused
more serious concern because of their potential
negative impact upon others.

ERIC
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- 2. More girls had symptoms that were not necessar=-
l ily disturbing to others, but which affected
their adjustment to schcol.

3. No significant difference noted between numbers
of boys or girls who had problems of immaturity
and/or skills.

4. The same distribution of problems occurred in
a larre number of pupils who were discussed by
the psychologist with menmbers of the pre-kin-
dergarten staff without formal evaluation.

The psychologist's reports were discussed withthe teacher and
included: 1) recommendations, with an analysis of the pupil's
strengths and weaknesses, 2) techniques for working with the child
in the classroom, 3) environmental manipulation, L) work with par-
ents, arid 5) referrals to other agencies.

Recommendations

l. Psychologist's conferences with pre-kindergarten
teachers were coordinated with the social worker's
visits. This should be continued or extended next

year .

2. Initiate a case-conference approach which would bring
together teachers and paraprofessionals to focus on
specific children. Cases could be selected of gener=-
al interest, and pre-kindergarten staffs from more
than one school could attend.

3. A systematic "postereferral-evaluation" system could
be initiated for pupils who had a psychologist's for-
mal evaluation during the time they were enrolled in
pre-kindergarten or first grade. Follow-up would be
meaningful to the pre-kindergarten teachers and give
sore direction to their efforts.
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SOCIAL WORKER.

Efforts of the social worker in pre-kindergarten were divided
into three aress: 1) work with families, 2) work with teachers and
aides, and 3) work with outside agencies and within the school district.

Work with Families. Initial contacts with families began in
September 1989 with interviews concerning pupil elegibility for en-
rollment in the program. It continued throughout the year in informal
meetings, parent meetings, and with parents referred for assistance in
dealing with special problems.

Common problems dealt with were pupils' irregular attendance,
children who were not picked up or brought to school at the regular
time, and pupils whose time of attendance needed to be changed from
morning to afternoon classes.

A conference between the social worker and parents was followed
by a meeting with the pre-kindergarten teacher to share with her in-
sights gained about the parents' feelings about their child's problem
and the agreement reached on how the family and school planned to work
to find a solution to the problem.

Work with Teachers and Aides. Much of the work with teachers
consisted of discussions with teachers about various pupils whose
behavior was not in line with what was considered their optimal po-
tential and the optimal functioning of the class.

Discussions included many aspects of the situation such as the
teacher's feelings and relationship toward the pupil, techniques of
management of certain kinds of behavior problems, manipulation of
schedules and room set-up, and the child's behavior.

Frequent subjects for discussion were over-aggressive pupils,
those who did not talk in school or did not participate in group
activities, pupils who obsessively tender to seek adult attention, or
those who were unable to accept adult direction.

Of the total number of children who were discussed, approximately
S0 percent were consistently followed throughout the year by observa=-
tion, discussions, and conferences between parents ard teachers anc
between other staff members.

Techniques for parent interviews and special topics to be covered
in conferences were frequently discussed with teachers.

In-service edueation for teachers and aides was done by role-play-
ing in several socio-drama situations familiar to them. A sinu’ated
case was presented by the special services staff o show the roles of
various services.

Work with Agencies and Within the School District. Throughout
the year, the pre-kindergarten speciasl services staff met with the
ESEA Supervisor of Pre-kindergartens. Pupil referrals were discussed,
la:owledge and opinions on the direction treatment should take were
shared, reports were made on cases completed, and decisions were made
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for the assignment of major responsibility in each new pupil case.
Meetings with the consulting psychiatrist for pupil services were

arranged for pre-kindergarten teachers' jn-service on the subject of

"Children Who Do Not Talk and/or Do Not Participate in School".

Recommendations.,

1, Evaluation of the work of the social worker in pre-kindergarten
should be done by a conference of teachers and the social worker.
Present methods could be examined and suggestions on what is
needed and wanted for the coming schonl year could be introduced.
Planning ihe year's work could be a joint enterprise among
teachers and the social worker.

2. Consideration should be given to developing group meetings
where aides and teachers work together with the social worker
on either group or individual problems in their classes, or
where teachers come together to discuss problems they have in
coMmmon .

3. Because of the separation of duties between the parent co~
ordinator and social worker, one of the difficulties the
social worker -ncountered was to find ways, other than direct
and individual approaches about acute problems, to work with
parents. Preventive aspect of her work tended to be limited
to work with teachers. The social worker and psychologist
need to consider how they might work, together or alone, more
effectively on this important phase of their work.

L. The role of the social worker in bilingual schools was limited
by inability to speak the language used by non-English-speaking
families. Consideration should be given, when this is possible
to placement of social workers who are able to speak the lang-
uage of the majority of the parents and pupils of the schools
to which they are assigned.
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7.7 ANECDOTAL REMARKS

Along with the Prekindergarten Records of Individual Growth, com-
plete, anecdotal records were kept for each child enrolled in the Pre-
kindergarten program. The following are specific cases:

CASE 1.

Evaluation
Period
5769 to
2770

Evaluation

"During the first part of the semester, he was most
somfortable relating to adults and preferred to

spend his day looking at books and observin,: the
activities of the other children. As he became more
confident, he was more willing to explore the other
areas of the classroom and to play with the other
children. At this point in the semester, he is well-
accepted by the boys, using more English and more
relaxed in small group activities,"

"Having acquired more social and language skills,
he now enjoys exploring his ideas in dramatic play
and is also better able to defend himself and his
ideas in group play. He continues to 2njoy lonking
at books anca sharing ideas add experiences with
teachers and peers."

"A happy and self-directed child, he is a sought-
after playmate in group play. Though verbal with
children, he has chosen to be non-verbal with adults.
Proficient in non-verbal communication, he enjoys
sharing his experiences with his teachers."

"Having acquired more English skills, he is now
confident in verbalizing his ideas with the teachers.
Looking at books and listening to stories is a
strong interest for him."

"Shy and somewhat distrustful of his new environment
at the start of the semester, he shunned close con-
tacts with others and preferred to be non-verbal.

More confident now, he is accepted by his peers and

is willing to share his ideas on a one-to-one relation-
ship and in small groups."

"More confident, he is able to work for long periods
of time with construction or art materials. There is
also more verbal communication between himself, his
peers, and his teachers."
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CASE L.
"She is & quiet but confident young girl who
BEvaluation enjoys playing in small groups and working with
Period art materials. She has extremely fine motor
9 to control and enjoys working with small delicate
2/70 shapes and figures, Verbal in play with the
other children, she prefers to use non-verbal
commmication with the teachers « though she
will give answers to direct questions'.
"Continuing to be verbal in play with her
Evaluation peers. There is now an increase in non-
Period verbal communication with her teachers.
2/70 to A goal for her is to develop enough trust
70 and confidence to use more verbal lang-
uage with her teachers."
CASE 5.
"Extremely verbal and full of energy, he enjoys
Evaluation testing his ideas in dramatic play. Often in
eriod of the role of leader, he directed, assigned roles,
9 79 to and gave meaning to small-group play."
2/10
"Having had a variety of experiences, he de-
veloped a sophisticated set of concepts about
Evaluation himself and his environment. Extremely ani-
Period mated, he enjoyed acting out feelings and
2/10 to actions of others - his fishing experiences
0 with his father, the work of the policeman,
fireman, doctor, and those in his family,
He became more confident with the English
language and used it more frequently."
CASE 6.
"He loves to explore and create fabulous paper
Evaluation hats and constructions. He has made great
Beriod progress in relating to others, but he still
9/69 to has some trouble expressing himself verbally.
2/10 He is highly curious and has an incredibly
long attention span. He is working with
Cuisinaire rods and understands many basic
mathematical concepts. The Chinese aides have
difficulty understanding his speech."
"He has developed fantastic manual dexterity
Evaluation and can fashinn highly complex paper-and-
Rariagd staple constructions. His artistic ability
/10 to is first-rate and handles depth perception
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and percpective, He now feels more secure in his
friendships and i1s far more trusting of adults.
He is using more English."

Summary of Anecdotal Evaluationss; Pupil Evaluations, and Pupil At-
tendance. Six puplls were selected and evaluated in two periods, the
first from September 1969 to February 1970 and the second from February

through June 1970,

In swmary, the six pupils showed that they had acquired more
social and English~language skills, and had gained greater confidence
in themselves because of their increased capability in verbal communi-.
cation with their teachers and their peers.

Bnrollment and attendance of puplls at the ESEA pre-kindergartens was
encouraged, but not mandatory. However, all pre-kindergartens reflected
high percentages of pupils either present or excused only because of
illness. The excellent attendance of pupils in pre=kindergarten further
reflected the confidence gaired by the pupils and their parents in the
program., Very low percentages of non-excused absences were evidenced,

Monthly attendance averages for seven pre-kindergartens ranged from §7

to 95 percent. Yearly sttendance averages for individual pre-kinder=-
garten ranged from 82 to 97 percent.
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CHART 7.7.1
PERCINTAGE OF TOTAL PUPII, ENROLLMENT PRESINT OR
EXCUSED BECAUSE OF ILINESS AT SEVEN ESEA TITLE I PRE-
KINDERGARTENS FROM SEPTEMBER 1969 THROUGH JUNE 1970

Months Commodore Hunters |[John Golden |Daniel Month
of Stockton Hawthorme | Point I |Swett Gate |Webster | Lincoln |Avera;
Septe

1969 99% 92% 90% 90% 91% 100% 100% 95%
Oct.

1969 99 98 80 73 90 86 100 89
Nove

1969 99 98 88 81 83 93 100 92
Dec.

1969 98 9L 9l 85 81 92 100 92
Jane

1970 91 98 81 8o 71 o2 100 88
Feb °

1970 95 99 93 95 77 8s 100 92
Mar [ ’

1970 93 98 81 84 81 89 85 87
Apr.

1970 98 98 95 9 85 87 91 92
May,

1970 96 97 95 87 86 81 92 91
June

1970 98 100 87 100 15 82 93 91
Average ||97 ¢ 97 % 88 ¢ 87 % 8241 89% 96 % 91 4
Attend-

ance for

the

School

year

Attendance was averaged on Wednesday of each week and represented
all pupils elther present or excused because of illness, The per-
centage of pupils missing represented non-excused 8bsei.ces.
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7.8 IN-SERVICE EDUCATION OF PRE-KINDERGARTEN TEACHERS AND ATDES

IN-SERVICE FOR TEACHERS.

During the 1969-70 school year, ESEA Title I pre-kindergarten teachers
continued in-service training to further develop and refine the pre-kinder=-
garten curriculum,

Teachers who were responsible for planning the daily piogram for the
younger age group in the morning classes met bi-weekly on Wednesday after-
noons from 1:00-3:00 p.m. The teachers who were responsible for planning
the afternoon classes for the older age group riet bi-weekly on Thursday
rornings from 9:00-11:00 a.m.

In addition to the regular in-service classes that were offered, staff

meetings of the pre-kindergarten teachers were held. Eighteen of the staff
meetings were conducted from October 1, 1569 through June L, 1970.

IN-SERVICE EDUCATION FOR PRE-KINDERGARTEN TEACHERS

Dates Subject Areas
September 2L, 1969 Parent Education and Involvement.
October 2, 8, 16, 22,
30, 1969 Techniques for parent counseling,

individual conferences, home visits,
parent involvement and parent
meetings,

November 5, 13, 19, 1969 Language and Cognitive Development
December ki, 1969 '

Curriculum activities and workshops
to make language materials. Theory
and language patterns were studied.

January 7, 15, 21, 29, 1970 Bilingualisn. Basis for understanding
the culture and language of the Chinese
and Spanish children.

March L, 12, 18, 1970 Articulation. Visitations, meetings,
Aprii 2, 8, 16, 22, 30, 1970 and articulation exchanges between
May 6, 14, 20, 28, 1970 pre-kindergarten and kindergarten staff,
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P Evaluation of In-service. All 18 teachers who attended in-service
( training were requested to complete forms for the evaluation of ESEA
Title I in-service education. Teachers checked numerical rat*~3 scales
, which extended from one (very low) to five (very high). The _achers
l~ checked "Expectation" before the series of meetings began, and checked
"Fulfillment" at the close of the meetings.

l rEEBJECT AREA # 1 - PARENT EDUCATION AND INVOINTMEN§1
I Expectation . L 15 % L ohg ,°23% 8%
Very Low Very High
Fulfillment w23 4 1 23 % 1 39 . 1y % 1 1
l Very Low ) Very High

TEACHERS' COMMENTS

{ "Chance to role-play various parent/teacher situations with other
teachers was helpful, but materials presented should be more specific.'’

[ "The best part of this series was that individual teachers related
very specific incidents and told how they dealt with them."

{ "™uch work needs to be done in this area. Meetings with people who
’ are in contact with parents, i.e. social workers or psychologists,
would be very beneficial."

[ [SUBJECT AREA # 2 - LANGUAGE AND COGNITIVE DEVELORMENT |
Expectation L , 12 L, 3g  29% L ag |

t; Very Low Very High
Fulfillment L , 1% L g L2598 ;L3 3 1

l Very Low Very High
TEACHERS' COMMENTS

l "Leader was very helpful, and interested in assisting us with our
specifin problems. Visited school before setting up her meetings
to meet staff, observe, find out about our needs. Oreat deal was

‘ gained from these meetings."

"Specialist presented valuable materials, dlscussions were rele-
| : vant and meaningful, and the workshops were helpful and enjoyable."

"Instructor was well-prepared ~- had practical approcach to language
development with children and gave suggestions for actual activi-
ties with children to foster language development."

» ‘ 7 - U5
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LSUBJECT AREA # 3 - BILINGUAL EDUCATIONj

Expectation . , 7% , Llog | LboF | 13% '
Very Low Very High

Fulfillrent — . 7% , WOF , 33% . 208 .
Very Low ) Very High

TEACHERS' COMMENTS

"Enjoyed discussions of cultural difference: especially. Would
like to see this area expanded."

"Presentation was fascinating for Chinese area teachers."

"School social-worker discussed the Spanish cormunity and prob-
lems faced by pa.ants/teachers/children. Suggestions were good
and included ways of discussing difficult or delicate subjects."

*Discussion of English- and Spanlsh-speaking children was well
done and helpful in thinking of wayec to do the same with Chinese
children,"

"Good discussion of Chinese caiwiunity Dy social worker. More in-
tensive +raining like this, plus Bi-lingual or rnglish-As-a-
Second-Language, should be included next year."

LSUBJECT AREA # 4 - ARTICULATTION: PRE-KINDERGARTEN/KINDERGARTEN l

Expectation v 9% . 9% , 6L % L 18 £ 1 '
Very Low Very Righ

Fulfillment L18 % 4 9% 4 kg . 8% , 9% )
Very Low : Very High

TEACHERS ¢ COMMENTS

"It was helpful to be able to observe the kindergarten clesses;
this helped develop rapport between teachers."

"Exchange visits tetween pre-kindergarten and kindergarien
classes were interesting and valuable."

'Was our first opportunity to meet with the kindergarten teachers
and an opportunity to exchange ideas. Would like to see kinder-
garten teuchers share in more in-service and have an opportunity
to explore new ways in working with children."
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In-service for Teacher Aides. In-service classes for all aides who
[ served in the pre-kindergarten project started in January 1970 and con-
tinued through April 1970. Training was scheduled during regular working
hours. All aides were paid for three hours on these days, which allowed
for class time and travel. A total of sixteen in-service training ses-
[ sions were held: eight for aides assigned to morming classes and eight
for aides assigned to afternoon classes.

r Areas included in January Sessions
Introduction to pre=-school education

i Importance of early education toward educational
development and growth of self-concept

[, Differences in San Francisco cultural patterns
Child behavior and di.scipline

[ Classroom responsibility and need for consistency
within the staff

| Awareness of the quiet child who may not be able
to ask for himself

lt Activities for rainy days

Areas included in February Sessiong

b Self-concept and children

l Ways to develop attitudes of positive self-concept
with pre-kindergarten children

[ Methods of teaching the inhibited ~hild

Teaching suggestions and different teaching experiences

l Area included in March Sessions
Case studies «- different examples were discussed at

each session by the pre-kindergarten doctor, nurse,
social worker and psychologist

! SUMMARY OF APRIL 1970 IN=-SERVICE FOR AIDES

Areas included in April Sessions

Parent~teacher relationships

New ways of involving parents in school life

‘ 7 - U7
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TEACHER AIDE COMMENTS ABOUT THE SERIES OF IN~-SERVICE MEETINGS

"In-service meetings were very interesting. Experiences were
shared with one another."

1T felt that my understanding of the pre~kindergarten program
was extended through discussion with aides from other areas
of the city. There was an exchange of information made pos=-
sible by the participants who represent diverse ethnic groups."

"In-service classes were helpful to me in understanding the
goals of pre-kindergarten, children, parents, and teachers.
The classes should continuve."

"These in-service meetings helped aides to understand their
duties as well as roles of the physician, nurse and social
worker, "

"T found the classes interesting and very helpful in every-
day situations."

"I would like to participate in other in-service meetings.
We discussed problems, listened, and also offered suggestions
that may be of help in future teacher aide in-service programs."

"Would love to see more in-service meetings for aides."

EVALUATION BY AIDES OF JANUARY-APRIL IN-SERVICE TRAINING

Expectation 1 1 21 % v 32% 1+ 32¢% 1 15¢% '
Very Low Very High
Fulfiliment ) 5% 0+ 11% . h71F . 318
Very Low Very High
N =21

Summary Observation

Aldes rated fulfillment considerably higher than their ex-
pectation of in-service training.

Recommendations for In-service Training of Teacher Aides

1. Initiate a pre-service meeting for teaching aides before
the next school jear begins.

2. Begin teacher aide in-service clusses early in the year
and increase their number,

3., Clarify the lilenesses and differences oi’ the roles of
the teaching aide and the teacher.

L. Continue to Share with the aides through in-service, the
role of the specialists serving ithe project.

5. Set up regular staff meetings at the school site to
]EIQJ!:« keep cnannels of communication open.
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Recormendations for Tr.-service Training of Teacher Aldes (cont'd)

6. Plan in-service classes jointly including aides and
teachers.

7. Plan to include more information about minority group
cultures, i.e. Chinese, Spanish-speaking, and Black.
h Y
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7.9 INNOVATIVE AND/OR UNIQUE TEACHING TECHNIQUES

Fach pre-kindergarten session had two teachers and up te four teachers
aldes, This team, under the leadership of the ESEA pre-kindgarten supervisor,
planned language enrichment and a conceptual development program appropriate
for the age and experiential levels of the children with whom they worked,
and carried it out in a cooperative basis.

In the pre-kindergarten program, there has been increased maturity of
professinonals and paraprofessional assistants, and a great deal of valuable
experience gained in its years of operation. Teachers developed many subtle
and powerful techniques for realizing the fullest cognitive potential of the
various age-groups of pupils. It was possible in a child-centered, ungraded
environment to carry the same pupil from unsocialized post-infancy to the
sophistication of a near 6-year old. The teacher planned activities sequen-
tially and with greater complexity, and repeated them to further reinforce
previous learning.

The team approach, which had become highly effective after years of ex-
perience, was used., The teacher and her aides conducted classes on individu~
alized basis and maintained a rich and varied learning enviromment for the
group.

. Self-concept. Withdrawn children were made to feel that they were a
very important part of the class. Self-esteem and self-confidence were fos-
tered and encouraged constantly in many daily teaching situations.

Through experience and through extensive in-service training sessions
of teachers and teacher aides, these methods were developed:

Methods of Developing Positive Self-concepts in Pre=kindergarten Childrent

Use child's name often

Name things for* the child to extend his vocabulary

Use many words

Identify the child with his family-mother, father, brother or sister

Identify parts of the child!s body. "Do not assume the child knows
them

Emphasize the skills of the child. "You really climb very well."

Tell the child that you 1ike him

Take photographs of the children. Some have never seen themselves
in a picture. Give them pictures of themselves, teachers, and
peers.

Have mirior for the child to see himself

Show growth through a wall chart. Great differences are noted
from Septemher to May

Listen %0 the child becanse he is telling us something

Show non-verbal acceptance. Positive communication through a smile
or gesture.

Reinforce child in being himself and knewlng himself, A L-year-old
has some complex feelings. You cannot fool a child.

Evaluate ourselves as teachers every aay to increase our understand-
ihg
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Methods of Teaching the Inhibited Childs

If the child doesn't speak cut or engage in creative work,
many times it reflects a school society which is foreign.
Teaching suggestions that were developed included the
following!

Do not bring in moral issues, since this might lead to
conflict with family or friends

The child does not think in terms of bad. His language
reflects reality. We expect behavior, or judge a child's
behavior, through our standards, not necessarily through
hise.

Ag adults we must be aware of cultural differences and
vulues and find out all we can about each culture with
which we work.

Different Teaching Experiences

Home situations contribute to the child's mood at school

At school he uses his feelings and energies differently
from the way he uses them at home.,

Sometlimes we must really see what is happening at home
to help him feel good about himself.

Adults need to encourage and initiate self-help in children

age Development. Many of the pupils in the pre-kindergartens had a
limited acquaintance with English and spoke only Spanish or Chinese at the time
that they enrolled.

Listening sets were used in each classroom to increase pupils' understand-
ing of the English language. In addition to this, many other language activi-
ties were held. Successful language activities included teacher and pupil dis-
cussions which accounted for noticeable progress. The teacher was seated with
her class around her in a semi~circle, Pictures were held up of various animals
such as a dog or a group of ducks. The children then discussed the pictures
in a way they found to be interesting and exciting, Animals were identified and
then the plictures were related to the children's personsl experience.

Results indicated progress in ability to recognize objects and pictures
and ability to describe them in English. The pupils' ability tc organize their
thoughts into sentences was emphasized.

Mgthcds of teaching were developed which met the particular needs of each
child. Pupils were introduced to the irmediate world around them and learned
about people from different countries, animsls, fire engines, building houses,
and visiting supermarkets. With the teacher and her aides, a child's individual
problems received individual attention. Children spoke, &nd werec listened to,
by adults who cared.

Notebooks. Each child made a notebook of plictures that were cut from
magagines and pasted onto pages emphasizing various colors, shapes, and numbers.
One week the special eamphasis was for the children to cut and pacte objects
whose color was red or yellow into *their noteb-oks. The pupils not only leamed
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colors, bat also geometric shapes such as circles and triangles. Pupils
were proud of their work and verbalized about their efforts. The note-~
bocks were taken home and parents were encouraged to look at them with
their children. The children also attained a sense of accomplishment
vhich tended to improve their self-image,

Pooks, Story time was encouraged at each of the pre-kindergartens.
The teacher or teacher-~aide read many stories to the children which
tended to develop interest in books. A special check~out system of books
was arranged so that the parents could take books home to read to their
children on a loan basis for one or two weeks. This result~d in child-
ren spending time with books on many subjects of interast to them.

The 1ibrary corner lccated in each of the pre-kindergartens con-
tained picture books and pre-primers that fostered individual interest
and exploration by the pupils. Stories were read to the children by
the teachers and included the following topicss

People from Different Countries Fire Engines ABC's

Zoos Trains Nursery Rhymes
Birds Boats and Ships Trucks

Baby Animals Building Turtles
Airplanes Supermarkets Owls

Cats Policemen Health

Other Innovative Activities. The following general classroom
technIques ard leaching metrods were found to be effective:

Small-block Construction, Houses, zoos, and other objects were
constructed while the children verbalized about their constructions,

Painting with Water Colors. Brushes and various pre-mixed colors
were used by pupils in making pictures.,

Chalk Designs, Pictures were made by using chalks of many shades.
Pictures were later preserved by dipping in water and starch. This
vas done by the pupils,

Designs. Beans, seeds, small bits of cloth or paper, driftwood,
and chells were glued together or glued to wood or paper plates,
and allowed to dry, Many of these constructions were very artis=-
tic.

Small Hand Tools. Small bits of lwber were cut into lengths by
the pupils who used small-scale saws under the direct supervision
of their teachers, This was accomplished with the use of a work-
bench and a vise. Small pieces uf lumber were assembled, sanded,
and glued together by the pupils in a creative manner, and later
painted. Fine motor skills of some pupils became highly developed.

Felt-board Construction, Faces, as well as entire figures, of boys
and girls with contemporary clothing styles were assembled,

Water-tasble Activities, Measurement of clear or colored water in
tanks with various contsiners and scoops tav:ht the concept of
volume.
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Animal Cars, Cleaning, feeding, and care of animals such as turtles,
rabbits, Zish, and guinea pigs was tauvght,

Animal Recognition, FKealistic smallescale animal models of most
animals foumd In zoos or on farms ware used with the children who
played with them and learned to recognize them by their names,

Number Concepts. Through the use of personalized numbers and a
cash register, all children saw the numbers while some recognized
them as they appeared in tY = register window. Certain pupils
recognized rurkters from one through five. Throvgh the use of the -
large calendar, each day was located and some children also learned
certain numbers.

Names. Pupils' names were recorded in a special name book con-
structed by the teacher and entitled '"Find Your Name.," Reading
readiness was encouraged with many children able to recognize
and locate their own names in the book. A typical page looked
like this:

B b

Barbara
Herbert
Kimberly

Some children were able to recognize the names of other pupils
as well as their own nanes,

Visual Record, On certain field trips and excursions, as well as
other special activities within the classroom, protographs were
taken of the events. These were placed on display on bulletin
boards and later served as visual reminders to the pupils during
class discusgions of the trips and events.

Bock Construction. Pages were assembled by puplils and teachers
and illustrated with brightly-colored pupil drawings.

Harmer and Nail Boards. Constructions were made of vari-colored
objects in a creative manner which developd precision and small-
motor skills,

Play Dcugh. Constructions of various objects such as animals or
faces were made by pupils who used play dough that they made them-
selves with teacher assistance.

Telephone Sets. Pupils practiced telephoning through the use of

telephone sets in the classrooms or in the model kitchen cormers
that had scaie model furniture.

Through the use of many innovative and creative ideas and teach-

ing methods, an excellent foundation was laid for the future educational
progress of the children.
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7.10 SUMMER PROGRAM

The ESEA pre-kindergarter program was extended throughout the summer
and ended during August 1970, The summer program was generally the same
as the program during the regular school year, with many of the same teach-
ers, teacher-aides, other staff members, and pupils.

A random sample of 22 pupils was selected from two unilingual pre-
kindergartens, and a study of their progress on the Pre-kindergarten
Record of Individual Growth was made., Results were compared from two
periods of time: the last three months of the regular school term which
ended in June 1970, and summer school which ended in August 1970. Data
from this study are given in the appendix to this chapter (Table 7.1.16),

Summary Observations

Ttem

D In August 197C percentages of 100 percent were evidenced in
three items pertaining to personal hygiene and habits, as
compared to percentages ranging from 86,3 to 90.9 in June
1970,

F In the Social maturity category 100 percent of the pupils
participafea in group activities at the end of summer
compared with 77.2 percent in June 1970.

A The Emotional behavior category showed large percentage
gains in "good" ratings, with control of feelings rising
from 45.4 percent to 68.1 percent, and freedom of ex-
pression jumping from 59.0 percent to 86.3 percent.

B The Attitudes category showed a large percentage gain in

"good" ratings for responsiveness to requests, which rose
from 50.0 per cent to 72.7 per cent during the summer.
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RECOMMENDATIONS FOR PRE-KTNDERGARTEN PROGRAM

Continue 2nd expand all phases of this program. Serious consider-
ation should be given to expansion of Early Childhood Intensive Education
into additional schools.

Plans should be formulated to strengthen pre-kindergarten into a
full academic year program on & permanent basis by conducting summer
school as was done during 1970,with the sare teaching and administrative
staff which had achieved excellent results.
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T.1.1

APPENDIX TO CHAPTER 7

TEACHER RATINGS ON THE PREXINDERGARTEN RECORD OF INDIVIDUAL
GROW'H FOR UNILINGUAL PARTICIPANTS IN SEVEN ESEA TI1TIE I
TREXINDERGARTENS DURING FALL 1969 AND SPRING 1970

Grade: Prekinde:rgarten

Total: 141 Pupils in Unilingual Schools
Dates: December 1969, March 1970 and June 1970

E{OTIONAL HEHAVIOR

. P e sty . ———

3.

-

Control of feelings . .
Freedom of expression .
Ability to relax

while cestirg . . . .

ATTITUDES

1.
2.
30
L.

Toward center « « « o+ «
Tovzird teacher(s) . . .
Toward other children .
Responsiveness to
requesti. o« o o o o o

MOTOR CONTROL

1.
2.

Muscular coordinatisn .
Handling of equipment
aand materials . . . .

PERSONAL HYGIENE AND
HABITS

1.
2,
3.
L.

Personal cieanliness.
Eating habits ¢« « &
Tollet hatits « « o &
Orderliness . o o « &

APTLITIES AND INTERESTS

1.
2‘

7.

Oral «xpression of
igeas(articulation) .
Visual comprehrer.sion
(observation) « + « &
Auditory comprehension.
Following directions. .
Art . . . . . . L . 4 .
Music v« o ¢ o o o ¢ o o
Dramatica « « « « « + &

S0CIAI MATURITY

1‘

2‘

Participation 3n group
activity. ¢ ¢« o o o
Respect of rights
of others « « « « »
Leadership qualities. .
Knowledge of: age,
address, colors,
days, etc. . . .
“xtent of first hand

l:lz\v(: experiences « . « . .

SFUSD - ESEA Title I

FIRST THREE MONTHS

SECOND THHREE MONTHS

LAST THREE MONTHS

Good  Fair  Poor Good _ Feir  Poor { Good Fair  Poor
23.7% 51.8% 2h.5¢ | 39.9% b53.2%8 6.97| 58.5% L0.6% 9%
30.2  Lh.y  24.9 Lhk.3  53.1 2,6 | 68.9 31.1 0.0
30.9  L3.7 23.4 | LB.2 k5.9 5.9 | 66.7 32.3 1.0
€1.0 36.8 2.2 69.8 28.0 2.2 ]97.2 2.8 0.0
58.7 36.4 k.9 4.9  2k.0 7.1 | 96.2 31.8 0.0
h3.9 L8.S 7.6 64.3 34.6 1.1 }87.7 12,2 0.0
3.1 55.2  10.7 5.8  39.1 5.1 | 77.L  22.6 0.0
2.5 L6} 1.1 67.4, 32.6 0.0 |92.5 7.5 0.0
5.8  33.1 1.1 { 70.6 29.4 0.0 |9L.3 5.7 0.0
80.2 15.1 Lk.b 82.9 16.5 0.6 |87.7 12.3 0.0
k7.2  hS.h 7.4 66.7  29.L 3.9 | 63.6 16.0 1.0
79.9 T.h 2.7 87.7 1l2.3 0.0 |93.L4 6.6 0.0
52.0  L3.1 L.9 67.6 30.8 1.6 |91.5 8.5 0.0
k3. W2 12.4 69.2 27.5 3.3 | 84.8 14.3 .9
50.2 L6.0 3.3 | 68.6 31.i 0.0 | 94.3 5.7 0.0
L1  5l1.0 L.9 6h.1  33.8 2.1 |89.6 10.4 0.0
k2.9 62.% L.9 63.2 36.3 0.5 [8% 7 11.3 0.0
9.3  L0.7 0.0 75.5 24.5 0.0 |91.5 8.5 0.0
Lho.i  57.3 2.3 72.1  27.9 0.0 |90.6 9.4 0.0
bs-s 1'609 5-6 76-8 19.9 3-3 9,403 5-7 0.0
36.3 L47.8 15.9 61.0 37.3 1.7 | 8k.0 16.0 0.0
Lo.0 Lok, 10.6 | 59.3 39.2 1.5 | 79.2 20.8 0.0
17.5 6L.6  17.9 L1.1 2.8 - 6.1 |867.9 1.1 1.0
21.6 66.0 12.h 53.2 LS5.7 1.1 |81.7 17.3 1.0
23.7 66.} 9.9 | ks.7 53.2 1.1 |76.4 22.6 1.0
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TADLE: TEACHER RATINGS ON THE PREKXINDERGARTEN RECORD OF INDIVIDUAL
7.1.2 GROWTH FOR BILINGUAL PARTICIPANIS IN TWO ESEA TITLE I
PREXINDERGARTENS LURING FALL 1969 AND SPRING 1970
Grade: Prekindergarten
Total: 149 Pupils in Bilingual Schools
Dates: December 1969, March 1970, and Jw.e 1970
FIRST THREE MONTHS |} SECOND THREE MONTHS | LAST THREE MONTHS
Good Fair Poor Good Fair Poor { Good Fair Poor
A, IMOTIONAL BEHAVIOR
I Control of feelings . . 23.h% 63.1% 13.5¢| 43.0% 55.8% 1.2%| 58.3% hLl.7¢ 0.0%
2. TFreedom of expression . 31.2 51.8 17.0 k5.1 50,2 he7 | 63.9 35.4 0.7
3. Ability to relax
while resting . < . . 25.0 56.5 17.7 L6.3  h9.6 4.1 | 63.9 36.1 0.0
B. ATTITUDES
1. Toward center « + « o o 5503 39-9 h|8 7602 23.8 0.0 850)-1 13.9 0.7
2. Toward teacher(s) . . . 51.8 444.0 L.2 h.3  25.7 0.0 | 81.9 18.1 0.0
3. Toward other children . 37.3 5L.6 8.1 58.1 38.6 3.3 | 70.8 29.2 0.0
4. Responsiveness to
requestsSe « o o + « o 29,0 58.9 12,1 L8.9 49.8 1.3 | 63.9 26.1 0.0
C. MOTOR CONTROL
1. Muscular coordination . 4l.4 48.8 9.8 61.9 36.8 1.3 | 77.1  22.9 0.0
2. Handling of equipment
and materials « . . » 45.4h  LB.7 5.9 T2.4  26.3 1.3 | 87.5 12.5 0.0
D. PERSONAL HYGIENE AND
HABITS
1. Personal cleanliness. . 85.1 13.6 1.3 87.3 12.7 0.0 | 93.8 6.2 0.0
2. Eating habits « ¢ & 8 4 5501 33.9 11-0 6'—10“- 3203 303 7909 20-0 0.0
3. Tolilet habits . . . . . 86.4 13.0 0.6 91.7 8.3 0.0 | 98.6 1.4 0.0
4, Orderliness . . . « . « 55.4 39.7 L.9 67.6 32.4 0.0 | 81.5 12.5 0.0
E. ABILITIES AND INTERESTS
1. Oral expression of
ideas(articulation) . 33.1 L6.0 20.9 50.5 u3.6 5.9 | 68.2 28.4 3.h
2. Visual comprehension
(observation) . . . . WL 55.8 2.8 60.1  39.9 0.Cc | 86.8 13.2 0.0
3. Auditory comprehension. ;1.8 63.6 4.6 55.5 43,9 0.6 | 84.7 15.3 0.0
4. Following directions. . 3.3 58.9 8.8 47.7 52.3 0.0 T72.2 27. 0.0
Se Art . . ¢ . o0 ... . U856 W77 6.7 | 62.5 37.5 0.0 | 81.9 18.2 0.0
6, Music « « + o ¢« » + » » 35.4, 58.3 6.3 53.9 L6.1 0.0 | 68.3 31.0 0.7
7. Dramatics . « . « « » » U2.5 L8, 8.9 61.6 36.3 2.1 | 15. 18.7 0.7
F. SOCIAL MATURITY
1. Participation in group
activity. . + + . . . 29.6 S7.0 13,4 | 50.3 L9.1 0.6 | 71.5 28.5 0.0
2. Respect for rights
of others « . . . . . 33.4 %6.6 10.0 | L6.7 50.7 2.6 |61.1 38.9 0.0
3- Iﬂadership qualities. . 26.8 56-2 1710 3609 56-3 6-8 S0.0 'J6o6 3011
i, Xnowledge of: age, .
address, colors,
days, etce . . « o o« 49.8 34.5 15.7 56.3 L42.4 1.3 | 73.8 25.5 0.7
5. Exient of first hand
experiences . + . » » 404 4S.3  1h.3 | L3.2  L3.h 7.4 ] 66.8 30.5 0.7
Q
JERIC  sruso - ssta sscte 1 o
903
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COMPARATTVE RATING ON THE KINDERGARTEN RRCORD OF INDIVIDUAL GROWTH
FOR FALL 1970 FIRST GRADE PUPILS BETWEEN ESEA TITLE T PREKINDER-
GARTEN PARTICIPANTS AND NON-PARTICIPANTS, PRIVATE PARTICIPANTS, AND

BETWEEN FUPILS IN UNILINGUAL SCHOOLS AND PUPILS IN BILINGUAL SCHOOIS

Source:
Grade:
Total:

Date:

Kindergarten Record
of Individual Growth

The Kindergarten Record of Individual Growth

High Kindergarten

116 ESEA Participants, 143 Non-Participants in Any
Type Pre-kindergarten, and 71 Participants in
Private Pre-kindergarten

May, 1970

ESEA TITIEI PREXINDERGARTEN PARTICIPANTS

Score Descriptive Unilingual Schools Bilingual Schools __Total
Rating Rating Num- Per Cumulat. { Num- Per Cumulat. {f Num- Per Cumulat.
ber Cent Per Cent | ber Cent Per Cent { ber Cent Per Cent
J1-5 ___ Ocod )31 69 69 pol L8.0 L8055 L7.L_ Lok
Fair 13 19.5 66.7 8 16.0 6L.0 21 18.1 65.5
7 Fair 10 1541 81.8 L 8.0 72.0 i 12,1 77.6
8 Fair S 7.6  8%.L 8 16.0 88.0 13 11.2 88.8
9 Fair 3 L.6 94,0 2 L.0 92,0 5 L.b 93.2
S L. Fair _ §1_ 2.5 _95.5 Q1 2.0 _9ho 3 2 L7 9h.9
11 Poor 1 1.5 97.0 1 2.0 96.0 1.7 96.6
1?2 Poor 1 1.5  76.5 1 2.0 98,0 2 1.7 96.3
13+ Poor 1 1.5 100.0 L 2.0 100.1 1.7 100.0
66 50 116
NON-PARTICIPANTS IN ANY TYPE OF PREKINDERGARTEN
1-5 Good L0 L6.0 L6.0 19 33.% 33.9 59 L1.3 l1.3
6 Fair 13 1h.9 60,9 12 21.5 55.L 25 17.5  58.§
7 Feir 15 17.2 78.1 9 16.2 7.6 2l 16.8  15.6
8 Fair 6 6.9  85.0 8 1k.3 85.9 14 9.8  85.4
2 Fair 6 6.9 9.9 L 7.2 93.1 10 6.9 92.3
10 Fair 6 6.9 98.8 3 5.3 98.4 i 9 6.3 98.6
11 Poor 1 o 99.3
12 Poor 1 1.2  100.0 1 1.6 100.0 1 .7 100.0
13+ Poor .
87 56 1.3
PARTICIPANTS IN PRIVATE PREKINDERGARTEN
1-5 Good 16 37.2 37.2 1, 50.0 50.0 L3o h2.3  42.3
6 Fair 6 13.9 51.1 S 17.8 67.8 11  1S5.5 57.8
7 Fair & 139 65.0 5 17.8 85.6 11 15,5 73.3
8 Fair S 1.6 76.6 1 3.6 19,2 6 8.5 61.8
9 Fair ls 9.3  85.9 2 1.2 9.4 6 8.5  $0.3
10 Fai1 3 7.0  92.9 1 3.6 100.0 F L 5.5 95.8
11 Poou 1 1.4 97.2
12 Poor 1 2. 95.3 2 2.8 100.0
13+ Poor 2 L.7  100.0 |
) L3 28 11
Q
SFUSD - ESEA Title 1 8
7 -
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COMPARISON OF RATINGS ON THE KINDERGARTEN ANNUAL PUFIL PROGRESS REVORT
FOR FALL 1970 FIRST GRADE PUPILS BETWEEN ESFA TITLE I PRE-KINDFR=-
GARTEN PARTICIPANTS AND NON-PARTICIPANTS IN ONE BILINGUAL SCHOOL

Source:
Grade:

Total:

Items That Pupils
Have Mastered

Kindergarten Annual Pupil Progress Report

fligh Kindergarten

35 ESEA Participants and 35 Neon-Participants

ESEA TITLE I PRE-KIN-
DERGARTEN PARTICIFPANTS

NON=-

PARTICIPANTS

Number

Per Cent

Number Per Cent

General Readiness

Prints his name

Expresses ideas
clearly in spexch

Shows vocabuvlary
growth

Math Readiness

Recognizes cardinal
numbers thro.zh ten

Recognizes triangle,

circle, rectangle,
and square

Understanis concept
ol size

Knows time on the
hour

Reading Readiness

Is able to listen to
and understand a
story

Ts able to follow
simple direc*ions

Recognlizes letters
of the alphebete~
capitals end small
letters

— —

35

1k

30

34

20

30

32

29

29

100,08

Lo.0

85.7

a3

97.1

57.1

85.7

91.4

82.9

82.9

33

26

30

29

28

100.0%

10.0

68.5

20.0

9L.2

4.2

85.7

92.9

80.0

35

35

) JRRAN
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TABLE: 7.1.5 COMPARISON OF STATUS ON TOTAL READING TEST AT END OF FIRST GRADE
(MAY 1970) FOR FALL 1969 FIRST GRADE PUPILS WHO HAD PARTICI-
PATED IN ESEA TITIE I PRE-KINDERGARTEN AND NON-PARTICIPANTS
Tests: Cooperative Primary Test, Form 124
Dates: May 1970
Grade: First
Total: 55 Participants and 67 Non-participants
ESEA NON-PARTICIPANTS
PRE-XINDERGARTEN PARTICIPANYS IN ANY TYPE PRE-KINDERGARTEN
Grade Num-~ Per Cumulat. Num=- Per Cumulat.,
Level ber Cent Per Cent ber Cent Per Cent
3.8 2 3.6 3.6
3.7
3.6 1 1.8 5.4
3.5 1 1.5 1.5
3.4 1 1.5 3.6
3.3
3.2
3.1
3.0 2 3.6 9.0
2.9 1 1.8 10.8
2.8
2.7 2 3.0 6.0
2.6 2 3.6 .4
2.5
2.L 2 3.0 9.0
2.3 2 3.6 18.0
2.2 I 7.3 25.3 N 6.0 15.0
2.1 2 3.6 28.9 1 1.5 16.5
2.0 5 9.1 38.0 3 L.5 21.0
1.9 2 3.6 L1.6 5 7.5 28.%
1.8¢ 7 12.7 5h.3 8 11.9 Lo.k
1.7 L 7.3 61.6 8 11,9 52.3
1.6 3 5.5 67.1 3 L.5 56.8
1.5 6 11.1 78.2 15 22.2 79.0
1.4 1 1.8 80.0 L 6.0 85.0
1.3 3 5.5 85.5 3 L.s 89.5
1.2 2 3.6 89.1
1.1 2 3.6 92.7 b 6.0 95.5
1.0 L 7.3 100.0 3 - L.5 100.0
Num- 55 67 #Grade level at
ber Time of Testing
files I
75th 2,2 1.9
50th 1.8 1.7
25th | 1.5 1.5
7 - 61

R85




TABIE: 7.1.7 COMPARISON OF STATUS ON TOTAL READING TEST AT THE END OF FIRST
GRADE (MAY 1969) FOR FALL 1969 SECOND GRADE ESEA TITIE
1 PRE~KINDERGARTEN PARTICIPANTS AND NON~PARTICIPANTS

Tests: Stanford Reading Test, Primary I, Form W
Grade: First

Total: 91 Participants and 51 Non-participants
Dates: May 1969

Aome S [ SN .

& b r— f—— | GN. [ — [ O—— o

[PRE-KINDERGARTEYN PARTICIPANTS NON-PARTICIPANTS
Totax
Read, Num- Per Cumulat. Num- Per Cumulat;.
G.P. ber Cent Per Cent ber Cent Per Cent
3.1 1 1.1 1,1
3.0 1 1,1 2.2
2!9
2.8 1 1.1 3.3
2.7 1 1.1 L.k
2.6 1 lll 5-5 f.‘ 3-9 3-9
2,5 5 5.5 11,0
2. 1 1.1 12.1
2.3 1 1,1 13,2
2.2 1 1,1 1.3 1 2.0 5.9
2,1 3 3.3 17.6 3 5.9 11.8
2.0 1 1,1 18.7 1 2.0 13.8
1.9 3 3.3 22.0 2 3.9 17.7
1.84 7 7.7 29.7 1 2,0 19.7
1.7 N Lok 3L.1 N 7.8 27.5
1.6 13 14.3 L8.4 11 21.6 L9.1
1.5 16 17.5 65.9 9 17.6 66.7
1.k 13 14.3 80.2 5 9.8 76.5
1.3 10 11.0 91.2 5 9.8 86.3
1.2 L L.k 95.6 2 3.9 90.2
1.1 2 2.2 97.8 L 7.8 98,0
1.0 2 2.2 100,0 1 2.0 100.0
— #0rade level at
ber 91 51 Time of Testing
Ziles
75th 1,8 1.7
50th 1.5 1,5
25th 1.k 1.4

A bt b bmem  Beete. b . bhemste



—— ——— [ et h--'

o——

A

i
i
|

TABIE: 7,1.8

COMPARISON OF 5TATUS ON TOTAL READING TEST AT END OF

GRADE ONE (MAY 1965) FOR FALL 1969 SECOND GRADE PUPILS:
BETWEEN TITLE I PRE-XTNDERGARTEN PARTICIPANTS AMD NON-PARTICIPANTS, AND

BETWEEN PUPILS IN BILINGUAL AWD UNILTNGUAL SCROOLS

IText Provided by ERIC

7 - 63

Tests: Stanford Reading Test, Prima:y I, Form W
Grade: Firsti
Total: 91 Participants and 51 Non-participants
Dates: May 1969
ESEA TITLE I PRE-XINDERGARTEN PARTICIPANTS
Total Unilingual Schools Bilingual Schools Total
Read. Num- Per Cumulat. Num- Per Cumulat. Num-  Per Cumulat.
G.P, ber Cent. Per Cent ber Cent Per Cent ber Cent Per Cent
2.6+ 3 L.§ L.8 2 6.9 6.9 g 5.5 5.5
2.5 3 L.8 9.6 2 6.9 12.8 s 5.5 11,0
2.L 1 1.6 11.2 1 1.1 12.1
2.3 1 3.L 17.2 1 1.1 12.2
2.2 1 1.6 12.8 1 1.1 14.3
2.1 3 L.8 17.6 3 3.3 17.6
2.0 1 3L 20.6 1 1.1 18.7
1.9 2 3,2 20.8 1 3.4 24,0 3 3.3 22,0
1.8# 2 3.2 2L4.0 5 17.4 h1.h 7 7.7 29.7
1.7 2 3.2 27.2 2 6.9 L8.3 4 L.b 3.1
1.6 11 17.8 L5.0 2 6.9 55.2 13 1.3 L8.4L
1.5 10 16.2 61,2 6 20.8 76.0 16 17.5 65.9
1.4 9 14.6 75.8 L 13.8 89.8 13 1.3 80.2
1.3 9 1.6 90.4 1 3.h 93.2 10 11.0 91.2
1.2 3 L.b 95.2 1 3.k 96.6 L L.b 95.6
1.1 1 1.6 96.8 1 3.L. 100.0 2 2.2 97.8
1.0 2 3,2 100.0 2 2.2 100,0
Number 62 29 91
Ziles 75th 50th 25th 75th 50th 25th 75th  SOth 25th
1.8 1.5 1.k 1.9 1.6 1.5 1.8 1.5 1.4
NON-PARTICIPANTS IN ANY TYPE OF PRE-KINDERGARTEN
2,6+ 2 ) b9 2 3.9 3.9
2.5
2011
2.3
2.2 1 2.h 7.3 1 2.0 £.9
2.1 2 L.9 12,2 1 10.0 10,0 3 5.9 i1.8
2.0 1 2.h 1.6 1 2.0 13.8
1.9 2 L.9 19.5 2 3.9 17.7
1.8# 1 2.L 21.9 1 2.0 19,7
1.7 2 L.9 26,8 2 20.0 30.0 L 7.8 27.5
1.6 8 19,5 L6.3 3 30.0 60.0 11 21.6 L9.1
1.5 6 4.6 60.9 3 30.0 90.0 9 17.6 66.7
1.L 4 9.8 70.7 1 10.0 100.0 5 9.8 76.5
1.3 5 12,2 82.9 5 9.8 86.3
1,2 2 L.9 87.8 2 3.9 90.2
1.1 L 9.8 97.6 ks 7.8 98,0
1.0 1 2.4 100.0 1 2.0 100.0
Number L1 10 51
Ziles 15th S0th 25th 15th 50th 25th 15th  SOth 25th
1.7 1. 1.3 1.7 1.6 1. 1.7 1.5 1.
Elil\CGrade Level at
B Time of Testing .
250
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TABLE: 7.1.9 COMPARATIVE STATUS IN VOGABULARY AND WORD STUDY SKILI.S
AT END OF GRADE ON& (MAY 1983)
OF SECOND GRADE FSEA TITLE I l
FRE-KINDERGARTEN PARTICIPANTS AND NON-PARTICIPANTS
Test: Stanford Reading Test, Primary I, Form W
Gragde: First l
Total: 88 Participants and l5 Non-participants
Dates: May 196y
VOCABULARY WORD STUDY SKILLS l
PRE-KINDERGART EN PRE-KINDERGARTEN !
PARTICIPANTS NON-PARTIGCIPANTS PARTICIPANTS NON-PARTICIPANTS
Grade
Place{ Num- | Cumulat. | Num- Cumulat. | Num= Cumulat. | Nam- Cumulat.
ment ber Per Cent | ber Per Cent | ber Per Cent | ber Fer Cent ]
3.5+ 2 2.3 3 6.6 3 3.4 1 2,2 !
3. 1 4.5 1 hol
3.3 1 8.8
3.2 3 7.9
3.1 1 3.h -'
3.0 -
2.9 2 5.7
2.5 ]
2.7 2 8.0 1 11.0 N 12.,
2.6 1 13,5 1 6.6
2.5 2 15.4 1 8.8 !
2.l 1 17.6
2.3 3 11.4 1 19.8 1 1.6 1 11.0
2.2 2 12.7 3 26, 1 15.7
2.1 2 16.0 1 16.8 2 15.k !
2.0 3 20.2 3 22.0 :
1.9 H 20.5 1 28.6 2 22.5 3 28.
1.8# 2 22.8 L 27.0 l
1.7 5 28.4 1 32.8 3 30. 2 33.0
1.6 6 35.2 5 Le.0 3 33.8
1.5 9 L5.L 1 Ly.2 6 40.6 7 L8.7 l
1.l 8 5h.5 5 55.4 12 54.3 7 6L.h
1.3 16 72.7 9 75.k 21 78.2 L 73.3
1.2 19 94.3 6 88. 12 2.9 8 91.2
11 | 2 | 966 |5 w00 |k %. 2 95.6 |
1.0 3 100.0 3 100.0 2 100,0
Num- ~l
ber 88 Ls 83 LS
iles ]
?;Ch 1.7 2.2 1.8 1.9
50th | 1.4 1L 1.l 1.4 ]
2Sth 1.2 1.2 1'3 1‘2 ]

" Orade level at time of testing

7 -6y

-



TABLE: 7.1.10  COMPARATIVE STATUS ON TOTAL READING TEST AT THE END OF SECOND
l ORADE (MAY 1970) OF FALL 1963 SECOND GRALE ESEA TITLE
T PREKTNDERGARTEN PARTICIPANTS AND NON-PARTICIPANTS

3 Tests: Stanford Reading Test, Primary II, Form W
i Crade: Becond

Total: 70 Participants and 31 Non-Participants
Dates: May 1970

‘ PREKINDERGARTEN NON-

’ ) PARI‘ICIPANI‘S PARTICIPANTS

‘. Total
Read, Num- Per Cumalat,. Nume Per Cumalat,

l G.P. ber Cent rcer Cent ber Cent Per Cent
3.1 3 7.1 7.1 2 6.5 6.5
3.0
2.9 2 2.9 10,0 1 3.2 97
2.84 1l 1.4 11.4 2 6.5 16,2
2.7 3 Le3 15,7 2 ¢,5 22,7

. 2.6 2 2.9 18,6
2.5 L 5.7 2L.3 2 6.5 25.2
2.
2.3 2 2.9 27.2
2.2 L 5.7 32,9 1 3.2 32,4
2.1 N 5.7 38.6 1 3.2 35.¢
2,0 3 L.3 2.9 2 6.5 l2.1
1.9 10 1.3 57.2 1 3.2 45.3
1.8 8 1n.hL 68,6 T 22,5 67.8
1.7 10 .3 82.9 7 22,5 90.3
1.6 5 7.1 90.0 2 6,5 96.8
1,5 5 7. 97.1 1 3.2 100.0
1.4 2 2.9  100,0
Num- #0rade level at
ber 70 31 time of testing
files
T5th 2.3 2.5
soth 1.9 1.8
25th 1.7 1.7

7.8 231 °



TABLE: 7.1.11 COMPARATIVE STATUS ON TOTAL READING TEST AT END OF SECOND GRADE
(MAY 1969) OF FALL 1959 THIRD GRADE ESEA TITLE I
PRE~KINDERGARTEN PARTICIPANTS AND NON-PARTICIPANTS

Tests: Stanford Reading Test, Primary I, Stanford Reading Test,

hmen Gy  bema ey am

Form W Primary 1IF¥, Form W

Grade: First Second

Total: 108 Participants, 130 Non-Part. 108 Participants, 130 Non-Part,

Dates: May 1968 May 1969

PRE-KINDERGARTEN PRE-KINDERGARTEN
PARTICIPANTS NON-PARTICIPANTS PARTIGIPANTS NON-PARTICIPANTS

Total
Read, Num=- | Cumulat, | Num=| Cumulat,j| Num-{ Cumulat. Num=-| Cumulat.
G.P. brr Per Cent} ber Per Centll ber Per Cent | bDer Per Cent

3.4 5 .6 3 2.3 ]
3.3 1 5.5 1 3,1

3!2 2 hu6

3 1 6.l }
3.0 1 .8 3 9.2 2 6.1

2.9 1 10.1 L 9.2

2.8 6 15.7 1 10.0 J
2.7 4 19.4 3 12.3

2.6 1 9 1 1.6 I 23.1 5 16.1

2.5 1 2.4 7 29.6 3 18.4

2.4 1 3.2 4 33.3 1 19,2 i
2.3 3 3.7 1 L.0 6 38.9 3 21,5

2.2 2 5.5 1 L.8 2 40.7 4 24,6

2.1 1 6.4 7 h7.2 6 29.2 j
1,9 7 12.9 2 8.6 8 59,2 13 L6.9

1.8# 6 18.5 3 10.9 1 72,2 26 66.9 J
1.7 10 27.8 9 17.8 13 8L.3 20 82.3

1.6 22 L8.2 26 7.8 7 90.8 11 90,8

1.5 18 6L.9 2l 53.9 a4 94.5 5 9L .6

1.k 16 79.7 25 73.1 N 98.2 € 99.2 ]
1.3 10 89.0 9 80.0 2 100.0 1 100.0

1.1 2 98,2 8 9c.L l
1.0 2 100.0 6 100,0
Num- ]
ber 108 130 108 1130
Ziles l
75th| 1.7 1.6 2.5 2.1

Soth| 1.5 1.5 2.0 1.8 ]
25')1 llh | 1-3 1l7 107
# Orade Level at Time of Testing l




' TABIE: 7.1.12 COMPARISON OF STATUS ON TOTAL READING AT END OF GRADE
W0 (MAY 1969) FOR FALL 1989 THIRD GRADE PUPILS:

255

BETWEEN ESEA TITLE I PARTICI1PANTS AND NON-PARTICIPANIS, AND
BETWEEN PUPILS IN BILINGUAL AND UNILINGUAL SCHOOLS

Tests:
Grade
Total:
Dates:

Stanford Reading Test, Primary II, Form W

Second

99 Partieipants and 135 Non-participants

May 1969

TOTAL READING SCORES OF ESEA TITLE I PRE-KINDERGARTEN PARTICIPANTS

R T e P PN o

[ Total Unilingual Schools Bilingual Schools Total
Read Num- Per Cunulat. Num- Per Cumulat . Num~- Per Cwmulat.
G.P, ber Cent Per Cent ber Cent Per Cent ber Cent Per Cent
3.0+ 5 9.6 9.6 b 8.5 8.5 9 9.1 9.1
2.9 1 2.1 10.6 1 1.1 10.2
2.8# 1 1.9 11.5 3 6.4 17.0 L L.1 14.3
2.7 1 1.9 13.4 5  10.6 27.6 6 6. 20.k
2.6 3 6.4 34.0 3 3.1 23.%
2.5 5 9.6 23,0 3 6.4 Lo.L 8 8.1 31.6
2.L 3 5.8 28.8 1 2.1 L2.9 L b.1 35.7
2.3 2 3.8 32.5 N 8.5 51.0 6 6.1 L1.8
2.2 1 1.9 34.5 1 2.1 53.1 2 2.1 43.9
2.1 h 7-7 h2-2 3 6-11- 59-5 7 7'1 Sllo
2.0 3 5.8 L8.0 2 k.3 63.8 5 5.1 56.1
1.9 3 5.8 53.8 5  10.6 L4 8 8.1 éy.2
1.8 L 7.7 61.5 6 12.8 87.2 10 10.1 7.3
1.7 10 19.3 80.8 3 6.4 93.6 13 13.1 87.4
1.6 S 9.3 90.4 1 2.1 $5.17 6 6.1 93.9
1.5 3 5.8 96.2 3 3.1 96.6
1.4- 2 3.8 100.0 2 4.3 100.0 N L.l 100.7
I Number 52 L7 9 :
%iles 75th  5Cth 25th 75th 50th 25th 75th S0th 25th
l 2.4 1.9 1.7 - 2.7 2.3 1.8 2,5 2.1 1.7
TOTAL READING SCORES OF NON-PARTICIPANTS IN ANY TYPE OF PRE-KINDERGARTEN
[ 3.0+ b 3.h .3k b 23.5 23.5 8 5.9 5.9
2.9 2 1.7 5.1 2 11.8 35.3 L 3.0 8.9
2.5# 1 .8 5.9 1 N 9.6
2.1 1 .8 6.7 2 11.8 L7.1 3 2.2 11.8
‘ 2.6 3 2.5 9.2 1 5.9 53.0 L 3.0 14.8
2.5 4 3.4 12.6 L 3.0 17.8
2. 2 1.7 14.3 1 5.9 58.9 3 2.2 20.0
2.3 2 1.7 16.0 2 1.5 21.5
2.2 3 2.5 18.5 3 2.2 23,7
2.1 8 6.8 25.3 1 5.9 64.8 9 6.7 30.4
2.0 10 8.5 33.8 1 5.9 70.7 1i 8.1 38.5
1.9 12 10.2 .0 12 8.9 L7.h
1.8 2 20.4 64.4 1 5.9 76.6 25 18.6 66,0
1.7 17 .k 78.8 3 17.5 Yu.1 20 1.8 80.8
. 1.6 11 9.3 88.1 11 8.1 88.9
L 1.5 6 5.1 93.2 6 L.k 93.3
3 1.h- 8 6.8 100.,0 1 5.9 100.0 9 6.7 100.0
; l Naber | 118 7 135
! Ziles 75th  S0th 25th 75th Soth 25th 75th 50th 25th
: Q 2.1 1.8 1.7 2.8 2.6 1.7 2.1 1.8 1.7
]:MC #Grade Level at Time of Testing
AT 7 - 67
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TABLE: 7.,1.13 COMPARISON OF STATUS ON WORD STUDY SKILLS A7 EnD OF GRADE TWO
(MAY 1969) FOR FALL 1949 TITI& 1 THIRD GRADE PUPILS:

BETWEEN PRE-KINDERGARTEN PARTICIPANTS AMD NON-PARTICIPANTS, AND
BETWEEN FUPILS IN BILINGUAL

UN

GUAL SCHOOLS

Tests: Stanford Reading Test, Primary II, Form W
Grade: Second
Total: 96 Participants and 128 Non-participants
Dates: May 1969
WORD STUDY SKILLS OF ESEA TITIE I PRE-KINDERGARTEN PARTICIPANTS
Total Unilingual Schools Jilingual Schools Total
1SS Num-  Per Cumulat. Num- Per Cumulat. Num- Per Cumulat.
t¢.P. ber Cent  Per Cent ber Cent Per Cent ber Cent Per Cent
3.0+ 6 12.0 12.0 10 21.7 21.7 16 16.7 16.7
2.9 2 4.3 26.0 2 2.1 18.8
2.8# 1 2.2 28.2 1 1.0 19.8
2.7
2.6 1 2.2 30.1 1 1.0 20,8
2.5 2 4.3 34,7 2 2.1 22,9
2.L 2 L0 16.0 I 8.8 u3.s 6 6.3 29.2
2.3 3 6.0 22.0 2 4.3 47.8 5 5.2 3L
2.2 1 2.2 50,0 1 1.0 35.4
2.1 L 8.0 30,0 5 10.9 0.9 9 9. Lk.8
2.0 S 10.0 40,0 3 6.5 67.k 8 8.3 53.1
1.9 k 8.0 48.0 3 6.5 73.9 7 7.3 60,1
1.8 S 10,0 58.0 s 5.2 65.6
1.7 L 8.0 66,0 L 8.8 82.7 8 8.3 73.9
i 1-6 3 6-0 72.0 2 h-3 87'0 5 5.2 79-1
5 1.5 8 16,0 88.0 3 6.5 93,5 11 11.5 90,6
1.4- 6 12.0 100.0 3 6.5 100.0 9 9. 100.0
Nurber fg s H1T 96
Eiles 15th Oth 25th 75th 50th 25th 75th 50th 25th
‘ . I, 1.5 2.9 2.2 1.7 2. 2.0 i%f?'
WORD STUDY SKILLS OF NON-PARTICIPANTS IN ANY TYPE OF PRE-KINDERGARTEN
3,0+ [ Sl 5. 5 31,2 31.2 11 8.6 8.6
2-9 l -9 603 : 1 -8 9-’4
2.&# 1 -9 7-2 l .8 10-2
2.7 1 .9 8.1 1 .8 11.0
2.6 2 1.8 9.9 2 1.6 12.6
2.5 2 1.8 11,7 2 1.6 1.2
2.4 S 4.5 16.2 1 6.3 37.5 6 4.7 18,9
2.3 3 2.7 18.9 3 2.3 21,2
2-2 6 SDh 2,."3 2 12.5 50.0 8 6-2 27-1‘
2.1 1 .9 25.2 1 6.3 5643 2 1.6 29,0
2.0 L 3.5 28.7 L 25.0 81. 8 6.2 35.2
1.9 7 6.2 3L.9 7 5.5 Lo.7
1.8 b 3.5 38.4 L 3.1 43.8
1.7 15 1.3 52.7 1 6.3 8746 17 13.) 53.1
1.6 15 13.4 66.1 15 11.7 68.8
1.5 1, 12.5 78.6 ] 10.9 7%.3
1.h4- 2l 21.b 1000 2 12.5 100,1 26 20,3 1C3J,0
Ngu-z-nber 112 16 g 123
les 75th Oth 25th th 50th 25th 75th 50th 25th
2. N7 1. %?6‘ 2.2 zﬁi?- 5%5' %T?" I??‘

Q Word Study Skills scores were unavailable for 3 particirants and 7 non-particlpants
EMC# Orade Level at Time of Testing

IText Provided by ERIC

250
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COMPARISON OF STATUS IN TOTAL READING AT END OF THIRD GRADE
{MAY 1970) FOR FALL 1567 THIRD GRADE PUPILS:

BETWEEN ESEA TITLE I PRE-XINDERGARTEN PARTIGCIPANTS AND NON-PARTICIPANTS, AND

BETWEEN PUPILS IN BILINGUAL AND UNILINGUAL SCHOOLS

TABLE: T-I-m

Tests: Stanford Reading Test, Primary II, Form X

Grade: Three

Total: 79 Participants and 92 Non-participants

Dates: May 1970

TOTAL READING SCORES OF ESEA TITLE I PRE-KINDERGARTEN PARTICIPANTS
Total Unilingual Schools Bilingual Schools Total
Read. Num- Per Cumulat. Num- Per Cumulat. Num- Per Cunulat.
G.P. ber Cent Per Cent ber Cent Per Cent ber Cent Per Cent
3.6 N 10.3 10.3 10 25.0 25.0 In 17.7 17.7
3.5 1 2.6 12,9 2 5.0 30.0 3 3.8 21.5
3.4 1 2.6 15.5 4 10.0 Lo.0 4 6.3 27.8
3.3 1 2.5 k2.5 1 1.3 29.1
3.2 3 7.5 50,0 3 3.8 32.9
3.1 2 5.1 20.6 2 5.0 55.0 L 5.1 38.0
3.0 1 2.6 23.2 2 5.0 0.0 3 3.8 4.8
2.9 1 2.6 25.8 N 10.0 70.0 S 6.3 L8.1
gg 1 2.6 28.L 3 7.5 77.5 L 5.1 53.2
2.6 L 10.3 38,7 2 S.0 82.5 6 7.6 60.8
gz 2 5.1 43.8 2 5.0 87.5 b 5.1 65.9
2.3 2 5.1 48.9 2 5.0 92.5 h 5.1 71.0
2.2 1 2.6 51.5 1 2.5 95.0 2 2.5 73.5
2.1 1 2.6 Skl 1 1.3 7.8
2.0 1 2.6 6.7 2 5.0 100.0 3 3.8 78.6
1.9 17 L3.3  100.0 17 2L.4  100.0
Siles | 75t S 5 T s sm | 18
iles 75th Oth 25th 75th  50th 25th 75th  50th 25th

2.9 2.2 1.7 3.5 3.2 z. LT = 2.

TOTAL RFADING SCORES

OF NON-PARTICIPANTS IN ANY TYPE OF PRE-KINDERGARTEN

3.6 3 3.9 3.9 7 L3.6 L3.6 10 10.% 10.9%
3.5 2 2.6 6.5 2 7.2 13.1
3.4 4 5.3 11.8 1 6.3 L9.2 5 s 18.5
3.3 1 1.3 13.1 1 1.1 19.6
3.2 1 1.3 1h.g 1 6.3 56.2 2 2.2 21.8
3.1 5 6.6 21.0 5 5. 27.2
3.0 3 3.9 24.9 1 6.3 62.5 b L.3 31.5
2.9 3 3.9 28.8 3 3.3 4.8
2.8 3 3.9 32.7 1 6.3 68.0 L 4.3 39.1
2.7 L 5.3 18.0 L h.3 L3.4
2.6 3 3.9 1.9 3 18.6 87.4 6 6.5 L9.9
2.5 3 3.9 hs.8 1 6.3 93.7 L he3 %2
2. i 5.3 51.1 b b.3 58.5
2.3 2 2.6 53.7 2 2.2 60.7
2.2 1 1.3 55.0 1 1.1 61.8
2.1 2 2.6 57.6 2 2.2 64.0
2.0 5 6.6 6h.2 5 S 69.4
1.9 S 6.6 70.8 S Sk 7L.8
1.8 14 18.6 89.L 1 15.3 90.1
1.7 8 10.6  100.0 1 6.3  100.0 5 .9  100.0
Number | 75 15 92
iles 75th  50th 25th 75th 50th 25th 75th 50th 25th
3' ) . . . . ;II 5-6 Io;

7 - 63

2y



TABLE: 7.1.15 COMPARISON OF STATUS ON WORD STUDY SKILLS AT END OF THIRD GRALZ
{MAY 1970) FOR FALL 1989 THIRD GPADE PUPILS:

ERIC

e e
rgs I

Tests: Stanford Reading Test, Primary II, Form X

Gradet Three

Total: 76 Participants and 88 Non-participants
Dates: May 1970

WORD STUDY SKILLS OF ESEA TITLE I PRE-KINDERGARTEN PARTICIPANTS

BETWEEN ESEA TITLE I PRE-KINDERGARTEN PARTICIPANTS AND NON-PARTICIPANTS, AND
BETWEEN PUPILS IN BILINGUAL AND UNILINGUAL CCHOCLS

Unilingual Schools Bilingusl Schools Total
Num-  Per Curulat. Kum- Per Cumulat. Num- Per Cumulat.
ber Cent  Per Cent ber  Cent  Per Cent ber ‘Lent  Per Cent
" 13.5 13.5 12 30.8 30.8 17 22,4 22,4
3.5 1 7 16.2 3 7.7 38.5 L 5.3 27.7
3.l 1 2.6 1.1 1 1.3 29,0
3.3 1 2.7 18.9 1 1.3 30.3
3.2 2 5.1 L6.2 2 2.6 32.9
3.1 1 2.7 21.6 1 1.3 3.2
3.0 1 2.7 24.3 1 1.3 35.5
2.9 1 2.7 27.0 3 7.7 53.9 L 5.3 40.8
2.8 2 5.1 59,0 2 2.6 L3.L
2.7 2 5.1 6h.1 2 2.6 46.0
2.6 1 2.7 29.7 2 5.1 69.2 3 3.9 49.9
2.5 1 2.7 32.4 2 5.1 4.3 3 3.9 53.8
2.4 3 8.1 L0.5 2 5.1 79.4 5 6.6 6.4
2.3 3 8.1 L8.6 1 2.6 82.0 L Se3 65.7
2.2 1 2.7 51.3 1 2.6 84.6 2 6 68.3
2.1 1 2.7 54.0 1 2.6 87.2 2 2.6 70.9
2.0 2 5.1 92.3 2 2.6 73.5
1.9 4 10.8 6.8 l 5.3 78.8
1.8 1 2.1 61.5 1 1.3 80.1
1.7 1 2.7 70.2 1 2.6 9.9 2 2.6 82.7
1.6 11 29.8  100.9 2 5.1 100.,0 13 17.3  100.0
siaee | 7%n som 25 % s 5 1Sh 3
le 15t Oth 25th 75th 50th 25th 75th 50th Z5th
2.9 2.2 17 3.6 2.5 R 3.5 7.5 1.

WORD STUDY SKILLS OF NON

-PARTICIPANTS IN ANY TYFE OF PRE-KINDERGARTEN

3.6 6 8.2 8.2 6 39.7 39.7 12 13.6 13.6
3.5 1 6.7 L6.L 1 1.1 4.7
3.0 2 2.7 10,9 2 2.3 17.0
3.3 2 2.7 13.6 2 2.3 19.3
3.2 3 h-l 17.7 3 3oy 22,7
3.1 1 1.4 19.1 1 6.7 £3.1 2 2.3 25.0
;.g 1 1.4 20.5 1 6.7 59.8 2 2.3 27.3
2.8 L 5.5 26.0 L 4.5 31.8
2.7 2 2.7 28.7 1 6.7 66.5 3 3.4 35.2
2.6 L $.5 34.2 1 6.7 73.2 S 5.7 L40.9
2.5 4 5.5 39.7 1 6.7 79.9 g S.7 L6.6
2.4 3 41 3.8 1 6.7 86.6 L k.5 51.1
2.3 1 1.4 L5.2 1 1.1 52.2
2.2 2 2.7 L7.9 2 2.3 54.5
2.1 1 1.4 L9.3 1 6.7 93.3 2 2.3 56,8
2.0 10 13,7 63.0 10 11.4 68,2
1.9 6 8.2 71.2 6 6.8 75.0
1.8 1 LY 12.6 1 1.1 76.1
1.7 2 2.7 753 2 2.3 78.4
1,6 18 2L.7 100,0 1 6,7 100.0 19 21.6 100.0
Piu:ber 13 15 B8
iles 75th 25th 75th SOth 25th 75th 50th 25 th
o BB B B g
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TEACHER RATINGS CN THE PREKINDERGARTEN RECORD OF INDIVIDUAL
GROWTH FOR UNILINGUAL PARTICIPANTS IN TWO ESEA TITLE 1

PREKINDERCARTENS DURING SPRING AND SUMMER 1970

Grade: Prekindergarten

Total: 22 Pupils in Unilingual Schools

Datest June 1970 and August 1970

EMOTIONAL BEHAVIOR

1. cJontrol of feelings . .

2. TFreedom of expression

3. Ability to relax
while resting e e e

ATTITUDES

1- Toward center . . o o o

2. Toward teacher(s) . . .

3. Toward other children .

L. Responsiveness to
request e o © o e o o

MOTOR CONTROL

I.” Muscular coordination .

2. Handling of =quipment
and materials . « «

PEASONAL HYQGIENE AND
HABITS

1, Personal cleanliness

2- Eating habitS « o o 0

3. Toilet habits + « « &

b- Orderliness ¢« o 0o e @

ABILITIES AND INTERESTS
1. Oral expression of
ideas (articulation)
2, Visual comprehension
(observation) . . . .
3. Auditory comprehension
L. Following directions
.Art......-..
6.”“810.'.'.&.!
7. Dramatics e o o 8 o ®

SOCIAL MATURITY
1, Participation in group
activity « ¢ ¢« ¢ ¢ oo
2. Respect for rights
of ou‘lers L] [ ] [ ] [ ] [ 2 [ ]

.y e St e < o

LAST THREE MONTHS SUMMER SCHOOL
June 1970 August 1970
Good Fair Good Fair
Ls.ug  sL.sg 68,18 31.8%
59.0  40.9 86.3 13.6
72.7 27.2 86.3 13.6
90.9 9.0 95.4 LS
86.3 13.6 86.3 13.6
7.2 22.7 7.2 22.7
50.0  $0.0 72,7 27.2
90,7 9.0 95.4 L.5
90.9 9.0 90.9 9.0
86.3 13.6 100,0
90.9 9,0 90.9 9.0
90.9 9.0 100.0
90.9 9.0 100.0
72.7 27.2 81.6 18,1
86.3 13.6 90,9 9.0
81.8 18.1 86,3 13.6
81.8 18.1 90.9 2.0
95.k k.S 95.L k.5
90.9 9.0 95.4 LS
95.4L L.S 95.4 L.5
77.2 22,7 100.0
s54.5  Ls.h 68,1 31,8
7 - 71 290
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TABLE . TEACHER RATINGS ON THE PREKINDERGARTEN RECORD OF INDIVIDUAL
7.1.16 (Cont'd) ~ GRWTH FOR UNILINGUAL PARTICIPANTS IN TWO ESEA TITLE I
PREXINDERGARTENS DURING SPRING AND SUMMER 1970 (con't.)

Grade: Prekindergarten
Total: 22 Papils in Unilingual Schools
Dates: June 1970 and August 1970

LAST THREE MONTHS SUMMER SCHOOL

June 1970 August 1970
Good Fair Good Fair
3. Leadership qualities . . 59.0 Lo.9 77.2 22.7
h. Knowledge of: age,
address, colors,
days, etCe o o ¢ o o o 68,1 31.8 72.7 27.2
5. Extent of first-hand
experiences ce o ¢ o o £9.0 40.9 72.7 27.2

SFUSD - ESEA Title I

= T-172
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CHAPTER 8
NON=-PUBLIC SCHOOLS
During 1969-70 the ESEA Title I Project provided intensive services to
the ten non-public schools lecated in the target area.
The estimated cost of the non-public schools program was $153,694.00.
Based on services to 510 pupils, the per-pupil expenditure was $301.00 for
the fisral year September 1, 1967 through August 31, 1970.

Objectives of the Project.

To improve classroom perfo.-nance in reading beyond
normal expectation

To improve classroom performance in other skill areas
beyond usual expectation

To improve self-image
To improve and increase attention span
To improve children's verbal functioning
Participating Schools. The non-public schools program was designed
to provide services to 510 pupils in ten schools selected because of their
proximity to target area r blic schools. Pupils selected as participants
for specific services were chosen by using the same criteria as were used

for selection of pupils for thoses sam. services in the public schools.

Non=-public schoole that were selected for ESEA participation were con-
sulted in planning the program. Meetings were held with Father Pierre
DuMaine and members of i:ls staff to discuss on~going programs and suggest
programs for the 1969-70 school year,

The following chart shows the names and locations of the non-public
schools, and the number of children who were accommodated.

1969-70 PARTICIPATING ESEA TITLE I NON-PUBLIC SCHOOLS

Pupil

ESEA Non-public District Openings

School Served Available
St. Agnes Haight 51
All Hallows Hunters Point ol
Cathedral Intermediate Weslern Addition 51
St. Charles Missi-n 51

St. Dominic Western Addition 51
‘ 8.1
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St. Joseph Mission 51 j
Morning Star Western Addition 51
St. Peter Mission 51 J
Sacred Heart Grammar Western Addition 51
St, Teresa Bayview 51 j
N= 10 510
Number of pupils living in target area who attended non~public schools J

during 1969~70 was 4,875. The number of non-public pupils living in the
target area who met selection criteria stood at 1,706, The number of non- '
public pupils who participated in the project was 510. {

Participating Pupils. Intensive service in language arts in nine of
the schools consisted of a compensatory reading teacher at each school, and
enrictment activities to accompany the pupils' compensatory class experi-
ence. The tenth school had identified pupils for compensatory reading ser--
vice and designated one of their faculty members to plan activities and
teach reading to these pupils.

The compensatory reading teachers in the non-public schools followed
a pattern that was similar to that followed by their counterparts in the
public schools. Each teacher taught five groups, of approximately twelve
children each, for one hour each day.

Basic teaching strategy consisted of the Language Experience approach
with much attention given to remediation of individual reading difficulties
of pupils. Children shared or received esperiences through enrichment ac-
tivities, resource teachers, multi-media equipment and materials, community
resources, trade books, and the ingenuity of their teachers. From these ex-
periences came oral language, which was channeled into effective, motivated
writing and reading.

The chart below indicates the grade levels and the number of pupils
participating in nompensatory reading classes during Fall 1969. The number
wag listed at 584 in September 1969, but averaged 510 for the school year
19 9‘70-

PUPILS IN COMPENSATORY READING CLASSES IN TEN
NON-PUBLIC 3CHOOLS, SEPTEMBER 1969

Orada Number of Pupils

level O 10 20 30 4O 50 60 70 80 90 100 110 Totals
2 105
3 107
L 113
5 99
6 105
1 38
8 17

8 -2
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Each school implemented a program in compensatory mathematics for sec-
ond through sixth grade pupils identified by the same criteria as those used
in the public schools: retardation in mathematics of one year or more with
evidence of ability to achieve at a higher level. The San Francisco Arch-
diocese initiated a new testing program in September 1969. The results of
these tests, plus the additional Title I diagnostic testing, identified
pupils in November 1969 for compensatory mathematics. Approximately 25
pupils per school qualified for help. Priority was given to those pupils
also enrolled in the compensatory reading class. Instruction was given to
these pupils in the classroom by the regular classroom teacher who devised
special individualized instruction for each identified pupil. These teach-
ers received assistance from the Title I mathematics resource teacher and
from the program assistant for non-public schools in planning the program
and setting up resources. Special materials were Incorporated into these
classrooms which made this instruction feasible.

Unique Features. Individual elementary pupil data sheets and Adiag-
nostic reading and mathematics profiies were developed and utilized for
each participating pupil. The Title I program and evaluvation staff coopera-
tively planned and developed the instruments to provide pertinent data
about each participant. The instruments included:

Elementary Pupil Reading/Language Arts Diagnostic Profile
Reflected the identified pupil's reading strengths and weaknesses
with indications for a prescriptive instructional program.

Elementary School Mathematics Diagnostic Profile

Specified the identified pupil's mathematics strengths and weak-
nesses with a prescriptive instructional program based upon individual
need.

Elementary Pupil Data Sheet
Provided a summary of the variety and intensity of Title I ser-
vices provided to each participant.

Elementary Puoil Standardized Test Data Sheet
Showed pupil achievement and served as a reference instrument
for present and future compensatory teachers.

Many of the pupils in the non=puvlic schools remain with the compensa=-
tory program for more than one year. It 1s anticipated that these instru-
ments will provide ready information at the beginning of the school year
for non-public compensatory teachers during 1970-71.



Table

8.1

8.2

8.3

8.4

8.5

Grade
Level

1

Lo =N O N W

PUPILS IN COMPENSATORY MATHEMATICS CLASSES IN TEN
NON-PUBLIC SCHOOLS, SEPTEMEER 1569

Number of Pupils
0 10 20 . 30 Lk 50 60 70 80 90 100 Totals

12
68
85
62
55
o1
26

17
386

Evaluation Strategy. The evaluation of the program in the non-public
schools was organized as follows:

Pre-post test results of compensatory reading pupils
and compensatory mathematics pupils

Teachers' anecdotal comments on two participants in
the reading/language component, selected at random

Summary of in-service activities conducted for adminis-
tratore, compensatory teachers and classroon teachers

Record of field trip destinations, dates, purposes,
and results

Report to Advisory Committee



Table

§ummary

Table
I-N

8.1 READING AND MATHEMATICS TEST RESULTS

Medians and quartiles on the Stanford Reading Test are reported in
Sumnary Table I-N, while the Gilmore Oral Reading Test results are sum-
marized in Table 6.6.1 at the end of this chapter.

The following results, by grade level, were noted on the reading test
scores of pupils who had participated in ESEA Title I reading and language
classes in ten non-public schools. Results of word meaning and paragraph
meaning tests are sumarized.

Item Summary Observations: Stanford Reading Test
1 Second Grade (N=107). Median growth in word meaning was

+0.,2 of a year, from 1.7 to 1.9 grade placement score.
Paragraph meaning median growth was <0.3 of a year, from
grade placement srore of 1.6 to 1.9.

2 Third Grade (N=106 and 103)}. Median growth for word mean~
ing was +0.7 of a year, from 2.1 to 2,8 grade placement.
Median growth in paragraph meaning was +0.7 of a year,
from 2.0 to 2.7 grade placement.

3 Fourth Grade (N=110 and 101}, Median word meaning growth
was +0.6 of a year, from 2.9 to 3.5 grade placement. Med=
ian paragraph meaning growth was +0.5 of a year, from 2.9
to 3.4 grade placement.

N Fifth Grade (N=98 and 92). Median word meaning growth was
+0.5 of a year, from 3.6 to 4.1 grade placement. Median
paragraph meaning growth was +0.5 of a year, from 3.4 to
3.9 grade placenent.

5 Sixth Grade (N=106 and 99). Median word meaning growth
was +C.5 of a year, from L.2 to 4.6 grade placement. Para-
graph meaning growth was +0.1 of a year, from 4.3 to L.L
grade placement.

6 Seventh Grade (N=38 and 32). Word meaning median growth
was +0.7 of a year, from 5.7 to 6. grade placement. Para-
graph meaning growth was +0.3 of a year, from 5.3 to 5.6
grade placement.

7 Eight OGrade (N=17). Median word meaning showed no growth
between pre- and post-testing, and remained at 6.9 grade
placement. Median paragraph meaning growth was +0.4 of a
year, from 6.5 to 6.9 grade placement.
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SUMMARY PRE-TEST (OCTOBER 1956%) AND POST-TEST ‘MAY 1970} MEDIANS
TABLE I-R AND QUARTIIES ON STANFORD READING TEST FOR ESEA
TITLE T PARTICIPANTS IN TEN NON-PUBLIC SCHOOLS

TEST SECTIONS: WORD MEANING AND PARAGRAPH MEANING

WORD MEANING PARAGRAPH MEANING

Pre- Post- Ilsevel
Test  Test and Num- 75th S0th 25th Num- 7Sth SOth 2Sth
Grade Grade Form  ber File Zile gile ber File Zile Eile

2(2.2) Pr I-4 107 1.8 1.7 1.4 107 1,6 1.6 1.5

2(2.8) Pr I-X 107 2. 1.9 1.7 107 2.4 1,y 1.6
Differences +0,6 +0.2 40,3 +0.8 +40.3 +0,1

3(3.2) PrII-Y 106 2.6 2.1 1.8 106 2.4 2.0 1.7
3(3.8) PrII-X 103 3.3 2.8 2.8 106 3.1 2.7 2,2

Differences +0,7 +0,7 +0,7 +0,7 +0.7 +0,5

L(kL.2) PrII-W 110 3.3 2,9 2,3 110 3.1 2.9 2,2
u(4.8) InI-X 101 b1 3.5 3.1 101 4.1 3.4 2,¢

Differences +0.8 +0.6 +0.8 +1.0 +0,5 40,7
5(5.2) InI-W 98 3.9 3.6 3.2 98 3.8 3.4 2.8
5(5.8) TmI-X 92 L7 L1 3.5 92 L& 3.9 3.1
Differences +0.8 +0,9 +0.3 +0,8 +0.,5 +0.3
6(6.2) InII-Y 106 5.1 L2 3.6 106 L9 L3 3.9
6(6.8) InII-Xx 99 5.6 L6 3.8 99 5.2 Ll 3.8
Differences 0,5 +0.4  +0.2 +0,3  +0.1 -0.1
H1.2) Inll-Y 38 6.6 5.7 L. 38 5.9 53 L6
7(7.8) InII-Xx 32 7.1 6.k 5.7 32 6.9 5.6 L.7
Differences +0,5 40,7 +1,0 +1,0 +0.3 40,1
8(8.2)  Inll-Y 17 7.2 6.9 5.0 17 1.1 6.5 5.5
8(8.8) InII-x 17 7.6 6.9 5.9 17 8.2 6.9 s
Differences 0.4,  ©.0 +0,2 +1,1 +0,4k -0.1
TOTALS

Pre-test-No. of Partic.582
Post4est-No. of Partic.551

o an Differences
ERIC

e ipsed Time .6 of a year

+0,6 10,4, +0.8 +0,8 +0.4 0,2

8 -6



Medians and quartiles on the mathematics tests of the Science Research
Assoclates Achievement Series are reported on Swmary Table IT-N., Detallea
rasults for each grade level are reported in Tebles 8.6.,2 through 8.6.7 in
the appendix at the end of this chspter,

Summary Observations: Science Ressarnch Associates
Tests in Mathematics

Surmary
Table  Item
II-N 1 Second Grade (N=L43) total arithmetic median growth was +0,7
of a year, from grade placement score of 1.5 to 2.2 years,
2 Third Grade (N=Ll) total arithmetic median growth was +0,9
of a year, frcm grade placement score of 2.2 to 3,1 years,
3 Fourth grads (N=35) total arithmetic median growth was +0.9
of a year, trom grade placement score of 2,8 to 3.7 years,
N Fifth Grade (N=L2) total arithretic radian growth was +0,7
ol a year, from grade placement score of 3.8 to 4.5 years,
5 Sixth Urade (N=50) total crithmetic median growth was +0.8
of a year, from grade placement scors of L.l to L,9 years.
6 Seventh and Eight Grades (N=21) totel arithmetis median growth
Wwas 10,2 of a year frcm grade placement of 5.3 i¢ 6.0 years,
7 Mean gains for all mathematics participants in grades two
through eight (N=235) showed +0.8 at the 75th percentile, +0,7
at the median, and +0.7 at the 25th pescentile,
Surmary Observationsi Mathematics Diagnostic Test
level B - Second Urade
Raw scores and detalled item analysis results on the Mathematics
Diagnostic Tests, levels B and C, are reported for Grades Two and Three
in Tables 8,6,8 through 8,6,11 in the appendix to this chapter,
Table Item
8538 1 Upper g:\_%x:!bile pupils (N=66) in the second grade showd an im-
provement Jn raw scores from 23 to 30,
2 Median raw score for second grade mathematics participants
Tose irem 19 to 24,
3 Lower quartile raw scores for the same group went from 16 to
L ]

Summary Observations - Item Analysis - level B

8.6,9 1 Item xsls for second grade pupils (N=66) indicated percent-
age i.v%g;*alvmnts which ranged fyom no change to gains of 57.6

por cent,

2 Largest pirventage gains were evidenced in number lines (57.6%)
place value {53.0#), computation (45,U%), and nwiber sequences

(3709%)0 8 - 7 3U-‘L
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Table 1tem
8.6.10 1
2
3

Item
8.6.11 1
2

Summary Observations - Mathematatics Dia agnostic Test
Level C - Third Grade

Upper quai bile pupils (N=blL) in the third grade evidenced
raw score improvements from 20 to 2l,

Median raw score gaine for third grade mathematics par-
ticipants rose from 17 to 21.

Lower guartile raw sceres for the same group went from
1; to 1.

Sumrury Observations - Item Analysis - Level C

Item analysis for third grade pupils' (N=L4) scores indi-
céted percentage chuanges which ranged from a loss of L.6
per cent to gains of 68.1 per cent.

) Lar est percentage gains were evidenced in problem solv-
g (15.0%), computatioral skills (68.1%), number line

(6h L%), and nunber sequences (47.7%).



SUMMARY PRE-TEST (SEPTEMEER 1969) ANU POST-TEST (MAY 1970)
TABLE II-N MEDIANS AND QUARTILES ON SCIENCE RESEARCH ASSOCTATES
éCllIEVFMENT SERIES -- ARITHMETI( R ESEA TITLE I
PARTICIPANTS IN TEN HON-PUBLIC SCHOOLS
TOTAL ARITHMETIC
Pre- Post=- level
Test Test and Num- 75th 50th 25th
Grade Grade Form ber file e ile
2(201) l-zjc h3 109 105 ll3
2(2.8) 1-2,C L3 2.6 2.2 1.9
Difference +0,9 +0.7 +0.,6
3(3.1) 2-l,C L 2.6 2.2 1.6
3(308) Q'h,C hh 30h 3-1 2.6
Difference +0,8 +0,9 +1,0
4(L.1) 2-L,C 35 3.5 2.8 2.4
{L.8) 2-4,C 35 L.6 3.7 3.3
Difference L +1.1 +0.9 +0,9
5(5.1) *M.L.,0 L2 L.3 3.8 3.3
5(5.8) *M.1.,C L2 5.0 L.s h.1
Difference +0,7 +0.7 +0.8
6(6.1) *M.L.,C 50 4.5 L. 3.8
6(6.8) *M.L.,C 50 5.6 L.9 L.k
Difference +1.1 +0.8 +0.6
748(7.1&8.1) 21 6.6 5.6 5.1
7(7.8) *M,L.,C
& 8(8.8) *H-L. :C 21 6.8 6.0 Sah
Difference +0,2 +0.2 +0.3
TOTALS
Pre-test-No. of Participants 235
Post-test.-No. of Participants 235
Mean Differences +0.8 +0,7 +0.7

*Multi-Level

Elapsed Time =~ ,7 of a year

U



8.2 ANECDOTAL COMMENTS BY TEACHERS

Beading/Language - Diagnosis and Remediation

Pupil "A" (Table B.2.1)

"In September 1959, the Gilmore Oral Reading Test

showed grade equivalency of L.1 years in accuracy and 5.4
years in comprehension.  Pupil showed difficulty with
word recognition, hesitations, and substitutions.

Made effort to build sight vocabulary and developed abiii-
ty to use context clues. Continued work on better knowl-
edge of consonant sounds, vowel sounds, and sound blends.

"Ta June 1970, the Gilmore Oral Reading Test (post-
test) showed accuracy at 8.2 years, a gain of L.l yearz, and
comprehension at 9.7 years, a gain of .3 years."

Puril. "B" (Table 8.2.2)

"Pre-test Gi.more Oral Reading Test indicated grade
equivalencies of 4,6 years in accuracy and 5.8 years in com-
prehension, Difficulties evidenced cu the pre-test iicluded
word recognition, mispronunciation, hesitations, and sub-
stitutions.

""Workea on recognition of consonant sounds, vowel sounas,
blending letter sounds, Drilled to master beginning conso-
nant substituticrs and used easy material to help pupil
make use of context clues. Developed ability to recognize
how many syllables in a word, and familiarity with the
letter sequences.

"Tn June 1970, the Gilmore Qral Reading Test showed
that &ccuracy was at b.¢ years, a gain ol 1.6 years, and com-
prehension was at 9.5 years, a gain of 3.7 years,"

Conclusions. The two randomly selected pupils indicated favorable growth
in reading similar to that of the othei' reading participants enrolled in
Grades Two through Eight.

Commerts taken tr.m the Elementary Pupil Reading/Languege Arts Diagnos-
tic Profile provided valuable information on pupils' strengths and weak-
nesses, with indications made for prescriptive instruction, The pupils!’
Reading Record-Gilmore Oral Reading Test {Tables 8.2,1 and 6.2.2) indicated
paragraph reading scorss in accuracy and comprehension.

Cains of all the reading participante in word meaning and paragraph
meaning on the Stanford Reading Test ranged from several tenths of a year to
1.1 years' growth. Gilmo.'e Oral Reading Test results generally indicated
greater growth than did the Stanford Reauin  Test scores.
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8.3 IN-SERVICE FOR COMPENSATORY TEACHERS IN NON-PUBLIC SCHOOLS

Teachers in the non-public €chools had many in-service activities
planned for them by ESEA and the Archdiocese of San Francisco. Extra days
for in-service activities were available, since the non-public schools
closed on religious holidays, and since their Easter vacation schedule
dirfered from that of the public schools.

A series of in-service workshops was given from October through Decem-
ber 1969. These workshops covered a number of topics of concern to teachers
especially at Grades Six, Seven and Eight. The activities were planned for
different days of the week, Monday through Thursday, so that many teachers
and administrators took advantage of the sessions. Participants applied
the information presented to their own classroom situations.

Selected in-service topics which were presented are listed below:

o b, ame e S SR mrw

Dates Topics of In-service Sessions
] October 22, 1969 Classroom Diagnosis of Reading Difficulties
[‘ October 29, 1969 Teaching Word Attack Skills
l' November 6, 1969 Working with Comprehension Skills
November 10, 1969 Multi-media Library
I November 20, 1969 Reading in the Social Studies
_ December 1, 1969 Language Experience Approach
l Decembver 9, 1969 Grouping, Individual Work, and the Teaching
of Skills
January 30, 1970 Individual In-service., This included:

Articulation meetings among compensatory
reading teachers

Visits to the Creative Learning Environ-
rent Center of the SFUSD, to an Avt
musewn to explore student services, to
college curriculum centers, and to the
ESEA Title III Science hesources Center

rAmagrern (S— Do St

Visits to otserve Title 1 progrems in
public schools

i

Conferences with members of the evaluation
unit and/or resource staff

l Home vis.is

lzl{jﬂ:‘ 3 -11
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Dates

Topics of In-service Sessions{cont'd)

February 14-15, 1970

February 6, 1970
February 18, 1970
March 5, 1970
April 8, 15, 22

and 29, 1970

May L-15, 1970

June, 1970

In-gservice institute for elementary teachers
{Grades K-6) in parochial schools conducted
by the Archdiocese. Section meetings and
general meetings took place from 9:30 a.m.
to 3:45 p.m. for the two days

Plans for Using Educational Television in
the Inner City

Using Macmillan Materials with the Inner
City Student

Continuous Progress in the Teaching of
Mathematics

Four Meetings, which included:
Individualizing the Reading Program
New Ways in Composition
Sixth grades of each school visited Cathe-
dral Intermediate School. Eacn class visited
on a different day and was accompanied by

the sixth grade teacher

Presentations of information about cultural
studies program by each elementary school

Presentations of multi-cultural program by
Cathedral pupils

Meeting for the assessment of in-service and
curriculum development by schosl faculties
and principals

Tables 8.3.1, 8.3.2, and 8.3.3 present a detailed summary of the types
of in-service antivities, their emphases and goals, the numbers of teachers
and administrators who received in-service training, and the numbers of
hours of in-service training that were provided from November 1969, through

May 1970.

8 -~ 12
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TABLE: 2.3.1 SUMMARY OF IN-SERVICE ACTIVITIES* IN TEN ESEA TITLE I NON=-
PUBLIC SCHOOLS FROM NOVEMBER 1969 YHROUGH MAY 1970

IN-SERVICE ACTIVITIES, Months and Number of Activities

EMPHASES, AND GOALS NOV. DEC. JAN. FEB. | MAR. APR. | MAY | TOTAL

TIPE OF ACTIVITY
Distribution of Materials| L 1 7 3 1 1 3| 20
Demorstration 1 5 7 2| 15
Meeting 15 6 11 12 i 12 Yy 79
Teacher Crnference 1 1 30 21 5 13 11| 95
Committee Work 2 2 2 2 8
Visitation Arrangement 1 1 1 1 1 1 6
Brain-storming 3 1 5 5 1l

EMPHASIS
Reading/Language Arts 11 i 25 26 16 16 7 | 115
Mathematics 10 7 )13 12 6 8 7] 63
Multi-Media/Audio Visuzsl 1 1 6 2 h 5 2 21
Community Culture 5 3 10 7 7 b L] L2
Program Direction 5 5
Administration & Budget 2 2

GOALS OF IN-SERVICE
Skill-building 6 9 13 10 5 7 2 51
Curriculum Development 9 7 19 13 11 11 8 78
Exchange of Information 11 4 11 7 6 6 2 47
Planning 13 9 15 12 49
Total Program Design 1 1
Reporting/Evaluation 5 6 12 23

#Inservice denoted efforts to promote professional growth and development of
educational personnel., It did not include time spent giving direct service

to pupils, unless the classroom teacher was invclved.

8 -13
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TABLE: 8.3.2 PRINCIPALS AND TEACHERS WHO RECEIVED IN-SERVICE TRAINING
FROM NOVEMBER 1969 THROUGH MAY 1970 IN TEN ESEA TITIE I
NON-PUBLIC SCHOOLS

NUMBER OF PERSONS WHO RECEIVED IN-SERVICE TRAINING
MONTH OF

IN-SFRVICE |7,5 100 125 150 175 20 225 290 275 300 335 350 | Totals
Nov. 1969 189
Dec., 1969 92
Jan, 1970 150
Feb. 1970 336
Mar. 1970 239
Apr, 1970 195
May 1970 115
TOTALS 1,316
Persons
AVERAGE number of persons who received in-service monthly = 188 Persons
TABLE: 8.3.3 HOURS OF IN~SERVICE TRAINING RECEIVED BY PRINCIPALS
AND TEACHERS FROM NOVEMBER 1969 THROUGH MAY 1970
IN TEN ESEA TITLE I NON-PUBLIC SCHOOIS
NUMBER OF HOURS OF IN-SERVICE TRAINING PROVIDED
MONTH OF Total
IN-SERVICE l('> 10 20 30 4o 50 60 Hours
Nov. 1969 33%
Dec. 1969 25
Jan. 1970 56
Feb, 1970 50%
Mar. 1970 35%
Apr. 1970 37%
May 1970 — . L1
TOTALS 279

AVERAGE number of hours of in-service training provided = LO Hours

8 - 1L
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8.4 FIEID TRIPS

TABIE: 8.L.1 SELECTED FIELD TRIPS AND BUS EXCURSIONS
FOR GRADES ONE THROUGH SIX

GRADE LEVEL AND
DESTINATION PURPOSES OF FIELD TRIPS AND EXCURSIONS
Grade 1
San Francisco Children's Zoo Children had the opportunity to see and
play with various animals.
Grade 2
Junior Museum Pupils had become interested in bats and
owls around Hallowe'en, There were ar-
ticles shout these two animals in their
nagazir< 3. This trip showed the children
owls, bats, and other small animals that
they had read about.
Grade 3
Japanese Tea Garden Trip was taken at the culmination of a
and the unit on Japan. Before taking the trip,
Brundage Art Collection the class had many opportunities to view
Japanese art at the Japanese Cultural
Center. Several walks were taken to this
center as it is only a few blocks from
our school.
Grade & T
Fishemman's Wharf, Aquatic Interest in the various industries of a
Park, and the San Frsncisco seaport city that make it different from
Bay Cruise an inland city grew cu*, of the study of
Juneau, Alaska. Because of this interest,
the trip to see old vessels at Aquatic
Part, Fisherman's Wharf, and the Maritime
Museum was taken., The Bay cruise was
also related to study of a seaport.
Average number of pupils per trip -~ 14
Average number of hours per trip -- 5
Average number of parents or vclunteer aides
who accompanied each trip -- 8
Average number of field trips that each
teacher took -- 8
An average of twice as many field trips were taken a* COrades S and 6 as
at Grades 3 and L.

ERIC i |
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TABIE: 8.4.1
(Continued)

b

EFFECTS OF FIEID TRIPS AND EXCURSIONS

Children enjoyed recalling many nursery rhymes and Mother
Goose rhymes. Highlight of the trip was the opportunity
for each child to hold little yellow chicks.

bamy ey

There were many owls and other animals. Many of the chil-
dren had never been to the Junior Museum before. They looked
at animals like the Coati-mundi, Cppossum, and Raccoons.

The children were interested in the shape of the roof of the
pagoda and also in the number of floors. They were inter-
ested in tasting the tea and comparing it to the tea that had
been prepared in the classroom by a Japanese student from San
Francisco State College. The pupils also compared it with
green tea that they had made when they prepared and served a
Japanese luncheon.

The children thoroughly enjoyed the trip, especially the boat
cruise. Several children had not tak:n the cruise befure.
The pupils had done some research on the four islands in San
Francisco Bay ard were excited when they recognized them.

Coments from Teachers About the Values
of Field Trips That Their Classes Took

"Cooperative story was made of the trip, which was a beautiful
TV roller-type story of which they wers proud. Frequently at
free time I noticed a pupil turning the roller and re-reading
the story and taking the field trip all over again."

'"We had read that owls could not turn their eyes, that they
had to turn their entire heads. They watched an owl several
minutes before he finally did just that. Tre class went
wild! ‘'Look, he did it!' they yelled. The pupils' stories
and pictures about this experience showed how meaningful the
trip was for then."

"They enjoyed the moon bridge. One girl said, 'If Japan looks
as beautiful as the Japanese Tea Qarden, I would like to
visit the country some day.'"

"The children reaslly looked for Indians vhen the boat went
around Alcatraz, Some of the pupils said that they saw a tee-
pee on the island. They were anxious to see if there were
any goats left on Yerba Buena Tsland.”

"J» 8 - 16
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8.5 ADVISORY COMMITTEE

Report to Advisory Committee of Results of Questionnaire Concerning

Evaluation and Planning. During March 1970, the principals and teaching
staffs of the ten ESEA Title I non-public schools met and set their priori-
ties for the compensatory program for 1970-71.

All members of the Advisory Committee -- Non-Public Schools received
copies of a questionnaire/check list completed by principals and teachers
which established priority items (1lst, 2nd, and 3rd choices) for each of
the schools. Responses concerning priorities, some of which were items
ordinarily provided by the Archdiocese of San Francisco, were as follows:

PER CENT OF SCHOOLS THAT REQUESTED

PRIORITY ITEMS PRIORITY ITEMS AS 1, 2, 3
Compensatory reading teacher 80 ¢
Aides to assist with the
reading program 50 %
Compensatory mathematics teacher 10 ¢
Aides to assist with the mathe-
matics program 10%
Psychologist . 6 %
Social worker — 30 %
Instructional materials Lo &
Enrichment experiences 20 €
Substitute time to allow for
in-service education 0%
Other: library aide 10 ¢

In order to evaliate the services of the program essistant for the non-
public schools and the services of the rusource teacher, the following
questions were also asked:

Should the services of the program assistent
for tbhe non-public schools be continued? Yes 100% No _OF

What were the most valuable services of the
program assistant for the non-public schools?

8 - 17
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"Her organization for speakers, materlals and being
available for ary needed help or advice was most
valuable,"

"She kept uy advised about services being recelived,
organized speakers and materials for teachers and
principals, Helped give advice when needed and
was always available, She helped in so many ways
it is impossible to tell what servlce was most
hulpful "

nShe visited the school several times, became ac-
quainted with our school program, provided advice,
sore materials, and good vontact with ESFA "

"Central source of consultation and resource who is
alert, interested, and available. She planned and
carried out in-service for the teachers."

Wery informative on ESEA materials and benefits, She
served as liaison between the ESEA Title I schools and
was informative on curriculum development,"

"Her knowledge and understanding of the intracacles
of federal funding and also the unique working of
each Title I school enabled her to give invaluable
advice to principals and to channel appropriate
materials to each school."

In order to evaluate the services of the resource teacher for the non-
public schools, the following questions were askedt

Should the services of the resource teacher for
the non-public schools be continued? Yes 108 No reply or
undecided _30%

What were the most valuable services of the
resource teacher for the non-publie schools?

Repldes from Principals and Teachers

"Our present teacher is splendid -- has control over
groups, motivates interest, 1s a good organizer in
the use of materials for other schools &lso,"

"She picked up and delivere | resource materials and
planned for fieid trips,"

tShe kept the teachers informed on the latest publi-
cetions and methods of teaching."

8 - 13
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Aruitoxt provided by Eic:

Advisory Committee Recommendations for 1970-71. The ESFA program in

the ion-public schools was successful in its compensatory efforts during
1969-70. 1In order to further improve its operation, and as a result of
progress made this year, the Advisory Comrittee and the project assistant
for non-public schools finalized revisions in school staffing patierns
for the 1970-71 school year as follows:

Maintzin the present s,stem of compensatory readirg at: St.
Charles, St. Dominiec, St. Peter, St. Teresa, Sacred Heax-t,
and Cathedral Scherls. Mathematics paraprofessionals to be
assigned to these schools.

Fund a compensetory mathematics teacher at All Hallows
School and assign reading paraprofessionals to assist the
classroom reading teachers.

Plan for compensatory teachers to teach both mathemstics

and reading at St. Joseph and Morning Star Schools. No
paraprofessionals to be assigned to these schools.

8 -1%
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TABLE: 8.6.1

APPENDIX TO CHAPTER 8

SUMMARY OF PRE-TEST AND POST-TEST READING
DATA IN TEN ESEA TITLE I NON-PUBLIC SCHOOLS

Tests: Gilmore Oral Reading Test

Dates: September 1969 and June 1970

Grades: 2 - 6

Total: U423 Participants

ACCURACY COMPREHEN STON
Pre-Test Post-Test Pre-Test Post-Test
Grade Num- Cumulat, Num- Cumulat. Num- Cumulat, Nun= Cumulat,
Level ber Per Cent ber Per Cent ber Per Cent ber Per Cen3,_1
9.6-9.8+ L .9 16 3.8 8 1.9 18 L.3
9.1-9.5 1 1.1 I L.7 2 2.h 12 7.2
8.6"9-0 5 203 10 7-1 5 8 901
8.1-8.5 2 2.8 3 708 2 11 1107
7.6-8.0 2 3.3 8 9.7 4 21 16.7
7.1-7.5 I L.2 9 11.8 22 1 33 2L.5
6.6-7.0 7 509 7 13.5 12 :1,'-.1. 8 260Ll
6.1-6.5 12 8.8 14 16.8 9 17 10 28.8
5.6-6.0 5 10.0 12 19.6 9 1, 27 35.2
5.1-5.5 5 11.2 34 27.6 39 26, £l L7.3
4.6-5.0 | 21 16.2 35 35.9 27 B 10 49.7
b.i-L.5 || 30 23.3 56 L9.2 29 3 L9 6L.2
3.6-4.0 || 31 30.6 33 57.0 18 Inl U7 72.2
3-1‘3-5 35 38-9 53 69-5 55 f 30 79-3
2,6-3.0 73 g6.1 42 h.h 39 ¢ 31 86.6
2.1-2.5 (| L3 66.3 26 85.6 31 / 14 89.9
1.6-2.0 || 59 80.2 2l 91.3 27 G 25 95.7
1.1-1.5 || L8 91.5 32 98.8 27 { 6 97.1
0.6-1.0 36 100.0 5 100.0 58 b 12 100.0
0.0-0,5 !
Nugn- k23 h23 a k23 h23
ber
Liles
75th 3.6 5.3 5.3 6.8
S0th 2.8 3.8 i3.3 L.3
25th 1.8 2.8 41.8 3.3
SF‘USII) - ESEA Title 1
<
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TABLE: 8,5.2 SWMMARY OF PRE-TEST AND POST-TEST MATHEMATICS DATA FOR
GRADE TWO PUPILS IN TENW ESEA TITLE I NON-PUBLIC SCHOOLS

Tests: Science Research Associateg Achievement Serieg,
Arithmetic 1-2, Form C

Dates: September 1969 and May 1970
Grade: Two
Total: U3 Pupils

TOTAL ARITHMETIC

Pre-Test Pogt-~Test

Grade Num=~ Per Cumulat, Num- Per Cumulat.
Level ber Cent Per Cent ber Cent Per Cent
L.o 3 7.0 7.0
3.9

3.8 2 L.6 11.6
3.7

306

3.5 1 2.3 13.9
3.4

3.3 1 2.3 16.2
3.2

3.1 1 2.3 18.5
350 |

2.9 1 2,3 2.3

2.5 1 2.3 25.4
2.7 1 2.3 27.7
2.6

2.5 1 2.3 k.6 L 9.3 37.C
2.L 2 4.6 9,2

2.3 1 2.3 11.5 1 2.3 39.3
2.2 3 7.0 18.5 6 14.0 53.3
2.1 5 11.9 65.2
2.0 1 2.3 67.5
1.9 L 9.3 27.8 6 14.0 81.5
1.8 2 L.6 32.4 h 2 k.6 86.1
1.7 F 2 4.6 90.7
1.6 6 1.0 Lé.h

1.5 7 16.4 62.8 3 7.0 97.7
1.k L 9.3 72.1

1.3 3 7.0 79.1

1.2 2 h.6 83.7 1 2.3 100.0
lll 1 2!3 86!

1.0 6 1.0 200.0

Num -

ber L3 k3

iles

7%th )| 1.9 LH 2.8

Soth || 1.5 2.2

25th 1.3 1.9

§-21
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TABIE: 8.6.3 SWMMAPY OF PRE-TEST AND POST-TEST MATHEMATICS DATA FOR
THIAD GRADE PUPILS IN TEN ESEA TITIE I NONPUBLIC SCHOOLS

Tests: Scisnce Research Associates Achievement Series,
Arithmetic 2-4, Form C

Dates: September 1969 and May 1970

Grade: Three

Total: Uy Pupils
TOTAL ARITHMETIC

Pre-Test Post-Test
Grade Num- Per Cumulat. Nim- Per Cumulat.
Level ber Tent Per Cent ber Cent Per Cent
.5+ 5 11.4 11.L
LY
h03 1 203 13-7
L.2
L.1
4.0 2 L.5 18.2
3.9 1 2.3 2.3 .
3.8
3.7 1 2.3 L.6
3.6
3.5 2 k.5 9.1 1 2.3 20.5
B'h 5 ulh 3109
3,3 2 L.5 13.6 3 6.8 38.7
3.2 3 6.8 Ls5.5
3.1 2 L.5 18.1 3 6.8 52.3
3-0 3 608 5901
2.9 b 9.1 68.2
2.8 2 L.5 22,6 1 2.3 70.5
2.7 1 2.3 72.8
2.6 L 9.1 31,7 2 L.5 7.3
2.5 N 9.1 86.4
2.4 6 13.6 L5.3 3 6.8 93.2
2.3 1 2.3 L7.6
2.2 5 11.L £9.0 1 2.3 95.5
2.1
2,0
1.9
1.8 5 1.4 70.4 1 2.3 97.8
1.7 1 2.3 72.7 1 2.3 100.1
1.6 2 4.5 77.2
1.5
1.4 5 11.4 88.6
1.3
1.2
1,1 5 1.4 100.,0
Num-
bar Lk Lk
ﬁiles
75th 2.6 3.b
50th 2,2 3.1
25th 1.6 2,6




TABIE: 8.6.4 SUMMARY OF PRE~TEST AND POST-TEST MATHEMATICS DATA FOR
FOURTH GRADE PUPILS IN TEN ESEA TI™IE I NON.PUBLIC SCHOOLS

Tests: Science Research Associates Achievement Series,
“Arithmetic 2«4, iorm C

Dates: September 1969 and May 1970
Grade: Four
Total: 35 Pupils

TOTAL ARITHMETIC

Pre-Test Post-Test
Grade Num- Per Cumulat. Num~- Per ~amulat,
Level ber Cent Per Cent ber Cent Per Cent
5.5+ I 11.} 11.4
S
5.3
5.2 1 2.9 14.3
g.1
5.0
L.9 1 2.9 17.2
h.8
L7 ‘ 5.6 22.8
L.6 1 2.9 25.7
4‘4-5 l 2-9 28-6
L.b 1 2.9 31.5
L.3
L.2 1 2.9 2.9 1 2.9 34
h.1 2 5.6 40.0
L.0 1 2.9 h2.9
3-9 1 2-9 5.8 1 2.9 ,15.8
3.8 1 2.9 8.7
3.7 L 11.4 20.1 3 8.6 sl
3.6 I 1.4 65.8
3'5 5 lhuB 31].,4
3.4 3 8.6 L
3.3 1 2.9 37.3 b 11.% 84.8
3.2 L 11.h 27.2
3.1 2 5.6 k2.9
3.0
2.9 1 2.9 100.1
2.8 5 .3 57.2
2.7
2.6 S 4.3 71.5
2.5
2.4 2 5.6 77.1
2.3
2,2 3 8.6 85.7
2.1
2'0
1.9
1.8~ S 4.3 100.0
Nur- 35 35 Time Interval
ber Between Testing
Files Periods was 0.8
75th 3.5 L.6 of a year
Sgt'n 2.3 L 3.7
25th 2. 33 L
8 -23 ! SFUSD - ESEA Title 1 Ol
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TABLE: 8.6.5 SUMMARY OF PRE-TEST AND POST-TEST MATHEMATICS
DATA FOR FIFUH GRADE PUPILS IN TEN ESEA TITLE I
NON-PUBLIC SCHOOLS

Tests: Science Research Associates Achievement Series, Arithmetic
Hulti-Level, form C

Dates: September 1969 andi May 1970
Grade: Five

Totalt L2z Pupils

TOTAL ARITHMETIC

by

| . | - | N [ v [ [ — [ Ge—

Pre-Test Post-Test

Grade Num- Per Cumulat. Num- Per Curulat.
Level ber Cent Per Cent ber Cent Per Cent
6.0+ 2 L.B 4.8
5.9
508
5.7
5.6 2 L.8 9.6
5.5
5. 3 7.1 16.7
5.3 1 2.L 19.1
5.2
5.1 1 2.4 2.4
5.0 N 9.5 28.6
L.9 2 L.8 33.4
L.8 1 2.4 L.8 1 2.h 35.8
h'? 2 h-8 ho-é
L.6 2 L.8 9.6 2 L.8 Ls.L
L.s 3 7.1 16.7 L 9.5 54.9
h'h 3 701 62:0
Lh.3 5 11.8 28.5 3 7.1 69.1
k.2 1 2.h 71.5
L. 5 11.8 40.3 2 L.8 76.3
4.0 S 11,8 88.1
3.9 2 4.8 92.9
3-8 7 17-6 57'9
3'7 ‘| 2.’4 95'3
3.6 2 5L.8 62.7
3.5
3.4 5 11,8 74.5
3.3 8 18.8 93.3 1 2.h 97.7
3.2 1 2.4 95.7 1 2.h 100.1
3,1 P .8 100,5
Num-
ber e L2
iles
75th L.3 5.0
E{)th 3.8 L.S

1 3'3 ho‘

8 - 24
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TABLE: 8.6,6 SUMMARY OF PRE-TEST AND POST-TEST MATHEMATICS DATA 'OR
SIXTH GRADE PUPILS IN TEN ESEA TITLE I NON-PUBLIC SCHOOLS

Tes%s: Science Research Associates Achievement Series,
Arithmetic Multi-Level, Form C
Dates: September 1969 and Hay 1970
Grade: 6
Total: 50 Pupils
TOTAL ARITHMETIC
Pre-Test Post-Test
Grade Num- Per Cunulat. Num- Per Cunulat.
Level ber Cent Per Cent ber Cent Per Cent
6.0+ 10 20,0 20.0
5.9 1 2.0 22,0
5.8 1 2.0 24.0
5.7 1 2,0 2.0
5.6 1 2.0 26.0
5.5 1 2.0 28.0
S-h 2 ’J-o 32-0
5.3 2 k.0 36.0
5.2 2 4.0 40.0
5.1 1 2.0 4.0 1 2.0 2.0
5.0 2 4.0 L46.0
h.9 1 2.0 18.0
bL.8 6 12.0 16.0 N 8.0 56.0
h.7 3 6.0 62.0
L6 L 3.0 2.0
L5 3 6.0 30.0 , N 5.0 70.0
L. 3 6.0 76.0
1103 7 1)-1-0 l\-d-llo ‘- 2-0 78.0
lie,2 5 10.0 88.0
L.l 11 22.0 66.0
L.0
3.9
3.8 5 10.0 76.0 1 2.0 90.0
3.7 1 2.0 92,0
3.2 1 2.0 78.0 1 2.0 94.0
3.
3.k 8 16.0 94.C 1 2.0 96.0
3.3 1 2.0 96,0 1 2.0 98.0
3.2 1 2.0 98.0 1 2.0 100.0
3.1 1 2.0 100.0
Nun-
vor 50 S0
Files
75th h.5 5.6
SOth ha h.9
25th 3.8 L.
8§ - 25 ’
31J
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TABIE: 8.6.7 SUMMARY OF PRE-TEST AND POST-TEST MATHEMATICS DATA FOR
SEVENTH AND EIGHTH GRADE COMBINATION PUPILS IN ONE
ESEA TITLE I NON-PUBLIC SCHOOL

Tests: Science Research Associates Achievement Series,
Arithmetic Multi-level, Form C

Dates: September, 1969 and ¥=s, 1970
Grades: 7 and 8 Combination
Total: 21 Pupils

TOTAL ARITHMETIC

Pre~-Test Pogt-Test

Grade Num- Per Cumulat. Num- Per Cumulat.,
Level ber Cent Per Cent ber Cent Per Cent
7.5+ 1 4.8 4.8 3 14.2 U2
7.4

7.3

7.2 1 4.8 9.6

7.1 2 9.5 19.1 1 4.8 19.0
7.0

6.9 1 4.8 23.8
6.8 1 4.8 28.6
6.7

6.6 3 14.2 33.3 1 .8 33.4
6.5 2 9.5 Lh2.9
6.4 1 4.8 L7.7
6.3 3 14.2 u7.5

6.2

6.1

6.0 1 4.8 52.5
5.9

2.8 1 4.8 52.3 2 9.5 62.0

o7

5.6 1 L.8 66.8
5.5 2 L.8 71.6
5.4 1 4.8 57.1 1 4.8 76,
5.3 1 4.8 81.2
5.2 l h.a 61!9 l h|8 B6|0
5.1 5 23.9 85.8 1 4.8 90.8
5.0

L9

4.8 3 1.2 100.0 1 4.8 95.6
Num-

ber 21 21
Eiles

7%th 6.6 6.8

50th 5.8 6.0

25th 5.1 S.L

8 - 26
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TABLE: 8.6.8
MATHEMATICS -- IEVEL B FOR THE FALL 1969 SECOND
GRADE MATHEMATICS PARTICIPANTS IN NON-PUBLIC SCHOOLS

Evaluative Instrument: Diagnostic Test in Mathematics -- Level B
Total: 66 Pupils
Dates Tested: December 1969 and June 1970

r————— ——— sm—, omtvete.. —. ettt os [

PRE-TEST POST-TEST
Total || Number Number
Raw of Per Cumulat. of Per Cumulat.
Score | Pupils | Cent Per Cent Pupils | Cent | Per Cent
Lox OV '
hn
Lo
39 1 1.5 1.5
38 H 1 1.5 1.5
37 h1 3 L.6 6.1 2 3.0 L.S
36 2 3.0 7.5
‘ 35 2 3.0 10,5
3L 1 1.5 7.6 1 1.5 12.0
33 1 1.5 13.5
[ 32 3 4.6 18.1
31 1 1.5 9.1 || 1 1.5 19.6
30 S 7.6 27.2
‘ 29 1 i.5 10.6 L 6.1 33.3
28 1 1.5 12.1 3 L.6 37.9
27 2 3.0 15.1 L 6.1 4.0
26 1 1.5 16. 6 9.1 53.1
{ 2g 2 3.0]  19.6 3 6|  87.7
2L 2 3.0 22.6 r 6 g.1 66.8
23 2 3.0 25.6 L 6.1 72.9
l 22 L 6.1 31.7 2 3.0 75.9
21 5 7.6 39.3 1 1.5 77.L
20 S 7.6 L6.9 2 3.0 80.4
19 2 3.0 L9.9 L 2 3.0 83.4
18 L 61| 6.0 |
17 6 9.1 65. L 6.1 89.5
16 7 10.6 75.7 2 3.0 92,5
15- 16 2L.3 100.0 5 7.6 100.1
Nume
ber 66 I 66
ziles
75th 23 30
S0th 19 26
25th 16 " 22
+Maximum Score on Djagnostic Test in Mathematics -- level B is 42

ERIC | 6 - 21
{' Rl SFUSD - ESEA Title I



TABLE: 8.6.9

ITEM ANALYSIS OF THE DIAGNOSTIC TEST IN

MATYEMATICS -- LEVEL B FOR FALL 1969 SECOND GRADE
MATHEMATICS PARTICIPANTS IN NON-PUBLIC SCHOOLS

Evaluative Instrument:

Total:
Dates Tested:

Diagnostic Test in Mathematics -- Level B

66 Pupils

December, 1969 and June, 1970

Mathematics Items in Which Pre=-Test Dec. 1969 Post=Test June 1970 {|Fer Cent of
Pupils Needed Remediation Number Per Cent Number Per Cent |l Improvenment
Numeral Recognition 16 2L.2% 9 13.6% 10.6%
Union of Disjoint Sets 36 545 30 L5.L 9.1
Multiplication Arrays 33 50.0 17 25.7 24,3
Place Value 66 100.0 31 L47.0 53.0
Number Has Many Names 19 28.8 9 13.6 15.2

Addition-Subtracticn

as Inverses L2 63.6 L2 63.6 0,0
Relationship Symbols 26 39.4 17 25.7 13.7
Time L 6.1 L 6.1 0.0
Length 13 19.7 9 13.6 6.1
Geometry 10 15,2 1 1.5 13.7
Number Line L7 1.2 9 13.6 57.6
Number Sequence 31 L47.0 ‘ 6 9.1 37.9
Number Pairs 27 Lo.9 27 L0.9 0.0
Operational Symbols 28 b2k 8 12.1 30.3
Computation 50 75.7 20 30.3 45l
SFUSD - ESEA Title 1
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TABLE: 8.6.10

Evaluative Instrument:

COMPARATIVE RATING ON THE DIAGNOSTIC TEST IN
MATHEMATICS -- IEVEL C FOR THE FALL 1969 THIRD
GRAUE MATHEMATICS PARTICIPANTS IN NON-PUBLIC S5CHOOLS

Dates Tested:

Total: U4 Pupils

PRE-TEST

December 1969 and June 1970

POST-TEST

Number

Pupils

Per Cumulat,
Cent |} Per Cent

Number

Pupils

Per
Cent

Cumulat.
Fer Cent

10-

n

Hw SwEninieE o w W e

WO RN oW n
Doy

NOFVINMELEVRN W &
.
O~V OOWVWHOWM~IEO \n

8\0\0 =) AN\VLTW DD -

-

e—
————

N

wlw DNV ON - 5w

L.5

[,
°
o

= =
O\O\C‘p—'ﬁur\)\om o
COOLImE =l @ \nwwW\n

N
-
A1)

n
-
W

4.5
1.3

N =
N o\
e s

. s o2,
onwr o oonmE O &

N0 0=y NN\ N
vmcnru-qymc-cp%%\o

97.7

100.0

Num-
ber

E

files
75th
50th
25th

20
17
15

inn

24
21
19

xMaximum Score on Diagnostic Test in Mathematics -=- Level C is 38

8 - 29
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TABLE: 8.6.11 ITEM ANALYSIS OF THE DIAGNOSTIC TEST IN
MATHEMATICS -- LEVEL C FOR FALL 1969 THIRD GRADE
MATHEMATICS PARTICIPANTS IN NON-PUBLIC SCHOOLS

Evaluative Instrument: Diagnostic Test in Mathematics -- ILevel C
Total: Uk Pupils
Dates Tested: December, 1969 and June, 1970

Mathematics Items in which Pre- Test Dec. 1969 || Post-Test June 1970 ||Per Cent of
Pupils Needed Remediation Number Per Cent || Number Per Cent ||Improvement
Multiplication Arrays 15 34.1% 12 27.3% 6.3%
Place Value 37 8h.1 23 523 31.8
Expanded Notation 21 b7.7 17 18.6 9.1
}I{)‘il}ri};i:czglggserses 31 8li.1 30 68,2 15.9
Time 2 L.5 L 9.1 - L.6
Length 1L 31.8 13 29.5 2,3
Number Line 35 79.5 8 18.1 61.L
Number Sequences 22 50.0 1 2.3 L7.7
Graph 17 38.6 1 2.3 36.3
Fractions 6 13.6 3 6.8 6.8
Operational Symbols 8 18,2 2 L.5 13.7
Problem Solving 39 88.6 6 13.6 75.0
Computati on 12 954 12 21.3 68.1

SFUSD - ESEA Title I
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CHAPTER 9
SUMMER READING AND MATHEMATICS PHOGRAM

9.1 PROFILE OF PROGRAM

The ESEA Title I Project continued services to pupils during the summer
by conducting a six-week session entitled "Summer Reading and Mathematics
Program," This summer program extended from June 22, 1970, through
July 31, 1970.

Schools, This summer session, offering instruction in Grades 1 - 6,
was held in nine of the ten schools that had participated in the Title I
Project during the 1969-70 school years

Bessie Carmichael/Lincoln
Commodore Stockton
Daniel Webster

Golden Gate

Hawthome

Jedediah Smith

John Muir

Marsha’l

Sir Francis Drake

Owing to repairs in progress at John Swett School, one of the ten
Title I schools in 1969-70, pupils from the attendance area of this school
were bused to John Muir and Golden Gate Schools,

Pupils, The total enrollment of summer school on July 31, 1970, was
1,695. These pupils were members of the regular population of the Title I
schools, exhibliting the same characteristics as other Title I pupils
described in Chapters 1 ar.i 2. The only other selection factor operating
in this session was that these were pupils whose parents head elected ‘o serd
them to summer school,

Cost of Program, The budgeted cost of the summer program was $250,000.0
Estimated cost per pupil was $147.00.

Inputt Personnel

One Head Teacher to coordinate the program and facilitate its
implementation

One Assistant Head Tcacher to work with the Head Teacher in
coordinating and facilitating implementation of the program

Nine resource personrel on the ESEA Title I surmer staff to
provide defined types o assistance to school sites, includingy

9 -1 3¢



giviig demonstration lessons in the case of instructional
resource teachers

Eighteen veachers assigned to Mathematics Curriculum Team
One psychologist-at-large to work with pupils according to
need and to provide in-service to teachers in the area of
learning problems of psychological origin

One social worker-at-large to work with pupils according to
need, in association with psychologist

Seventeen school-site resource teachers, two to each school
(except one at Commodore Stockton School), to coordinate the
program at school site

One hundred classroom teachers

Three speech therapists to work with children having speech
problems and provide resource services in language development
for teachers

Three librarians to enrich the reading program, with major
focus on the appreciation of literature

Four hundred forty-eight classroom aides to work three hours
per day with pupils on activities in reading and mathematics,
under the direction of the classrcom teacher
Goals, The goals of the program were those of the Title I Project
during the school year, with the following special applicstion to the surmer
session:
Continuing and intensifying instructional services to pupils
Strengthening reading and mathematics skills of pupils
Maintaining pupils' growth in reading and mathematics

Evaluation, The strategy for evaluation of the summer program was as

followst
Section Pre-post comparison of test results of all pupils in Orades 3 - 6
9.2 on the Stanford Reading Test, using May 1970 scores to establish
baseline cata
9.2 Pre-post comparison of test results of all pupils in Grades 2 - L

on the dlagnostic test in mathematics constructed by Title I
resource staff, using May 1970 scores on this test to estabiish
baseline data




9.2

9.2

9.3
9.4

9.7
9.8

9.9

Pre-post comparison of test results of all pupils in Grades 5 -~ ¢
on the arithmetic subtests of the Stanford Achievement Test,
using May 1970 scores to establish baseline data

Pre-post comparison of test results on the Gates-MacGinitie
Reading Test of a random sample of high school sides employed in
the program

Questionnaire to teachers concerning the program

Questionnaire to aides concerning their activities and their
views of the program

Records of circulation of library books and of field trips

Pupil Information Form, providing basic data concerning individua
pupils

Questionnaire to parents concerning their opinions of the value
of the summer program for their children

Class observations to attempt to define imput of procedures
into the program



9.2 EVALUATION OF SUMMER PROGRAM BY TESTS

Elementary Pupils. A major objective of the Summer Reading and
Mathematics Program was the preventing of regression in reading and
mathematics during the vacation period. This objective arose from
earlier observations that many disadvantaged pupils experienced read-
ing and mathematics losses during ‘the summer.

The effect of the summer program on pupils' reading was measured
by pre-post comparison of test scores obtained on the Stanford Reading
Test for pupils in Grades 2-6, In mathematics, measurement was based
on the arithmetic subkests of the Stanford Achievement Test for pupils
in Grades 4~5. For pupils in Grades 2-3 it was based on the diagnostic
test in mathematics constructed by the Title I resource staff. Pre-
test scores were those obtained fromthe administration of these tests
in early May, 1970. Post-tests were administersd at the end of the
summer session in late July, 1970. The interval between pre- and
post-tests was .3 of a year.

It should be noted that it is difficult in the short interval of
3 months between pre- and post-tests to assign a meaning to the test
results obtained. This does not imply any recommendation in regard
to summer school testing, however.

Summary Observations: Reading

Second grade pupils registered a median gain of .1 of a year in
grade equivalent score in the interval between pre- and post-tests
for total reading. Pupils in the third grade had a gain of .2 of a
year.

Fourth grade pupils showed no change at the median, but the upper
Juartile registered a gain of .5 of a year while the lower quartile
gained .1 of a year. Gain for pupils in Grade 5 at the median and at
the lower quartile was .1 of a year. Sixth grade pupils gained .1 of
a year at the median and lower quartile, while pupils at the upper
quartile gained .5 of a year. (See Summary Tables I-S, II-g, III-S)

Summary Observations: Mathematica

Comparison of pre- and post-test median scores of second and third
grade pupils, who were tested on the diagnostic test in mathematics,
indicated a loss of one point in raw score at second grade and no change
a¢ third grade. Only raw scores are obtainable from this test at present.

Fourth grade pupils, tested on the Stanford Achievement Test had
median gains in computation of .3 of a year, Pupils in Qrade 5 had a
median gain of .1 of a year in computation and .3 of a year in arithmetic
concepts. (See Summary Tadles I-S, II-S, III-S).




High School Aides. A sample of 50 of the senior high school students
who served as aides was pre-tested in June 1970 at the start of sumer
school on the Gate-MacGinitie Reading Test and post~tested in July 1970
on the same instrument.

Summary Observations

The comprehension section of this test showed mixed results, with
a gain of 0.2 of a year at the lower quartile, a loss of Q.4 of a year
at the median, and no change at the uprer quartile. In the vocabulary
section of the test, students showed greater changes in a positive di-
rection, with a gain of +0.3 of a year at the median and +0.7 of a year
at the upper quartile. (See Summary Table IV-S)

The increases registered in vocabulary were indirect benefits,.
since these students were working to help other pupils and were not
raceiving instruction themselves.
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SUMMARY TABIE IV-S

PRE-TEST (JUNE 1970) AND POST-TEST (JULY 1970)
SCORES OF SAMPLE OF HIGH SCHOOL STUDENTS EMPIOYED
AS AIDES IN SUMMER READING AND MATHEMATICS PROGRAM

PRE POST DIFFERENCE

Vocabu- Compre- Vocabu- Compre= Vocabu- Compre-

lary hension lary hension lary  hension
75th %ile 12,2 12.9 12.9 12.9 + .7 .0
50th %ile 8.6 10.4 8.9 10.0 +.3 - .k
25th %ile 6.9 8.0 6.9 8.2 .0 + .2

N =350
Scores in Grade Equivalents
Elapsed Time = 1 month

Qates-MacGinitie Reading Test, level E, Form 1M

SFUSD - ESEA TITIE I
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RECOMMENDATIONS

It is felt that the summer program was well worthwhile and should be
continued. It is also felt that the overall pattern of the surmer sessién
of 1970 deserves to be among the types of program considered for next year.

It is recommended that, in the implementation at the classroom level
of next yeor's program, greater stress be placed on the instructional
objectives in reading and mathematics.

It is also recommended that, if the Language Experience method of
teaching reading is to be used extensively for surmer classes, time,
funds, and personnel be specifically allocated for instruction of teachers
in the nature of this method and in the procedures associated with it.

It is suggested that thought be given to means of acquainting teachers
with a greater number of those games and zctivities, palatable to pupils
and apprepriate to a surmer session, which afford the greatest opportunities
for learning and reinforcement in relation to class time expended on them,
particularly in mathemati:s,

It is recommended, finally, that the art and music programs be continued
according to the formula used this year.

9-10




9.3 DESCRIPTION OF INSTRUCTIONAL PROGRAM

The problem of summer school was to plan a program that would continue
instructional services to Title I pupils aid prevent regression in achieve-
ment levels over the summer. The program was to be presented to children
who had just finished the school year and were looking forward to summer va=-
cation, and who would not be in their regular classes nor with a teacher who
had taught them before. The length of time available for the program was
six weeks.

The design that emerged from these considerations put reading and
mathematics instruction at the center of the program, and included programs
in art and music oriented towards makins a substantial constribution to
reading and mathematics instruction. Flexibility in method and in format
for classroom organization was provided in order that teachers would have
freedom to employ whatever techniques and organizational plans seemed best
to them for promoting the learning of children.

Reading. The Language Experience method for the teaching of veading
was strongly recormended to teachers for use in summer school. In the circum-
stances of the summer session =-- where pupils are brought together in group-
ings other than their regular classes, and where the teacher does not have
the few weeks usually regarded as a minimum for knowing the pupils and their
educational status and for placing them in the appropriate instructional
groupings -- this method has many advantages. However, it was evident
from observation that teachers had had little opportunity to become acquainted
with it. It appeared that their knowledge of the essential character
and purpose of this method arid the reasons for employing the separate
procedures associated wiih it was inadequate,

This is not to say that the Language Experience method proved unwork~-
able, It does suggest, however, that, if this method is to be used to any
great extent for summer school in the future, specific provision should be
made for the time, funds, and personnel necessary for instruction of teachers
who intend to use it -- instruction clearly focused on the basic meaning
and procedures of this approach to reading.

Creative Writing., The amount of creative writing produced during sum-
mer school was much greater than expected and included some pieces of good
standard in relation to the ages of the pupils concerned. This increased
emphasis on original writing was one of the noteworthy features of the summer
program and appears to be a favorable development that serves as a valuable
reinforcement for reading besides having worth for its cwn sake. Samples
of this writing are to be found on pages 9 - 12 and 9 - 13.

Mathematics. Considerable latitude as to methods, activities, and
framewerk of instruction was also provided the mathematics program, but with
use of Title I mathematics materials encouraged, especially the Wirtz
materials., Classes observed had some interesting practical projects center=-
ing on mathematics, such as projects on the operation of stores and banks.
There were also certain construction projects based on mathematical concepts,
and games and concrete matherials were in evidence as well., The freedom
extended to teachers was used and the variety of mathematics activities was

6.1 Jdu



CREATIVE WRITING

TIGER

At the zoo!

At the 2zoo!

in his cage,
At the zoo.

At the zoo,

At the zoo!

At the zoo0!

STORY OF MYSELF

My name is Beverly Quema. My
parents are Purita and Rosalino Quema.
I was born in Manila, P. I. Manila is
a very hot place and at night the view
is beautiful.

Then I came to the United States. I
started my first schooling in St. Louis
in a Catholic school. I loved to read
fairy tales and poems. I received good
grades, especially in spelling and read-
ing,becavse I studied hard and I was
interested.

When I grow up I would like to be a
teacher or a nurse because they pay high
and I am interested.

Beverly Quema

There's a tiger in a cage,

His stripes run up and down
And are black and orange,

He walks around and around

When the tiger wants his dinner,

The keeper hears him roar,
And he gives him meat Lo eat,

Then he Jumps up on a shelf
and goes to sleep,

Gina Beles

ALICE THE PYTHON

Alice is a snake, and she
doesn't bite at all. One day
Alice was very happy and she
Just started squeezing the
kexper's neck, so they put her
back in her cage. She was pun-
ished for a week and she could~
n't eat a meal until she behaved.

Day after day she stayed in
and she wanted to come out, but
she couldn't. Every day someone
came to check on her to see how
she was doing. She was fine.

So, finally, Friday came and
she ate the biggest meal in her
life. She never got that happy
again and she came out and
crawled to people, as she used
to, day after day.

Debra Sanders

9 - 12
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I am a dog. One day there was a big storm. I didn't know what to do.

It was raining, cold and hailing. I tried to run in a house but I couldn't.
So I walked and walked. Then I saw another dog. It was alone too. I was
scared.

. Then a car came and it almost hit me,but the car stopped. The man came out.

He said, '"You poor dog." Ths:n he took me in his car. I felt sorry about
<he other dog. Then J. tried to make the man turn around, and he did. He
opened the door and tne other dog came in.

But then he stopped and he cpened the door and he kicked us out. There we
were again. Then we saw a doghouse. It was big and it had five bowls of
milk, 2L bones and two beds,and I and the other dog never got wet again,

Margie Rosario

MY TRIP TO THE BEACH

The first thing we did was head for the water. Miss F . . . was
trying *o stop us from going too far into the water, and she ran into the
water with her sandals on,and she got so mad. Then we ate our lunch. After
we ate we went home.

Detorah Oliver

IT'S RAINING FROM COTTON

The water came from the cloud.

It makes me feel cold and windy.

The tree is bending in the wind,

And all the plants are wet.

The sound in the dark

Makes me feel scared and nervous.

Look! The giant flash cutting the tree--
Everybody is hiding!

Qloria A, Ramirez
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wide. There was also instruction of the standard kind in fundamental processes.

It appeared, however, that mathematics was somewhat underemphasized,
not in the planning for summer, but in the program as it actually took shape
in classrooms, and there is some reason to think that mathematics was not
given its full allotment of time in some classrcoms. It also appeared that
teachers had insufficient acquaintance with games and other activities
that had definite =-- even though disguised -- learning purpcses and that
could be expected to accomplish these purposes with economy of classroom
time. They also appeered less aware than could be desired of the possi-
bilities cof the very good mathematics materials available for use in
develoning concepts and principles and for reinforcement.

Comments on Instruction in Reading and Mathematics. It was felt in
the course of evaluation of the summer instructional program -=- and it
was also the opinion of the teachers who ad-dnistered the program =--
that there was not a sharp enough focus in classiooms on raising achieve-
ment levels in reading and mathematics; that, even within the limitations
of a short summer session, more could have been done in instructional time
to further pupils' progress in these subject areas and that, over the larger
picture, too much instructional time was spent in activities uncoordinated
in terms of any clear instructicnal purpose or related to instructional
objectives in only a minimal way. It was felt that, in the future, time
should be devoted before the operning of summer school to an unequivocal
insistence on the overriding imperative of the instructional objectives
in the Title I conception of summer school. It was considered,further, that,
for pursuit of the instructional objectives to be not only whole-hearted,
but also productive of learning, time and effort should be devoted to
informing teachers concerning techniques and activities suitable for
a summer program which provide the greatest opportunities for pupil learning
per unit of school time devoted to them.

It should be emphasized in this connection, however, that there were
also many classrooms in which rery effective reading and mathematics pro-
grams were going forward in which pupils were making real progress, and
in which it was evident that teachers had spared no pains to attain this
result.

Art and Music., No attempt was made to assess by measurement the
contribution of the program in art and music to achievement in reading and
mathematics, since all pupils participated in this program. Neither was
it possible in the brief time available for classroom obgervation to iso-
late the activities or emphases that might be said to contribute to these
instructional areas, However, it can be said with confidence that, in
itself, this was a program of quality, and that while promoting aesthetic
expression and awareness on the part of the pupils, it was also serving
to establish rapport with children and improve their attitudes towards
the school in certain indefinable ways.

Q
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Questionnaire to Teachers: Instructional Areas. A questionnalre
was sent to all swmmer school teachers to o n information ccncerning
the activities of the summer program, to elicit teachers' perceptions of
the response of pupils to the program, and to seek teachers' opinions of
the intensive aide program. The area of the survey devoted to the aide
program is reported in the section on paraprofessionals (Section 9.4).
Of 83 questionnaire forms distributed to classroom teachers, 78 were
completed, Results are tabulated on pages 9-16 to 9-18.

From the responses given on this survey, it appears that the Language
Experience nathod for the teaching of reading was in wide use, with 86 per
cent of teachers indicating considerable use of class discussion, and 12
to 61 per cent indicating a great deal of use of other techniques which
are related to this method, such as making experience charts, listening to
stories, and reading stories with multiple copies. There seemed tc be
considerable work on phonics -- which may have been presented eithzr as
an aspect of the Language Experience approach or as an independent system
~- with 55 per cent of teachers indicating considerable, and 25 per cent a
little, time spent on it. Basal readers were used by only 19 per cent of
teachers,

Of the types of reading material indicated by teachers to have greates
appeal to children, fairy tales, folk tales, and animal stories led the 1lis
with 73 per cent of teachers indicating that these types of materials for
class work had considerable attraction. Stories set in environments familia:
to children were high in interest in the opinion of 51 per cent of teachers
Rather surprisingly -~ and perhaps owing to some influences carried over
from the art and music program -- reading matter dealing with art and music
Was the next most popular, with LO per cent of teachers indicating that
opinion. No more than 33 per cent of respondents mentioned any other type
of reading content as especially interesting to pupils.

The percentage of teachers indicating that children read a great deal
voluntarily in their free time was Ll per cent, while L5 per cent indicated
that they read a little in free hours, Interest in reading was judged to
have grown over the course of the program: 32 per cent of teachers thought
that children were very much interested in reading at the start of the
program, while 57 per ceni felt that children had a great deal of interest .
in reading by the end of the summer program,

In regard to activities used in the mathematics program, 54 to 62 per
cent of teachers indicated that they were making considerable use of dis-
covery, manipulative, and game techniques, which are characteristic of the
"new math", although only L1 per cen! indicated explicitly that they were
using the "new math.," A relatively small percentage of teachers -- 18 per
cent -- indicated that their classes worked on verbal problems requiring
reading and 35 per cent indicated that they worked on verbal problems that
were not dependent on reading.

9 - 15 -
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QUESTIONNAIRE TO TEACHERS:

INSTRUCTIONAL AREAS

1. 1IN YOUR READING PROGRAM THIS SUMMER, HOW MUCH
USE DID YOU MAKE OF THE FOLLOWING EIEMENTS?

Experience charts and other reading materials
preparzd by teacher and pupils together. . . .

Discussion and other opportunities for use
of oral language by children . . . . . . . . .

Creative writing by individual children. . .
Listening to stories read by teacher or aide

Listening to stories on records or tapes « .

Reading stories with multiple copies . .

Dramatizations . .
Programmed reading . + + 4+ o ¢ ¢ 4 0 .

Work on phonics and structural analysis.

Regular readers. « « « « & o o o

2. HOW MUCH DID EACH OF THE FOL~
IOWING KINDS OF READING MATE-
CLASS?

RIAL APPEAL TO YOUR
Science. . . . .
Travel « + . .+ .
Historical . . .
Biographical ., .
Ethnic . . . . .
Current Events .
Local Interest v
Sports . . . . .

Art and music. . . .
Fairy and folk tales
Animal Stories . . .
Science fiction., . .
Historical fiction .

True-to-life stories

set

enviromments familiar to
children . « « ¢« ¢« « & &

Stories of children in
other countries and other
environments . . . . . . .

Q .
jther (Please list). . . .
EMC r 1S

IToxt Provided by ERI
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of| of] of| of 0% | 0% 0% |100%
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Teactker Questionnaire (cont'd)

10,

11,

HOW MUCH DID THE CHTTDREN IN YOUR CLASS READ
VOLUNTARILY DURING FREE TIME? . . & 4 & o o o s o o &

HOW MUCH WERE CHILDRZN IN YOUR CLASS INTERESTED
IN READING:

At the beginning of summer sshool? . . . . . . .,
During summer school? v v v ¢ s o ¢ o o s o o« o &
At the end of sumer school? v & v ¢ v 4 4 & o &

DURING SUMMER SCHOOL HOW MUCH DID YOU USE MATHE-
MATICS METHODS OR ACTIVITIES CORRESPCNDING TO
EACH OF THE TEHMS LISTED?

DISCOVEIY: v v o v o o 4 o o o o o o o o o o o o .
Manipulative « . v v o v v v v v o v e e e .

Garme approachs & ¢ 4 4 ¢ 4 ¢ 4 ¢ 0w b e 0 s . a e

Drille v v v o i e e e e e e e e e e e e e e
Introducticn of math concepts through

practical problems to be solved., . + . . . . . . .
Explanations and demonstrations. . . . . . . . . .
Verbal problems not involving reading. . , ., . . .
Verbal problens involving reading. . . + . + o . .
Newmath . . o o v 0 v v i e e e e e e e e

HOW MUCH USE DID YOU MAKE OF A REGULAR MATH TEXTBOOK?

HOW MUCH ARE CHILDREN IN YOUR CLASS ABLE TO APPLY THE
MATH THEY KNOW TO PRACTICAL SITUATIONS AND PROBLEMS

INREAL LIFE? & ¢+ o ¢ ¢ o 4 o o 0 o o o o o o o o o 4
HOW MUCH DID CHILDREN VOLUNTARILY USE MATH GAMES,
PUZZIES, ETC., IN THEIR FREE TIME?. v v & « o & « o &

HOW MUCH WERE CHILDREN INTERESTED IN MATH:
At tne beginning of sumer school? . . . . . . . .
During sturmer school?. o & v . 4 4 v 4 o 0 o o o .
At the end of summer School? o v v & o ¢ o v o o »

DID YOU EXPIORE ANY WAYS OF ORGANIZING ART ACTIVITIES
S0 THAT THEY WOUYLD CONTRIBUTE DIRECTLY TO CHIIDREN'S
INTEREST AND COMPETENCE IN:

Reading? . & ¢ v v v v it e e e e e e e e e e
Mathematics? o 4 v v v v v v o v v v e e e e e e

DID YOU EXPLORE ANY WAYS OF ORGANIZING MUSIC ACTIVITIES

SO THAT THEY WOULD CONTRIBUTE DIRECTLY TO CHILDREN'S
INTEREST AND COHPETENCE IN:

Reading?a..............,.....
Mathematics? ¢« v v v v v v o v o vt e e e e e

9 -17
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Teacher Questionnaire (cont'd)

12.

13.

1.

15.

HOW MUCH USE DID YOU MAKE OF
THE FOLLOWING EQUIPMENT
AND MATERIALS?

Films and filmstrips. . .
Records and tapes « . . .
Overhead projector. . . .
Primer typewriter . . . .
Programmed materials. . .

Multiple copies of
stories . . « . o . ..

Library books « . « . .« .
Manipulative materials. .
Games « ¢ ¢ 4 e 0 0 0o

HOW MUCH DID YOU LEARN FROM
THE SUMMER PROGRAM THAT YCU
COULD USE IN YOUR PROGRAM FOR
THE REGULAR SCHOOL YEAR? . .

HOW MUCH HELP DID YOU HAVE
FROM ANY SOURCE DURING SWMMER
SCHOOL? (Please don't forget
to consider all meetings and
demonstrations, large and
SMall) ¢ v o o v v 4 w0 e

HOW MUCH DO YOU THINK CHIL-
DREN IN YOUR CIASS IMPROVED
DURING THE SUMMER IN:

Reading?. + « o ¢« o o + &
Oral Language?. . . . . .

Math?......-...
N =178
ESEA TITIE I

IN READING IN MATH
Q Q
1 S1 ¥91 8 H 21 @4 g
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608 | 298 | 8% | 3% - - - -
bug ! 11% | 10% 5% - - - -
108 | 218 | ¢0% | 9% 881 8% |69% | 15%
1% | 19% | 59% 8 - - - -
19 | 29% | LLE [ B 1 23% | L13% | 153 |
50 | 24% [ 22¢ | L% - - - -
7881 13¢ { 5% | L% - - - -
st | 378 | 108 | L® 558 | 228 | 9% | 14%
636 1 2ug | LE | 9% 59% | 198 | 5% | 17%
67% | 2L4% 1% 8% 628 | 21% 3% | 1L4%
st | 6% 9% | 10% 35% ( Log {11% | 1.%
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- - - - L6g | LsE | 14 | 8%

Surmer Reading and Mathematics Program, 1970
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The question, "How much are children in your class able to apply the
mathematics they know to practical situations and problems in rcal life?"
elicited the following set of disturbing responses:

A great deal 2%

A little SLE
Not at all 11%
No response 8%

Concerning quils' voluntaiy use of mathematics garies and the like
during free time, LO per cent of teachers indicated that they used them a
great desl. An increase in interest in mathematics during the surmmer was
perceived by teachers,with 28 per cent of teachers indicating that pupils
were very much interested in it at the beginning of swmmer school and 62
ver cent indicating that they were very much interested by the end.

In respect to use of teaching materials and equipment, fairly
substancial vse of the appropriate items for reading and erithmetic was
reported, However the use of the overhead projector was not widespread;
only 10 per cent of teachers reporied using it for readirg, and eigkt
per cent for math,

Over 65 per cent of teachers indicated that they had learned a great
deal from the summer program that would have application to reading in their
regular classrooms, while over 6U per cent gave an equivalent response for
mathematics, The teachers indicating that they had learned nothing in reade
ing constituted one per cent, and those who cons'dered that they had learned
nothing in mathenatics were three per cent of the total,

With regard to assistance with the teaching task during the surmer, L5
per cent of teachers responded that they had receivcd considerable help in
reading and 35 per cent that they had received > great deal of help in
mathematics, Only nine per cent felt that they had hLad no help at all in
reading, and 11 per cent made & similar response for mathematics,

In a question referring to teachers' perception of the effect of the
summer program ou pupils' reading, oral language, and mathematics, 31 per cent
pelieved that pupils had improved markedly in reading, L6 per cent con-
sidered that they had shown great improvement in mathematics, and 55 per cent
thought they had shown great improvement in oral language. Approximately
one per cent of teachers reported no improvement in these areas.
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9.4 INCENSIVE AIDE PROGRAM

Aldes, The employment of paraprofessionals in instruction in a ratio
of one to approxdmately four pupils was an important element in the summer
program. It aimed at lowering the adult-pupil ratio in classrooms and
ensuring more individual attention and assistance to pupils while providing
employment for members of the commnity and promoting involvement of the
community in the school.

The aides observed in schools were, on the whole, industrious, concerned,

and desirous of being helpful. Certain high school boys in particular were
observed who were clearly giving of their best in their teaching role. Two
are remembered especlally for the verve with which they were presenting
arithmetic lessons to small groups. One is remembered passing out fruit he
had bought for the children of the class.

Questionnaire to Aides, A questionnaire was administered to the para-
professionels in the summer program to inquire what types of duties they
were performing and to probe their opinions and feelings concerning their
work. Responses are tabulated on pages $-21 and $-22.

A general picture of the group of aides emerges from the first set of
questions, Of those responding, Ll per cent were high school students, 21
per cent were parents, 17 per cent were neither, and 18 per cent made no
response to this item. Men or boys accounted for 1 per cent, women or
girls for 61 per cent; 25 per cent declined to state to which category they
belonged. A total of 57 per cent lived in an area near the school. Those
who had never worked as school aides before comprised 56 per cent, those who
had done this type of work for varying periods up to one year were 31 per
cent, while four per cent had more than one year's experience and ten per
cent did not respond to this item. There were five per cent who had com-
pleted one year of business or technical school, another three per cent who
had completed more than one year, 15 per cent who had had one or two years
of college, and six per cent who had finished more than two years, Four
A.A.'s, three B.A,!'s, and two B,S.'s vere among the group.

The results of the survey indicate that the paraprofessionals wsre
extensively involved in the teaching progrem and the care of pupils, with
less time spent in clerical activities that did not involve direct contact
with pupils. Their most frequently performed duties were teaching indi-
viduals and small groups and looking after chlldren in the yard and on
field trips, with more than 50 per cent of aldes reporting that they spent
a great deal of time in these activities and more than 25 per cent indicating
that they spent a little time in them, The nexi 1ost frequently performed
duties were helping with teaching equipment and preparing lesson materials,
more than 25 per cent indicating that they spent a great deal of time in this

vay and approximately LO per cent indicating a little time so spent. Handling
money and notes and other clerical work figured much less among aides' duties,

with about 12 per cent indicating a large amount of time spent on them and

less than 4O per cent indicating a small amount of time given over to these
tasks.

9 - 20
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QUESTIONNAIRE TO AIDES

Please check (»/3 the item in each box that applies to you.

1.

2.

3.

Q
EM NR = No Response

IToxt Provided by ERI

a. Classroom aide 95% b. M 14%
Campus aide 1% F 61%
NR* L% ¥R 25%

d. Iive near school? Yes 57%
No Log
NR 2%

f. Highest grade in school you have
completed (please circle{

8 9 1 1 12 M
% 3% 268 228 L3 GR

HOW MUCH OF YOUR WORKING TIME WAS SPENT IN
EACH OF THE FOLLOWING ACTIVITIES?

Teaching individual children . . . . .
Teaching small groupse + « +« o « o + &
Handling money, notes, ete. + . . .

Helping look after children in the
y‘ard, on fielid trips, etC. v o« o ¢ o

Preparing lesson materials . . . . . .

Clerical Worke « + o o o o o o o o o » o

Helping in use of teaching equipment .
Receiving training . . . . . . ., . . .

HOW MUCH DID YOU LIKE DOING THE THINGS
TISTED BELOW?

Teaching individual children . . . . .
Teaching small groupsS. « « o« « o » o+ &
Handling money, notes, etc.

Helping look after children in the
yard, on field trips, etec. . . + + . &

Preparing lesson materials « + « « .+ &

Clerical work. . e e e e e e e
Helping in use of teaching equipment .
Recelving training . . . . . « « « « .

9 =21

Ce

e,

B

Parent 21%
High school student LL%
Neither 17¢
NR 18%
Number of months you have worked

as a school aide before this
surmer {please circle)

0 3 6 B 12+m
568 17% 9% 5% L3 10%

Education beyond high school:

Years of technical or business
school

1 2 3 L 5 6
56 2% 1% 0% of 0%
Years of college

L 2 3 L 5 &
9% 6% 3% 2% 1% 0%

A Great] A No Re-
Deal | Little | None |sponse

6L 26% 4 6%

57% 31% LE 8%

11% 22% 53% 13%

52% 35% 6% 7%

30% 39% | 25% 6%

12% 35% 388 | 11¢

26% 1:3% 21% 11%

19% 26% | 29% | 25%

7% 11% 1% | 118

75% 12% 3% | 11%

15% 25% 298 | 30%

58% 25% M| 13%

L2g 26% 11% 21%

23% 30% 188 | 30%

39% 32% 9% | 20%

32% 19% 11% | 36%

34,




Aide Questionnaire (cont'd)

li, HOW MUCH SUCCESS DO YOU THINK YOU HAD A
WITH THE THINGS LISTED BELOW? Deal |Little | None | sponse
Teaching individual children . . . « « . & 58% 27% 1% (Y
Teaching Small EroupS. « « + « « s o o « o 57% 31% 2% 10%
Handling money, notes, etc. « « « + « & 12% 15% | 37% 35%
Helping look after children in the
yard, on field trips, etc. » « . « o « . . sk 30% 3% 13%
Preparing lesson materials . . . . . « . . 38% 304 12% 21%
Clerical WOTKe e-v o ¢ « o « o o s « s o o 23% L% 23% 30%.__
Helping in use of teaching equipment . . . 3% 31% | 11% 25%
Receiving training . . « « + ¢ o o & « o 27% 22% 14% 37%
5. HOW MUCH TRAINING HAVE YOU EVER HAD FOR
THE JOB YOU DID TH1S SUMMER? . . . . . ... | 308 | 328 [ 298 | 105 |
6. TO DO A REALLY GOOD JOB OF BEING AN AIDE, HOW
MUCH IS NEEDED OF THE KINDS OF TRAINING
LISTED BELOW?
How to teach reading and math. . . . « . 7% 23% 2% L%
How to understand children . « . « « o« o . 83% 10% 3% Lg
How to hold children's attention . . . . . 80¢ |. 1u# 1% 5%
How to do various kinds of paperwork . . . L3z LS% 5F %
How to use school equipment. . . « + » . « 33% 32% Wg 32%
7. HAS THIS BEEN AN INTERESTING JOB? Yes|S7%| No| 1%| NR| 2%
8. HAVE YOU LEARNED ANYIHING fHIS SUMMER ABOUT HOW 70 GET .
YOUR IDEAS ACROSS 0 OTHERS, ESPRCIALLY T0 CHILDREN? ~ YeS(23%] No L%| NR{ 3%
. DID YOU IEARN ANY OTHER INTERES
9 DID 10U IEAR TERESTING OR USEFUL THINGS ves| 73] vl 132| wliee
10. DO YOU THINK YOU UNDERSTAND CHILDREN, AND HUW THEY
LEARN, BETTER THAN BEFORE? Yos{93%| No| Lg| NR| 3%
11. DO YOU THINK IT IS EASY T0 BE A TEACHER? Yes158] No[778] na[ L]
12, DO YOU THINK IT IS EASY TO BE A GOOD TEACHER? Yes'zuzl No' 71%| NR 5%'
13. WERE YOUR SERVICES USED WELL THIS SWMER? Yes[90% No| 5%| NRl 6%|
14. WERE YOUR SERVICES APPRECIATED THIS SUMMER? Yes|86% Nol 12%| wr[ 3%
15. DO YOU LIKE BEING AN AIDE? Yes[55%| Nof 2%} NR[ 3%
N = 420
ESEA TITLE I

O
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In regard to time devoted to receiving training, 19 per cent of aldes
reported spending a great deal of time on this, 26 per cent reported
spending a little time on it, and 29 per cent reported spending no time on
it, while 25 per cent did not respond to this item,

With reference to the activities aides liked most, again teaching of
pupils individually and in small groups and looking after pupils were the
most popular, with approximately 60 per cent to 75 per cent stating that
they 1liked these activities a great deal and approximately 10 to 25 per cent
stating that they llked them a little. Preparing lesson materials and
helping with teaching equipment were the next most popular activities, with
about L0 per cent indicating thac they liked them a great deal and 30 per
cent indicating that they liked them a little,

In respect to training, 32 per cent liked receiving it a great deal,
19 per cent liked it a little, 11 per cent did not like it at all, while 38
per cent did not respond to this question,

Aides felt that they had the greatest success, in general, with the
activities they liked best, Well over 50 per cent considered that they hagd
had a great deal of success in teaching children and looking after them,
while about 30 per cent considered that they had had a little success with
these responsibilities, Preparing teaching materials and helping with
instructional equipment were considered very successful by approximately 36
per cent and somewhat successful by at least 30 per cent. Those who felt
that considerable success had attended their training constituted 27 per cent
of aides; 22 per cent thought that the success was minimal, 1l per cent that
it we " not successful at all, while 37 per cent did not respond.

The response conterniig types of duties paraprofessionals liked best
coincides in general with teachers' responses, reported below, concerning the
greatest contributions made by aides to the summer program, However, aides!
rerception of the success they had with these functions is too modest by
comparison with teachers' perceptions of the contribution they had made to
the program by these activities,

With reference to training for their job, 30 per cent of aides reported
that they had hid a great deal of training at some time or other, 32 per cent
a little, 29 per cent none at ally 10 per cent did not respond to this item,

Aides' replies to the question referring to types of training needed
for doing a good job as an alde -- to their perceptions of the requirements
of their job -- are particularly interesting., More than 70 per cent
indicated that a great deal of training was needed in teaching reading and
matnematics, in understanding children, and in holding pupils' attentions
L3 per cent indicated a great deal, and LS per cent a little, needed in
doing "paperwork"; 33 per cent indicated a great deal, and 32 per cent a
little, required for use of school equipment, These responses appear to
indicate a realistic appraisal of the position of school aide and the require-
ments of the position,
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The answers to questions 7-10 and 13-15 suggest that paraprofessionals
were pleased with their summer work experience. To the question, "Has this
been an interesting job?" 97 percent of aides replied, "Yes". The question,
"Have you learned anything about getting your idcas across to others?"
elicited aa affirmative response from 93 per cent, while 73 per cent con-
sidered that they had also learned other interesting or useful things in
this position. All of 93 per cent reported that they understood pupils
and how they learn better than before. It is interesting to note in this
connection that only 19 per cent thought that it was easy to be a teacher
and 2Ly per cent thought it was easy to be a good teacher. Also, 95 per cent
indicated that they 1iked being school aides, 90 per cent considered that
their services had been well used, and 86 per cent felt that their help
had been appreciated.

Teachers' Opinions of Intensive Aide Program. In the questicnnaire to
teachers, a large cection, tabrlated on page 9-25, ccncerned teachers' views
of the intensive aide program. In the cpinion of teachers, the paraprofessionals'
greatest contrioution was in teaching children individually or in small groups,
with 83 per cent naming the teaching of individuals, and 74 per cent indi-
cating the teaching of small groups, as contributing a great deal to the
program. Only 32 to L5 per cent of teacher ' indicated that preparation of
lesson materials, helping with instructional equipment, managing classroom
roatines, giving general clerical assistance, and helping with difficult or
troubled children were especially valuable. Only 19 per cent -f teachers
indicated “hat interpireting the educatinnal or emoti nal needs of pupils was
an area of greates% usefulness on the part of aides.

. questinn concerning the assistance rendered by bilingual aides did
not have application to all schools in the summer program, hence 46 per cent
of teachers mede no response to it. Of those teachers responding to the
question of how helpful bilingual aides hzd been with bilingual pupils,
about L5 per cent of teachers considered that they were very helpful,
approximaztely 30 per cent found them somewhat helpful, and 25 per cent
congidered them not helpful at ali,

The presence of aides was of value in classroom control in the view
of 37 per cent of teachers, and was of 1 little benefit in the view of 36
per cent. The presence of paraprolessionals in the school was felt by
10 per cent of teachers to hanmper them considerably in doing what they
krew to be best for their classes, while Ll per cent of tezchers considered
that it hampered them to a small degree. Onliy 29 per cent of tcachers
thought that tneir sides were well qualified to teach children; 59 per cent
thought that they were qualified to a smzll extent. In respect to the time
required for teachers to plan and coordinate the work of their aides, 26
per cent of teachers responded that 3t consumed a great deal of their own
planning and teaching time, and 50 per cen” responded that it took a little
of this time.
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QUESTIONNAIRE TO TEACHERS: INTENSIVE AIDE PROGRAM

= m
N =78 b o ~ a
FIPER RIS

1. HOW MUCH HAVE THE FOLIC~ING ACTIVITIES OF YCUR S & 2l= o 7
AIDES CONTRIBUTED TC YOUR SUVMER PROGRAM? < — < &
Teaching individual children . . « v v « + & ¢ « + & 83% | 10% % 6%
Teaching small GroupPS: « « « o« o o o o 4 « « o o o & g [ 192 | 18| 5%
Preparing lesson materials « + « o = ¢ ¢ o o o & & o 39% t 35% | 16% 6%
Handling classroom routines. « « « o v « & & o « « & L5% | Lok 8% 5%

Handling instructional equipment . « « « « « o« « o » 32¢ | sh¥ 8% 6%
Giving you general clerical assistance . « « « « . heg | Ls% 6% 6%

Helping with a difficult or troubled child . . . . . Leg | 36% | 15% 6%
Interpreting the educational needs of a child to you 19% | 574 | 18% 6%
Interpreting the emotional needs of a child to you . 19% | Lo% | 23% 9%

2. HOW MUCH DID PLANNING AWD COORDINATING THE WORK OF YOUR
AIDES SUBTRACT FROM YOUR TIME FOR YOUR OWN PIANNING

ANDTEACHING?---------------------u6%l50%J21%|h%]
3. WERE YOUR BILINGUAL AIDES HELPFUL WITH BILINGUAL -
CHIIDREN?"""""""""""'[_214%‘[15%|1h%|b6%|

li. DID THE PRESENCE OF AIDES HELP WITH CLASSROOM CONTROL? . -
- [ 36k | ek [ 67]
S. DID THE PRECENCE OF LARGE NUMEERS OF AIDES IN THE

SCHOOL HAMPER YOU IN ANY WAY IN DOING WHAT YOU KNOW

IS BEST FOR YOUR CLASS? 4 v & v v v o o o o o o s o o & Llo%Tw;th%l 6%]
6. TC WHAT EXTENT ARE YOUR AIDES QUALIFIED TO TEACH
CHIIDREN? o 4w v ¢ o ¢ o o ¢ ¢ o o o = # ¢ o o o s o o [?“ﬂ”%r%[ 9%]

7. WHATEVER MAY BE YOU{ ANSWERS T0 THE QUESTIONS ABOVE,
DO YOU THINK THAT, IN THE OVERALL PICTURE, CHILDREN
HAVE LEARNED MORE THIS SUMMER THAN THEY WOULD HAVE
WITHOUT CLASSROCM AIDES?: o « o v o v o o o o oo o.. | 622|238 6] 98]

8. HOW MUCH DO YOU THINK THE RESPONSIBILITY FOR TEACHING
CHIIDUEN AND HELPING TEACHERS CAUSED YOUR HIGH SCHOOL
AIDES TO IMPROVE THEIR OWN COMPETENCE IN BASIC SKILLS?. shE | 35% 14 | 10%

9. HOW MUCH DO YOU THINK YOUR HIGH SCHCOL AIDES IMPRCVED
IN ASPIRING TO, AND SEEING THE NEED FOR QUALIFYING
THEMSELVES FOR, REWARDING OCCUPATIONS?, . « v o & « + & Lz | Lug of [ 12¢

10. HOW MUCH SATISFACTION DO YOU THINK YOUR AIDES GOT OUT
OF THE FOLIOWING ASPECTS COF THEIR JOB?

Feeling of having & Job: v v 4 v ¢ 4 s ¢ ¢ ¢ o o o 738 | 192 14 6%
Opportunities to be with children. . . . « . . . . . | 722 [ 215 [ 18| 6%
Having respongibility. . « « . . . v v v v o v o .. 69¢ | 224 1% 8%
Receiving payment. . « . ¢« v v v ¢ v 6 0 v 0 0w . 764 T 118 1% 9%

NO
11. DO YOU SEE ANY FUTURE TEACHERS AMONG YGUR AIDES?. . . . 37‘;3; 2“20% RLSSPONSE

12. WOULD YOU LIKE TO HAVE AS MANY .IDES PER CLASSROOM
O JRING THE REGULAR SCHOCL YEAR AS YOU HAD IN SUMMER

EMC:HOOL?..,..................... 53| | ki 6%
'Full Text Provided by ERIC 9 - 25
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In questions referring to the alde program as a whole, 62 per cent of
teachers considered that pupils had learned a great deal more thsn they
would have without this program, and 23 per cent considered that children
had leerned & 1’ttle more than they would have otherwise. Also, 53 per
cent of teachers indicated that they would like to have as many aides in
their classrooms during the regular school year as they had had in surmer
school, while L1 psr cent indicated that they would not, and six per cent
did not revpond. Some inconsistency is apparent between the responses to
these two comprehensive questions concerning the alde program and the
responses to those particular facets of ths alde program Jjust reported,
This can possibly be accounted for by certain peychologicsl effects of the
presence of aides concerning which no questions were asked on the survey.
However, i a large-scale alde program is contemplated in the future it
might be worthwhile to subject this inconsistent pattern of response to
further scrutiny and interpretation,
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9.5 SPECIAL ASPECTS OF THE SUMMER PROGRAM

Some mention should be made of two factors associated with summer school
vwhich appeared quite unusual: the general spirit of the summer school and
the character of classroom control.

| g e - [ 3

It would sc~m that the spirit prevailing in the summer session; elusive
though it may be, should be recorded. An enthusiastic, agreezble, and
relaxed climate perveded the schools, extending to pupils, aides and faculty.
It was also noteworthy tha* forms and questiomnaires sent tc teachers and
) others at school sites,which for various reasons were longer and more numerous
i' than would ordinarily be anticipated, showed a high percentage of return.

bagarg,

Classroom control, usually s difficult area in ihe Title I schools,
seemed to be rore relaxed than is normally the case. Tnere was neither
’ strict classriom control nor a scene of children runniig wild, It was also
noted that tne mumber of discipline cases requiring referral to the heads of
the summer project was relatively small. The fact that enrollment in summer
? school was rmore or less voluntsry oa the part of pupils must have had some
. bearing on this situation, aiong with the fact that a summer program is
. necessarily less demanding scholastically taen the regnlar school program,
{ However, it is possible that one factor may also have been the presence ov
| aides in the schools in large numbers, which not only ensured much more
personal attention for c¢ach child, but provided a link with the community,
and perhaps a form of security. The fact that more than L0 per cent of
I aides were high school students may also have been of gome influence in
this regard.

! The assignment of a man teacher to a kindergarten class at one school,
and the fact that the arrangement worked oat well for all concerned,should
be mentioned, Though no matter for astonishment from a rational point of

{ view, it might be said to depart sufficiently from present practice to be

! considered innovative,

Indications *ere thet the summer sessicn made a large contribution to
the total Title I effort in certain of the intangibles affecting its success
during the regular school year, Xt appeared from observation snd from parental
resction, especially in the parent gquestionnaire (Section 9.9), that this
progran provided not only 2 memorable educaticnal interlude for the pupils
errolled, but also a large increase in favoreble attitudae towards schoul and
ir rapport beiween cbildren and scheool.

The overall organization and functioning of the surmmer program was ex-
ceptionally smooth on tie whole,and characterized Ly cooperation in the
schools asbove and heyond usual expectations, I% is worthy of note in this
; connection that the entiru summer session was s'affed by teachers, with no
person of adrninistrative status irvolved in its operation,

l»
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9.6 RESQURCE AND AUXILIARY SERVICES

Reading Resource Teachers. During the first week of the ESEA Summer
Reading and Mathematics Program, the reading resource teachers visited each
of the summer schools, introduced themcelves to the various staffs and
obtained from them specific information regarding their areas of study and
individual needs, An inventory of the compensatory library was made.,
Multiple copies of trade books and audio-visual equipment were distributed
to the schools.,

Schedules were established for viiltations to the schools,with bi-weekly
reading demonstrations held at some of the schools. Schools *vere given sets
of trade boocks, which lormed the basis of reading units. Sets of materials
were left with teachers for two-week periods, Each set contained: 1) one
trade book, 2) vocabulary bingo game, 3) vord cards, L) piciure cards and
matching phrase cards, and 5) scrambled vocabulary sentences in envelopes.
Phonetic analysis games were distrivuted to teachers to use in their classes,

Mathemstics Resourca Teacher. General objectives of {his mathematics
teacher during the summer iIncluded: 1) aiding teashers with new mathematics
series, 2) assisting with introduction of iymovative mathematics instruction
in individual classrooms, and 3) serving as & consultant tw teachers and
other on-site staff,

School visits vere made by mathematics resource teacher as follows:

Neme of Scheols Number of Visits
Bessie Carmichael 16
Commodore Stockton 3
Deniel Webster 5
Golden Gate <
Hawthorne 12
Jedediah Smith 4
John Muir 3
Marshall 6
Sir Francis Drake 3

TOTAL 61

9 - 28
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Nature of the visits varied. Some were made to individual classcrooms,
and consultations with teachers followed, Most trips involved delivery and
an exchange of curriculum materials. Contacts wlth the on-site resource
teachers occurred during all visits. In some instances, the purpose was
classroom demonstrations for the mutual benefit of teachers and pupils.
Other activities included visits by teachers to school sites other than
their own, A highlight of the mathematics resource teacher's summer was the
arranging of a field trip to the Lawrence Hall of Science, Berkeley, which
was a rich learning expeiience enjoyed by several sixth grade classes from
one of the schools,

Miasic, The music program was integrated with reading and mathematics
in the summer school. At the beginning of the swmer session, an initial
plenning session was held, followed by sharing sessions and critiques
during the six-week session. Musi :al activities were planned to reinforce
the development of reading and mathematical skills. For example, the words
of songs were used to reinforce reading and to increase vocabulary, and the
relationship of mathematics to musical notation wes explored,

Performance demonstrations were given in each of the schools. Several
team teaching projects were set up with the music coordinator. Demonstra-
tions, misical assemblies, and flexible scheduling were highlights of the
session. llost teachers felt that they had accomplished rmch during the
six-week period,

Art. The art program was integrated with the reading and mathematics
teaching units of classroom teachers, Teachers were informed as to how
they could use art to reinforce reading/language and mathematics.

As an exsarple, cne successful project was based on papier mache
animals which foilow an enrichment field trip %o the San Francisco Zoo.
The clacsroom teacher then developed the animsls into a puppet show written
end divected by the class., Scenes were painted and the class developed the

characters ~f their puppets by decorating them and using word imagery in
characterizations.

Another example was a language game called "Who Am I?" which followed
a self-portrait in crayon and turpentina,

Multi-media Specialists. During the surmer the milti-media specialists
provided assistance to schools by: 1) demonstrating audio-visual equipment
to aides, 2) taking mumerous pictures in each of the schools of aldes,
teachers, and pupils in various activities, 3) video-taping two classes at
each of the nine schools, The video-tape eplsodes, involving teacher-aides
and their groups of pupils, will be utilized for future in-service programs.

In addition to the services mentioned above, each of the nine summer

schools received: 5 Instamatic cameras, 5 packages of film, and 1 portable
tape recorder for use with their pupils during the summer,
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Coordinator for Paraprofessionals. The paraprcfessional coordinator,
with the psychologist, social worker, and community teacher, plarmed on-site
in-service for all swmmer parsprofessionals, Meetings were held which were
approximately one hour per session. Either two or three sessions were held
at each of the schools. They were informal in nature, and were concerned
with how lesrning takes place and the develorment of positive self-image
and attitudes in children,

Meetings planned by the paraprofessional coordinator and the resource
staff were conducted as followss

Name of School Muw.ber of In-service Sessions
Bessie Carmichael 3
Commodore Stockton 2
Daniel Webster 3
Golden Gate 3
Hawthorne 2
Jededish Smith 3
John Muir 2
Mars{mll 2
Sir Francis Drake 3

TOTAL 23

The alde coordinator, upcn meeting with the group of staff responsible
for in-service, realized that providing in-service for over 500 aides would
be difficult, The grovp met as a tesm and spent one morning at each school
and had two or three one-hour mestings with small groups of aides.

Meetings were loosely structured purposely. The team decidad to find
ou!, what the aides' feelings were, what problems they ercountered, and how
best the aldes could be served. A group process apprcach was used; questions
asked by individuals were turned back to the &ides. 2ides were able to feed
practical and interesting information to each other, The team stepped in to
give guldance and used the open-ended question technique to answer specific
questions,

Speech Services. Speech and language therapists provided both direct
end indirect services to children with communication problems, Therapy
cases were selected by summer teacher referral, suggestions frcm regular
school-year cliniclans, and direct observation in classrooms,
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With the advantage of an adequate speech room, excellent equipment,
plentiful materisds, and a limited number of schools to service, direct
quality clinical services were provided to approximately 32 pupils per
therapist, all of whom received therapy twice weekly. Caseloads of m9st
speech therapists encompassed a diversity of commnication problems, includ-
ing stuttering, hearing loss, articulation, and language problems,

ITndirect services included: 1) Peabody Language Development Kit deinon-
strations, provided for teachers and aides, 2) assistance to teachers with
the preparation of appropriate classwork for children with language disorders,
3) diasgnosis and consultaticn on some of the pre~kindergarten pupils, L)
coordinating of meetings with other auxiliary staff persons to discuss.
specific cases and general probiems, and 6) conducting special field trips
for children with speech, hearing, language, or learning problems,

Psychologist, During the summer the psychologist was concerned with
helping teachers implement their teaching of language arts and matheratics
in ways conducive to the success of the program,

With the majority of pupil referrals,heavy reliance was placed upon
group work., Some pupils were found to need more individual help than others,
Needs of these children were studied and teacher aides were utilized in
helping meet the needs of these pupils, Teacher aides were found to be very
helpful in pointing up new ways of helping individual pupils with whom they
worked. At each of the schools sessions were held with the teacher aides,
where the progress of children was discussed, These sessions provided a
better understanding of some of the problems involved in learning situations,
A high degree of close cooperation was achieved between the psychologist
and other staff involved in the summer program,

Social Worker. The goal of the social worker was to provide social
work service: those of case worker, collaborator, coordinator, and corn=-
sultant to the school staff served by the program, Of particular importance
was the work done with aides who cerved in the surmer progran,

As part of a team of resource people, along with the aide coordinator,
the commrity teacher, and the psychologist, the soclal worker participated
in the group discussion meetings conducted at each of the schools,

Much of the work that was accomplished involves change over a longer
period of time than was measursble during th¢ summer session, Final results
show up in time ahead in having shared new understandings, learned a new
technique, clarified a distortion or prejudice, or shared some positive
interchange which remained meaningful,

Commnity Teacher, The commnity teacher helped coordinate community
involvement within the various schools, promoted inter-group activities
within the schools, and assisted the commnity aides in the nine summer
schools,
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The commnity teacher worked with the auxiliary team made up of the
psychologist, social worker, and aide coordinator. Group meetings were
conducted with all aides in the nine summer schools. Aides were allowed
to express their feelings freely, with every idea being given its expressed
value,

Some commnity involvement and community activities took place in
certain schools. In one school, "Police Dog Show -- Community Cpen House!
sllowed parents to meet teachers in a relaxed situation. At another school
an "Art Open House" was held for the parents during wiich parents watched
their children working in art classes. An "Internationsl Day" conducted
at one school provided entertainment from different ethnic groups, with
varlious ethnic dishes donated by parents of tha community.

Tntergroup experlences were further promoted through field trips,
which provided pupiis of ore ethnic-cultural background the opportunity to
visit a school and commnity entirely new to them.

9 - 32
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9.7 LIBRARY SERVICES AND FIELD TRIPS

Library. Library services provided during the summer had four objectives:

Stimulating pupils to read
Finding needed information for pupils and teachers
Guiding children in their choice of books

Helping children who were having difficulty in
finding books

These objectives were accomplished through: 1) assistance to children
in selection of books, 2) reading books aloud to pupils, 3) checking books
out to promote reading outside the library, L) allowing children to share
their books with their classes, and 5) showing films and filmstrips based
on books. The following films and filmstrips were used during the summer:

"Grand Canyon" "John Henry"
"Tshi in Two World" "Time of Wonder"
"Island of the Blue Dolphins" "Tom Thumb in King Henry's Court"

One of the librarians commented as follows:

"I enjoyed working with the children and teachers. The
library providec helpful, interesting and meaningful
experiences for all the children at this school."

No books were circulated during the last week of school, although classes
were met by the librarians. Time was spent introducing materials to pupils
which pertained to field trips that had been taken or materials for story-
telling. The number of library books circulated during the summer is indi-

cated below.

CIRCUIATION OF LIBRARY BOCXS IN NINE ESEA TITLE I SUMMER
SCHOOLS FOR FIVE WEEXKS, FROM JUNE 22 THROUGH JULY 2k, 1970

NAMES OF SCHOOLS WEEXK ENDING
June 26 July 3 July 10 July 17 July 24 | Total

Bessie Carmichael 190 236 178 156 106 866
Commodore Stockton 353 L7 109 102 79 590
Daniel Webster 160 203 193 156 8z 79
Golden Gate L5 85 57 L9 50 286
Hawthorne 200 350 350 350 350 1600
Jedediah Smith 26 172 8L 113 95 490
John Muir 325 362 426 L2g ;29 1971
Marshall , 325 366 L21 L35 6 1963
Sir Francis Drake 135 122 116 111 102 586
TOTALS 1559 20,3 1934 1901 1709 91146

9-33 3o%



Field Trips. Many enrichment field trips were taken by pupils ard their

teachers during the Surmmer Reading and Mathematics Program,

The field trips served four basic purposes:

As a motivaticnal tool

As a spbject for the pupils to write about

As an introduction to & new unit of study

As a culmination of lessons that had leen

taught in class

Besides the bus trips to points of interest in San Francisco and the

Bay Area, there were many walking excursions within the immediate school
neighborhood which also served as siubject matter for written expression.

The following is a partial 1list of field trips taken during the sumer:

Arigel Island

Aquatic Park

Bakery

Beach

Cable Car Barn

California Academy of Scilences

Chinatown

Chinatown lotus Fortune
Cookie Factory

Dairy Farms

DeYoung Museunm

Fleishhacker Zoo and Storyland

Firehouse

Firemen's Training Schosl

Fishermen's Wharf

Flower Mart

Gilman Park

Golden Gate Park

Grace Cathedral

Hall of Justice

Hunitington Park

Jackson Park

Japanese Cultural Center

Japanese Tea Oarden

Josephine Randall Junior
Museun

Knowland Park Zoo
Lafayette Park

Lawrence Science Museum
Marine World

Missions Dolores

Morrison Pilanterium

Moss Beach

Mounted Police Station
Muir Woods

Oakland Baby Animal Zoo
Pacific Telephone Company
Palace of the Legion of Honor
Poitsmouth Square Park
Post Office

Prirting Company

San Francisco Harbor Tour
San Francisco Maritime Museum
Sigmund Stern Grove
Southern Pacific Train Ride
SPCA

State 0ffices in Sacramento
Steinhart Aquarium
Strybing Arboretum
Tortilla Factory
Waterfront

Wells-Fargo History Room

On page 9-35 1is a record of field trips taken by one school partici-

pating in the Title I surmmer program, together with teachers! comments on
the purposes served by these trips.
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RECORUL OF FIEID TRIPS IN ONE SELECTED ESEA TITLE I SWMMER
READING AND MATHEMATICS PROGRAM ELEMENTARY SCHOOL -- 1970

RECORD NF_FIELD TRIPS

No. of
Date  Pupils Destination of Trip Purposes
o/2L 15 Golden Gate Park Attended celebration of 100th
anniversary of the park
7/1 1k Aquatic Park and Visited Maritime Museum and
Fisherman's Wharf watched U.5.S, Coral Sea come
under the Golden Gate Bridge
/7 11 Josephine Randall Studied, held, and petted
Junior Museum animals .
7/9 1L Marine World Studied fish and other aquatic
organisms
7/15 10 Chinatown, including For- Visited Chinatown and saw how
tune Cookie Factory fortune cookies are made
7/21 9 Aquarium Follow-up study of fish from
_ o the Marine World trip
7/27 1 San Francisco Harbor Learned about ships, wharfs,
Tour and the harbor aica
7/29 1 Oakland Baby Animal Zoo Sensory contact with animals

w—— —t—— [ - ettt

and a trip across a bridge

Swmmary of Teachers! Comments

1. Main purposes of the trips for this school were enjoyment of
new experiences and enrichment.

2. Follow-up on all field trips was a language experience. Ad-
vantages of field trip experiences in improving language were
as followa:

Oral language was used in group plarning prior to
trip and in rstelling experiences for chart-build-
ing afterwards.

Give-and-take of ideas took place as experiences
were discussed.

Excursions sharpened sensory acuity, particularly
visual and auditory.

Concepts and vocabulary were expanded.
Reading about one's own experiences enphasized to

pupils that reading is getting meaning from printed
words.
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9.8 INDIVIDUAL FUPIL INFORMATION SHEETS

Pupil Information Sheets w»vre completed by summer school teaclurs for
1,503 pupils individually. In addition to basic information requested on
these forms, teachers were asked: "In yourjudgment has this pupil's read-
ing ability improved during the summer program?! They replied to this
question as follovs:

Reply Number of Puplls Per Cent
A Great Deal 3h2 22.8%
Somewhat Improved 959 63.8
Not at All 155 10.3
No Peply L7 3.1
N = 1,503 Totals 1503 100.0%

Teachers also reported pupils' gains in language-arts skills in the
following comments!

TEACHERS!' COMMENTS: READING

"He was a delightful pupil, tried hard, achieved well, and
usually produced neat work. He experienced the good feel-
ing of accomplishment this summer."

"She was sumewhat slow in reading last year, and this sum-
mer's reading program has served to strengthen and improve
her previous learning."

"He has a language problem but he has, in spite of this,
shown great improvement in reading during the summer."

"He spoke almost no English in June and has learned an
amazing amount this sumer. He 1is straight from India."

"He knew no English at all., He now camunicates somewhat
and is very eager to try, compared to what he did at
first.”

Teachers replied to the question, "In your judgment has this pupil's
ability in mathematics wnproved during the summer program?”, as follows:

Reply Number of Pupils Per Cent
A Great Deal 391 26,0%
Somewhat Improved 914 60.8
Not at All 139 9.3
No Reply 59 3.9
N = 1,503 Totals 1503 100.0¢
Q
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Teachers reported pupils' gains in mathematics in the followingcomments:
TEACKERS'COMMENTS: MATHEMATICS

"He appearcd to be very enthusiastic about his work, espe-
cially in mathematics. The more his work was praised, the
greater became his zest for learning."

"His mathematics has shown a great deal of visual improvement
with larger numbers and sets."

"She has improved greatly with speed and has improved with
larger numbers."

"She has shown great improvements in mathematics, espe-
cially in multiplication and division."

‘ "Juan needed the practice and individual assistance that
) he received this swmer. His mathematics skills greatly
increased and he learned how to tell time."

In the comments section of the teacher questionnaire, many of the -
teachers pointed out that they had noticed definite improvements in pupils'
attitudes toward school and the development of self-confidence.

TEACHERS'! COMMENTS: ATTITUDES AND SELF-CONFIDENCE

"She had improved in her attitnde toward school life. During
the last few weeks of summer school, she improved in read-
ing and mathematics. When she first came to schonl, she
needed to improve cleanliness and neatness. She learned to
come to school neat and clean, and became courtecus.”

"She had been working intensively with teacher aides and had
been handled very gently. Her reading ability as well as
her self-image improved a great deal."

"Our adult teacher aide helped him in many ways. He gained
self-confidence by her constant attention."

"He seemed to have enjoyed summer school and his relationship
with the high school and adult teacher-aides. He seemed to
thrive on being given responsibilities in class and took
pride in doing his work well."

"Definitely improved in her emotional attitude. She became
interested in art especially. Math and reading improved
soamewhat, but this pupil will st1ll need special help."

"He has shown more interest and a better attitude in the
summer program than during the spring semester. This was
. possibly due to tie more relaxed classioom atmusphere and
L the development of positive relationships with high

QO school aides."
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9.9 PARENT REACTIONS TO SUMMER READING AND MATHEMATICS PROGRAM

Questionnaires in English and in Spanish ware distributed to parents of
pupils enrolled in the summer program. These questionnaires contained eleven
questions about parents' reactions to the progrem. Returned questionnalres
numbered 777. Many parents had mcre than one child attending Title I summer
school; a large number of the guestionnaires returned, therefore, rafer to
more than one child. Responses to questions one through five are show below.

Very A Not No
Questions Much  Idttle At A1l  Reply Totals
"Does your child like the Summer ‘
Reading and Mathematics Program?" 79% 19% 2% 1% 101%

"Does your child tell you about
summer school? 61% 33% 59 14 100%

"Do you feel that your child's
reading ability hes improved

this summer?" LoZ ueg 6% 3% 100%
"Does your child read more at ‘

home this summer?" 39% L3# A 3 L  100%
"Do you feel that your child's

mathematics skills have improved?" L% 1% 6% I 4 100%
N = 777

Parents! responses gavs evidence that the majority of pupils who had
participated in the ESEA Summer Reading and Mathematics Program enjoyed it.
A total of 471 parents (61 per cent) stated that their children spoke to
them about the summer program. This indicated pupil interest in the reading
and mathematics activities ~arried on during the sumer.

The majority of parents, 91 per cent, felt that their children had im-
proved in reading during the summer. Reflecting added pupil motivation in
reading, 82 per cent of parents indicated that they noticed their children
read more at home than they did previously. Most parents, 90 per cent, be-
lieved that their children had improved in mathematics skills during the
sumer.

The responses to Questions Six throvgh Ten are shown below.

o No
Questions Yes ¥o Reply Totals
"Has your child benefited from the Sum-
mer Reading &£.d Ma‘lematicu Program?" 89% 5% 6% 100%

"Has your child made new friends this :
summer?” 20f 63 3% 99%
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Questions Yes No Reply Totals

'Would you send your child
to the Summer Reading and
Mathematics Program next
summer?" 92% L% L% 100%

"Had you received informa-
ion about the Sumer Read-
ing and Mathematics Program

before it started?" 67% 30% ki 100%
"Did you visit the school

this summer?® 39% 59% 3% 101%
N = 777

Responses from parents indicated that most felt that the.r childre 1
benefited from the summer session, had made new frienls; and planned to
attend future summer programs.

Responses to the last question on the Parent Questionnaire (Ques-
tion Eleven) were as follows:

Very Somewhat  Not Farticu- No
Question Helpful Helpful larly Helpful Reply

"How much do you think

the ESEA Summer Read-

ing and Mathematics

Program has helped

your child?" 65% 8% 2f 25%

N =777

In sumary, 73 per cent of parents fourd the Summer Reading and
Mathematics Program to be either very helpful, or helpful to a degree,
for their children, 25 per cent did not answer the last question, and
2 per cent felt that the program was not particularly helpful.

Parents were atked to make additional comments or suggestions if

they wizshed. A few of the pertinent comments and suggestions are as
follows:

9 -39
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PARENT COMMENTS ABOUT THE SUMMER READING AND MATHEMATICS PROGRAM

"My child felt that her teacher taught these subjects in such an
interesting way that learning was no%t & chore. The comfortable
atmosphere within the classrcom was conducive to learning. She
thorocughly enjJoyed the art classes as well as all the field
trips. It was a joy to listen to her bubble over with the in-
teresting things that were going around her "¢ the while she
attended schoci this summer."

"My son now has more confidence in himself."

". he develcped more abllity and seriousness in her studies.
Being a -ecent arrival from the Philipines, it will surely
prepare .uor better for the regular school term."

"My caughter acquired greater understanding of the principles
and processes involved in modern mathematics. Furthermore,
she now enjoys doing math and her interest in reading has been
heightened considerably."

"To my way of thinking, the ESEA Summer Reading and Mathe-
matics Program is a nrcessity and truly meets an urgent need;
it is a program which needs to te fostered and enriched."

"The Summer Reading and Mathematics Program has been a posi-
tive challenge for my child, as evidenced by ner interest and
aggressiveness to perform at her best,"

"She achieved a great deal because of the extra help of teach-
er-aides and the opportunity offered by enrichment field trips."

"My child has benefited from the Summer Reading ard Mathematics
Program. Where she had difficulty counting from 1 to 100, she
can now do it with ease. She also knows her subtraction and
addition better."

"This program has helped my son in many ways. He has developed
the ability to teckle new words; tharefore his vocabulary has
broadened by using them."

"I firmly believe this program was of great value to my child.
I can tell a big difference between now and the time he was
enrolled in June.”

9 -Lo
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CHAPTER 10

EDUCATIONAL IMPROVEMENT ACT OF 1969 (AB 606)

This chapter deals with those intensive services provided to the ten
ESEA Title I schools under the Educational Improvement Act of 1969 {AB 606),
The time schedule for this project approved by the California State
Department of Education was January 26, 1970 through June 30, 1970. The
Local Educational Agency did not receive notice of approval until February 15,
1970, however.

School-site staff members were brought together for planning sessions
on how existing services could be expanced and improved and what new services
would be desirable under AB 606, Discussions were also held on how new
services could be implemented. Most schools wanted additional services
involving personnel in the areas of reading and mathematics.

Services desired from other departments of the San Francisco Unified
School District would be made available through the Office of Imnovative
Programs, with direct responsibility being delegated to the school-site
administrator, who in turn wovld involve the services of the Title I school
staff development specialist. All staff personnel and all services,
regardless of funding source, would be coordinated on the school site and
be made available to the pupils identified for the ESEA Title I program,

There were no changes to be made from the existing Title I program
with regard to number of participants, target schools, grade levels, or
performance objectives in reading, language, and mathematics,

The Outdoor Education Activity was expanded to involve 30 high school
students identified as two percenters. Involvement consisted of two different
identified gifted students participating in the Outdoor Education Activity
each week and serving as docents. These students, with their background in
physical and natural sciences, not only established personal relationships
with elementary school age participants, but also provided for more individ-
ualization of the program., In return, the gifted stud.nts were provided
with an opportunity to work with elementary school disadvantaged youth and
were able to increase their own skills in the area of outdoor education
activities,

The Parent Education Activity consisted of planned group meetings with
parents, at which {ime the existing reading and mathematics program of the
school was described by the school staff. Also, involvement with classroom
teachers took place, during which specific suggestions as to how parents could
help children succeed in school were discussed. Each of the five schools
participating in this activity hid the latitude to design and construct its
own parent education program in conjuncticn with the Adult Education Division
of the San Francisco Unified School District., The Adult Education Division
has many qualified and knowledgeable instructors who provided the continuity
and the know-how for this program to succeed.

Q 10 =1
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Teachers and administrators of Title I schools expressed a desire for
additioral in-service training in order to strengthen the existing Title I
program. School=site personnel decided that, in order to accomplish this
objective, three additional organizational systems for in=-gervice training
for Title I schools should be initiated: 1) on-site in-service at ten
schools; 2) an in-service program for aides at four schools; and 3) an
intensive workshop for six schools.

10 = 2
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10.1 ON-SITE IN-SERVICE AT TEN TITLE I SCHOOLS

The total staff of each of the ten Project schools constitutes an
in-service group inasmuch as all students in each Project school are Project
participants. Participation in this in-service activity was mandatory for
all school-site personnel., Participants included all classroom teachers,
guiding teachers, compensatory teachers, staff development specialista,
administrators, social workers, psychologists, speech therapists, community
teachers, and librarians.

The major objective of this in-service activity was to improve instruc-
tional skills of participants in the subject areas of reading and mathematics.
The second important objective was to improve the skills of participants in
diagnosing individual pupil educational and learning deficiencies in the
areas of reading and mathematics.

The organizational system used for this in=service activity was that
of a workshop at each school site. Substitute time was provided at each
school to release all classroom teachers, thus allowing them to meet with
other school-site personnel for three howrs twice per month during the
regular school day.

Provision was made to contract with reading and mathermatics specialists
outside the District or consultants from local colleges zud universities for
in-service leadership. Each school site selected the specialist=consultant
it wanted to work with its staff. Each school-site staff also selected the
particular instructional technique or approach to be used from among those
designated as the most successful techniques and approaches, such as:

Discussion of problems and development of solutions by
participants with the specialist-consultant.,

Construction and/or development of media used for class-
room instruction or diagnosis with the guidance of the
specialist~consultant.

Listening to formal pr.:s:ntations by the specialist-
consultant followed by planned small-group discussions.

Small groups which provide a structure for frequent
discussion among participants and specialist-consultant
were encouraged.

Provision for follow=-up activities was made within each
succeeding in-service session by allowing time for

partici \ants and consultants to discuss the effectiveness
and possible modification of the new skills and techniques
after they had been used with pupils in the classroom.

10 - 3
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10,2 IN-SERVICE AIDE PROGRAM FOR FOUR TITLE I SCHOOLS

An in-service program was provided for regular classroon teachers and
their aides participating in the intensive classroom aide program in four
Title I %chools.

The organizational system for this in-service activity was that of a
workshop at the individual school site level. Sessions were held on a half-
day basis during the regular school day at school sites. Substitutes were
provided to release regular classroom teichers for participation in this
in-service activity along with their classroom aldes. Participation was
mandatory for all classroom teachers and their aides. The major objective
was to improve the skills of all participsnts in the use of adult teacher
aides during instruction. The second important objective of these sessions
was to change the attitudes of the participants by improving intergroup and
intercultural understanding.

Provision was made to contract with a specialist-consultant from
outside the District to serve as an in-szervice leader for each of the four
Title I schools involved in this program. Tne instructional techaique or
approuach used was:

Discussion of problems and development of solutions by
participants with the specialist-consultant; or

Listening to formal presentations by the specialist-
consultant, followed by planned small-group discussions.

Follow-up activity was provided by the specialist-consultant which
involved discussing the effectiveness and possible modification of new
techniques and approaches after they had been used in the classroom with
pupils.,

0f 132 evaluation forms returned, 76 indicated that the specialist-
cunsultants were more than welcome to return to explore more in depth their
original topic or to speak on another topic. Because the school sites were
allowed to choose their own consultants, thelr needs were catered to, and
hence tha material seemed more relevant tc their needs. These points
indicate ihe success of the specislist-consultants.

Comnenvs indicated that the site-personnel felt at hume in their
surroundings. They did not have to travel to, and park at, a different
site. This added to the positive psychological clinatu. Unfortunately,
some paraprofessionals and teachers felt that they should not necessarily
be lumped together for all in-service meetings because of the fact that
their neads were different.

There were times when entire faculties could not get together for
their on-site in-service, hence all did not share in the benefit of the
program. A few consultants had tc cancel their meetings at the last minute,
The on-site personmel had rearrarged their schedules and made special plans
for the in.service, all for naught.
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It is recommended that school sites continue to be allowed a voice in
choosing their consultants. In addition, aides should probably have more
rudimentary types of in-service. Allow the teachers to choose their consultants;
allow the aides to choose their consultants; allow both groups to decide
Jointly on consultants for common meetings,

The following tables summarize attendance and fulfillment for classroom
teachers during the on-site consultant=-specialist in-service for teachers
and aides.

CLASSROOM TEACHER ATTENDANCE BY GRADE LEVEL
DURING CONSULTANT IN-SERVICE

School Date Attendance by Grade Level
K[ 1 ]2 [ 3[4]S5[6 JTotal | Proposed
A. L/23 31313121 k]3 18 34
h/27 2 12 (L {31313 1717 34
B, 5/6 3|5 t2l1]1]2 1l 21
5/20 LT3 123011 T 1L 21
c. L/29 213 }13}2]13!1 U 26
5/8 21312 (3[51L 119 26
D. L/28 3{2|lh{bL] 2] - 15 29
5/12 4] ThTo]l s -"T721 29
CLASSROOM TEACHER "FULFILIMENT" DURING
CONSULT. ~-SERVICE
School Date Level of "Fulfillment" Total Proposed
Attendance Attendance
Low . B:Lgp :
A, L/23 2 |11 18 3h
L/27 (2 I 17 3k
Low High
B. 5/6  [C. 1113 1 21
5/20 [ 2 11 {11 1L 21
Low High
C. L/29 2 13 é 1k 26
5/8 [T I 19 26
Low High
D. L/28 :FIJ—_% 15 29
5/12 | L2 17 L2 21 29
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10,3 INTENSIVE WORKSHOP FOR SIX TITLE I SCHOOLS

Six Title I schools requested a District-sponsored intensive in-service
workshop by grade level. Each grade level workshop was held during regular
school time, either in the mornings for one week, or in the afternoons for
one week.

In order to enable the same five classroom teachers at each school to
attend five consecutive grade level half-day workshop sessions, five
substitute teachers were to have been provided each of the six schools.

The primary objective of this intensive in-service component was to
improve the skills of the participants in diagnosing individual pupils!
educationul and learning deficiencies in reading and mathematics. The
secondary objective was to improve the instructional skills of the
participauts in the subject areas of reading and mathem:tics.

The following techniques were used with the in-service participants:

Discussion of problems and development of solutions by
participants with vhe specialist-consultant;

Construction and/or development of media used for class=
room instruction or diagnosis under the guidance of the
specialist-consultant;

Listening to formal presentations by a specialist-
consultant, followed by planned small-group discussion.

The specific areas to be dealt with in mathematics and reading were
determined by canvassing teachers prior to the start of the intensive work-
shop. After needs were made known, consultants were engaged to speak in
these areas. The subjects and consultants for each grade level are listed
on page
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CONSULTANT

Kindevrgarten

Thelma Harms

Dr. Philip Calanchini
Lois Coprivisa

Dr. Leonard Dalton
Alice Whitsell

First Grade

Marion Roth

M.J. Fernandez/L. Del Grande
Alice Palmer

Jdoan Joy Cheifetz

Rosalie Agegian

Second Grade )
Marilyn Hanf (Two sessions)
Don McGuigan
Thelma Harms
Marion Roth

$hird Grade

Dr. Grace Brown

M.J. Fernandez/L. Del Grande
Dr. Martha Maxwell

Joan Joy Cheifetz

Helen Caddick

Fourth/Fifth Grades
DI‘ e mxwell

Heber Meeks

Thelma Dickey

Jean Pierce

Dr. Maxwell

Fifth/Sixth Grades
Dr. Maxwell

Heber Meeks
Thelma Dickey
Jean Plerce

Dr. Maxwell

10 - 7

SUBJECT

Reorganizing the Environment

Early Diagnosis/Learning Disability
Langtage Development

Behavioral Objectives

Assessment in Learning

Language Is Experience Is Language
Behavioral Objectives

Tanguage Development

Individual Instruction

Diagnosis and Remediation

Language Develommer t
Behavioral Objectives
Activity-Centered Learning

The Language Experience

Diagnosis/Remediation
Behavioral Objectives
Classroom Management
Creative Writing

Diagnosis/Remediation

Comprehension
Behavioral Objecuives
Concepts and Vocabulary
Assessment

Habits and Study Skills

Comprehension
Behavioral Objectives
Concepts and Vocabulary
! 3sessment

Habits and Study Skills
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The proposed attendance by teachers for the various grade levels in
each school was as follows:

Teachers in grades*:

School
School A1 2 3 4 5 6 Total
Golden Gate 3 5 L4 2 3 2 3
Commodore Stockton 5 6 6 6 4 5 L4 35
Daniel Webster 3 2 3 2 3 2 2 17
John Muir 3 7 5 5 L 5 3 32
Hawthorne S 8 6 L - - - 23
Johin Swett 2 2 2 2 2 2 1 13

Total by grade level 20 30 26 21 16 16 13 12

#Includes split grades, L/5 and 5/6

In actuslity however, the desired n.umbers never showed. Due to on=-site
in-service, ani difficvlty in providing substitutes,a full complement was
never achieved. The following table jllustrates the number of classroom
teachers in actual attendance.

NUMBER OF CLASSIOOM TFACHERS IN ACTUAL ATTENDANCE
BY DAYS AND GRADE LEVELS

K 1 2 3 L& 56 T
5 days 8 9 8 5 6 7 L3
Y days L 6 6 L L 2 26
2 days L 3 2 3 L 3 19
2 days 1 6 L & - 2 17
1 day - 3 2 3 L L 16
Tetal 17 27 22 19 18 18 121
Proposed 20 30 26 21 2h 21 12

A few schools sent classroom ieachers to the in-service sessions who
did r.ot belong there, i.e., a second grade teacher attended a kindergarten
session, and a kindergarten teacher attended a first grade session.

‘ 20 - 8




The following tally shaws the number of hours of c¢lassroom teacher
participation by school ard ty grade level,

NUMBER OF HOURS OF CIASSROOM TEACHER PARTICIPATION

Total

Actual Proposed % of Hours
School K 1 2 3 /5 5/6. Hours Hours by School
Commodore Stockton | 36 66 L5 60 72 81 360 526 69
Daniel Webster 30 24 45 L2 60 30 231 255 9
Golden Gate 39 72 Sh4 36 57 LS 303 330 9z
Hawthorne 90 96 105 69 - - 360 345 104
John Muir 33 42 30 30 45 3| 219 1,80 L6
John Swett b2 24 30 30 3% 21] 183 195 9l
Total Actual Hours P70 32 309 267 270 216(/1,656 2,130 78 |
Proposed Hours 00 LS50 390 315 360 315 [/2,130
Percent of Hours
by Grade Level 0 72 79 85 75 69 78

Evaluatjon of the intensive in-service was accomplished by the use of
pre- and postesurveys, The "pre" and "post" evaluation instruments listed
those areas that were to be covered by the in-sérvice workshop, At their
first meeting, the teachers were to indicate those areas that they felt
were non=gpplicable to them, and then those areas where no in-service,
some in-service, more in-service, and a great deal :ore in-service were
needed, At the end of each week's workshop session a simili.r form was
given them wiih the same topics and needs listed, A comparison vwas made
between the surv. vs at the beginning and the end of the course. A surmary
of teachers' "pre' and "post" responses is given on page 10-10,

10 - 9

370



PRE-POST SUMMARY OF RESPONSES BY TEACHERS
ATTENDING A WEER-LONG IN-SERVICE WORKS.0P

Purpose of in-service sessions was to provide needed information and techniques
desired by the classroem “sachers, a3 indicated on a pre-session survey.
Tabulation below gives summary of teachers'responses to the folluwing question:

1. HOW MUCH IN~SERVICE EDUCATION DO YOU FEEL YCOU NEED IN THE FOLLOWING AREAS?

Not None Some More A Great

Applic-| Needed Needed Needed Deal

able ‘ Needed
IAREA OF IN-SERVICE Pre Post| Pre Post { Pre Post | Pre Post | Pre Post
Developmental Reading 22_ 26 18 20 20 30 23 21 33 16
Phonics 12 21 29 31 25 23 23 19 27 19
ocabulary and Dictionaries 16 18 20 23 30 35 2 19 26 18
abits and Study Skills 25 17 29 32 2y 28 22 20 16 16
Comprehension 1, 16 | 17 24 33 29 22 23 30 21
Visual Discrimination i 16 ] 24 21 22 26 25 25 31 25
Structural Analysis 18 20 3 30 26 22 21 2L 17 17
Classroom Organization 25 22 26 3L 17 15 32 21 16 21
Reading Interpretation 21 16 29 3L 26 19 <l 138 19 20
Oral Reading 18 21 33 30 23 21 20 16 22 25
Diagnosis of Reading Needs 13 13 18 29 25 26 33 24 ] 27 21
Remediation of Keading Needs 18 17 33 27 22 22 20 26 17 21

Developmental Reading Readiness 25 17 17 32 26 15 16 20 | 32 2
Spelling 2020 |22 26 | 33 30 | 18 21 | 23 1%
Listeninﬁ Skills 30 16 20 25 z2 21 33 30 18 21
Concept Development. 12 23 25 31 23 19 29 21 27T 19
Oral Expression 19 21 20 3L 27 22 19 21 23 15
Creative Writing 22 25 | 25 25 31 16 U 21 2L 26
riting of Behavioral Objectives 31 3% 29 31 19 18 22 20 15 9
Detection of learning Disabilities | 17 19 1§ 22 20 18 25 3L | 32 20
Classroom Management 2L 22 | 26 3L | 30 21 | 18 15 | 17 2|
Teacher Self-Evaluation 17 18 21 33 3L 26 26 21 18 15
uman Relations 23 21 27 i% 29 31 12 19 25 23
Use of Audio-Visual Alds 22 22 | 17 21 | 33 26 | 26 27 | 18 17

hildren's Literature 27 13 33 29 25 26 18 21 13 2
eveloping Pupil Self-Control 17 21 1, 23 22 29 30 16 33 2L
Individual Reading 15 28 25 32 29 20 | oL 16 | 22 17|

Pre-survey: N=116
Post-survey: N=113

The summary sheet above shows the cumulative totals for the pre=-
and post-survey. The post-survey showed that the subjects discussed fifteen
areas were well covered and therefore needed less or no discussion in the
future, Twelve areas remained the same, i.e., the instruction was such that
the classroom teachers did not necessarily benefit, and still felt that tney
.aceded some in-service,
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Recenmendations for future in-service courses f#nclude provicing time
for adequate planning. Time 1s needed tc caavass tveachers Lo seo what their
needs are, and then in turn find the proper consultants to instruzt the
in-service sessions. The Edvcational Diprovement Act of 1969 did not provide
the time required to contact the instructors, receive rssumes, get Board
action, and in some cases, alloy for last minute cancellatioas.

In addition, 1ollow-up activities must succeed all scheduled in-service
meetings, This should be coordinated between the Title I staff development
specialist and the various schuol staff development specialists. To insure
that such "follow-up" is mszningful, in-service should be scheduled for the
fall and not fecr the late spring prior to the conclusion of the school years

The school staff development specialist must be given the responsibility
for the coordination and implementation of all in-service activities. The
administration, Title I staff, and teachers must be made aware of the
necessity for cooperating in matters of attendance and scheduling.

Too of*en, beginning teachers without any previous experience, or very
little experience, were designated as specialists because of the dilficulty
of filling specialist positions at this point in the school year. Problenms
therefore arose with the more sxperienced teachers, and the uscfulness of
specialists was then limited.

One person at each school should be designated as a paraprofessional
resource teacher. Delegated duties would be to coordinate the aide progra..
and give in-service instruction to them.

10 - 11
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10, INTENSIVE AIDE PRUGRAM

The Educational Improvemern' Act of 1969 provided for the hiring of an
additional 222 aides. These aides were recommended by the site administrators
and processed by the San Francisco Fara-professional Office. This program
was in effect January 26, 1970 through June 30, 1970. However, mosl of the
aides were hired sometime between March 2, 1970 and March 10, 1970.

Four schools (Jedediah Smith, Marshall and Marshall Annex, Bessie
Carmichael/Lincoln, and Daniel Webster) requested that their aides be part
of an intensive aide program. The four schools were allotted $110,06l; this
amounted to $495,78 per aide.

The intensive aide program provided for more individualized instruction
in the areas of reading and mathematics, and also provided for more oppor-
tunities for teacher-pupil relationships. Aide involvement consisted of
provi‘ing a classroom team approach. One teacher at each grade level,
kindergarten through sixth, was provided with five classroom aides to tutor
and assisl in general classroom learning situations. Because 50 percent
of the aides came from tie school-site community , there were, also, more
opportunities for establishing positive school-community relationships.
Parents were welcome as volunteers. Other aide sources were college students.
All aides were processed through the Para-professional Services Office. An
in-s:rvice aide p:rugram, along with teacher in-zervice, was a part of this
activity. Consultants and teachers provided the necessary leadersaip for
this phase of the program. The in-service activity took place during the
school day, with teachers participating on a released time basis.

1the aide activity did not require any change in the regular heterogeneous
classroom grouping procedure. This meant *hat within the classroom the aide
worked on an individual basis or with small groups of pupils, under the
direction of a professional. The aide provided follow-up activities, drill
work, storytelling, znd listening activities, and provided a bridge between
the special help the child received and his regular classroom work.

To evaluate this sesment of AB 606, questionnaires were given to teachers
and their aides. The purpose of this was to describe and make recommendations
for future paraprofessional services.

Of the aides, 72 percent responded to the questionnaire. This hicgh
response was partly due to the fact that the evaluator personally deliverez
the questionnaires to the school staff development specialist, discussed in
detail the purposes, and had the SSDS then be responsible for passing out
and collecting the questionnaires from the aides.

At the same time, 2 committee of aides was meeting weekly to lielp draft
a "Paraprofessicnal Handbeok", The evalvator served as one of the consultants
to the handbqok cormittee, a.d in turn used this opportunity t: explain the
purposes, and ask for suggestions and comments regarding the questionnaire.
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school concerned were 1 percent of the total. Of these, 78 percent were
parents and 1l percent were students. Of these parent/student community
; aides, 7k percent indicated that they were active "a great deal" or "some"
" in school/community organizations.

j Community Aides and Community Activities. Aides from the areas of the

Teacher Comments Regarding Aides. Most teachers and principals felt
that the aides very definitely improved school-community relations- As a
result of working in the schools, parental attitudes became more positive;
parents were also in a better position to help their children academically.

"My aide takes pride in the room, She sees things with
Latino eyes and relates this to the community."

"There is a greater understanding of the nressures on
teachers and parents and their roles in educating
children- greater respect for each other as human beings."

"Negro aides are well-groomed and well-mannered. Gives
children a better self-image."

"One aide hrs a child in the school. After working in
the clacrsroom she said she had no idea of how much pre-
paration and teaching time were reijuired to help children,"

"The use of aides in the schools give the people pride--
pride in oneself and the community."

"The aides recruited from the immediate community have
proved themselves. They have become a real part of the
scnool program. All of the aides are sincerely devoted
and enthusiastic."

"Several aides and volunteer parents who have gone on
trips liave stid they wonder how we handle so many
children. They expressed appreciation of our work as
a result of seeing classes in action.”

"Aides quickly beccme aware of the school's problems in
relation to teacher-pupil classroom activities. Working
in this capacity, aides inform the community and community
organizations of the exicting problems and get everyone

involved."
: "Behavior has greatly improved since our aides began.
l Most of the aildes are local parents and I've gotten to

know the community better and the community is learning
l firsthand what goes on in the schools."

Unfortunately, most of the positive comments centered around the aides
and/or community having improved attitudes toward school. Very few comments

l indicated any chenge in the view of teachers and/or schools of the parents
and community,

t‘. 10 - 13
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Length of Service. Most of vhe aides hired under the Educational
Improvement Act had no prior experience as aides. This was their first
experience as aides, hence they had served only in the one school. Those
aides with prior experience were already employed by ESEA Title I.

Educational Background of Aides. The followlng table shows the edu-
cational background of both the community and non-cormmunity aides.

LiVEL OF EDUCATION

Community Aides Non-Community Aides
Number Percent Number Percent
Elementary School 2 2 0
Junior High School 6 S 0
Senior High School 53 L7 17 36
Trade or Business School 16 14 2 I
College, 1«2 years 23 20 10 21
College, 3-lL years 10 9 11 23
College, poste-graduate 3 _3 1 15
Totals 113 100 L7 100

N=160

Twenty-eight aides spoke Spanish, six spoke French, eight spoke Tagalog,
three spoke German, two spoke Italian, and one spoke Hawailan. Most of the
aldes, particularily those speaking Spanish and Tagalog, were assigned to
schools in which their forelgn-speaking abilities could be utilized. In
addition, eighty~two could type and thirty-four could play a musical
instrument.

Hiring and Assignment of Aides. The Para-professional Office of the
San Francisco Unified School District was ultimately responsible for the
hiring of the aides. Most of the aides had been screened through the
principals 2t the school sites, however.

About 70 percent of the 135 teachers (having aides) who responded to
the questionnaire did not have any choice in the selection of their aides,
i.e., the aides were arbitrarily assigned. Of the teachers having aides
85 percent indicated that thev would 1like some choice in the selection of
their aides.

10 - 14

e g i ¥ = ie——— oo § T

y [ ro—— U Ao

A

hrnmn, A  Aemad A mnn A



.

g —— pu—

|
1
|

Aide Work-Week.
aides responding to the questionnaire indicated that they woild like more
vorking hours. The mean number of desired working hours per week was 30,

Aide Responsibilities.

Aides worked fifteen hours per week; 6L percent of the

Prior to beginning work as an aide, 62 percent
indicated that they understood their responsibilities; 35 percent indicated

"somewhat", and 3 percent indicated "not at all",

The following indicates the time spent on various duties during the

work-day.

Amount of Time

TIME EXPENPED AS AN AIDE

Spent, A Great Deal Some Little None { [No Response

3 | 2] | £ [s]xf]Z T
Activities

Getting Training = [ 36 L2 31 [L9 | |35 j 24 {17] 27]] 12 19 |

JTeaching 46 13 39 [62 7111 Wi 7 5 8

Clerical Duties 7 1 22 [35 | (b [ 38| [ 36| 57 13 20

Yard Duty 6 9 6 |10 L 6 U 1 ]

Decorating 1 2 6| 9 2 3

Supervising Children 1 1 1] 2

Correcting Papers 1 1 1] 2 2 3

Collecting Money 1 2 : 1 1 2

Lleaning 1/ 1 __+

Audio-Visual Operations 1 1 2| 3|1 1

Trajning Other Aides | 1] 1

Constructing Teaching

Aids 1 1 1/ 1

Miscellaneous 1 1 ] LI 71 .3] 5

It is apparent that the aides engaged in a wide range of activities,

although training, "teaching”, and clerical Juties consumed the largest

percentige of time.
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Teacher Evaluation of Aide Service. Tcachers indicated that aldes were
most helpful In tutoring and with classroom routines such as the preparation
of materials, clerical work, and operation of audio-visual equipment. Tne
following illustrates teachers' opinions uf the helpfulness of aides in
selected areas,

TEACHER EVALUATION OF THE HELPFULNESS OF AIDES

How helpful have aides been in:

Very Helpful | Helpful | Not Helpful

Tutoring individuals 62% L% %
Tutoring small groups 60% 6% 14
Classroom routine 51% 30% 20%
Preparation of Materials L9% 2Lg 26%
Audio-visual 2L% 224 51,
Clerical work 35% 19% L6%
N=135

The chief weakness of the paraprofessional program, according to the
teachers, was the lack of time to meet and plan with the aides. Other dray-
backs included too few hours of aide service, lack of adequate space, lack
of basic knowledge in academic areas, and poor understanding of Fnglish.

Teacher Recommendation for the Selection of Aides. Teacher responses
to the question, "What criteria would you use in selecting and aide?", fell
into three general categories: 1) having a high school education and/or
a good commr.d of English, 2) having a positive attitude toward pupils, and
3) having an interest in the job.

The following comments on criteria for selecting aides were typical:

"Ability to work with children, willing to cooperate with
teacher, and not afraid to ask questions."

"Interest in children, enthusiasm for their work, mature
personality,”

"Ability end industry in addition to a cooperative epirit."

"Have a fundamental knowledge of Fnglish; willing to be
cooperative and learn,"
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YA strong verbal person who has knowledge of chiidren and
their problems,'"

"An aide must be willing to learn."

Aide Interest in Teaching. Of the aides, 115 indicated that they would
like to be teachers. Of these aides, 59 said thsy had a desire to teach
before beginning work as an aide, and 56 said thelr desire developed since
beginning work as an aide. Of the total number of aides, 38 said they would
not like to be teachers, and seven did not respond to this question.

Alde Satisfaction with Their Services. The aides were asked, "How well
is your aide service being used?¥. The followlng responses show that about
¥0 percent of the aides felt their services were well utilized.

UTILIZATION OF AIDE SERVICE

How well is your
aide service being

used? Percentage Number
Very well 60 96
Well 29 L7
All right 10 15
Poorly 0] 0
Very poorly 1 2

Training of Aides. Of the teachers responding, 86 percent felt that
they should have the chief responsibility for the training of their aides.
This should be augmented in soime respects by Central Office specialists.

The aides indicated that they desired more training, but weren't
specific as to when they felt they should have it. They did indicate,
however, that the followlng six areas should be included in their training:
child psychology, "new math", teacher-training, typing, art, and multa-media
operations.

One of the most positive aspects of the intensive aide program was the

number of aides who volunteered to be on a committee to write a paraprofessional
handbook. This shows a very positive attitude toward their work.
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10,5 READING CENTERS

The Educational Improvement Act of 1969 (AB 606} provided for the
establishment of two reading centers, vne at Sir Francis Drake Elementary
School, and one at Golden Gate Elementary School.

The funding dates were January 26, 197G, to June 30, 1970. Actual
teaching dates were April 1, 1970 to June 12, 1970, howsver. Workshops
vere held #March 18-20 at Golden Gate School, and March 30-31, at Sir Francis
Drake for those teachers and aides whose classes were designated to participate
in this program.

At both schools, three first grade classrooms and three second grade
c¢lassrooms, with a total of 150 pupils at each school, utilized the services
of the reading centers. These classes were chosen at the discretion of the
principals.

Budgeted cost for two Reading Centers was $10l,000.

On the basis of six classes at each school, each class aversging twenty-
five students, the per-pupil expenditure amounted to $347.00 for these
300 pupils. '
Personnel
One Project Leader, (ha;f-time), $7,000
Eight Center Teachers, {(half-time), $50,000

Two Psychometrists (half-time), $114,000

Two Psychologists, (half-time), $1L,000
Two Clerks, (six-hour), $7,000

Twelve Paraprofessionals, $7,200

Equipment
$2,600

Supplies
$2,200

Stated Goals and Qbjectives. The need for a reading center ir ths early
grades was established by loo! ing ~t t. = test results of first, second and
third grade pupils. It was feit th.t if help could be provided in the early
grades, preferably the first and second grades, there would be a pattern for
success established. This pattern would then continue thrnughout the gi. e
levels for the pupils.
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The obJectives of the reading centers would be to:

Provide enrichment for childrsen reading at
grade level;

Provide diagnostic services for children in
identified classrooms;

Provide remediation for their specific reading
disabilities;

Make available general reesding r.mediation
services for the remaining classes in the srliool;

Develop reading approaches, techniqu. ., ete.,
that will be disseminated among all target area
and District schools. The Director of Feading
(District-funded) was to be involved.

Distinctive Features

All students in identified first and second grade class-
rooms were to be screened by a battery of diagnostic
tests to be administered by a paychometrist and inter-
preted by a psychologist and a reading specialist.

Childran were to Le grouped heterogeneously by grade
level; all of the pupils from ore classroom were to attend
the lab together with their regular classroom teacher.

Within the centers, children were to be grouped according
to their specific reading disability. Instruction was to
be directed to remediate each disability.

Emphasis was to be on those techniques which lend themselves
to group remediation procedures, by a specialized proiessional
team,

Instruction was to be supervised by a reading specialist and

1 >rformed by: the reading specialist himself, three additional
teachers, and six paraprofessionals, under the direction of the
coordinator of both reading centers.

Reading "stations" were to provide flexible scheduling for eash
classroom admitted to the center. Individual children were
to move from station to station as their proficiency increased-

The regular classroom teacher was to hsve ample opportunity to
observe and learn remedial techniques for use in his own classroom.

10 - 19
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The services of the center would be extended to the third
and fourth grades as space and time -llowed. Remedlation
referrals of specific children within the grades and
in-service instruction would take place &s time allowed.

Highlights of the AB 606 Reading Cunters. Though establishment of a
Reading Service Lab was requested by eight of the ten Title I schools, only
two, Golden Gate aad Sir Francis Drake Elementary Schools, were able to
provide the necessary 3pace.

During eleven weeks of operation, the Reading Labs, renamed the AB 606
Reading Centers, accomplished a major share of their planned objectives.

The Siingerland screening test provided a means for identifying and
diagnosing the strengths and weaknesses of each designated youngster.
Grovping was accomplished in terms of test performance and classroom teacher
judgment. The opinion of the Centers' psychometrists provided additional
information about specific yourgster's abilities,

Besides its identification features, the Slingerland Test provided an
in-service training matrix for the Center teachers, all of whom were new to
the remedial teaching situation.

Though extensive pre- and in-service training was given by t o b
Leader and the Title I reading resource teachers, a great deal o:
initiative was assumed by th2 individual Center teachers who, in ¢’ .
helped train themselves. Without their energy,; enthusiasm, and d “tion,
the operation of the Centers would not have been possible.

The Reading Centers represent an initial effort to provide ir “iva
remedial and enrichment traini.ag for entire first and second grnd SUSTOMS
in the controlled atmosphere of an on~site remediation facility ¢ ire the
tenure of the present ESEA Project in the San Francisco element~ry  iiool:.

By preserving the unity of classroom populations, fragment . t?
avajlable instructional time was prevented. Since the regular ¢ ~
teacher was reqguested to accompany his class to the Center and . LA
on a co-teacher basis in the remedial station of his choice, hic ' 7 ‘ige

of his children and his ability to cope with their specific laig
reading disabilities was certainly increased.

Not only did the Reading Center teachers gain skill in re- “h=
niques, but they were also able to share these techniques with : . tinz
classroom t2achers in an Limediate and meaningful way.

In addition to the four Center teachers and the classroor. ! R
six paraprofessionals were provided by the AB 606 funding. TF- sed
as instructional aides, providing rejnforcement on a one-to-or- Mk

many instances.

Because of their special talents, the paraprofessionals pro ‘st ful
and attractive instructional materials and audio-visu2l aids. T' .. surcess-
ful experiences in thes Centers have helped the majority of them ¥ e to

Q@ ke teaching a career.
ERIC
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An open house was held near the end of the term at both Reading Centers.
The comments of District teachers and particularly those of narents were very
enthusiastic and positive. :

Finally, the opinion of the youngsters who attended the Centers on a
half-hour basis daily was the most gratifying endorsement received of the
p-ogram. Their pleasure and enthusiastic enjoyment of the learning activities
planned by the teachers and aides supplied the "soul" of the experiment.

If the Centers are able to operate for a full school yeai's time, they
should produce very substantial learning results. They will be able to offer
diagnosis and remediation for identified youngsters in additional classiooms
in both Sir Francis Drake and Golden Qate Elementary Schools.

Finally they will be able to develop and disseminate materials, as
requested, on a District-wide basis.

Procedures. Children were ussignea to stations based on their specific
needs as determined by the initial screening and testing. As the child
improved with specific instruction he moved to the next station. Stations
are described as fcllows:

Station 1 - Served children nea. grade level and above,
teaching to their strengths.

Station 2 - Served children with visual perception
prublems.

Station 3 - Served children with auditory perception
problenms.,

Station 4 - Served children with severe disabilities

in oral language development, motor
coordination, and emotional development.

Personnel Functions. The personnel of the Reading Centers and their
responsibilities were as follows:

Asslgnment and training of teachers and paraprofessionals
employed in the Centers.

Design of physical set-up and actual implementation of
instructional program.

Surveylng of sources and ordering of instructional
materials and supplies.
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Instruction in reading for pupils assigned to his station.

Organization, preparation, and develcpment of teaching
materials vertinent to iiis station.

Administration and correction of dlagnostic tests.

Resource function for reguvlar classroom teachers in
reading areas.

Aiding the station teacher in diagnostic, remedial, and
instructional areas.

Preparing, assembling, and orgenizing instructional
materials for vsc in a specific reading activity.

Administering tests to identified children, scoring and
interpreting them for the uce of the Reading Center
teachers and the 1'egular classroom teachers,

Psychologist
Interpreting test data.

Interviewing and providing counseling for particular
children in the program, recummending teaching procedures
for Center teachers and regular classroom teachers for
meeting the needs of these children.

Measuring Instruments

Screening Tests for Ydentifying Children With Specific
guage Disability (Slingerland). The purpose of the

screening test is to screen from among a group of children
those with potential language difficulties and those

with already present specific language disabilities who
are in need of special attention at the moment. For
prevention rather than future remediation aimz, the

tests aid in identifying children whose specific lang-
uage difficulties may continue beyond periods of
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developmental or maturational lags and become persisting
specific language disabilities.

School records, irncluding ahsentee rate.
Anecdotal records of:
Timetable for establishment of the program.

Teacher and admbr.istrator co.ments atout centers' success.
Farent commentss

Criteria for Measuring Success

Slingertand Screening Test

1 and 2 Test copying from far and near points.
Require only visual perception in
association with a kinesthetic-motor
response,

3 Tests visual perception and memory
matched to items that must be visually
discriminated among several choices.

L Tests reliable visual perception and
discerimination. Memory is not involved.
5 Tests receptive-expressive integration.
6 Tests auditory perception and memory
as they evoke vicual-kinesthetic associ-
ation.
1 Tests fine auditory discrimination,

auditory perception-memory., and visual-
~ kinesthetic association.

8 Tests auditory perception-memory of

words, numbers and letter groups in
assoclation with vigual patterns.

Scoring System. Each subtest of the Slingerland
sereening Test was scored to show the following
categories of errors for diagnostic purposes:
Colum I

Recall - Items not remembered correctly in ontirety
or in on2 or more of their components.

" Substitution - Letter substitutions.
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Ingertion - Insertion of superfluous letters in a word.

Column II

Reversals - Reflection of left-to-right direction-

ality confusion.
Inversions - Confusion of up-and-down direction.

Transnositions = Confusion of the correct sequence
of letter groups and nurbers within
a whole word.

Number Reversals - Confusion of left-to-right
direction as seen in number
formation.

Colurn III

Letter Formations - Inconsistencies in letter
formation,

Number Formations - Inconsistencies in number
formation.

Ceometric Forms - Poor copying ability for
geometric forms,

Mixed Capitals and Lower Case - Inconsistencies in
capital and lower
case letter use.

Mixed Cursive and Manuscript - Inconsistencies in the
use of manuscript and
cursive writing.

Column IV

Omissions = Omissions of letters or words from
copying tests.

Incompletions - Incomplete or unfinished items on
timed tests.

Spelling Errors - Incorrect spelling of dictated words.

Colum V

Spatial Organization - Poor spatial organization as
evidenced by kinesthetic
reference to immediate models.,

Circle Formation -~ Pocr circle formation, including
closure, djirectional eye-hand
coordinativnal problems.
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Kinesthetic Performance ~ Unsatisfactcry handwriting
or manuscript as compared
with peer group.

Anecdotal Comments

Reading Center Teachers

"Improved visual memory."

"suditory and motor skills much improved."

"Somewhat slow but accurate, shows great improvement."
"Can now do good work when he feels like it."

"Enjoys writing words on board; eager to learn new words,"
"Auditory skills have improved."

Fager to learn."

"Has made progress, but very slowly."

"She was immature at first, but is progressing now."

"Has progressed nicely in spite of language problems,"

Classroom Teachers

"Reading Center and testing with psychologist gave
him new incentive., Tries to do work better in class.
Reading improved and writing more legible.”

"Has enjoyed menipulative things and learning from
Center techniques. Is reading better."

"Being in a small group in Reading Center has improved
class learning behavior. Is finally beginning to
read and learn arithmetic."

"Work in Reading Center is helpful. In class it has
been difficult to get him to complete worksheets.
Reading Center teaching and testing by the Center's
psychometrist gave him the incentive to improve."

Paraprofessionals

"It was wonderful to see children improve in their
reading skills,"
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"The Reading Center seems to have helped the hyper-
active kids learn to settle down and begin learning."

"After this experience, I would like to become a
teacher some day."

"Some nf the children really respond to the attention
we were able to give them in the Reading Center."

Larents
"All my child talks about is the Reading Center."

"He insisted on coming to school because he didn't
want to miss the Reading Center.!"

"The Reading Center looks like it would be fun to
attend--even for grown ups."

"I certainly hope this program continues. It's done
so much for my child."

Findings
Golden Gate - FIRST GRADE

. Enrollment - 58 pupils, 3 classes

Pre-test Compared to Post-test

L4O pupils . . . . improved on % or more test items

6 pupils . . . . did not improve on % or more test items
2 pupils . . , . transferred prior to post-test

10 pupils . . . + were not tested for following reasons:

i were enrolled insufficient time to
warrant final testing

1 was absent during all post-test periods

5 did rot take the test on psychologist's
recommendation

Golden Gate - SECOND GRADE
Enrollment - 39 pupils, 2 classes

Pre-test Compared to Post-test

2V pupils . . . » improved on % to 3/L of test items
Y pupils . . . « did not improve on 3/L to % of test items

Conclusiouns

1. The error pattern range was wide on both tests,
especially on the pre-test.
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J 2. The areas of most difficulty in the test were, in
descending order of importance:

1. Letter form

2. Number form

3. Mixed capitals and lower case
L. Omissions

5. Reversals

6., Substitutions

These errors involve educational or maturational
lags in a wide specturm of abilitiw¢s. The perceptual
skills would seem most important in scoring satis-
factorily on these tests.

3. In those instances where children improved, the amount
of improvement was encouraging, considering the short
duration of total teaching time actually experienced
in the Center.

i, In those instances where the pre-post change was
negative, it n.-t be remembered that the testing
teachers' skill in scoring the second test was
probably more precise than his skill in scoring
the pre-test due to familiarity with the instrument
and the particuler scoring procedures,

This would logically indicate that the "megative!
scoras on the post-test were depressed because of an
increase in scoring skill on the part of the examiner.

It would also follow that the "positive" scores

are possibly depressed and gains may be greater than
those indicated.

Sir Francis Drake - FIRST GRADE

Enrollment - 6l pupils, 3 classes
Pre-test Compared to Post~test

L1 pupils . . . . improved on % or more of test items
15 pupils « . ., . did not improve on % or more of test items
8 pupils . . . . vere not tested for the following reasons:
1 3id not take test on psychologist's
recommendation
6 were absent during all post-tests
1 was enrolled insufficient time to warrant
final testing
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Sir Francis Drake - SECOND GRADE

Barollment - 65 pupils, 3 classes
Pre-test Compared to Post-test

39 pupils « . » . improved on % or more of test items
14 pupils + » . . did not improve on % or more test items
12 pupils . . . . were not tested for the followlng reasons:
li were absent for both pre- and post-tests
3 were absent fcv post-test only
2 transferred before post-test
3 were enrolled insufficient time to warrant
final testing

Conclusions

1. Once again the error pattern was wide on both tests,
especially the first.

2. Areas of most difficulty in the tests were, in descending
ordar of imporiance:

1. Letter form
2. Number form
3., Omissions

L. Reversals

5. Substitutions

3. The same comments could be made about these error
patterns as were made about the Golden Gate errors.
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