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FOREWORD -

School districts, the federal government, other funding agents,
the community, and parents are becoming increasingly concerned with the
impact of resource expenditures on educative outcomes. Historically,
resource funds in excess of central school budgets have taken the form of
special programs/projects designed to meet the needs of pupils within
designated populations of a school district. Although these expenditures
have produced significant educational changes for the designated popula-
tion, parents and the community have requested that the level of addi-
tional funding be made available for all pupils in the entire school popu--
lation. However, none of the proposed methods for securing additional

funds (e.g., taxes or.bond issues) has been successful in meeting these
increasing demands.

Sipce additional monies have not been made available to central
school budgets, more extensive monitoring and substantiaticn procedures
have been introduced by federal and private funding agencies to ascertain
(a) whether the recipients are using the appropriated/contributed funds in
accordance with the specified guidelines, and (b) whether the school sys—
tem has made in-kind contributions and subsequeﬁ% Programmatic/instruc-
tional changes as a result of the funding. The emphasis on the use of
cost—-accounting or cost-effectiveness procedures has been instituted as a
means for determining whether a given program/project is producing out-
comes that are better than sr equivalent to practices costing more or
less per unit. The intent of such analyses is to provide information that
could assist school management and funding agencies in making judicious
decisions concerning the feasibility of continuing and/or expanding iden-
tified succesgsful efforts into other schools within a given school dis-
trict or into other districts within the country.

Current methods of evaluation have demonstrated that the tech-
nigques employed to gather information about the attainment of specified
behavioral objectives are =2ffective. However, these methodolojyies have
not demonstrated their capabilities to explain why certain programs/proj-
ects are not successful. (a) upcn replication within a given school or
(b) in those situations where the programs/projects have been expanded.
Iongitudinal data on projects janplemented in specific schools reveal that
such projects are usually successful for those who are directly involved
in them. Moreover, since soma of these programs/projects are specific
for certain grades, students are usually successful performers in the
grades in which the programs/projects are active, but tend to return to
their previous pattern of underachievement in subsequent years.

This sporadic achievement pattern of children who move into and
out of special programs/projects is of special concern to school dis- -
tricts, school administrators, parents, and the community  since it is they
who have the responsibility for the whole educational experience of each
child. Parents and the community are particularly dismayed and do not

understand why sustained improvement cannot be achieved throughout the
entire educational experience of their children.

iii
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School districts like Philadelphia's have employed a cadre of
highly specialized, competent educational researchers who perform active
and comprehensive evaluation services for the school districts. It i to
these professionals that the school management, teaching staif, community,
parents, and students turn for reliable information which could be used to
improve the educational programs. Althouch such professional evaluation
staffs have provided reliable information relative *to the specific pro-
grams/projects within the district, they have not been actively gathering
information that could assist in answering broad comprehensive cguestions
upon: which major decisions are made. Therefore, gaps appear in informa-
tion obtained through individual project evaluations and tend to raise
doubts about the capability of such professionals to produce reliable ii-
formation. Consequently, the full impact of the evaluation staff's capa-

bility to assist in the decision—making prccess of school districts has
not been realized.

Although it is recognized that students directly involved in
special programs/projects receive inestimable benefits from the experi-
ence, many guestions have been raised concerning the worth of such expen-
ditures to students not involved in the experience. In another form, the
same concern is exhibited by the desires of some to dissolve the special
programs for more global experiences—--that i1s, situations that have direct
applicability to a larger number of students and teachers.

In the face of these considerations, the initiation of major
policies for systemwide changss requires at least three kinds of informa-
tion about individual programs/projects and combinations thereof: (a) the
extent of their total impaci in the School District, (b) why they work
successfully in some schools and nct in others, and (c) whether their
current implementation represents an opt’mal or unique programmatic en-—
vironment which produces success for a specified student population.

The need to provide such information has caused the Department
of Instructional Systems Research to change its ESEA,
strategy for the 1970-1971 school year. Instead of concentrating its
efforts on determining whether each Title I project was reaching its in-
dividual goal, an attempt was made to ascertain the impact of the Title I
projects in their particular service, programmatic, or supportive areas.
It is believed that the Department of Instructional Systems Research can
undertake this new emphasis because it has developed, over the past three
yvears, a firm project performance base line——-that is, the characteristic
outputs of giwven Title I projects have been demonstrated. The consistent
findings for each project suggest that the implementation'procedures es-—
tablished for each project are producing their maximum service output.
Moreover, it appears that the only ways in which the independent projects
could raise their present level of output would be through (a) higher

levels of resource funding or (b) improvements in the managemer.t of in-
structional knowledge and practices.

Title I ewvaiuation

Of the two alternatiwves mentioned, the improvement of instruc-
tional management techniques (delivery of instructional services) seems
more tenable. However, the Department of Instructional Systems Research

iv
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has not been gathering systematic data which could ‘answer broad educa-

tional management questions. For example, "Can pupil achievement cuilut
be improved by a particular mix or combination of Title I projects? that

are some of the school characteristics which seem to maximize the impact
rotential of the instructional programs sponsored by both central and
federal budgets? Are the programr/projects presently budgeted and imple—
mented helping to achieve the School District's overall cbjectives?"

To secure such information, a method for obtaining information
about the impact of Title I projects on the broad operational goals of the
School District has heen undertaken. This technigue has been called
cluster evaluation. In the execution of this esvaluation technique, the
major emphasis is upon determining (a) whether the common objectives of
the clustered projects are being achieved, (b) whether the clustered
projects are contributing to the attainment of the Schcol District's
goais, and (c) whether there are requisite conditions which insure the
success of each individual project within the cluster (ke they school-
specific or project—-specific}.

. The cluster approack also permits the gathering of evaluative
infermation to meet the specifications of Title I guidelines and affords
the evaluator an opportunity to observe and investigate the project's
impact from another vantage point. For example, instead of attempting to
determine whether the School-Community Coordinator project is meeting its
specific objectives, as was done for years 1968 through 1970, a broader
investigation was conducted to ascertain (a) whether the goal of improving
community participation in school-related activities was being realized,
and (b) whether the assumptions and thrusts under which the project is
operating lead to the successful attainment of these goals. In gquestion
form, "Are the current implementation methods and procedures used in proj-
ects having school-community goal:z metivating parents to become more in-
volved in schocl-community activities?" Like emphases have been
articulated in three other central areas: the improvement of instruction-
al practices, the imprcvement of students' knowledge and competence in
vocational and career selection, and the improvement. of studeants' cultural
knowledge, awareness, and social interaction:.

It is the belief of the Director of the pivision of Instruc-
tional Research and Development that the proposed emphasis upon the
cluster-evaluation approach will provide {a) more comprehensive informa-—
tion for all levels of school management, the community, teachers, and
students concerning the impact of the Title T project offerings on the
attainment of articulated goals and concerns of the School District, and
(b) mor= interactive information for project managers who are responsible
for improving the capacity of the individual projects to deliver the ser—
vices for which they were organized.

Fdward K. Brown,
Director,

Division of Instructional
Research and Development
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EVALUATING TITLE I ESEA PROJECTS IN CLUSTERS

This volume culminates an intensive cooperative effort by the
Department of Instructional Systems Research and other persons in the
Division of Instructional Research and Development1 to look at Philadel-
phia's ESEA, Title I program as a whole, greater than the sum of its
separate parts.

A Broader Appr~oich to Project Evaluation

The reorganization in 1970 of what was then called the Depart-
ment of Program Assessment made it_gppropriate to rethink the project-by-
project evaluation methodology employed during the two preceding years.

Although useful for producing base-line data, the individual
project technique had cartain fundamental limitations. Since students
were exposed to several projects simultaneously, individual project
evaluations might have provided questionable information (e.g., whether:
the children gained because of Project X or because of Project Y). An
examination of the relationships existing between groups of projects anada
the attainment of School District goals seemed to be more relevant.
Acrosis—project evaluation coculd ascertain what cilanges were produced and
might identify aspects of the total effort calling for revisicon. From
such analyses, evaluation findings might identify cutcomes which were con-—
tingent upon particular ant=cedent conditions and project processes.

Assessments of the jimpact of the Title I projects were envi-—
siconed as information-system networks which could provide data that met
the specifications of the Elementary and Secondary Education Act's guide-
lines and at the same time would be consistent with the needs of the
School District. Methods and procedures weare designed to gather relevant
information concecrning selected impact areas whicii embraced the needs for
these two levels of information. To meet the service re€sponsibilities of
the Department, a holistic approach was initiated. Under this technique,
personnel were assigned in accordance with specified management-informa-
tion needs rather than the accumulation of peripherally related projects.
It was believed that this method of gathering specified clusters of
related management information would provide a more viable system for ob-—
taining the variety of informaticn required by various levels of manage-—

ment, and facilitate an in-depth look at more comprehensive evaluation
questions. I

!Dr. Robert Reiter has contributed extensively to report-format
development, and his editorial assistance has helped to clarify thinking
and to bridge technical communication gaps. Mrs. Deborah Xraisler and

Miss Frances Byers have provided timely and extensive data-analysis
support. ’ ’ '
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An examination of their goals revealed that the Title I projects

in Philadelphia could be grouped into four general programmatic catego-
ries:

1. School-community relations and unique staffing patterns
2. Instructional practices and student cognitive performance
3. Auxiliary services to schools and pupils

4. Other Title I projects.

School-community relations and unigque staffing patterns encom-
passes those projects which are designed to establish, refine, and
strengthen the lines of communication between target-area schools and the
communities they serve in order to facilitate the interpretation of school
programs to the local area, apprise school personnel of community needs
and aspirations, develop and implement joint efforts to improve the neigh-
borhood, and obtain relevant information which will enable schools to
operate more knowledgeably.

Instructional practices and student cognitive performance encom-
passes those projects which are designed (a) to encourage children,
through diversified instructional materijials, to work voluntarily with
materials and situations in the learning environment, to function effec-
tively in problem-solving situations, and to communicate their experiences
orally or in a graphic or narrative display; (b) to provide specialized
instruction and materials required by children with unusual learning prob-
lems, such as Spanish-speaking children, children with speech and oral-
language disorders, and children who are mentally retarded and/or emotion-
ally disturbed; and (c) to integrate appropriate hardware, software, and
instructional strategies int» multimodal approaches to reading, and other
basic skills, that would tend to reverse the current trend toward drastic
underachievement in fundamental subjects.

Auxiliary services to schools and pupils encompasses those proj-
ects which are designed (a) to provide special services for underachiev-
ing students that will facilitate emotional, intellectual, and social
growth, and encourage potentially able target-area children to continue
their education after the completion of high school;  and (9) to provide an

-opportunity for target-areé children to.improve their vocational compe-

tency through instruction in self-chosen vocational areas and to expand
their career choices through exploratory and hands-on experiences.

Other Title I projects are those projects which have as a commmn
denominator aspects and concerns of a more general nature and, thereby,
seek (a) to provide preschool and kindergarten children, , with additional
personnel, activities, and care so that their initial exposure to learning
will be enriched, thus éstablishing the foundation for future cognitive
development by facilitating the development of a positive self-image, a
sense of belonging, and feelings of security; (b) to provide target-area

10
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children with the opportunity for cultural enrichment in the fields of
art, music, and creative dramatics; and (c) to help children gain a

greater understanding of themselves, their environment, and interpersonal
relations.

Using the four general programmatic categories, each Title I
project was classified and placed in one specific category for evaluation.
If a project had multiple goals and would fit into several categories,
placement was weighted toward the primary focus of the project as ex-
pressed in the ESEA, Title I funding descriptions, other evaluation
reports, and comments by project personnel. The result of this classifi-
cation procedure is seen in the Table of Contents of this volume.

Evaluation Procedure

The operational strategy of the 1970~1971 evaluation approach to
the assessment of the Title I projects centered around the development of
systematic information that would answer four basic questions related to
the four programmatic categories:

1. To what degree have school-community relationships been
strengthened by certain Title I projects?

2. What effect has the Title I program had upon the individual-

ization of instructional techniques and upon students' cognitive perfor-
mance?

3. In what ways have the Title I projects provided auxiliary
services and enhanced vocational opportunities for target-area students?

4. To what degree have the efforts of certain Title I projects
provided cultural experiences, intersocial opportunities, and supportive
services for the target-area students?

Evaluation teams, consisting of Research Associates and Research
Assistants, were charged with the responsibility of developing a compre-

hensive design which would yield information that focused dlrectly upon
the four selected impact areas.

As an integral part of the evaluation, provisions were made for
the extensive monitoring of each project. Systematic observation visits
provided (a) current descriptive information about the operational status
of the project, and (k) concurrent programmatic information related to the
focus of the cluster area. These were used to complement data obtained
from other sources (e.g., tests, questionnaires, and interviews), thereby
extending the information base for evaluation and crsating a condition
which could produce more meaningful and realistic findings.

During the 1970-1271 school year, 646 visits were made to 138
different Title I schools. Seventy-eight percent of the observations
occurred in Grades K-6. The average length of each observation was
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approximately 30 minutes. In only 2% of the visits were classes

described as disinterested, uncooperative, or nonparticipating. Where
applicable, pupils had their own instructional aids which were judged
appropriate to their developmental level. Project-supportive personnel
were observed in 76» of the observations. The average attendance in the
333 classrooms observed was 84.73 of the pupil enrollment. It is believed
that this number of systematic observations, gathered from carefully

determined samples, provides information that is representative of the
School District.

Reporting the Findings

The preparation of a composite evaluation report grouping more
than a score of federally funded projects could be beset with at least
three dangers.

Multiple authorship could create a collection of diverse reports
that force the reader to change gears mentally as he proceeds from one
report to the next. To deal with this danger, the Department has coopera-
tively developed a uniform reporting format which contains two parts: a
cluster report, and digest reports on projects within the cluster. The
cluster report gives an overview of the clustered projects and their com-
mon impact, and sets the stage for the reports of noncommon aspects of the
individual projects which follow it. In each report, the topical/textual
sequence is the same: (a) identification and description of the project
or cluster (rationale, objectives, operational characteristics, previous
evaluations); (b) current evaluation procedure (scope and design, instru-
ments, subjects, analysis of data); (c) results; and (d) conclusions.

A second danger could be the use of technical language which
might leave the reader tangled in terminology. 2Although technical lan-
guage cannot be completely avoided in a volume such as this one, an effort
has been made to minimize this danger by frequent revisions in which non-
technical terms and illustrations were substituted for more traditional
publication techniques.

A third danger could be that, in trying to avoid oversimplifica-
tion, the authors might have overcomplicated the report. Overcomplication
in this context means that the reader may find, instead of a unitary
answer indicating whether specific projects have attained their respective
goals, a comprehensive statement that implies the impact or interactive
effect of the projects on a more central question. In presenting the
findings in this manner, it is recognized that the three to five years of
background data on each project are indicative of its individual contribu-
tion. However, special attention is given to any significant changes in
findings in the individual reports which follow the ‘cluster presentation.

The evaluation reports which follow are aimed at providing in-
formation for a comprehensive program development/management system.
Their function has been to present collected and processed information
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which both project developers and administration management can use to
formulate a deeper understanding of the educational process. It is hoped
that this report can help each person having project or management respon-—
sibilities to see his efforts as having an impact on, or merging into, the
broad objectives and ongoing programs of the School District.

Stephen H. Davidoff,
Assistant Director,
Division of Instructional
Research and Development
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SCHOOL~COMMUNITY RELATIONS AND UNIQUE STAFFING PATTERNS

Projects in this cluster are contributing less to the achieve-
ment of the community-related goals of the School District than are non-
cluster projects. Additionally, noncluster projects are having more of
the desired impact regarding information, participation, and opinions
(cluster objectives) than are the cluster projects. A possible explana-
tion for the relatively lesser degree of effectiveness of the cluster
projects could be that the assumptions on which these projects are based
are invalid (i.e., information, per se, does not lead to participation,
nor do information and participation, per se, lead to favorable opinions

Within the school-community cluster, projects differ from one
another in their amount of impact. Impact, as defined in this study,
appears to be dependent upon the relationship and combined effect of the
operation of a project and the operation of the school to which the proj
ect has been allocated. Differences within and between schools indicat
that cluster projects have the desired impact only in schools which have
goals similar to those of the projects. Therefore, in order to maximize
project effectiveness, school characteristics which are compatible with
project goals must be identified.

It is no longer desirable to examine project effectiveness on
a citywide basis alone. We must first examine the assumptions on which
projects and groups of projects are based, to be sure that the stated
goals are truly attainable for projects so design=d. If this condition
is met, the projects' operational success or failure is dependent not
upon their designs but rather upon how they are deployed and utilized
by key decision makers. Projects can achieve their stated goals if de-
cision makers assign them to the appropriate schools (those which have
combinations of factors that allow such projects to operate successfully
Decisions about cost-effectiveness in relation to the broad goals of the
School District will be premature until deployment and utilization of t&-
soundly designed projects have been perfected.



The evaluation of the “school-Community
Relations and Unique staffing Patterns” cluster and
its component projects was designed, conducted, and
reported by Barbara Carullo Goldsmith, Research
Associate, and David W. Allen, Research Assistant.
Mr. Allen had primary responsibility for the evalua-
tion of the project, Out-of-school sequenced Science
Experiences for pPaired Schools.
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SCHOOL-COMMUNITY RELATIONS AND UNIQUE STAFFING PATTERNS

This cluster report assesses the common impact of six projects
on the school and the community. Separate evaluations of the noncommon
features of the individual projects follow this cluster report. Each of
the individual project reports should be interpreted in the context of
this cluster report.

Projects included in this cluster are School-Community Coordina-
tor Services (SCC), New Staffing Patterns in EIP Elementary Schools (EIP),
Kindergarten Aides and Supervisors (KA), Out-of-School Sequenced Science
Experiences for Paired Schools (PSSP), Education in World Affairs (EWA),
and Germantown Area Schools Project (GASP).

The Cluster of Projects

Although the democratic tradition of the United States presup-
bPoses that citizens will actively participate in political decision making,
political and administrative momentum has often led to increased central-
ization of power, varying degrees of representation rather than participa-
tion, and the alienation of citizens from decisions which affect their
lives. In education, the rise of large city school systems has widened
the gulf between decision maksrs and persons affected by the decisions,
and many school systems are now too large to administer sensitively to the
needs of the community (Lopate, Flaxman, Bynum,& Gordon, 1970).

The natural result of this gulf is the tendency for the school
system and the community it serves to be less than adequately informed
about each other. This lack of information, in turn, can make participa-
tion dAifficult. It follows, then, that without information and partinipa=-

tion, the school system can no longer administer sensitively to the needs
of the community.

Although there are many reasons for current gulfs which separate
the school and the community, a lack of appropriate methods to' convey
information and a limited view of teaching may be primarily at fault.
Innovative and supplementary programs which provide for a reciprocal flow
of information between the school and the community (so that each segment
can be well informed about the other) and encourage a tripartite view of
teaching involving instruction, curriculum development, and community
involvement are viable solutions to the problem (Cuban, 1969).

A child's educational development depends upon a dynamic inter-
action between the school and the parent. Although this interaction
generally has been limited in the public school situation, several studies
have shown that even circumscribed participation by parents in school
affairs correlates with heightened pupil development.

In a study of the effects of contacts between inner-city parents
and school personnel on student achievement, Schiff (1963) reported that

Q
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barent participation and cooperation in school affairs led to pupil
achievement, better school attendance and study habits, and fewer dis-
cipline problems. An analysis of the gains on a reading test which was
administered to experimental and control groups of children revealed that
pPupils in the experimental (parent-participation) group improved signifi-
cantly more than did pupils in the control group.

Brookover (1965) compared the development of three randomly-—
assigned low-achieving Junior high school student groups: the first group
received weekly counseling sessions, the second group had regular contacts
with specialists in particular interest areas, and the parents of the
third group had weekly meetings with school officials about their chil-
dren's development. At the end of the year the first two groups showed no
greater achievement as a result of their special treatment. However, the
third group, whose parents had become more intimately involved in the
school and in the children's development, showed heightened self-concept
and made significant academic progress during the year.

Rankin (1967) investigated the relationship between parent
behavior and the academic achievement of inner-city elementary school
children and found substantial differences between the attitudes and
behavior of mothers of high-achieving anad low-achieving children. The
mothers' ability to discuss school matters and their initiation of confer-
ences with school officials were two of the general areas in which differ-
ences were most often found.

Parents' involvement in the school not only is associated with
academic progress but seems also to influence children's attitudes toward
school and teachers' attitudes toward children. Hess & Shipman (19266), in
a study of the effects of mothers' attitudes and behavior toward their
childwren in test situations, concluded, "Engaging parents in the activi-
ties of the school in some meaningful way may indeed assist the child in
developing more adequate and useful images of the school, of the teacher,
and of the role of the pupil {[p. 351." Rosenthal & Jacobson (1968)
reportec that inner-city children who profited from positive changes in
teachers' expectations of their ability all had parents who were involved
to some degree in the children's development in the schcol and were known
by the teachers.

Compensatory educational programs, especially, benefit from
parent involvement. From personal observations of compensatory programs
in various parts of the country, Jablonsky (1968) reported, "Schools which
have open doors to parents and community members have greater success in
educating children. . . . The children secem to be direct beneficiaries
of the change in perception on the part of their parents [p. 6]."

The School District of Philadelphia, recognizing the importance
of parent involvement in education, has included the following in its
School District goals:

1. To make our schools as freely integrated and diversified as
pPossible and to develop greater harmony among differing ethnic groups.
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2. To develop more direct and effective systems of communication
and involvement with the community and with government agencies at all
levels.

3. To improve adult educational opportunities.

4._To improve mental and physical health so that each student
respects himself and others and so that he can cope with his environment
constructively.

To contribute to the achievement of these community-related
goals, the School District has allocated a certain portion of Title I ESEA
money for projects designed to foster school-community involvement. Six
such projects are the components of this cluster: School-Community Coor-
dinator Services (SCC), New Staffing Patterns in Educational Improvement
Program Schools (EIP), Kindergarten Aides and Supervisors (KA), Out-of-
School Science Experiences for Paired Schools (PSSP), Education in World
Affairs (EWA), and Germantown Area Schools Project (GASP).

In each of these projects, the staff members are residents of
distressed areas of Philadelphia, and in scC, EIP, KA, and GASP are liv-
ing in the school communities which they serve. This staffing pattern
should result in an increase in the two-way flow of information between
school and community and an increase in community participation in school
affairs. 1In addition, each project provides school staffs and community
residents with information about its respective project practices. These
information-channeling procedures should result in (a) increased school

‘and community knowledge of school projects, (9)’incr€ésed community par-—

ticipation in the school projects, and (c) increased harmony among differ-
ing ethnic groups.

The six projects have the following objectives in common :
Objective 1. To inform community residents about the objec-

tives, programs, curricula, and services of the school, and to increase
their participation in projects relating the school and the community.

Objective 2. To inform school personnel about the composition,
needs, and concerns of their school's community, and to increase their
participation in projects relating the school and the community.

Common to the modes of operation of all projects in the cluster
is the implementation of various elements of the communitv school concept.
Four of the projects (SCC, EIP, KA, and GASP) make education a joint pro--
cess involving the school and the community and also upgrade the community
by employing only community residents in certain school positions. Three
projects (PSSP, EWA, and GASP) draw on resources in the community for
improving education by utiiizing existing community facilities to house
educational programs. Two projects (PSSP and EWA) provide opportunities
for children from different schools to increase their knowiedge of the

total community by bringing them together to share a common
learning activity. )

11
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Previous evaluacions of the individual projects in this cliuster
have provided information about the degree to which each project has
achieved its own stated objectives. Although complete in themselves,
they provided no information about where the cluster of projects stood in
relation to the attainment of the community-related goals cf the school
District, nor did they provide information about the soundness of the
assumptions on which these projects have been based.

Current Evaluation Procedure

The purpose of this 1970-1971 evaluation was to examine the
degree to which this cluster of projects has been contributing to the
attainment of the community-related goals of the school bistrict, and to
test the validity of the assumptions (on which these projects are based)
=hat information leads to participation and that information and partici-
pation have a positive effect on the opinions of school and community
about each other. The cluster evaluation was focused on five qguestions:

Question 1. Regarding parents and school personnel: How many
are accurately informed about specific Title I ESEA projects?

Question 2. Regarding parents and school personnel: Do they

tend to participate in the Title I ESEA projects abocut which they are
accurately informed?

Question 3. Regarding parents and schcol personnel: To what
extent are their opinions about school-community relations related to
their accuracy of information about specific Title I ESEA projects?

Question 4. Regarding parents and school personnel: To what
extent are their opinions about school-community relations related to
their participation in specific Title I ESEA projects?

Question 5. Regarding parents and school personnel: Do they
express a need for continuing efforts toward attalnlng the common objec-
tives of the projects in this cluster?

To help in answering these questions, two forms of the locally
designed School-Community Questionnaire were used. Form A for parents
and Form B for principals and teachers paralleled each other in content,
each eliciting factual information about certain Title I ESEA projects
and the respondent's participation in them, as well as certain opinions.

Four variations of each form of the questionnaire corresponded
to the four grades in the sample. Nine projects were selected for inves-
tigation: the six Title I ESEA projects in this cluster and three non-
cluster Title I ESEA projects. Each variation of the guestionnaire listed
a different combination of five projects, each being designed to equalize
the amount of exposure each project had in schools where it was imple-
mented and in schools where it was not. (Copies of the eight instruments
are on file in the Research Library of the Board of Educaticn.)
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A stratified random sample consisting of 37 schools was choses
to participate in the evaluation. Stratification criteria were (a) loc:
tion in one of the seven Titie I districts, and (b) school type. Each
the Title I schools in each of the seven districts was classified as one
of the following school types:

T

i
L.
i
b8

1. Elementary with less than 750 pupils (E1);

2. Elementary with more than 750 pupils (E2);

3. Junior high (JH);
4. Senior high (SH).

? In order to insure the répresentativeness of the sample, the
¥ fraction of the total Title I enrollment in each district was obtained
for each of the four school types. In each district the number of
schools to be chosen (which had been determined on the basis of the
relative size of the district) was then multiplied by the appropriate
fractions to obtain the number of El, E2, JH, and SH schools to be
selected. The schools were then chosen at random from lists of schools
with the necessary characteristics.

Parents of children in Grades 1, 6, 7, and 10 were selected tc
H be recipients of Form A of the guestionnaire. It was determined that a
8 representative sample would be obtained if the following numbers of

H classes in each school type were used:

1. E1
6th graders;

Parents of 1 class of 1lst graders and of 1 class of

2. E2 - Parents of 2 classes of lst graders and of 2 classes
of 6th graders; -

3. JH

Parents of 3 classes of 7th graders.

4. SH

Parents of 4 classes of 10th graders.

The selection of the classes within each school was left to ti
principal.

R O R T g e

Form B of the guestionnaire was given to the principal and
administrative assistants of the chosen schools, as well as to the
teachers of the classes whose parents received Form a.

The percentages of return for Forms A and B of the questionna:
are reported in Table 1l. The lowest acceptable rates of return had beer
set at 60% for elementary schools, 50% for junior high schools, and 40%
for senior high schools. BAll returns were well above these minimums, w3
the exception of the senior high school parcents in District 5. Therefos
no conclusions were drawn about senior high schools in District 5.
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TABLE 1

PERCENTAGE OF RETURN OF QUESTIONNAIRES

Parent Form A School Form B
Number
District| School of
TYype Schools|{ Number Percentage Number Percentage
Issued Returned Issued Returned

Elementary 5 500 83% 24 100%
1 Junior High 1 91 74% 4 100%
Senior High 1 111 70% 5 100%
Elementary 6 430 80% 22 100%
2 Junior High 1 69 100% 5 100%
Senior High 1 69 65% 5 1003
Elementary 6 316 89% 20 100%
3 Junior High 1 79 62% 5 100%

Senior High (o) - - - -
Elementary 4 464 80% 27 96%
4 Junior Higt 2 le8 72% 5 100%
Senior High 1 51 45% 6 100%
Elementary 4 258 78% 16 100%
5 Junior High 1 88 68% 5 100%
Senior High 1 70 34% 6 100%
Elementary 1 116 85% 5 100%
6 Junior High 3 202 81% 7 100%
Senior High 1 60 63% 1 100%
Elementary 3 231 742 10 90%

7 Junior High (o] - - - -

Senior High (o) - - - -

14
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the item "How much do you participate in the project?"

To insure the authenticity and validity of the data, it was
decided to eliminate from further analyses all forms with (a) multiple
markings in any question, (b) more than ten omitted cells ("blanks") in
the prespecified-project sections of Question 1, or (c) more than two of
the following logical errors in Question 1:

1. A response of No to the item "Does your school have this

project?" coupled with a response of Yes to the item "Is your child in
this project?"”

2. A No response to the item "Does your school have this proj-
ect?" coupled with a response of The school to the item "Who gives you
the most information about the projact?"”

3. A blank response to the item "Does your school have this
pProject?" coupled with a response of Yes to the item "Is your cinild in
this project?"”

4. A blank response to the item "Does your school have this
project?" coupled with a response of The school to the item "Who gives
you the most information about the project?"

5. A response of A little or A lot to the item "How much do you
know about the project?" coupled with a response of No one to the item
"Who gives you the most information about the project?"

6. A response of Nothing to the item "How much do you know about
the project?" coupled with a response of ilelp sometimes or Very active to

7. A response of No one to the item "Who gives you the most in-
formation about the project?" coupled with a response of Help sometimes or
Very active to the item "How much do you participate in the project?"

The number of forms that were analyzed further and the number
that were systematically eliminated form further analyses are presented in
Table 2. The reduction in the size of the sample (resulting from the sys-—
tematic elimination of forms) did not affect the representativeness of the
sample. The number of forms dropped in each district was proportional to
district size, and was less than the supplementary portlon of the ~riginal
sample that was considered expendable.

For parent Form A and schcol Form B, data analysis was performed
on responses to the items in the questionnaires as follows:

For each project listed in the question, 'a respondent's answer
about the existence of the project in the school (Item 1) was tabulated as
either accurate or inaccurate. If that item response was accurate, hls
response about his child's (or pupil's) enrollment in the project
(Item 2) was tabulated as either accurate or inaccurate. If both item
responses were accurate and the project did, in fact, operate in that

15
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school, the respondent's answers to the other items—-about the extent of
his knowledge about the project (Item 3), his chief source of information
(Item 4), and the extent of his participation in the project (Item 5)--
were tabulated. This procedure is shown diagrammatically in Figure 1.

The tabulations were summarized for each school and for each
district as well as for all respondents. However, school and district
breakdowns are not shown in this report.

Frequencies and percentages were obtained for all respondents'
answers to Questions 2-7 of Forms A and B of the guestionnaire.

In addition, each respondent was rated on three scales: accu-
racy, participation, and opinion. _The accuracy rating was on a scale from
zero to 10 and measured the degree to which the respondent knew whether
each project listed in Question 1 was or was not operating in the school.
The participation rating, also on a zero-to-1l0 scale, measured the degree
to which a respondent who knew that a project operated in the school was
participating in that project. The opinion rating was on a scale from 3
to 6, where 3 indicated that the respondent was dissatisfied with the
amount of school-community interaction and 6 indicated that the respondent
was satisfied with it. Means and standard deviations were computed for
these three ratings for each school, for each district, and for all
respondents. Correlation coefficients were computed to determine the
mutual relationships, if any, among accuracy, participation, and opinion.

Results

Data relevant to Question 1. Regarding parents and school personnel: How
many are accurately informed about specific Title I ESEA projects?

One facet of the impact of a Title I ESEA progect, especially
if it is concerned with school-community relations, is spec1f1c1ty of in-
formation. Parents and school personnel must be accurately informed that
the School District is providing their school with specialized services
and that their children are the direct beneficiaries of these services.
To be informed about a Title I ESEA project, parents and school personnel
must know (a) whether the project exists in their school and (b) whethex
their children or puplls are in the project.

The first two items in Question 1 of the questionnaire were
designed to test the respondents' knowledge about the existence of the
specific projects in the school (Item 1) and about the children's enroll-
ment in these projects (Item 2).

Responses to Item 1 are summarized in Table 3 (parents) and
Table 4 (principals and teachers). Responses to Item 2 are summarlzed in
Table 5 (parents) and Table 6 (principals and teachers).

17
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Process for analyzing parents' responses about each project

school personnel's responses on the Form B questionnaire.
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Proportionately more parents and school personnel were accu-
rately informed about the existence of the cluster projects in the schools
than about noncluster projects. However, proportionately more members of
both groups were accurately informed about children's enrollment in the
noncluster projects than about their enrollment in the cluster projects.

Across cluster and noncluster projects, proportionately more
principals and teachers than parents were accurately informed about which
projects existed .in their schools (with the exception of GASP), but pro-
portionately more parents than school personnel were accurately informed
about the children's enrollment in projects (with the exception of Ka).
The mean accuracy score {(on a 1l0-point scale) for school personnel was
7.4; for parents it was 5.5. This meant that the average principal ox
teacher tended to know four of the five projects listed in the gquestion-

naire's Question 1, whereas the average parent tended to know only 2%
of the five projects.

The only conspicuous similarity between parents and school
personnel regarding their responses about the individual projects was that
proportionately more of both groups were uninformed about EIP than about
any other project in relation to the existence of the project in the
school and the enrollment of children in the project.

Parents and school personnel were accurately informed about dif-
ferent Title I ESEA projects. Proportionately more parents were accu-—
rately informed about the existence in the schools of projects in which
their children were enrolled. Proportionately more principals and :
teachers were' accurately informed about which projects existed in their
schools, whether or not the teachers’ own pupils were enrolled in them.-

Specific project characteristics appear to have a definite
effect on impact as measured by accuracy scores. Most parents and school
personnel were accurately informed about smaller projects that involve
transporting children from one facility to another (PSSP, EWA). Parents
and school personnel tended not to be accurately informed about larger
projects involving the utilization of auxiliary personnel in a supportive,
instructional capacity (KA, 3fP, but not SCC). Fewer parents and school
personnel were accurately informed about projects that had received a
great deal of publicity (e.g., FT, IRS). Most respondents who were
inaccurate about these projects responded Yes to the item "Does your

school have this project?" when, in fact, the project was not in their
scuiools. ' :

Specific factors in school communities appear to be related to
project impact as measured by accuracy scores. In school-by-school
examination of the data from each district (not presented in this report)
it was noted that in schools where more pri:icipals and teachers were
accurately informed, more parents were accurately informed. And in.
schools where fewer principals and teachers were accurately informed,
fewer parents were.accurately informed. Also, individual school communi-
ties tended to be informed about the same projects. - :
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To the extent that accuracy of information is an indicator of
impact, the projects in the cluster (designated as school-community impact
projects) have had a greater impact on school and community than the
other Title I ESEA projects investigated. While 59% of the parents and
school personnel were accurately informed about the existence of the
cluster projects in their schools (as opposed to 50% for the other Title I
projects), the other 41% of the respondents were not accurate about them.
And 20% of the 59% who were accurate about the existence of the cluster
projects in the schools were not accurate about the participation of their

children in the prOjeCt (as opposed to 13% for the other Title I proj-
ects).

Data relevant to guestion 2: Regarding parents and schocl personnel: Do

they tend to participate in the Title I ESEA projects about which they
are accurately informed?

Responses to Item 5, regarding the respondents' degree of par-

ticipation in specific projects, are summarized in Table 7 (parents) and
Table 8 (principals and teachers).

For projects about which they were accurately informed, princi-
pals and teachers indicated a higher degree of participation than diad
parents. Seventy-nine percent of the parents claimed no involvement in
the projects about which they were accurately informed, 16% claimed that
they helped sometimes, and 4% claimed that they were very active. Thirty-
two percent of the school personnel claimed no involvement in the projects
about which they were accurately informed, 30% claimed that they helped
sometimes, and 36% claimed that they were very active.

Oor the scale from zero (no participation in any of the speci-
fied projects) to 10 (very active participation in all specified projects
existing in the local school) the average parent indicated a degree of
participation equivalent to 0.6 points, while the average school staff
member indicated his participation as being equivalent to 3.9 points.

More parents and more school personnel 1nd1cated some degree of
part1c1pat10n in noncluster projects than in cluster projects. In addi-
tion, their indicated degree of participation was greater in noancluster
projects than in cluster projects. To the extent that participation is
an indicator of: impact, the projects in the cluster (designated as school-
community impact projects) have had less impact on school and community
than the other Title I ESEA projects investigated.

Parents and school personnel agreed on :the three projects'in
which they participated most: Head Start - Follow Through (FT) , GASP,
and Motivation Program (MP), in that order.

Specific factors .in school communities appear to be related to
project impact as measured by participation scores. In school-by-school
examination of the data from each district (not presented in this report)
it was noted that participation scores varied significantly from school
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to school and from district to district. This finding suggested that
community participation was sought in some schools but not in others.

In order to test the assumption (on which the projects in this
cluster are based) that information leads to participation, correlation
coefficients to indicate the relationship, if any, between accurate
information and participation were computed for both groups cf respon-
dents. These coefficients were +.24 for parents and +.44 for principals
and teachers, which might suggest that there was some degree of direct
relationship between accurate information and participation for both
groups. However, the degree of relationship’obtained was quantitatively
similar to the degree of relationship that had been superimposed upon the
analysis by the cluster's assumption that information leads to participa-
tion. Thus, because it was possible for members of both groups to have
information without participation but virtually impossible for them to
have participation without accurate information, these correlation coef-
ficients were interpreted as indicating no true relationship between
accurate information and participation.

Data relevant to Question 3. Regarding parents and school pexrsonnel: TC
what extent are their opinions about school-community relations related
to their accuracy of information about specific Title I ESEA projects?

Questions 5, 6, and 7 of the questionnaire were designed to
elicit respondents' opinions about the adequacy of (g)’parents' partici-
pation in school affairs, (b) school personnel's knowledge about the
community, and (c) their own information about the other segment of the
school—community partnership. Responses to these questions are summa-—
rized in Table 9 (parents) and Table 10 (principals and teachers).

TABLE 9

SUMMARX OF PARENT RESPONSES TO QUESTIONS 5, 6, AND 7
ON THE QUESTIONNAIRE (N“2363)

Question ' Yes ‘No Blank

5. Do you think parents participate
enough in school affairs? 14% 85% 1%

6. Do you think school staff members -
know enough about your community? - 22% 77% ' 1%

7. Do you wish you knew more
about your.  child's school? ‘ : 93% 6% 1%
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TABLE 10

SUMMARY OF SCHOOL-PERSONNEL RESPONSES TO QUESTIONS 5, 6, AND 7
ON THE QUESTIONNAIRE (N=176)

Question Yes No Blank

5. Do you think parents participate
enough in school affairs? 14 84% 2%

6. Do you think school staff members
know enough about the community? 243 75% 1s

7. Do you wish you knew more
about your school's community? 87% 12% 1s

Parents and school personnel both expressed the feeling that
the amount of information and participation had not reached an adeguate
level. This was evident in the parents' responses to an even greater
degree than in the principals' and teachers' responses.

In school-—-by-school examination of the data from each district
(not presented in this report) it was noted that opinions varied signif-
icantly from school to school and from district to district. This
finding suggested that in schools (and districts) where information was
proviled and parent participation was sought, principals and teachers
responded more favorably to Questions 5, 6, and 7 of the questionnaire.

In order to test the assumption (on which these projects are
based) that information has a positive effect on opinion, correlation
coefficients to indicate the relationship, if any, between accurate in-
formation and opinion were computed for both groups of respondents.
These coefficients were +.03 for parents and -.02 for principals and
teachers, indicating that there was virtually no relationship between
accurate information and favorable opinion for either group. Thus the

data did not support the assumption that information leads to favorable
opinion.

Data relevant to Question 4. Regarding parents and school personnel: To
what extent are their opinions about school-community relations related
to their participation in specific Title I ESEA projects?

In order to test the assumption (on which these projects are
based) that participation has a positive effect on opinion, correlation
coefficients to indicate the relationship, -if any, between participation
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. and opinion were computed for both groups of respondents. These coef-

ficients were +.10 for parents and +.06 for principals and teachers,
indicating that there was little or no relationship between participa-
tion and favorable opinion for either group. Thus the data did not
support the assumption that participation leads to favorable opinion.

Data relevant to Question 5. Regarding parents and school personnel: Do
they express a need for continuing efforts toward attaining the common
objectives of the projects in this cluster?

In addition to ascertaining the opinions of parents and school
personnel: akout school-community relations, Questions 5, 6, and 7 of the
questionnaire permitted assessment of the need for continuing efforts
toward attaining the common objectives of the projects in this cluster.
For the summary of responses to these questions the reader is again re-—
ferred te Table 2 (parents) and Table 10 (principals and teachers), which
indicate that an overwhelming majority of parents and school personnel
expressed a need for more information and more participation. Responses
from both groups paralleled one another in intensity for the three
gquestions. Parents and school personnel expressed a need for parents to
participate more in school affairs and for school personnel to be more
knowledgeable about the community. In addition, each group expressed a
desire to know more about the other.

In school-by-school examination of the data from each district
(not presented in this report) it was noted that parents and school per-—
sonnel responded to the opinion gquestions in the same way, on the aver-
age, regardless of their accuracy and participation scores.

Another interpretaticn of responses to Question 7 suggests
that, by expressing a desire for more information, parents and school
personnel were, in effect, indicating that the projects in the cluster
had not been so successful as both groups wanted them to be in attaining
the common goals of the cluster. Data presented in earlier pages of this
report, 1nd1cat1ng that projects in the cluster had been less successful

than noncluster projects in supplying information and evoking participa-
tion, lend credence to this interpretation.

It was noted that a nationally distributed survey by Gallup
(1969) included a question similar to Question 7 of our questionnaire.
In the Gallup survey, 65% of responding parents indicated that they
wished they knew more about the schools in their community. The fact
that 93% of our responding parents indicated a similar desire dramati-—
cally emphasizes the need in Philadelphia, and perhaps other urban
areas, for implementing projects (or systems) that will be effective in
providing information about the schools to parents.

29

35



Complementary Data

Item 3 in Question 1 of the questionnaire was designed to as-
certain to what extent parents and school personnel considered themselves
to be informed about the cluster projects and the noncluster projects.
Responses to this item are summarized in Table 11 (parents) and Table 12
(school personnel).

Of all the projects listed in this study, cluster projects were
the ones about which parents and school personnel responded most often
that they knew "nothing." The principals and teachers responded that
they knew at least "a little" about all the projects listed except scc,
EIP, PSSP, and EWA, all of which were cluster projects. Five of the
Projects about which the parents said they knew the least (scc, EIP, KA,
PSSP, and EWA) were cluster projects. These findings indicated that the
projects in the cluster (designated as the school-community impact clus-
ter) had less impact on school and community with regard to the amount
of information supplied about the pProjects than did noncluster projects.
Parents and school personnel felt less informed about cluster projects
than about noncluster projects.

Item 4 in Question 1 of the questionnaire was designed to as-
certain the chief source of pParents' and school personnel's accurate and
inaccurate information about projects. Responses to this item are summa-—
rized in Table 13 (parents) and Table 14 (principals and teachers).

Both groups indicated that their primary source of accurate in-
formation about cluster and noncluster projects was the school. When the
responses for Head Start - Follow Through (FT) were eliminated from the
noncluster totals, the second source of parents' information about non-—
cluster projects was the child. Thus, parents received most of their
accurate information about the specified Title I ESEA Projects either
from the school or frem the child, whereas principals and teachers re-—
ceived most of their accurate information from members of the school
staff. (The data have not yet been analyzed to identify the respondents'
primary sources of inaccurate information. They will be included in a
supplementary report.) : ' '

Question 2 of the questionnaire was designed to ascertain the
main channels of communication between school and community. Responses
to this question are summarized in Table 15 (parents) and Table 16
(school personnel). . '

The responses to this question indicated that parents spoke
most fregquently with teachers, and that teachers and principalsfspoke most
‘frequently with parents and School-Community Coordinators. The pri-

- mary channel of communication is between the two parties most directly
involved with the child--the parent and the teacher.

Questions 3 and 4 of the questionnaire were designed to ascer—
tain the extent to which parents and school personnel attended Home and
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TABLE 15

SUMMARY OF PARENT RESPONSES TO THE QUESTION, "IN THE LAST SIX MONTH
DID YOU TALK WITH ANY SCHOOL PEOPLE . . . ?" (N=2363)

Guidance School- Otk
Response Teacher Principal Counselor Community Aide Sta
Coordinator Men
Yes 52% 21% 14% 11s% 8% 1cC
No or 48% 79% 86% 89% 92% 9C
Blank '
TABLE 16

SUMMARY OF SCHOOL~PERSONNEL RESPONSES TO THE QUESTION, "IN THE LASY
SIX MONTHS, DID YOU TALK WITH ANY OF THESE PEPSONS . . . ?" (N=176)

: School- Home - Other Community
Response |Parent/- Community School Community Service Commt
Guardian Cocrdinator Visitor Person Agency Leade
Worker
Yes 94% 87% 72% 61% 49% 4
No or 6% 13% 28% 39% 51% 5!
Blank ‘ '

School Association meetings and community meetings. Responses to the
questions are summarized in Table 17 (parents) and Table 18 (princip:
and teachers). A greater percentage of principals and teachers than

parents attended ::-hool and community meetings during the six-month )
iod. ' -
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TABLE 17

SUMAARY OF PARENT RESPONSES TO QUESTICNS 3 AND 4
ON THE QUESTIONNAIRE (N=2363)

:
i Response
} Cuestion
{
{
i. Yes No Blank
i .
3. In the last six months, did you attend 44% 56% 0%
: the Home and School Association or
! any other school meeting for »afents?
i :
E
% 4. In the last six months, did you attend 30% . 70% 0%
{ a meeting of any community organization?
i
1
E

TABLE 18

SUMMARY OF SCHCOL-PERSONNEL RESPONSES TO QUESTIONS 3 AND 4
'ON THE QUESTIONNAIRE (N=176)

Response
Question
Yes No Blank

3. In the last six months, did you attend - 76% 22% 2%
3 the Home and sSchool Association or
i any other meeting for parents at this
i school?
% 4. In the last six months, did you attend 48% 50% 2%
! a meeting of any community group in
i the area served by this school?

Conclusions

e gt g £ e

Question 1. Regarding parents and school personnel: How many are accu-
) rately informed about specific Title I ESEA projects?

Proportionately more school personnel (principals and teachers)
than parents are accurately informed about the existence of specific
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Title I ESEA projects in their schools, but proportionately more parents
than school personnel are accurately informed about their children's or
pupils' enrollment in those projects. Fifty—-nine percent of the parents
are accurately informed about the existence of the projects in their
schools, and 84% of tha™ number are also accurately informed about their
children's enrollment in them. Seventy-four percent of the school per-
sonnel are accurately informed about the existence of the projects in
their schools, and 78% of that number are also accurately informed about
their pupils® enrollment in them.

Accuracy of information gives a mixed indication of the impact
of projects in this cluster. With regard to accuracy of information
about their existence in the schools, the projects in this cluster have
greater impact on the school and the community than do noncluster proj-
ects. However, with regard to accuracy of information about the enroll-
ment of the children in them, the cluster projects have less impact on
the school and the community than do noncluster projects. Furthermore,
with regard to the amount of their information about projects, parents

and school personnel feel less well informed about the cluster projects
than about the noncluster projects.

District, school, and grade level appear to be more important
factors for accuracy of information than loes project operation. Dif-
ferences betwean projects are less conspicuous than differences between

districts, between schools, and between grade levels within the respec-
tive projects.

Question 2. Regarding parents and school personnel: po they tend to

participate in the Title I ESEA projects about which they are accurately
informed?

‘ Proportionately more school personnel (principals and teachers)
than parents participate in Title I ESEA projects about which they are
accurately informed. Seventy—nine percent of the parents claim no in-
volvement in the projects about which they are accurately informed,
whereas only 32% of the school perscunel claim such noninvolvement.

On a scale from zero (no participation in any of the specified

projects) to 10 (very active participation in all specified projects

existing in the local school) the average parent indicated a degree of
participation aguivalent to 0.6 points, while the averagye school staff
member indicates his participation as being equivalent to 3.9 points. No
relationship was found between accurate information and participation for
either the parents or the school personnel. Thus it seems probable that

possession of accurate information about specific Title I ESEA projects
does not per se lead to participation in those projects.

To the extent that participation is a measure of a project's
impact, the projects in this clus’er have less impact on the school and
the community than do noncluster projects. Parents and school personnel
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participate less in cluster projects about which they are accurately in-

formed than in noncluster projects about which they are accurately in-
formed.

District, school, and grade level appear to be more importar
factors for participation than does project operation. Differences be-
tween projects are less conspicuous than differences between districts,
between schools, and between grade levels within the respective projects.

Question 3. Regarding parents and school personnel: To what extent are
their opinions about school-community relations related to their accuracy
of information about specific Title I ESEA projects?

No relationship was found between opinions about school-com-—
munity relations and accuracy of information, for either parents or
school personnel. While both groups expressed predcminantly negative
opinions, the accurately informed members of each group were no less neg-
ative than their inaccurately informed counterparts. Thus it seems prob-
able that possession of accurate information about specific Title I ESEA
projects does not per se lead to favorable opinion.

Question 4. Regarding parents and school personnel: To what extent are
their opinions about school-community relations related to their partici-
pation in specific Title I ESEA projects?

No relationship was found between opinions about school—-com-
munity relations and participation in the projects, for either parents
or school personnel. While -both groups expressed predominantly negative
opinions, the participating members of each group were no less negative
than their nonparticipating counterparts. Thus it seems probable that

participation in specific Title I ESEA projects does not rer se lead to
favorable opinion.

Question 5. Regarding parents and school personnel: Do they express a
need for continuing efforts toward attaining the common objectives of
the projects in this cluster?

Substantial majorities of parents and school personnel have 
expressed a need for more information and participation. Beth groups
acknowledge the need for parents to participate more in the school, and :
for school personnel to be better informed about the community. More-
over, each group has indicated a desire to learn more about the other
(parents about the school, and school personnel about the community). .
Thus both groups have indicated their approval of the common objectives
of the projects in this cluster (informatiun and participation-~which
also are goals of the School District), but from their indications of a

nez2d for continuing efforts one may infer their feeling that these ob-
jectives have not yet been attained.
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SCHOOL~COMMUNITY COORDINATOR . RVICES /
(PBRS #111-17-505)

The School-Community Coordinator Services project (SCC) employs
community residents as school—community coordinators to transmit informa-—

tion and to encourage mutual participation between the school and the com
munity.

This project report should be interpreted in the context of the
cluster report, "School—-Community Relations and Unigue Staffing Pattexms,
in earlier pages of this wvolume.

The Project

One of the problems facing urban education today is the lack of
communication and participation between the school and the community. In
many instances, middle—class teachers and lower—class parents are unable
to establish a satisfactory rapport because of language and cultural bar-
riers, lack of ccmmon experiences, and the frequent inability of both
groups to express their feelings appropriately and constructively. As a
result, each group lacks vital information about the ,other and mutual
participation in decision making is practically nonexistent.

To bridge the gap between schools in target areas and the com-
munities they serve and to improve: lines of communication, innovative
and supplementary projects have been developed by the School District of

Philadelphia. SCC is one such project. It is based on the following as-
sumptions:

1. An intermediary between middle—class teachers and lower-—

class community residents is necessary if communication between the two 3
to be established.

2. The intermediary must be able to "talk the language" of
both groups and translate for each information about the other.

3. The intermediary must ke an indigenous community resident

(with vested interests) if he is to provide maximal service to both
groups.

The key objectives of SCC are the following:
Objective 1. To increase péfticipation of parents in school

and community projects by informing the community of the objectives, pro-
grams, curricula, and services of the school. ’ :

Objective 2. To increase participation of school perxrsonnel in
community=-related projects by keeping the school personnel informed abous
the needs and concerns of the communitye.
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To achieve these objectives, 226 sch ol-community coordinators
have been assigned to 180 elementary and secondary schools in target
areas. One coordinator is assigned to each target—area elementary schoo
and two are assigned to each junior or senior high school. In general,

there are one or two school—-community coordinators for every 1,000 to
3,000 students.

Coordinators have flexible work hours to permit them to work
during, before, and after school as well as on weekends. Their most im-
portant function is that of liaison persons between the school and the
community, keeping eacii group informed and up-to-date with respect to th
other, developing and supporting school—-community activities, and visit-
ing individual homes to gain information which will enable the school to
operate with greater awareness of the community. In addition, they work
with community agencies (e.g., Mental Health Center, PAC) to provide a
coordinated exchange of information. -

To perform these demanding tasks, coordinators are carefully
screened jointly by the School District and the community through examin
tion procedures, and must meet the following criteria:

1. They 'must reside within their respective school communitie

2. They must have demonstrated leadership ability through
community, <iwic, school, recreational, or church activities.

Z. They must be in good health.

4. Their ability to work with all segments of the community
must be well above average.

5. They must have a high school education .r its general
eguiwvalent.

6. They must, if they represent the Puerto Rican community,
be able to speak both Spanish and English.

The project is administered by one project director, three
supervisors (professionally trained in guidance and social work), and 14
area coordinators (promoted from the posifiocn of coordinator). This stc
is responsible for the supervision and prdfessional development of the
coordinators.

Previous SCC evaluations have indicated (a) that community res
dents who had been visited by the coordinators were more knowledgeable
about the school and pa-ticipated more in school activities than those
residents whc had noo “wen visited, and (b) that :the coordinators have
been more swuccessful in rhralizing those project aobjectives directed to-
ward community resicevi.s than those directed toward school staffs.
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Current Evaluation Procedure

In addition to the gquestions considered in the evaluation of
the cluster as a whole ({reported in earlier pages of this volume), this
year's SCC evaluation dealt with one question about the project itself.

Question: Are the tasks performed by school-community coordinators com-
patible with the objectives of the sSCC project?

To answer this question, 63 visits were made to 37 coordinator
in 37 schools. The instrument used to record conditions observed durincg
these visits was the Observational Checklist. {A copy of the instrument
is available in the Research Library of the Board of Education.)

In addition, 72 coordinators and 20 principals were interviewe
and asked about the appropriateness of the activ-*ies in which coordina-

tors engage. Data from observations and interviews were recorded and
summarized in terms of frequency.

Results

Data relevant to the Question: Are the tasks performed by school-

community coordinators compatible with the cbjectives of the SCC project

In 31 of the 63 visits, the coordinators were observed in
their schools. During 13 of these visits they were meeting with repre-
sentatives from community agencies or organizations; during the other
18 they were involved in me«tings with parents and members of the school
staff. The 13 meetings with community representatives had been initiate
by the coordinators, usually to coordinate certain school prcgrams with
certain community programs. Although the 18 meetings with parents had
been initiated by principals or teachers, usually to.discuss truancy or
discipline problems, interxviews revealad that it was the coordinators'
home visitations that had resulted in the parents' actual attendance at
these meetings.

For 23 of the other 32 wisits, the coordinators were observed
in the community either on home visits or at community meetings. Most c
their home visitations were made either to explain school programs to
parernts or to get parents inco the school to discuss their children.
Most community meetings which the coordinator attended dealt with proble

relevant to the school and the community (e.g., gang control, mental
health).

For the:- nine remaining visits, the coordinators were observed
working alone atc desks jn their schools. The tasks usually performed af
these times were record keeping, such as recording contacts made, writir
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up minutes of meetings, and preparing fliers to be sent to parents about
a school meeting.

Seventeen of the 72 school-community coordinators interviewed
during the 1970—-1971 school year indicated that at least one-fifth of
their time was spent performing tasks incompatible with SCC project ob-
jectives. The others reported that in emergencies the principal peri-
odically requested their assistance in "nonrelated" activities. However,
these 55 coordinators indicated that their performing of such "nonrelated"
tasks was not contradictory to their role (as long as it remained peri-—
odic) since cooperating with principals in times of emergencies tended to
perpetuate good will and to reinforce the coordinator's role as an active
member of the school staff. This position was supported by all 20 of the
principals interviewed. They indicated that, because of the importance
of her role, they requested the coordinator's assistance in "nonrelated"
activities only as a last resort. The principals reported thait the co-

ordinators understood this and always responded graciously to such re-—
quests.

All the interviewed coordinators and principals reported ‘that
the coordinator's major activities varied from school to school depending
on the needs of the school-cuommunity being served. They indicated that
any activity which increased the two-way channels of information and
participation between the school and the community was compatible with
rproject goals and School District goals, and that at least 80% of the
coordinator's activities were directed toward this.

Fifty-six coordinators and 12 principals reported that the
coordinators were working more with community . residents than with school
staff members and were encountering greater success in the community than
in the schcol. Their explanation for this was that school staff members
were more resistant to the coordinator and to becoming "“involwved" than
were community residents.

Complementary Data

There was a sign—-out log for the school-community coordinator
in 31 of the schools visited. These logs differed from school to school,
and in four schools they were used not for locating the coordinator but
merely to identify thes task she was performing ({e.g., "home visitation").

In 12 schoois visited, the coordinators did not have their own
desks. When working at schools, they would use any desk that was avail-
akle to them, whether or not it was near a phone.

Five of the eight interviewed secondary school SCC's indicated
that they had extreme difficulty in meeting with school personnel to dis-
cuss school and community needs because of the nature and size of their

schools. This was not cited as a problem by the SCC's in eiementary
schools.
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Conclusions

o

Question: Are the tasks performed by school-community coordinators
compatible with the objectives of the SCC project?

ks
Yes, the tasks actually being performed by the coordinators
are compatible with the objectives of the SCC project. Direct okser-
vations and interviews with coordinators and principals have confirmed
widespread use of the coordinators for tasks which should facilitate

the two-way channels of information and participation between schcol
and community.
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NEW STAFFING PATTERNS IN EIP ELEMENTARY SCHOOLS
(PBRS #111-02-518)

The project, New Staffing Patterns in EIP (Educational Improve-
ment Program) Elementary Schools (EIP), employs community residents to
assist classroom teachers in grades one through three. Although serving
different grade levels, it is similar to the Kindergarten Aides and Super-

visors (KA) project in its rationale, general objectives, and mode of
operation.

This project report should be interpreted in the context of
the cluster report, "“School-Commurnity Relations and Unigue Staffing
Patterns," in earlier pages of this wvolume.

The ProjecE

Widespread conditions of poverty are known to have an adverse
effect on pupil academic performance. In Philadelphia, pupils in schools
designated as Title I score substantially below national norms on stan-
dardized tests. In addivicai, 70% of these schools are overcrowded with
enrollments continuing to increase. To accommodate the increasing pupil
enrollments and to procv¥ide a guality education for a community whose com-
position is rapidly changing, innovative and supplementary projects have

been developed. EIP is one of these projects. It is based on the follow-
ing assumptions: ‘

1. Disadvantaged children need more‘individual and small-group
instruction if academic performance scores are to improve.

2. The amount of individual and small—-group instrﬁction

decreases as classroom enrollment increases because of the increasing
demands placed on teacher time.

3. Teachers in overcrowded classrooms need -supportive assis—
tance if they are tc spend more time teaching and give more attention to
individuals and small groups cf pupils.

The key objectives of EIP are the following:

Objective 1. To free the teacher from duties not directly
related to instruction, as well as from. some instructional duties, so
that she will be able to carry out more individualized and small-group
instruction than would ctherwise be possible.

Objective 2. To improve pupil performance in English and
mathematics. '

To achieve these objectives, classroom aides have been assigned
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to teachers in grades one through three. During the 1970-1971 school
vyear, 100 aides have been so assigned in 71 EIP schools. The number of
aides allocated to each school varies from one to five, dep=nding on the
size and needs of the school. The manner in which the program is imple-
mented within the school is the responsibility of the principal. Thus,
assignments can vary from one aide working full-time with one teacher to
one aide working part-time with each of nine teachers. In general, the
role of the aide is to provide important supportive assistance by reliev-
ing teachers of most of the routine clerical and housaekeeping duties that
take time away from their teaching services.

bDifferences between schools in the project’s mode of operation
could account for the inconsistent findings of previous EIP evaluations.
Increases in individualization of instruction in classrooms with EIP
aides were found in 1967-1968 and 1969-1970 but not in the intervening
school year. Improvement in reading was found in 1967-1968 but not in
the next two years. :

Current Evaluation Procedure

In addition to the guestions considered in the evaluation of
the cluster as a whole (reported in earlier prages of this volume), this
vear's evaluation dealt with two questions:

Question 1. Has the presence of the EIP aide reduced the num-
ber of noninstructional tasks the teacher performs?

Question 2. Has the presence of the EIP aide increased the
amount of individualized or small—-group instruction the pupils receive?

To answer both guestions, 35 teachers who have the supportive
assistance of EIP aides were interviewed and asked about their typical
utilization of their aides' services.

In addition, one EIP classroom in each of ten randomly selected
schools was systematically monitored on three occasions when aides were
scheduled to be present. The instrument used to record classroom condi-—
tions observed during these visits was the Observational Checklist. (A
copy of the instrument is available in the Research Library of the Board
of Education.)

Data from teacher interviews and from classroom observations
were recorded and summarized in terms of frequency.
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Results !

i
i

i
Data relevant to Question 1. Has the presence of the EIP aide reduced
the number of noninstruc¢tional tasks the teacher performs?

211 35 of the interviewed teachers reported that at least a
portion of the aides’® téme was used for noninstructional tasks. Three
of them indicated that they used aides for noninstructional tasks only.

During eight of the 30 observation visits, EIP aides were
observed performing noninstructional tasks. On three occasions they were
physically preparing the room for an activity; on the other five oc¢asions
they were raarking tests, cataloging materials, or collecting milk money
and absence notes. During sach of these observations, when the aide was

performing noninstructional tasks, the teacher was engaging in whole—-group
instruction.

Data relevant to Question 2. Has the presence of the EIP aide increased
the amount of individualized or small-group instruction the pupils receive?

Of the 35 interviewed teachers, the 32 who used the aides for
only part-time noninstructional tasks reported an increase in the amount
of individual and small-group instruction (some by the teacher and some
by the aide). The three teachers who used the aides solely for nonin-
structional relief reported that, although they were freed for more whole-
group instruction; there waT no increase in the amount of individualized
or small—-group instruction they could perform.

During 22 of the 30 visits, EIP aides were observed working in
an instructional capacity. On 15 occasions, the aides were conducting
small—-group instruction with the teachers present; on four occasions thaey
were conducting individualized instruction outside the classroom with
pupils designated by the teachers; in three instances they were couduct-—-
ing whole-group instruct:on in the classxroom without the teachers. Dur-—
ing each of the 19 observations when aides were conducting individualized

or small-group instruction, the teacher was engaging in the same type of
activities.

Complementary Data

Interviews with the 35 teachers revealed that the benefits
cited in Question 1 (nominstructional-task relief) and Question Z {indi-
vidualization of instruction) tended not to occur sinultaneocusly.
Individualization occurred when EIP aides were used for instructional
tasks, but not when they were used merely to relieve the teachex of
noninstructional tasks.



Conclusions

Question 1. Has the presence of the CIP aide reduced the number of non.-
instructional tasks the teacher performs?

Yes, the presence of the EIP aide has reduced the number of
noninstructional tasks the teacher performs. Teacher interviews and
classroom observations confirm widespread use of EIP aides for tasks

which, without the aide, would encroach upon the teacher's availability
for actual teaching.

Question 2. Has the presence of the EIP aide increased the amount of
individualized or small-group instruction the pupils receive?

Yes, the presence of the EIP aide has increased the amount of
individualized or small-group instruction the pupils receive. Teacher
interviews and classroom cbservations indicate€ that such individualiza-—
tion occurs when EIP aides are used for instructional tasks, but not

when they are used merely to relieve the teacher of noninstructional
tasks.
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KINDERGARTEN AIDES AND SUPERVISORS
(PBRS #111-01-506)

The Kindergarten Aides and Supervisors (KA) project employs
community residents to assist kindergarten teachers in all phases of
classroom activity. Although serving a different grade level, it is
simjlar to New Staffing Patterns in EIP Elemcntary Schools (EIP) in its
rationale, general objectives, and mode of operation.

This project report should be interpreted in the context of

the cluster report, "School-Community Relations and Unigue Staffing
Patterns," in earlier pages of this volume.

The Project

Widespread conditions of poverty are known to have an adverse
effect on pupil academic performance. In Philadelphia, pupils in school
designated as Title I score substantially below national norms on stan—
dardized tests. In addition, 70% of these schools are overcrowded with
enrollments continuing to increase. To accommodate the increasing pupil
enrollments and to provide a guality educaticon for a comminity whose con
position is rapidly changing, innovative and supplementary projects have

been developed. ¥A is ome of these project . It is based on the follow
ing assumptions:

1. Disadvantaged children need more individual and small- —grovu
instruction 1f academic performance scores are to improve.

2. The amount of individual and small-group instruction

decreases as classroom enrollment increases becavse of the increasing
demands placed on teacher time.

3. Teachers in overcrowded classrooms need suppoxtive assis-—
tance, especially in kindergarten, if they are to spend more time teachi
and give more attention to individuals and small groups of pupils.

The key objectives of KA are the following:

Objective 1. To free the teacher from duties not directly
related to instruction, as well as from some instructional duties, so
that she will be able to carry out more individualized and small-group
instruction than would otherwise be possible.

- Objective 2 To improve pupil performance on the Philadelphiz
Peadiness Test.

To achieve these objectives, 157 kindergarten aides have been
assigned to 113 schools during the 1970-1971 school year. The number of
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aides allocated to each school varies from one to four, depending on the
size and needs of the school. The manner in which the program is imple-—
mented within the school is the responsibility of the principal. Thus,
assidnments can vary from one aide working full—-time with one teacher

to one aide working part—-time with each of four teachers. In general,
the role of the aide is to provide important supportive assistance by re-—
lieving teachers of most of the routine clerical and housekeeping diities
that take time away from their teaching services.

Differences between schools in the prcizct's mode of operation
could accounat for the inconsistent findings of previous KA evaluations;
regarding individualization of instruction (Objective 1). Increases in
individualiz.tion in classrooms with kindergarten aides were found in
1967-1968 and 1969-1970C but not in the intervening school year. Regard-
ing readiness test scores {Objective 2), no improvement was found in

1967-1968 or in 1968-1969. (Readiness was not examined in the 12359-1970
evaluation.)

Current ‘Evaluation Procedure

In addition to the guestions considered in the evaluation of
the cluster as a whole (reported in earlier pages of this volume), this

Question 1. Has the presence of the kindergérten aide rednced
the number of noninstructional tasks the teacher performs7

Questinn 2. Has the presence of the kindergarten ~ide in-—
creased the amount of individualized or small—-group instruction the
pupils receive?

To answer both questions, 38 teachers who have the supportive
assistance of kindergarten aides were interviewed and asked about their
typical utijlization of their aides' services.

In addition, one kindergarten classrocm in each of ten randomly
selected schools was systematically monitored on three occasions when
aides were scheduled to be present. The instrument used to record class-—
room conditions observed during these visits was the Ubservational Check-

list. (A copy of the instrument is available in the Research Libxary of
the Board of Education..)

Data from teacher interviaws and from classroom okservations
w2re recorded and summarized in terms of frequency.
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Results

Data relevant to Question 1. Has the presence of the kindergarten aide
reduced the number of noninstructional tasks the teacher performs?

All 38 of the interviewed teachers reported that at least a
portion of the aides' time was used for noninstructional tasks. Eight
of them indicated that they used aides for noninstructional tasks only.

During 1G of the 30 observation wvisits, kindergarten aides
were observed performing noniustructional tasks. On eight occasions thay
were participating in lavatory orxr snack-time activities; on the other 4“wo
occasions they were physically preparing {he room for an activity. During
each of these observations, when the aide was rerforming noninstructional
tasks, the teacher was engaging in whole-group instruction.

Data réelevanZ to Question 2. Has the presence of the kindergarten aide
inicreased the amount of individualized or small—group instruction the
pupils receive? '

Of the 38 interviewed teachers, the 30 who used the aides for
oniy part-time noninstructional tasks reported an increase in the amount
of individual and small-group instruction (some by the teacher and some
by the aide). Of the eight teachers who used the aides solely for non-—
instructional relief, two reported that, although they were freed for
more whole-group instruction, there was no increase in the amount of
individualized or small-group instruction they could perform.

During 20 of the 30 visits, kindergarteﬁ aides were obsexrved
working in an instructional capacity. ©On 18 occasions, the aides were
conducting small-group instruccion with the teachers present, and on two
occasions they werw conducting individualized instruction outside the
classroom with pupils designated by the tezachers. bDuring ea<h of the 20
observations when aides were conducting individualized or small-—-group
instruction, the teacher was engaging in the same type of activities.

Complementary Data

For 32 of the 38 interviewed teachers, the Yenefits cited in
Question 1 (noninstructional-task relief) and Question 2 (individualiza-~
tion of instruction) tended not tc occur simultaneously. Individualiza-
tion occurred when kindergarten aides were used for instructional tasks,

but not when they were used merely to relieve the teacher of noninstruc—
tional tasks.
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Conclusions

Question 1. Has the presence of the kindergarten aide reduced the number
of noninstxuctional tasks the teacher performs?

Yes, the presence of the kindergarten aide has reduced the
number of noninstructional tasks the teacher performs. Teacher inter-—
views and classroom Observations confirm widespread use of kindergarten
aides for tasks which, without the aide, would encroach upon the
teacher's availability for actual teaching.

Question 2. Has the presence of the kindergarten aide increased the
amount of individualized or small-~group instruction the pupils receive?

Yes, the presence of the kindergarten aide has increased the
amount of individualized or small—-group instruction the pupils receive.
Teacher interviews and classroom observations indicate that such individ-
valization occurs when kindergarten aides are used for instructional
tasks, but not when they are used merely to relieve the teacher of non-
instructiocnal tasks.
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QUT—~OF—-SCHOOL SEQUENCED SCIENCE EXPERIENCES FOR PAIRED SCHOOLS
(PBRS #111-02-6533)

Out—-of-School Sequenced Science Experiences for Paired Schools,
commonly called the Paired School Science Project (PSSP), brings sixth-
grade children frcm pairs of schools having varied racial and socioeco-
nomic backgrounds to the Franklin Institute for physical science lessons
one day a week over a seven-week cycle.

This project report should be interpreted in the context of

the cluster report, "sSchool—-Community Relations and Unique Staffing
Patterns," in earlier pages of this volume.

The Project

) The School Dpistrict of Philadelphia is aware of the need for
intercultural education. Like many urban centers, Philadelphia‘s
neighborhoods reflect de facto segregation. As a result, many children
attend culturally homogeneous schools, where their social relations tend
to be restricted to interaction with persons having backgrounds similar
to their own. Therefore, their opportunities for awareness of and intexr-—
action with culturally different children are limited.

As an interim solution, it was deemed possible to select a
neutral site where black and white pupils might periodically meet and
participate in joint educational experiences. The rationale for this
approach may be found in the research of Allport (1954). In order to
reach maximum effectiveness, the contact should (a) occur in the noxmal
course of activity, (b) enjoy community sanction, ar.d (c) be genuine and
purposeful. - ’

Scholastic benefits can accrue from the mixing of culturally
different children in the same classroom. Pettigrew (1968), Henderson
(1969), st. John (1969), and Coleman (1966) have found that increased
heterogeneity of classes may lead to an increase in pupil achievement
when provided with the appropriate learning environment.

PSSP has two major objectives:

Objective 1. To promote the knowledge and understanding of
basic concepts of physical science as evidenced by the pupils' ability
(a) to recall basic factual information dealing with the principles of
matter and energy, (b) to define basic concepts and give relevant
examples, (g) to comgére and contrast different forms of energy, and
(d) to solve problems iavolving measurement of forces and motion.

Objective 2. To facilitate an interchange of ideas and coop-
erative work between classmates of different races, national backgrounds,
and religions.
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To achieve these objectives, PSSP brings ¢hjldren from pailred
schools to the Franklin Institute for instruction in gcience. This com-—
munity resource has facilities and eguipment not avajlable in the pupils'
home schools. The children from the two schools are& paired so&that
they work together in the laboratory investigati®ons gnd developmental
sessions and have lunch together. It is anticipated that the jinterac-
tions in these activities may promote interracial ungerstanding, motivate
science learning, facilitate linguistic responses, and reduce social
isolation.

PSSP has two seven-week cycles per school year. Each cycle
involves approximatelw 300 sixth-grade pupils from f£jye pairs of schools.
Pupils from each pair of schools are randomly asSigfed to either of two
identical three-hour workshops. Thus, each worksho® group is composad
of a 50% random sample from each of the paired clasSe¢s. 2an alternate
seating pattern is utilized in order to insure that chiidren from differ-
ent schiools have an opportunity to work together-

Each workshop includes a short lesson-demOpgtration, related
laboratory investigations, and lunch. Franklin Instjtute instructors
demonstrate how science apparatus is to be assembled z;nd used to illus-
trate the science concepts being taught; pupils then construct the appa-
ratus. Each pair of pupils works with the self-ConStructed apparatus,
using a work sheet for the investigations. The instyyctors summarize
jdeas developed inductively by pupils in accordance ywjith their work—-sheet
investig: Zions.

In previous evaluations (1968, 1269, 1970) it was found that
pupils' scores on the Science Achievement Test were gjignificantly higher
for classes participating in PSSP than for corresSpongjng control groups.
This finding indicated that some of the cognitive Ohjectives were being
attained in PSSP which apparently were not being attgined in the regular
sixth—grade classrooms.

Current Evaluation Procedurte

This vear's evaluation focused on two questjions:
Yy t1

1. Has PSSP provided the conditions that gre considered Pre—
requisite for the attainment of its objectives?

2. Have PSSP pupils demonstrated knowledge and understanding
of basic concepts of physical science?

More attention was given to cognitive thamn t+o attitudinal ob-—
jectives of the project because of the pupils' relatjyely short expOsure

to PSSP and the lack of sensitivity of direct attitlige measures ovexr
short exposure times.
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Although a measure of attitudes was not used to eyaluate the
Project's achievement of its attitudinal objective, some sSupjective
Qpservations were made. Attendance and interaction between paired school
Duplls were monitored and teachers were asked whether they felt the pair-
ing of pupils from different schools was valuable. Findingg are included
iy this report as "Complementary Data."

gpestlon 1. Has PSSP provided the conditijions that are conllsjdered pre-
tequlslte for the attainment of its objectives?

Various PSSP activities (e.g., laboratory investigations, demor
Strations, and classroom discussion) were systematically mopjitored with
Tthe use of the Observational Checklist, during each cycle of the project.
(2 copy of the checklist is available in the Research Library of the
RBoard of Education.) Data from the observations were recorded in terms

Of fregquency.

Question 2. Have PSSP pupils demonstrated knowledge and understanding of
hSsic concepts of physical science?

Since base-line data were available from the Prevjous year's
Syaluation, a posttest-only design was utilized to answer this guestion.
The instrument used was the Science Achievement Test, Form p (reliabilitsy
Qgefficient .82, Kuder—-Richardson Formula 20), which was especially
QAgveloped to Measure cognitive learning resulting from Franklin Institute
prerlences- (A copy of the test is on file in the Res®arch rLibrary of
the Board of Education.)

The Science Achievement Test was administered tO gvery PSSP
Bypil (N=588) by the participating teachers in the 14 public and six
Qjocesan schools. The mean score of the 1970-1971 PSSP pupils was com—
Bared with (a) the mean score of the previocus two years PSgp partici-
Pants and (b) the mean score of the previous two years' nOhparticipant
Tomparison groups The difference found in the latter compagrison was
Sybjected to a t test.

Results

Data relevant to Question 1. Has PSSP provided the conditigns that are
\on51dered prerequisite for the attainment of its objectlvesv

Data obtained through the systematic monitoring of PSSP activi-
LTjes are summarizZed in Table 1. Consistently favorable coOngjitions were
+
ound.
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TABLE 1

SUMMARY OF OBSERVATIONS MADE DURING 21 VISITS TO PSSP

Number of ObsServation Visits

Desired Condition condition not
Condition| Condition Appropriate
Present Tacking during
Observation
1. Scheduled topic was being
discussed. 20 0o 1
2. Science materials were
available. 20 G 1
3. Pupils were constructing
or working with Science 20 o] 1

materials.

4. Instructors were answering

guestions. 20 (0] 1
5. The written and/or oral

science material was presented 18 0o 3

at the pupils' level.

6. There was a demonstration

related +to thie topic of 13* 2 (Y

the day.
7. Pupils were attentive to -

the demonstration. o* 2 10

*Data abcut demonstrations were gathered in two ways: (a) by direct
observation, and (b) by asking pupils about the demonstrations they had
attended. Data about attentiveness were obtained only in the instances

when direct observations were made.

Data relevant to Question 2. Have PSSP pupils demonstrated knowledge and

understanding of basic concepts of physical science?

The mean Score for the two 1970-1971 cycles was 17.3 out of a
possible score of 26. This was significantly higher (p<.0l1) than
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the previous two years' nonparticipant comparison groups®' mean score of
13.8. The mean score of the previous two years' PSSP pupils was 15.3-

Complementary Data

Interviews with eight PSSP cooperating teachers jndicated that
seven of the eight perceived the pairing of pupils from djifferent schools
as having social value. The 89% average daily attendance for the proiect
tends to confirm that the PSSP pupils enjoyed their Frankljin Institute
experiences.

Conclusions

Question 1. Has PSSP provided the conditions that are considered pre—
requisite for the attainment of its objectives?

Yes, PSSP has prcovided the conditions that are considered pre-
regquisite for the attainment of its objectives. Systematic monitoring
has yielded consistent results: appropriate materials have been avail-
able and used; instructors have been fulfilling their specified roles
appropriately; and pupils have been attentive during the PgSP activities.

Question 2. Have PSSP pupils demonstrated knowledge and uynderstanding of
basic concepts of physical science?

Yes, PSSP pupils have demonstrated knowledge and understanding
of basic concepts of physical science. Their mean sScoxe on the Science
Achievement Test for the two 1970-1971 cycles was significantly higher
than the mean score of the previous two years' nonparticidaznt comparison
groups. Thus one may cecnclude tiat physical science achievement of PSSP
pupils continues to exceed that of pupils in regular sixth-grade class-
rooms.
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EDUCATION IN WORLD AFFAIRS
(PBRS #111-03-556)

Education in World affairs (EWA) provides elementary and
secondary schocl pupils with activities and materials on selected coun-
tries. Assemblies and field trips to the Art Museum. Civic Center, and
United Nations are arranged under the major sponsorship of the World
Affairs Coun-~il.

The Project

With the social segregation experienced by ghetto school chil-
dren, there may be a limited understanding of other countries' geography,
language, history, religion, and culture when social studies classes are
conducted in a traditional manner. The usual methods of teaching social
studies include grougp discusSsions, traditional textbook teaching, and
lectures, all of which may be ineffective if firsthand experiences are
not provided. For culturally disadvantaged pupils, a lack of relevant
firsthand experieinces makes achievement of an understanding of another
country's language and culture difficult.

With instant news of world events and reduciion in travel time,
knowledge of wvarious countries' cultures and current events has become
increasingly important for understanding the world we live in. The EWA
programs attempt to provide firsthand sxperiences with artifacts and cus-
toms, s presented by native speakers from the countries being studied.

The objectives of EWA are these:

Objective 1. To provide EWA students with materials, guest
speakers, and field trips including a trip to the United Nations.

Objective 2. To increase general knowledge of world affairs
and specific knowledge of the history, language, geography, and customs
of four countries.

The program is sponsored by the World Affairs Council in ccop-
eration with the School District of Philadelphia and other school systems
in the Delaware Valley, including city diocesan and other private
schools. Approximatsly 107 Title I Philadelphia public schools partici-
pated in the program during the 1970-1971 school year.

EWA programs have been implemented at three levels: elementary
(for sixth grade), junicr high (primarily for seventh grade), and senior
high.

The e€lementary sChool program involves a staff frcm the World
Affairs Council and elementary school faculty advisers selected by prin-
cipals of participating schools. Each of four countries is studied for
six weeks. (The 1970-1971 program concentrated on the study of China,
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Brazil, England, and Ghana.) Before each #tuqQy, an introductory tape 1is
played to the class. Booklets on the country'y basic geographic, his-
torical, political, and cultural background aXe provided. a hative of
the country being studied (usually a student) yisits classes to talk to
pupils and to answer their guestions.

At the end of each in-depth studyY, A cuiminating program is
held at one of the schools in each district. giudents from a2ll partici-
pating elementary schools in that district peXgerm songs, dantes, plays,
skits, and poetry which they have learneq aurihg their study- A trip to
the United Nations is arranged for each of tha& gjixth-grade classes from
EWA participating schools. Forty-two Title@ I gchools particiPate in the
elementary program including the trip to the Unjted Nations.

The junior high school program sérvihg 37 Title I sChools is
similar in structure to the elementary prodram_ The same fouX countriec
are studied both in class or club (using WOrl& pffairs Council materials)
and at the Civic Center and the Art Museum- Ay the latter 1o0Cations,
native speakers give short talks supplemented Ly slides and artifacts of
their country. After a short gquestion-—-and—anSyer period, students tour
appropriate country exhibits. A world fair, ihvolving student presenta-
tions and displays, serves as a culminating a®tjvity to the study of the
four countries.

Title I funds allocated to the s@ni®y high school World affairs
Council program support an ongoing speakers' Program in nine Pubklic high
schools. Each month speakers, frequently foréign graduate scn00l stu-
dents, visit the schools and adédress the studants on a topic Which cor-
responds to a current international issue being presented to the class at
that time. More than three-fourths of the paXtjcipating students receive
subscriptions to Newsweek. Other materials® pXgyided are filmsS and books
(e.g., Status, Achievement and Social Va{gﬁi) for each student. Through-
out the year "scholarships” are provided t© eFNgple students t© attend the
various seminars, forums, and trips of the Wox)g affairs Council's senior
high school program. Each participating clas® takes a trip t© the United
Nations which includes attendance at two priefjngs given by l€ading diplo-
mats from wvarious countries.

Evalnations conducted in 1967-1968 ang 1968-1969 jindicated a
statistically significant superiority of EWA dypior high students over
comparison groups in knowledge of the four colyntries but not in “open-
mindedness." Pindings in the 1969-1970 school year again ccnfirmed the
EWA studenis' greater factual knowledge and deyonstrated that the amount
of knowledge was girectly related to the nmb&@y of district me€etings
attendeqd. 8

Current Evaluation Procégure
—~— N

In addition to the questions ceonsidé@y.d in the evallation of the
cluster as a whole (reported in earlier pades of this volume) » this year's
evaluation dealt with the follewing gquesti©ns gpout the ©WA project:
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1. Have the learning activities consideyed essential to the
EWA program in the participating schools taken place during 1970-19717?

2. Have the procedures and structural arrargements considered
essential to EwWa acrivities at the Civic Centexr and the Art Museum been
carried out?

3. To what extent are the students' best-liked EWA activities
seen by the teachers as naving educational value?

Question l. Have the learning activities consideXxed essential to the
EWA program in the participating schools taken place during 1970-19717z

Systematic monitoring of-elementary district programs and jun-
ior high EWA club and classroom activities was conduCted with the use of
the Observational Checklist. (A copy of the checklist is on file in the
Research Library of the Board of Education.)

Five elementary district programs (about Ghana, china, England&
and brazil) were observed involving some 25 particjipating classes. Five
visits to Jjunior high club and/or class activities werxe made. Observed
activities were listed descriptively.

Qrestion 2. Have the procedures and structural axrrangements considered
essential to EWA activities at the Civic Tentexr and the Art Museum been
carried out?

Systematic moni:toring of EWA activities ocCurring at the Art
Museum and the civic Centc: w:s conducted witih the aid of another form o
the Observational Checklist. (A copy of this form also is on file in th
Research Library of the Board of Education.)

Eleven EWA meetings wore monitored. ParcticCipating pupils rep-—
resented approximately 43 schools. The data were gummarized in terms of
frequency of the presencz= cor absence of specific conditions (e.g.,
whether the number of pupils prereported as coming aCtually came, and
whether pupils participated in country activities).

Question 3. To what extent are the students' best-liked EWA activities
seen by the teachers as having educational value?

211 junior high EWA students were asked to evaluate their EWaA
experiences by means of the Student Evaluation Quegticnnaire, and par-
ticipating teachers were asked to indicate their opinions of the educa-
tional va~ue of the EWA activities by means of the Teacher Evaluation
Questicnnaire. (Copies of both guestionnaires are on file in the
Research Library of the Board of Education.) Teachers' responses to an
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open~end question were categorized and compared with the rank-order 1list
of students' best~liked activities.

Results

Data relevant to Question l. Have the learning activities considered
essential to the EWA program in the participating schools take- »lace
during 1970-1971?

The following learning activities were observed on various
occasions during ten visits to EWA classrooms, clubs, and/or assembly
programs :

1. Pupils listened to an introductory tape on orne of the four
countries being studied.

2. Pupils listened to their teacher talking about one of the
countries.

3. Committees worked on projects and did research in the
library.

4. Pupils answered gquestions from the specially prepared
country booklet.

5. Pupils and their teacher showed slides and discussed a
recent trip they had taken to one of the countries they were studying.

6. Pupils gave reports on the country their EWA class was
studying.

7. Pupils acted out local folk tales of the country.
8. Pupils demonstrated a dance indigenous to the country.

2. Pupils played the music of the country they were studying
and sang songsS including the country's national anthem.

From this list, one sees the variety of activities taking place
in the schools as a result of the EWA project personnel and materials.
The structural arrangement of the EWA activities in the local school
varies from clubs, to classrooms, to the involvement of several schools
in presenting an assembly program on a particular country.
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Data relevant to Question 2. Have the procedures anq gtxuctural arran
ments considered essential to EWA activities at the QjviC CeNter and t
Art Museum been carried out?

The data obtained from observation wvisits Qye Summarjired in
Table 1. The seven instances of incomplete attendalqQe (Conditjion 1 in
TABLE 1

SUMMARY OF OBSERVATIONS DURING 11 VISITS 10 EwWA
MEETINGS AT CIVIC CENTER AND ART MUSgyM

Number of ObS€yyation visits
r_\_—
Desired Condition Conditjion no
Ccndition| conditign Appropriate
Present Lacklng during
Observation
i
1. The number of pupils pre-
reported as coming came. 4 7 0
2. The speaker was enthusiastic
about his or her country. 10 0 1
3. The pupils were quiet during
the lecture. 10 1 o]
4. Audiovisuals were used to
supplement the lecture. 11 o) o]
5. The pupils asked guestions. 11 0o (o]
6. The pupils broke up into
smaller groups to tour 7 0o 4*
exhibits.
7. The pupils saw artifacts
from the country discuscag. 10 0 1
8. Pupils participated in
country activities. 6 0o 5%
. ]

*Facilities and activities at the Art Museum diffe,ed from those af
the Ciwvic Center.
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the table) reflect the fact that participating schools were digrupted by
a strike and some of them were unable to provide the necessary substi-
tutes for the absent EWA participating teachers. The programs most
affected were the ones on Ghana at the Civic Center. Attendance for the
other country programs was high until late spring when other Sschool
activities began to conflict with Ewa meetings. However, attendance at
the world fair, which took place on June 1-3, was very high.

Data relevant to Question 3. To what extent are +the students' best-liked
EWA activities seen by the teachers as having educational value?

Students' indications of "best-liked" EWA activities and
teachers' indications of "most valuable" activities are presented in
Table 2. A rank-difference correlation of zero indicated that there was
neither positive nor negative relationship between specific EWaA activities®
educational value (as perceived by teachers) and enjoyment value (as per-—
ceived by students). A reranking based on both educational andg enjoyment
factors would show country programs and the United Nations trip as offer-
ing the best combination of educational value and enjoyment.

TABLE 2

STUDENTS ' AND TEACHERS' EVALUATIONS OF SPECIFIC EWA ACTIVITIES

EWA Activity Student "Votes“1 Teacher "votes"?
United Nations Trip 305 6
Country Programs 135 12
World Fair 99 3
Speakers 39 8

!Number of times the activity was marked (in a list of activities) as
the one they liked bes’-.

2Number of times the activity was named (in response to an open-end
qguestion) as having the most educational wvalue.

a4
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Complementary Data

The materials and speakers which are supplied through EWA are
being used by the participating teachers and students, according to re-
sponses on the teacher and student gquestionnaires.

Student responses indicated that students' EWA time was spent
mainly in (a) using specially prepared EWA booklets on the four countri
(b) listening to EWA-prepared tapes, and (c) listening to speakers.

Teachers reported that they used the EWA booklets primarily
(a) as directed reading lessons, (b) as a basis for group discussion,
(g) as a resource for research done individually by students, and (d) =
a motivation device.

Teachers indicated that they prepared their classes for count
Programs primarily through (3) class discussions, (b) map studies, and
(c) the use of films and filmstrips. The materials supplied by the Wor
Affairs Council are used in a wide varisty of ways.

Conclusions

Question 1. Have the learning activities considered essential to the
EWA program at the participating schools taken place during 1970-1971?

Yes, the learning activities considered essential to the EWA
brogram at the participating schools have taken place during 1970-1971.
Systematic monitoring and teachers' responses to a gquestionnaire have
indicated that teachers are (a) using the EWA booklets to prepare their
students for the country programs at the Civic Center and the Art Museu
(b) using introductory tapes about the four countries, and (c) having
the students use the library for research. -

Question 2. Have the procedures and structural arranéements considered
essential to EWA activities at the Civic Center and the Art Museum boen

carried out?

Yes, the procedures and structural arrangements considered
essential to EWA activities at the Civic Center and the Art Museum have
been carried out. Systematic monitoring has shown that the EWA program:
have consistently included (a) a question-and-answer period, (b) use of
audiovisuals, and (c) small-group tours or country activities.
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Question 2. To what extent are the students' best-likeéd EWA activities
seen by the teachers as having educational value?

Teachers' choices of "most valuable" EWA activities do not cor-
respond to students' choices of "best-liked" activities. This lack of
agreement is dramatized by a correiation coefficient of zero between the
two ranked lists of the same activities. However, if the two ranked
lists are reconciled, two activities emerge as having high combined wvalue:
(a2) the country pr~grams at the Civic Center and the Art Museum, and (b)
the trip to the United Nations. '
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GERMANTOWN AREA SCHOOLS PROJECT
(PBRS #111-02-595)

The Germantown Area Schools Project (GASP), sponsored by the
Germantown Community Council and based on the concept of the community
school, provides seventh- and eighth-grade students with a social studie
curriculum based on the community in which they live, and offers 50 Ger-
mantown High School seniors an alternative curriculum at Vernon House.

This project report should be interpreted in the context of tF

cluster report, "School-Community Relations and Unigue Staffing Patterns
in earlier pages of this vclume.

The Project

One of the problems confronting urban educators today is the
lack of community involvement in the educational process. To increase
community participation in education and to increase pupils® awareness c
their community, innovative and supplementary projects have been devel-
oped. GASP is one of these projects.

In its various settings, GASP operates as if it were two proj-
ects—--a junior high project (GASP-J) and a senior high project (GAsp-s).

Junior High School (GaspP-J)

The key objective of GaspP-J is the following:

Objective: To provide a community-based social studies curric
alum for pupils at Henry, Houston, Jenks, and Holy Cross schools.

To achieve the GASP-J objective, a community-based social
studies curriculum was designed for more than 500 seventh~ and eighth-
grade pupils in Henry, Houston, Jenks, and Holy Cross Schools. The
thrust of the eighth—grade curriculum is to explore American civilizatio:
in terms of the relationship between the traditions and ideals of histor:
Germantown and the social developments, issues, and tensions of our time
The seventh-grade curriculum deals with cultural, political, economic, a3
ecological geography as an interrelated whole that can be observed in the
student's own community. Both curricula attempt to develop an awareness
of urban planning in the students.

GASP-J takes place within the framework of the regular school
program of the students. There are 32 groups meeting for a 90-minute
period each week. The groups include members from the four participatinc
schools and involve the interchange of students among these schools.
Teaching in GASP-J is a partnership involving a community resource persor
as group leader, the regular classroom teacher, and interns from Antioch-
Putney and the Great Lakes College Association.
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Senior High School (GASP-S)

The key objectives of GASP-S are the following:

Objective 1. To complete state curriculum requirements for
each student.

Objective 2. To enhance positive development of individual and
group identity in relationship to the community.

Objective 3. To provide an alternative school environment for
students that is not now possible within the regular high school frame-
work.

To achieve the GASP-S objectives, more than 50 volunteer stu-
dents from Germantown High School wezre permitted to spend the 1970-1971
school year at Vernon House, and other community facilities, in an educa-
tional venture undertaken with & teaching staff hired by and responsible
to the community through the Germantown Area Council.

The organization of GASP-S is based upon the “small group" con-—
cept, with groups averaging about 10 students. Students are expected to
develop group projects in addition to doing regular individual assign-
ments for course credit.

The curriculum emphasizes urban studies, including courses in
urban sociology, community organization and change, and community insti-—
tutions. Classes in Afro-American studies, creative expression, contem-—
porary literature, Swahili, black music, mathematics, and other areas are
also offered. sStudents are also involved in many community activities,
especially those stemming from the Germantcwn Community Council, whose
building is used for GASP-S classes.

GASP-S courses are taught by highly skilled community residents,
most of whom do not have college degrees or teaching certificates. This
recognition of personal ability regardless of credentials is viewed as an
important aspect of the project. ’

Current Evaluation Procedure

Previous evaluations' findings are not relevant to the current
GASP evaluation. Although GASP is in its fourth year of funding, this
year's project is in many ways a distinc: departure from the project im-—
plemented in three previous years. As a result, the 1970-1971 evaluation
of GASP was formative in nature and consisted primarily of an examination
of the project as it has developed throughout the year.

In addition to the guestions considered in the evaluation of the
cluster as a whole (reported in earlier pages of this volume), this year's

evaluation dealt with two questions regarding GASP-J and GASP-S, respec—
tively:
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1. Are the opinions of junior high GASP students about the
project compatible with the project's objective of a community-based
social studies curriculum?

2. Have the procedures and structural arrangements considered
essential to the senior high GASP project been carried out?

Question 1. Are the opinions of junior high GASP students akout the
project compatible with the project's objective of a community-based
social studies curriculum?

To answer this guestion, two seventh-~grade and two eighth-grad
GASP~J classes were adminis+ered the GASP Student Questionnaire at the
termination of the project. (A copy of the questionnaire is available i
the Research Library of the Board of Education.)

Responses to the guestionnaire were recorded and summarized in

terms of percentage.

Question 2. Have the procedures and structural arrancements considered
essential to the senior high GASP project been carried out?

To answer this gquestion, GASP-S classes were systematically
monitored on 34 occasions during the year. The instrument used to recor
project-specific conditions observed during these wvisits was the Observa
tional Checklist. (A copy of the instrument is available in the Researc
Library of the Board of Education.)

Data from the observations wer:s recorded and summarized in ten

of frequency.

Results

Data relevant to Question 1. Are the opinions of Jjunior high GASP stu-
dents about the project compatible with the project's objective of a
community-based social studies curriculuwn?

Table 1 summarizes the 155 students' responses to each item on
the GASP Student Questionnaire. The majority of GASP-J students who re-—
sponded to the guestionnaire described the project as a chance to learn
more akbout themselves and their community. They indicated that they
spent most of their time while in GASP~J talking about their school or
community. These responses were considered indicative that GASP—-J was
implementing the community-based social studies curriculum cited as its
ocbjective.
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Data relevant to Question 2. Have the procedures and structural arrange-
ments considered essential to the senior high GASP project been carried
out?

Table 2 shows the number of times the desired conditions were
found to exist in the 34 observations of GASP-S.

Conditions 1, 5, and 6 in Tablie 2 were not observakle in most
cases because plannir.g-meetings usually occurred in the evening rather
than during the school day., and usually it was not stated during the
classroom observation whether students not seen were fulfilling service
requirements, working in the library, or engaged in other activities.

TABLE 2

SUMMARY OF 34 OBSERVATIONS OF GASP-S

Desired Condition Condition Condition Condition not
or Activity Present Lacking Observable
1. Planning-meetings 8 0] 26

involving students
and community.

2. Small-grour discussions. 19 15 0]
3. Nondifferentiated staff. 29 5 (0]
4. Classes being held 34 (0] (0]

in various community
agencies (e.g., YMCA).

5. Students ftulfilling 14 0] . 20
service requirements.

6. Students doing 10 0 24
library research.

7. Community people being 31 3 0]
used to teach students.

8. One topic being 26 5 3
discussed relating
to community problems.
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Conclusijions

Question 1. Are the opinions of junior high GASP students about the
project compatible with the project's objective of a community-based
social studies curriculum?

Yes, the opinicns of junior high GASP students about the projec
are compatible with that objective. The majority of students who re-—
sponded to a guestionnaire described the junior high project as a chance
to learn more about themselves and their community and stated that most
of their time in GASP was spent talking about their school and community.

Question 2. Have the procedures and structural arrangements considered

essential to the senior high GASP project been carried out?

Yes, the procedures and structural arrangements considered
essential to the senior high GASP project have been carried out. System—
atic monitoring has consistently revealed small-group discussions, non-—
differentiated staff usage, classes being held in community agencies, com
munity residents conducting classes, and discussions that center around
community problems.
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INSTRUCTIONAL PRACTICES AND STUDENT COGNITIVE PERFORMANCE

Flexibility and diversificaticn of instructional practices are
prominent among the goals of the School District of Philadelphia, and are
reflected in several of the ESEA, Title I projects. The diversity of in-
structional practices in these projects demcnstrates that there are more
ways than one to "individualize" instruction.

Those projects which provide for multiple grouping of pupils
within the classroom seem to have the most widely applicable combination
of flexibility, variety, and individualization. The quality of the indi-
vidualized instruction depends upon the teacher's ability to diagnose each
pupil®*s deficiencies and to prescribe or establish appropriate learning
situations to improve the pupil’'s cbgnitive performance. Intensive and
practical staff development is crucial in enabling the teacher to diagnose
and prescribe for individuals in the complexity of the classroom setting.
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The evaluation of the "“Instructional Prac-
tices and sStudent Cognitive Performance" cluster and
its component projects was designed, conducted, and
reported by Kenneth W. Prusso, Research Associate,
and Walter A. McDaniel, Research Assistant.

Mr. McDaniel had primary responsibility for the
evaluation of the Individualized Education Center

project.
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INSTRUCTIONAL PRACTICES AND STUDENT COGNITIVE PERFORMANCE

This cluster report focuses upon the instructional practices
utilized in eight projects and assesses their implications for implement-
ing individualized instruction in other settings. Separate evaluations
of the individual prcjects' noncommon features and their pupils' cogni-
tive performance follow this cluster report. Each of the individual proj-
ect reports should be interpreted in the context of this cluster report.

Projects included in this cluster are the Class for Mentally
Retarded-Emotionally Disturbed Children (RE-ED), English as a Second
Language (ESL), Individualized Education Center (IEC), Improvement of
Reading sSkills (IRS, a subcluster of four projects: Reading Skills
Centers, shared Time, Part—-Time, and Primary Reading Skills Center), and
Learning Dimensions Program (LDP).

The Cluster of Projects

The projects are examined in this cluster to learn of ways to
individualize instruction effectively. Widespread conditions of poverty
are known to have an adverse effect on pupils' academic performance.

Each child seems to need individual attention which has been difficult to
provide under existing conditions.

Difficulties in instituting and implementing individualized
instruction have been related to lack of knowledge about (a) how best to
arrange and guide instructional programs, and (b) how best to prepare
teachers and provide support for their transition to new instructional
practices.

In order to individualize instruction, teachers must develop
the skills for managing the pupils in a setting in which the teacher

. establishes jindirect controls with the class. Teachers must also be

able to apply the techniques of diagnosis and prescription. Diagnosis
of each pupil's underiying weaknesses, deficient development, or poor
motivation is dependent upon a teacher's theoretical understanding of the
specific knowledge, skills, and interests which are precursors to cogni-
tive achievement. Prescription of appropriate learning tasks in appro-
priate settings is also dependent upon the teacher's theoretical
understanding of the potential effect of given instructional settings,
curriculum, and instructional practices upon each pupil. The task is
monumental but realistic, as evidenced by special projects.-

Not all efforts to individualize jinstructior are successful.
In an evaluation of an individualized reading program, for example, it
was reported that some teachers were unable to individualize instruction
(safford, 1960). Robinson (1960) pointed out that teachers who adopt
individualized programs should have exceptional knowledge of the skills
involved, should be excellent diagnosticians, and should be thoroughly
familiar with materials. However, Cohen (1967) reported that teachers
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have not been properly prepared to deal with the rigorous demands made
by severe underachievement of urban pupils, especially at the secondary
level. Barbe (1957) also lists (2) inadequate instruction (e.g., lack
of instruction for skills) and (b) improper instruction {e.g., untrained
teachers, no systematic program, single method of instxuction, and in-—
adequate understanding of the child) as causes of reading problems.

In brief, the successful implementation of individualized in-
struction appears to be dependent upon the teacher's (a) skills in man-—
aging pupils in indirect ways, (b) skills and knowledge of subject-matter
areas, (c) knowledge of appropriate curriculum materials, and (d) capa-
bility of diagnosing and prescribing to each child.

In its concern for providing guality instrzuction, the School
District of Philadelphia has set the following objectives:

1. To develop in each student, by relevant, interesting, and
diversified instruction, a command of the basic skills and the ability to
think clearly, communicate effectively, and learn easily.

2. To develop an efficient, responsive, and flexible organi-—
zation with the motivation, ability, and resocurces to meet the needs of
each student, each teacher and administrator, and each school.

3. To engage in every effort to attract, train, and retain the
most competent personnel.

To meet these objectives, the School District has designed cer-—
tain projects under ESEA Title I funds which have a focus on the improve-
ment of pupil cognitive functioning throcugh improved instructional
practices. Some common objectives of the projects in this cluster are
the following:

Objective 1. To provide instructional practices specialized to
meet pupils' unique learning deficiencies.

Objective 2. To encourage pupils to work voluntarily with
materials or in problem-solving situations within the learning environ-
ment, and to communicate verbally about their experiences.

Objective 3. To reverse the current trend toward severe under-—
achievement in basic cognitive skills.

Although each project has attributes in common with the others,
each is distinctive in the finer details of rationale, implementation,
and aspirations for changes in schools, teachers, and pupils. In this
cluster report, a balance is sought between specificity and generality to
provide evaluative information regarding the projects and general knowl-
edge gained regarding instructional practices.

A brief survey of the rationales of three projects (IEC, IRS,
and LDP) reveals some of the concerns for individuality which the proj-—
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ects' personnel consider crucial to the attainment of viable instruc-—
tional practices.

IEC perceives value in pupils' self-regulation for developinc
self-esteem and its consequential effect on learning. Pupils have dif-
ferent abilities for learning different information at different rates
and this factor is given prime considéeration in instruction so that eac
pupil perceives himself as achieving rather than failing (St. Mary's
Interparochial School, 1971).

The IRS Reading Skills Centers model stresses the desirabilit
for the learner to be motivated. Motivation is seen to be related to
the pupil's own interest in and recognition of achievement. The model
recognizes that individuals need practice in setting goals for themsels
which are neither too unrealistic nor too easily attainable. Further,
personal responsibility through self-teaching and self-correcting is ar
implicit goal. Finally, value is seen in learning how to have increase
control over one's own destiny.

LD has acknowledged that pupils' assimilative and accomoda-
tive processes of equilibration must function for them to acquire know?
edge. By encouraging pupils to make use of opportunitiss to engage in
tasks of their own interest, it is assumed that there is an increased
probability that pupils will function to satisfy their learning needs
through equilibration.

Although there have been previous evaluation reports for most
of the individual projects, the reports have not collectively provided
the kinds of strategic information needed by major decision makers in t
School District. Brown (1970) has suggested that evaluations which foc
upon the development and understanding of instructional practices and
learning environments could provide more insightful management informa-—
tion. The information reported here is intended to follow +his sugges-—
tion by describing instructional practices and stating generalizations
about the relationships which appear to exist among progect parameters,
instructional practices, and pupil cogritive growth.

Current Evaluation Procedure

The current cluster evaluation was focused upon the individua
ization of instruction and the implications of this broad objective to
related issues. On the basis of available overviews of projects, it wa
expected that instructional practices would vary from project to projec
Different. criteria for pupil selection were indicated, and these had soi
effect on instructional practices, curricular materials, and the level
expected pupil achievement. The types of objectives ranged from very
broad social objectives to very specific factual or skill objectives.
The range is exemplified by one objective for pupils to acquire better
learning habits and another for pupils to hear the differences between
the sounds ch— and sh-. These differing objectives in turn were
expected to make different demands upon teachers® skills. The specific
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types of curricular materials used also were expected to make different
staff development demands, for in cne instance teachers might need to

learn how best to facilitate pupiis' use of a package of materials, and
in another they might need to learn how to develop their own materials-

Because the projects operate in special settings for special

" purposes, it was assumed that each project has developed a model of spe-
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cialized instruction. The investigation sought to discover the charac-
teristics of the models in the context of their objectives and the
characteristics of their participating pupils. The resulting descrip-
tions of the instructional practices could then be further refined to
show relationships among the arrangements of pupils, the methods of in-
stricting, the types of educational materials, and the modes of learning.

Questions concerning cognitive achievement are not answered
directly in this report, but they are answered in the individual proj-
ects' reports in relation to the specific objectives and the characteris-—
tics of the pupils served.

Thus the current year's evaluation of this cluster was focused
on the following question:

Question: What are the operational characteristics of the
projects designed to remediate learning deficiencies?

In order to describe objectively the variety of instructional
practices, it was necessary to construct an observational instrument
which would facilitate the collection of data across projects. The "Ad-
ditional Observational Items" form was developed to be used in conjunc-
tion with the standard Observational Checklist. (Copies of both instru-
ments are on file in the Research Library of the RBoard of Education.)

The Additional Observational Items dealt with four instruc-
tional elements: class structure, teaching form, mode of learning, and
content area.

Class structure. There were four types of pupil organization:
whole class, two groups, multigroup, and individual pupil arrangements.

Teaching form. Four varieties of teaching form were observed.
The first (teacher instructing) is characterized by the teacher's tell-
ing or demonstrating while the pupils watch or listen. The second
(teacher-pupil interaction) is characterized by verbal interactions
between the teacher and the pupils. The teacher controls the instruction
while the pupils respond to the teacher's questions. The third variation
(pupils interacting with educational materials) is characterized by the
pupils" interaction with a problem or with educational material. The
teacher provides the structure through a somewhat indirect procedure. In
some cases the teacher might permit pupils to choose between two alterna-
tive tasks. The fourth variation (pupils doing independent work) is
characterized by the pupils' wide choice of problems or activities, or by
the pupils' freedom to determine independently what they wish to do with
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relatively unstructured materials, or with the pupils' freedom in decid-
ing how to solve problems or respond to tasks posed in a general way. N
The teacher's role here is like that of a consultant.

Mode of learning. The mode by which a pupil learns or involves
himself in a task is accounted for by six wvariables: 1listening, talking,
reading, writing, wvisual perception, and manual manipulations. The first
four terms are indicative of the mode of intake or expression of ideas,
while the last two terms represent involvement through motor, sensory, oxr
perceptual modes.

Content area. The content areas were categorized as reading/-
language arts, mathematics, general cognitive, affective, and procedural.

The Additional Observational Items form provided information
regarding instructional practices, pupil arrangements, use of aides, and
types of materials. The evaluators' personal interviews with teachers and
directors and reading of pertinent material provided information regard-
ing the project goals, settings, and teachers' regquired skills.

The two observational instruments were used to make systematic
observations of the teachers (and at times the aides) in projects during
the year. For IRS, all fully operational Reading Skills Centers' teachers
were visited. For ESL, the six teachers involved in the project ewvalua-
tion design were observed most often, with four observations of other
teachers included. For IEC, almost all regularly assigned teachers were
observed twice. For LDP, almost all regularly assigned teachers were
observed twice during each half of the vear.

Each visit to a project lasted approximately one half-hour.
During that time, three five—-minute observations were conducted on the
variables composing the Additional Observational Items, and one overall
summary was made on the Observational Checklist.

. The data gathered through the two instruments were summarized
together to describe prevalent practices observed for each variable with-
in each project. For IEC and LDP, only the second half-year observations
on the Additional Observational Items were reported.  These latter obser-—
vations best represent those projects, since changes in instructional
practices were noted during the year as a result of staff development
activities.

Results

Data relevant to the Question: Wwhat are the operational characteristics
of the projects designed to remediate learning deficiencies?

Table 1 summarizes the range of observations made for each
project using the Observational Checklist and the Additional Observa-
tional Items. There were sufficient observations of each project at the
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various grade levels to justify speaking of the observed practices as
characteristic of the project.

TABLE 1

OBSERVATION VISITS TO PROJECTS

Item RE-ED ESL IEC IRS LDpp

Number of wvisits using .
Additional Observational 22 18 16 20 46
Items

Number of reported A
observations (3 per 66 54 48 60 138
visit)

Number of wvisits using
Observational Checklist 1o 21 22 27 42

Number of wvisits to
indicated grade:1

X - - - - 1
1 - - 3 1 13
2 (2)2 4 2 1 7
3 (5) 5 2 1 8
4 (2) (o} 4 8 6
5 - 2 1 3 2
6 - 1 3 8 5
7 - 3 2 - -
8 - 1 4 - —
9 - o) - - -
10 - 1 - - -
P

lon some visits to some projects, grade was not specified.

2pupils are not assigned to grades while in the RE-ED project.

After the systematic monitoring of each project and the intenw
sive field visits to project sites, it was possible to develop a set of
descriptive characteristics which briefly summarized the relationships
among the project's objectives, the primary characteristics of the partici-

pating pupils, the instructional setting, and the general characterisw
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tics of the instruction. Table 2 permits a comparison of the general
features among the projects. More detailed descriptions of the various
projects' modes of operation are in the individual project reports.

A brief summary of thz instructional practices for each project
is presented in Table 3. The data were collected through monitoring
activities and presented as summaries of features of class structure,
teaching form, instructional materiais, and mode of learning. The inten-
tion of the summary is to provide a description of the features which
oCccurred together. The reader can note, for example, that in RE-ED the
most prevalently observed class structure was for pupils tO be arranged
individually. During that arrangement the teacher dealt with each pupil
separately while the pupils worked at assigned tasks, using printed ma-
terials or other materials. Pupils learned through talking, listening,
reading, manual activity, visual activity, and writing.

The whole class organization was used with small classes in
RE-ED and ESL, and with more traditional class sizes in IDP. Concur-
rently, the teaching form used with this arrangement was usually teacher-
pupil interaction (e.g., verbal drill, teacher qguestion followed by
pupil response). Materials were usually a chalkboard which all members
could observe, printed materials, or visual materials. The learning
modes for pupils were talking, listening, reading, and visual activity.
For example, in ESL, a picture card would be held and the teacher would
ask, "wWhat is this?" and pupils would respond, "That is a " In
other projects there might be sentences on the chalkboard, and pupils
would be asked to find the noun or the right word to £ill a blank.

Multigroup class organizations were most prevalent in IEC, IRS,
and 1DP. (Subdivision of RE-ED and ESIL classes would have resulted in
each pupil working on his own materials.) There were three teaching
forms used in combination with multigroup arrangements exclusive of the
one in which the teacher presented or lectured. Thus, one group of
pupils could be engaged in verbal interaction with the teacher or an
aide. Another group might be doing individual work with programmed
materials provided by the teacher, with the further possibility that
pupils within the group might not be working on identical tasks.

Another group might be reading self-chosen literature or working indepen-
dently with programmed materials, task cards, writing, arts and crafts,
games, or building blocks. There might be one group in which the teacher
would work with one pupil at a time reviewing wvocabulary, speliing, pro-
nunciation, or other drill work, or simply discussing the Pupil's work.
Although all learning modes were utilized during multigroup instruction,
IDP placed more emphasis than IEC or IRS on visual and manual activities.

Individual class Organizaticns were oObserved in RE-ED, IEC, and
IDP. Under this arrangement, RE-ED used individual assignments for each
pupil to work in workbooks or with other related materials. The teacher
answered guestions as they arose. In IEC, pupils were directed to work
on their own chosen materials such as texts, programmed materials, and
worksheets, especially in the area of mathematics. In LDP, pupils were
often asked to do individual work with worksheets of wvarious types. Not
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all pupils were engaged in the same assignment. Alternately, the indi-
vidual arrangements were used for art work and writing assignments, with
the teacher answering questions as they arose.

Table 4 displays (a) the observed average pupil attendance,
(b) the observed number of instructional personnel including teachers,
aIaes, and others, and (c) the ratios of instructional personnel to
pupils with and without the presence of part-time staff members. Under
ideal conditions, the ratios ranged between 1:6 and 1l:11. The projects
(RE-ED and ESL) which had no aides used other arrangements which tended
to produce similar ratios of instructional personnel to pupils. When
aides were available, teachers tended to use multigroup arrangements
which facilitated the individualization of instructional practices.

-

TABLE 4

AVERAGE NUMBER OF PUPILS AND STAFF
AND RATIOS OF STAFF TO PUPILS

No. of Teachers &/or Aides!| Ratio of staff to Pupils
Average
No. of
Project ] Pupils When 2all when When 2l1l1l When
Present | staff Part—-Time staff Part-Time
Present sStaff Absent Present staff
Absent
RE-ED 6 1 1 1l:6 1l:6
ESL 10 1 1 1:10 1:10
IEC 22 ' 2 . 1 1:11 1:22
IRS 18 3 2 1:6 1:9
LDP 21 3 1 1:7 1:21

lipp master teachers are included.

Conclusions

Question: What are the operational characteristics of the projects de-
signed to remediate learning deficiencies?

Two types of project implementation have been identified in
this cluster of projects. One type (e.g., RE-ED, ESL, and IRS) is
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characterized by specialized classes existing along with the traditional
curriculum and instructional practices of participating schools. In the
specialized classes, objectives are distinctive and specialized and the
pupils are selected according to unique criteria.

The other type (e.g., IEC and IDP) provides alternative struc-—
tures across all curricula and instructional practices. For these proj-
ects, which are part of the entire school, pupil selection is broader,
the objectives are more general, and the projects tend to apply to more
academic areas. Thus, there is a wider range of applicability of the
practices of these projects.

Three major models for specialized instructional practices have
emerged from the cluster of projects. One model (e.g., ESL) suggests
that pupils with common deficienciés can receive group instruction using
a curriculum that is specialized for that group but not individualized
for each pupil.

The second model suggests that with a small class, as in RE-ED,
the teacner can plan individual liessons in academic areas for each pupil
or work with the pupils as a group. Because the group is small, the
individuality of each pupil can be given ample attention.

The third model is common to IEC, IRS, and LDP. According to
this model, pupils in a class, regardless of the criteria used for their
selection, can be handled in multigroup arrangements. To facilitate the
multiple groups, several centers can be located within a room, and pupils
can choose or can be assigned to work in the centers. Pupils may be
allowed to change centers. Individualized instruction is facilitated by
the small groups. Pupils with whom the teacher is not directly involwved
can be instructed through either programmed materials or other structured
materials. They may work independently on problems of their own choice
or practice and review at their own pace. Pupils have been observed to
help one another under these circumstances.

Re~7 -7less of the model, individualized or specialized instruc-—
tion for the ..rget population appears to be consonant with a low ratio
of pupils to instructional personnel.

Issues and Implications

If the School District wishes to make broad changes in instruc-
tional practices, consideration should be given to (a) the type of indi-
vidualized instruction that is desired, (b) the content and procedures of
staff development, and (c) the intensity of pupils' exposure to instruc-
tion in specific skills.

Because indirsidualization of instruction can be variously
defined, any goal for individualized instruction is inadequate unless it
also describes the type of instructional practice desired. "¥ndividual-—
ization" can mean that the teacher prescribes a set of learning encounters
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or activities for each pupil involved, as in RE-ED. Or it can mean that
one or more sets of programmed materials are provided for each pupil's
use, with the pupil (or the teacher and the pupil together) choosing
among the programs, or with the pupil working at his own chosen pace in
one program. Further, "individualization"™ can mean that general problems
or learning tasks are posed to the pupils, who choose which problems they
wish to work on and, in consultation with the teacher, determine how to
go about approaching and resolving the problems.

The projects which deal with learning across all subjects tend
to reguire intensive staff development. The observed multiple grouping
of pupils provides a class structure which requires both a variety in
teaching forms and the simultaneous use of different instructional
materials. If broader implementation of the instructional practices
based upon these projects is desirable, then staff development becomes a
mandatory component. The comprehensive staff development program
described in the project report of LDP provides wviable guidelines which
could be generally applicable.

Staff development programs should provide for (a) development
of the teacher's organizational skills (e.g., maintaining many groups of
pupils concurrently), (b) development of the teachexr'’s skill in serving
as consultant as well as serving in traditional roles, and (c) develop-
ment of the teacher's understanding of the relationships between diag-
nosis and prescription in terms of a uniform theoretical framewczxk. If
"homemade" curricular materials are to be used, teachers need to learn
the different skills for developing worksheets, devising task cards, and
providing other needed materials for problem solving. If purchased cur-
riculum materials are to be used, teachers need to learn what they will
provide, in what ways they are limited, and how to provide instruction
consistent with the materials and objectives.

sStaff development appears to regquire administrative and super-—
visory support for "in-the-class' practice in addition to the typical
workshops and meetings. When teachers are learning new skills, a profes-
sional teacher who is experienced with individualized instruction could
provide important help. Also, teaching aides could be helpful in dimin-
ishing the developing teachers' management burden. Wwith their assis-—
tance the teachers might be more likely to continue *to practice new
technigques for the length of time needed to learn them and to become
comfortable with their use.

Finally, a relationship appears to exist among the intensity
with which pupils are exposed to skill development, the rate at which
pupils learn,and the overall level of achievement. The relationship is
evidenced in this year's ESL project report, and in a previous finding
for pupils in reading and computational skills centers (Brown, 1968).

It seems that pupils exposed to a concentrated teaching of
specific skills achieve mastery of these skills in approximately one
half-year to the same degree to which pupils achieve mastery of those
skills over a whole year with less intensive exposure. When pupils are
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exposed to the concentrated instruction over a whole year, their achieve-
ment hardly increases during the second half of the vear.

This generalization has been found to apply to ESL audiolingual
skills, and may also be found among other projects which have specific
skill development as part of their goals. It may be applicable, for
example, to word-attack skills, and perhaps to some comprehension skills.
Decision makers might be reassured that at least two exposure patterns
are egually viable, and a decision as to which of the patterns to use can
be made in consideration of other needs, such as the immediacy of the
pupils' deficiencies or the availability of classroom space.
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CLASS FOR MENTALLY RETARDED-EMOTIONALLY DISTURBED CHILDREN
{PBRS #111-05-652)

The Clasé for Mentally Retarded—-Emotionally Disturbed Children
(RE-ED) is a special class for children who are both retarded educable
(RE) and emotionally disturbed (ED).

This project report should ke interpreted in the context of

the cluster report, "Instructional Practices and Student Cognitive
Performance,"” in earlier pages of this volume.

The Project

The School District of Philadelphia has special classes for re-—
tarded educable (RE) children, and for emotionally disturbed (ED) chil-—
dren. When a pupil diagnosed as ED also displays a highly erratic intel-
ligence profile {i.e., high scores in some aspects of intelligence and
low scores in others) and has an overall intelligence quotient between
approximately 60 and approximately 85, there is reason to suspect that
the pupil's emotional disturbance lies at the base of his problems in the
educational setting.

The RE-ED project attempts to improve the emotional adjustment
of selected RE children. It is hoped that, as a result of that improved
adjustment, the children will find greater success in that educational
setting, and eventually will be able to function with moderate success in
more typical educational settings.

The primary objectives of the RE-ED project are the following:

Objective 1. To reduce the degree of emotional disturbance
exhibited by the RE-ED children in the classroom environment.

Objective 2. To facilitate the RE-ED children's readiness for

lzarning.

Objective 3. To increase parental understanding of the prob-
lems of RE-ED children so that family members can better cope with the
child's limitations.

The project is implemented in a regular-—-size classroom with a
maximum of eight children. Pupils are screened before being admitted to
the project. The screening committee is composed of specialists such as

‘a physician, a psychiatrist, a psychologist, a school counselor, and the

project teacher. The parents' attitudes toward (g) the goals of the proj-
ect, (b) providing regular transportation for the pupil where necessary,
and (c) getting the pupil to school regularly are taken into consider—
ation. The pupil's attributes also are considered so that pupils who are
extremely disruptive, for example, are not admitted.
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The RE-ED teacher is a considerable portion of the treatment.
She provides the understanding of pupils' difficulties and feelings, and
helps pupils find rational ways to cope with these. The teachexr's re-
spect for the pupils and her adult response to their problemg provide
them a consistent, immediate interaction upon which they may perceive
their self-development in perspective. The teacher aliso congiders each
child's academic development and provides individual as well gs sOme
group lessons. The lessons are designed so that they do not overwhelm
the child but support his academic progress. The school counselor and
the RE-ED teacher have occasional conferences with the child's parents.

Pupils are allowed to attend either all day or less, depending
upon their akility to cope with the school setting. 2As they display so-
cial, emotional, and academic progress {usually after a yeaxr or more of
attendance), they are placed in regular classrcom settings orxr anothex
special class {(either RE or ED) on a trial basis. Pupils vho display
adecuate adjustment to the more regular setting are transferred to it
the following year.

Previous evaluations of RE-ED indicated that the pupils made
overall improvement both academically and socially, and showed an im-
proved attitude toward school. Although the scores of the group on the
Illinois Test of Psycholinguistic Abil.ities {ITPA) did not show statis-—
tically significant gains during the school year, certain pupils did
progress in language skills at a rate equal to or greater than that of
children with average measured intelligence. Parental counseling was
found difficult to carry out, and thus only minimally effective.

Current Evaluation Procedure

This year's evaluation was focused on two gquestions r lated to
the project's objectives:

l. Has the RE-ED pupils' classroom behavior become more Trele-—
vant to the task at hand?

2. Has the RE-ED pupils' achievement in reading and mathematics

improved?

Question 1. Has the RE-ED pupils' classroom behavior become more Xele-
vant to the task at hand?

To answer this question, the behavior of pupils was obsexved
over the academic year. The proportions of relevant and nonrelevant be-
haviors for the first and second halves of the year were compared. 2An
increase in the proportion of relevant behavior was considered indicative
of positive effect and consistent with the objectives of the project.

A modified version of an observational scale developed by
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Thomas, Becker, and Armstrong (1968) was used. Relevant behaviors were
defined as behaviors which were appropriate to the task at hand in the
educational setting. Nonrelevant behaviors were categorized as Gross
Motor (kicking, twisting, walking), Noise Making {making vocal or other
noises), Orienting (looking at another pupil or out the window for ex-
tended periods of time), Verbalizing (talking, calling the teacher while
the teacher is talking)., Aggression (any aggressive act, regardless of
purpose) , and Other.

The observed behavicrs of pupils were tallied, and the percent-—
age of relevant behaviors was determined by dividing the number of rele—
vant behaviors by the number of all behaviors observed.

The five pupils who were in attendance for the school yvear were
subjects for this part of the evaluation. In this report they are identi-
fied as Pupils 1, 3, 5, 6, and 7.

Question 2. Has the RE-ED pupils' achievement in reading and mathematics
improved?

The teacher's comments on the pupils' work in reading and
mathematics were used as assessments of that achievement and provided the
basis for noting gains during the school vear. The teacher's assessment
of academic achievement was used because {(a) conventional measures of
achievement are not generally applicable tco RE pupils, and (E) the ser-
vices of the previous vear's skilled ITPA tester were not available this
vear.

The achievement levels of pupils were reported by the teachexr
in December {(allcwing the autumn months for the teacher to become well
acquainted with the pupils) and in June, and were compared to note indi-
vidual gains.

The same subjects were used in the investigation for this ques-
tion as for Question 1.

Results

Data relevant to Question 1. Has the RE—-ED pupils’® classroom behavior be-—
come more relevant to the task at hand?

The relevance of the full-year RE-ED pupils' behaviors, as ob-
sexved in two parts of the school yvear, is summarized in Table 1. The
table shows, for example, that from September through December, 68% of
Pupil 1's observed behaviors were categorized as "relevant."
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TABLE 1

PERCENTAGE OF FORMALLY OBSERVED CLASSROOM BEHAVIQORS
CATEGORIZED AS "RELEVANT"

: Change Expressed
Pupil September- January- in Percentage
Identification¥* December May Points
Pupil 1 e8% S59% - 9
Pupil 3 36% - €66% + 30
Pupil 5 74% 81y + 7
Pupil 6 27% 88% + 61
Pupil 7 39% 84% + 45

*pupil 2 stopped attending the class after a severe reversal in
adjustment. Pupils 4 and 8 entered the class in January-

In the latter half of the year, Pupil 1 showed a decrease in
relevant behavior while the other pupils showed an increase. The small-
ness of Pupil 5's gain was consistent with his relatively high percentage
of relevant behavior during the first part of the vear.

Table 2 lists the most frequently noted nonrelevant behaviors
of the pupils and also provides a summary of the teacher’s comments about
the pupils® adjustment. For the pupils reported, some proplems persist
(e.g., poor attendance). The teacher's and the evaluator's independent
observations were supportive of each other.

Data relevant to Question 2. Has the RE-ED pupils' achievement in read-
ing and mathematics improved?

Table 3 summarizes pupils' achievements in reading and mathe-—
matics for December and June. The five pupils showed mixed results in
that some of them made gains and some did not. Those puPils who improved
in the academic areas were also noted as making good azdjustment.

In reading, three pupils improved by at least one book level.
In mathematics, although none progressed to the next vear level, the
teacher stated that Pupils 3 and 5 had made noticeable impProvements with-—
in their respective levels.
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TABLE 2

RE—ED PUPILS' MOST FREQUENTLY OBSERVED NONRELEVANT BEHAVIORS
AND TEACHER'S COMMENTS ON PUPILS' ADJUSTMENT

Pupil®*

Pupil's Most Common
Nonrelevant Behavior

Teacher's Comments on
Pupil's Adjustment

Disrupting by talking
and calling out.

Good progress over pre-
vious year, but some
regression during the
sa2cond half-year of
1970-1971; continued
high absence rate.

Moving around, making
noises, looking around.

Diminished gross motor
behavior; making good
social adjustment.

Looking around.

Making good social adjust-
ment; still anxious but
more assertive.

Daydreaning.

Has made good adjustment;
currently attending a
regular class on trial
basis; continued tardi-
ness and high absence
rate.

Looking around,
pouting.

Chronic instigation of
problems and bad feel—
ings; pcor motivation.

*Pupil 4, who attended on a half-day basis, was described as
"overactive" and "unable to cope with a full day of school." Pupil 8
has had a "“"wvery poor attendance record."
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TABLE 3

READING aNLC MATHEMATICS ACHIEVEMENT OF RE-ED PUPILS
As ASSESSED BY TEACHER IN DECEMBER AND JUNE

Reading Book Level Mathematics Year Level
Pupil*
Deceaember June December June
1 Pre—primer Pre—-Primexr Year 1 Year 1
3 Book 1 Book 2 Year 1 Year 1
5 Pre—primer Book 1 Year 2 . Year 2
6 Book 27 Book 3! Year 3 Year 3
7 Pre—Primer Pre—Primer Year 1 Year 1
*Pupil 4 in June: Reading, "readiness'"; mathematics, "Year 1."
Pupil 8 ia June: Reading and mathematics, "readiness."
Conclusions

Question 1. Has the RE-ED pupils' classrcocit behavior become more rele-—
vant to the task at hand?

In genexagl, yes. Of the five pupils who were in RE-ED for the
full year, all but one have shown greater relevance in their behavior
during the second half-year than during the first. This improved be-—
havior is an indication that the special setting is a factor in remedi-
ating poor psychological and social adjustment.

Question 2. Has the RE-ED pupils' achievement in reading and mathemat-—
ics improved?

Although improvement in sSome cases has been less than one book
level or less than one year level, there have been indications of gener—
ally increased achjevement. This achievement has been more noticeable
in reading than in mathematics.
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TABLE 2

RE—ED PUPILS' MOST FREQUENTLY OBSERVED NONRELEVANT BEHAVIOKS
AND TEACHER'S COMMENTS ON PUPILS' ADJUSTMENT

Pupil's Most Common

Pupil>* Nonrelevant Behavior

Teacher's Comments on
Pupil's Adjustment

1 Disrupting by talking
and calling out.

Good progress over pre-—
vious year, but some
regression during the
second half-vear of
1970-1971; continued
high absence rate.

3 Moving around, making
noises, looking around.

Diminished gross motor
behavior; making good
social adjustment.

5 Looking around.

Making good social adjust-—
ment; still anxious but
more assertive.

6 Daydreaming.

Has made good adjustment:;
currently attending a
regular class on trial
basis; continued taxrdi-
ness and high absence
rate.

7 Looking around.
routing.

Chronic instigation of
problems and bad feel-—
ings; poor motivation.

*Pupil 4, who attended on a half-day basis, was described as
"overactive" and "unable to cope with a full day of school." Pupil 8

has had a "very poor attendance record."
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TAEBLE 3

READING AND MATHEMATICS ACEIEVEMENT OF RE-ED PUPILS
AS ASSESSED BY TEACHER IN DEICEMBER AND JUNE

Reading Book Level Mathematics Year Level
Pupil®* -
December June December June
e S S -
1 Pre—Primer Pre—Primex Year 1 Year 1
s
3 Book 1 Book 2 Year 1 Year L
——— _
5 Pre—-?2rimerxr Boock 1 Year 2 Year 2
e,
I3 Book 2% Book 3? Year 3 Year 3
_ﬁ..—\__ir‘
7 Pre—Primer Pre—Primer Year 1 Yeaxr 1
*Pupil 4 in June: Reading, "readiness"™; mathematics. "Year 1."
Pupil 8 in June: Reading and mathematics, "readiness."
Conclusions

Question 1. Has the RE-ED pupils' classroom behavior become more rele-
vant to the task at hand?

In general, yes. Of the five pupils whc were in RE-ED for the
full year, all but one have shown greater relevance in their behavior
during the second half-year than during the first. This improved be-—
havior is an indication that the special setting is a factor in remedi-
ating poor psychological and socjial adgjustment.

Question 2. Has the RE-ED pupils' achievement in reading and mathemat—
ics improwved?

Although improvement in some cases has been less than one book
level or less than one year level, there have been indications of gener-—
ally increased achievement. This achievement has been more ncticeable
in reading than in mathematics.
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ENGLISH AS A SECOND LANGUAGE
(PBRS #111-02-553)

English as a Second language (ESL) uses bilingual teachers to
develop audiolingual English skills in Spanish-speaking pupils who have
recently immigrated to Philadelphia. In contrast to the Title VII Bi-
lingual Education project, ESL concentrates on audiolingual English
skills hbut does not typically involve teaching Spanish (as a second lan-
guage) to English-—-speaking pupils.

This project report should be interpreted in the context of the
cluster report, "Instructional Practices and Student Cognitive Perfor-
rance," in earlier pages of this wvolume.

The Project

The Philadeliphia schools have considerakle numbers of pupils
whose first spoken language was Spanish. Of the eight districts, Dis-
trict 5 has reported the highest percentage of Spanish-speaking pupils—-—
more than 18% of its elementary schoeol population (Division of Adminis-
trative and Suxrvey Research, 1970). Among this population are those
who moved to the continental United States from Puerto Rico and Central
and South American countries. The pupils who came to Philadelphia under
these conditions usually have few or no functional English skills. They
have the need tc develop audiolingual skills for both educational and
social purposes.

The ESL project is designed primarily to teach audiolingual
English skills to the sSpanish-speaking pupils. It is reasonable to
emphasize the audiolingual skills before trwving to teach reading and
writing skills when many of the pupils do not even read or write in theix
native language.

An important component of ESL is that the bilingual teachers
can provide warmth ané understanding in their role as someone at school
with whom the pupil can communicete. This role is less critical for
foreign-language instr:ction when the pupil's minimal second-language
skills are not essential for him to function in the dominant culture.
English as an essential second language, rather than as a mere foreign
language, gives consideration to the immediacy of these social needs.

Other Philadelphia projects designed for the Spanish-speaking
school population have one component in cammon with ESL. Although they
differ in classroom organization, curricular details, and participation
by pupils who are not Spanish-speaking, the projects and their instruc-
tional practices are similar insofar as audiolingual skills are involved.
In further contrast with these projects, there are schools ir which pu-
pils are not assigned to a special setting but must acgquire English
skills without any defined program.
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ESL has the following obj=ctives:

Ohjective 1. To increase the level of English audiolingual
proficiency of native Spanish-speaking pupils.

Objective 2. To involve the Puerto Rican community in the
school work of the pupils and in the operation of the project.

The ESL project is established in 15 schools——three of which
are parochial--primarily in District 5 (where there is a considerable
percentage of Spanish-—-speaking families). Some classes are also found
in Districts 2 and 3. ESL instruction is provided for Grades 1 through
12. ESL ostensibly serves two kinds or pupils: () those who have re-—
cently moved from Puerto Rico ox countries whose basic language is Span-—
ish, and (b) first—-grade pupils whoé have been in Philadelphia for more
than a yea;-but have had little or no exposure to English.

Pupils typically attend ESL classes for 30 to 50 minutes,
three, four, or five days a week (hereafter referred to as "part-time at-
tendance”™). Pupils usually attend regular classes when not in ESL
classes. In some schools, pupils are assigned to the ESIL teacher all
day (hereaftex called "self-contained classes”) . ESI. teachers, who axre
bilingual, use Spanish when necessary to communicate and give directions.

The relatively flexible curriculum emphasizes English sentence
patterns, vocabulary development, and grammatical patterns, all in the
audiolingual mode. Reading and writing usually are not taught. Teachers
use visual materials fregquently, to supplement the following published
materials: Introductory English (a set of picture cards) by Louise Lan-—
caster, Welcome to English by Finocchiaro, Modern 2American English and

* English Step by Step by Dixson, the Miami Linguistic Readers, Classic
Fairy Tales, and other reading-readiness materials.

In previous evaluations of ESL (beginning in 1966-1967), re-
sponses to guestionnaires indicated that the exposure of Spanish-speaking
pupils to the ESL project (a) produced improvement in English pronuncia-—
tion, speech patterns, and fluency, and (b) provided for an orderly ad-
justment to school. Data from parents, principals, and teachers indi-
cated that the program had high value and was successful in meeting its
objectives. Testing with the Linguistic Capacity Index (LCI) over the
past several years consistently indicated that the pupils had made sig-
nificant improvements in vocabulary, contrastivz grammar, and contrastive
phonology . In 1969, when ESL pupils' progress was compared with that of
a sample of non—-ESL pupils, the average gain score of the ESL sample
exceeded the average gain score of the non-ESL sample. However, the
results were not conclusive.

Current Evaluation Procedure

The focus of this year's evaluation was on the relationships
among the length of time pupils spend in the ESL project, the nature of
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the instructional organization, and the development of audiolingual
skills as measured by the LCI. Two questions were asked:

l. Have ESL pupils in different schools shown different amounts
of gain in English audiolingual skills?

2. What differences in audiolingual skill gains, if any, exist
among students who have been in ESL (a) for the entire school year,
(b) for the first half-year only, and (c) for the seccnd half-year only?

Question 1. Have ESL pupils in different schools shown different amounts

of gain in English audioclingual skills?

Audiolingual English skills were measured in October, February,
and May by means of the Linguistic Capacity Index (ICI). (A copy of the
test is on file in the Research Library of the Board of Education.)

Six sck~:is in which ESL was in operation were selected for
study. The schoo. included K-4 and 7-9 grade-level organizations. 2all
ESL pupils in the selected schools were potentially included in th:e test-—
ing process. Some pupils were excluded becauss of various uncontrolled
factors such as their absence from school on a scheduled test date. The
ICI was administered by each teacher to his own pupils.

The LCI scores of those students who were tested in October,
February, and May were analyzed in a one-way analysis of variance with
a repeated measure.

Question 2. What differences in audiolingual skill gains, if any, exist
among students who have been in ESL (a) for the entire school vyear,
(b) for the first half-year only, and (¢) for the second half-year only?

The same six schools were used for answering tnis gquestion as
for Question 1. On the basis of LCI scores submitted by the schools, the
ESL pupils were divided into three groups: (a) those for whom there were
October, February, and May test scores; .(b) those who had only October
and Fekruary scores; and (c) those who had only February and May scores.
The first group was designated as having been in ESL for the full year.
The second group was presumed to have béen in ESL during the first half-
year "only." The third group was presumed tc have been in the project
during the second half-year "only."

Average scores of the three groups were computed, and a t test
was applied to the groups' gain scores.
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Results

Data relevant to Question 1. Have ESL pupils in different schools shown
different amounts of gain in English audiolingual skills?

The mean score for —»ach test administration at each school is
shown in Table 1. The same data are presented graphically in Figure 1.
TABLE 1

MEAN SCORES OF ESL PUPIIS AT SIX SAMPLE SCHOOLS
IN THREE ADMINISTRATIONS OF LCI

School October . February May

1 50.8 60.2 65.2

2 48.3 57.4 69.4

3 38.5 64.1 63.5

4 43.6 47 .5 57.2

5 40.3 45.4 50.6

6 35.8 47.8 50.9
Overall 44.8 53.1 : 59.5

Schools 2 and 3 made October-to-May gains of more than 20 points, while
gains in the other schools were in the range of 10 to 15 points. School
2 was the only secondary (junior high) school in the sample; the ESL
class in School 3 was self-contained and highly task-oriented.

The one-way analysis of varijiance with a repeated measure re-—
vealed three effects that were statistically highly significant (the
pProbability of their occurring by chance was less than one ir. 10,000) :
{a) differences between schools, (b) an overall upward  trend of average
scores with the passage of time, and (¢) an interaction between a and b.
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SCORE ON ICI

School (N=21)
7C
| School (N=52)
€5 School (N= 8)
60 School (N=13)
55 School (N=13)
School {(N=41)
50
L5
40
3 Sj
y
{
October February May

DATE OF TESTING

Fig. 1. Average scores on the Linguistic Capacity Index (LCI)
obtained by ESL pupils in six schools. Schools 3 and 6 had self—con-
tained ESL classrooms.

(The interaction is demonstrated also by the fact that the trend lines in
Figure 1 are not all parallel to one another.)

Although further statistical treatment was not conducted to
test the interaction, it appears from the graphs that part of the inter-—
action occurred because of the difference in learning patterns between
classes which utilize "part-time attendance"™ and those which utilize
"self-contained classrooms."” A separate plotting of the average scores
for Schools 3 and 6 combined and the average scores for the other four
schools combined is shown in Figure 2. The two schools (3 and 6) had
self-contained classes, while the others (i, 2, 4, and 5) had pupils in
"part—-time attendance." Pupils in the self-contained ciasses made an
average gain of 17.2 points between October and February, and an average
gain of 1.7 points between February and May, indicating that their great-
est acquisition of skills occurred during the early part of the school
year. The pupils in "part—-time attendance" made an average gain of 7.0
points during each interval or a constant gain over the entire year.
However, it was noted that both groups tended to gain the same absolute
gquantity of skills during the period of their ieost active learning.

(In this respect, a similar relationship between intensity of instruc-—
tion and rate of learning specific skills, reported by Brown, is mentioned
in the cluster report.)
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SCORE ON LCI

Schools 1,2,4,5
Schools 3,6

60

55
501
45

40 |

35

(I ; | :

Cctober February May

DATE OF TESTING

Fig. 2. Average LCI scores obtained by self-contained ESIL classes
(Schools 3 and 6) and ESIL classes at other schools in the sample.

Data relevant to Question 2. What differences in audiolingual skill
gains, if any, exist among students who have been in ESL (a) for the en-~
tire school year, (b) for the first half-yvear only, and (¢) for the

second half-year only?

The average scores and gains for the three groups of pupils are
reported in Table 2. The same data are presented graphically in Fig=-

ure 3.

The gain made by each group of pupils was significant for the
respective period of particivation. The gain of the full-year group dur-—
ing its first half-year was not significantly different from the gain of
either half-year group. But the gain of the second half-year group
exceeded that of the first half-year group by a statistically significant
amount. Because of uncontrolled factors (such as disruptions in instruc-—
tion during the first haif-year) it was difficult to draw definite con-—
Clusions based upon the difference found.

Complementary Data

During each observation visit to an ESL class, the number of
English statements or guestions and the number of Spanish statements or
questions were tabulated over three five-minute intervals. The ratio
of English to Spanish usage was then calculated. This ratio was approxi-
mately 10 to 1; i.e., English was spoken about ten times as often as

Spanish.
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SCORE ON ICI

TABLE 2

OCTOBER, FEBRUARY, AND MAY AVERAGE SCORES
ANDAGAINS FOR THREE GROUPS OF ESL PUPILS
Group's Pupils Average Scores Gain Scores
ExXposure in
to ESL Group Oct.- Feb.— Oct.-
Oct. Feb. May Feb. May May
Full school ie4 44.8 53.1 59.5 8.3 6.4 14.7*
vear
First half- 31 43.3 51.0 - 7.7*% - -
yvear only :
Second half- 58 - 44 .3 54.8 - 10.5* -
vear only

*The trend for the full-year group and the gains for both half-year

groupsS were statistically significant (p<.0Ol).

60 9

557

509

45

40 4

Octcber

Fig. 3.
full year,

Average LCI scores obtzined by pupils in ESL (a)
() for the first half-year only, and {c) for the second

half-year only.

February

DATE CF TESTING

May

Tn self-contained classes and in upper elementary, :
and senior high school classes, teachéers were observed to use the chalk-
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board, hand out written papers, and use texts printed in English as part
of their teaching. (aAlthough this practice was not recommended as a
standard part of the project, the evaluation team thought it worthy of
consideration. For example, if pupils could already read and write in
Spanish, they might have some decoding skills which could help them pro-
nounce written words. Pupils who have acquired sufficient audiolingual
skills might find this type of activity a reasonable next set of skills

to begin to develop.)

Conclusions

Question 1. Have ESL pupils in different schools shown different amount
of gain in English audiolingual skills?

Yes, pupils in different schools have shown statistically sig-
nificant differences in their amounts of gain. The differences in gain
among schools are probably attributable to (a) differences in grades
served, and (b) differences in instructional setting (e.g., the sel fFf-
contained classroom versus part-time attendance in ESL classes).

Although the end-of-year scores for self-contained classes
averaged about the same as end-of-year scores for "part-time" classes,
pupils in self-contained classes made most of their gains during the
first half-year, while pupils in "part-time" classes made their gains
more evenly throughout the school year.

Question 2. what differences in audiolingual skill gains, if any, exist
among students who have been in ESL (a) for the entire school yvear,
(b) for the first half-year onlv, and (c) for the second half-year only?

Pupils in ESL only during the second half-year outgained those
in the project only during the first half-year. The greater gains by the
second-half pupils might be related to the fact that other pupils who hacd
been in the classes since September had a greater facility with English
and were able to help the newer pupils during the second half-year.

No significant difference is apparent between the gain by the
full-year group during their first half-year of participation and the
gain made by either of the groups limited to a half-year of participa-
tion. ’

All groups made statistically significant gains on the LCI dur-—
ing their exposure to ESL. Thus it may be concluded that ESL is meeting
its objective of increasing the pupils’ English audiolingual skills.
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INDIVIDUALIZED EDUCATION CENTER
(PBRS #111-06-733)

The Individualized Education Center (IEC) project serves pupi
from different socioeconomic neighborhoods who attend an interparochial
school located in Society Hill. Instruction is individualized through
multimedia and programmed materials.

This project report should be interpreted in the context of
the cluster report, "Instructional Practices and Student Cognitive Per-—
formance," in earlier pages of this wvolume.

The Pro<ject

The rationale of the project has a sociological basis. Re-—
search by Bledsce (1964) and by Engel & Raine (1963) has suggested that
a negative self-concept adversely affects academic progress. Clark &
Cilarke (1947) have implied that the self-concepts of black and white pu-
Pils are negatively influenced by de facto segregated schools.

A major thrust of IEC is to enhance the individual dignity of
pPupils who come from diverse backgrounds and to nurture their sense of
common humanity. The intention of IEC is to establish a desirable edu-—
cational setting and program to develop self—-esteem, motiration, and the
appreciation of the worth of others for pupils from contrasting demo-
graphic backgrounds. Consistent with this concern for pupilis' self-
esteem is an emphasis on individualization of both instruction and the
measurement of pupil progress. Instruction can be individualized throuc
diagnosis of each pupil's educational disabilities and prescription of
specific remedial activities using multimedia and multilevel materials.
Measurement of progress can be individualized throuch the setting of
attainable goals for each pupil and the avoidance of peer comparisons.

Objectives of the project include the following:

Objective 1. To individualize instructional practices.

Objective 2. To improve pupil performance in the basic skills

The IEC is located at Fifth and Locust Streets. The physical
Plant is one vear old and has eight classrooms, a cafeteria~gymnasiwn
combination, a library, a principal's office, and other smaller rooms
of varied purposes.

Pupils from six adjacent parishes attend the IEC so thkat inte-
gration is on a voluntary basis. A myriad of demographic features char-
acterize the respective parishes. For example, St. Mary's parish is
historic and opulent. Affluent whites and a number of socially sim-—
ilar blacks reside there. Our IL.ady of the Blessed Sacrament parish is i
a poverty-stricken area. Low—income blacks and people of Spanish-speak-

107

11



E

ERIC 112

ing ancestry predominate in that area.

Of the 188 pupils attending the center, approximately half are
boys. The average class has 24 pupils. The racial composition is 45%
black, 32% white, and 23% Spanish-speaking. Sixty percent of the families
list their annual income as iess than $7,000. Thirty—-three percent of the
male heads of households have completed ninth grade.

Diagnostic and basic skill tests are administered to ail pupils
in October and February. The Octok2r results are used as guides for the
selection of specific instructional materials, programs, and experiences
which will remediate »ducational disabilities. The Februars results as-—
say the effectiveness of the first half-year's instructional program and,
more importantly, indicate which changes in instructional practices must
be initiated and implemented to meet the pupils' educational nezds during
the remainder of the year.

The IEC staff includes one principal, two instructional aides,
One parent school aide, eight classroom teachers, and a teacher for read-
ing adjustment and English as a second language (RA/ESL).

The classroom teachers diagnose individual educational needs.,
select the necessary vehicles for remediation, and teach toward allevia-—
tion of the needs. The RA/ESL teacher develops individualized learning

Aactivities for pupils with special reading Problems and/or for Spanish-

speaking pupils who need to improve their audiolingual English gkills.
ESL instruction is bilingual. Materials used in the instructional pro-—
gram include the McGraw Programmed Reading Series, Oren Court Reading
Series, Creative Reading Series, Reader's Digest Skill Ruilders, SRA Lis-
tening skills Program, SRA Reading Progress Laboratory, Scott Foresman
Talking Alphabet, Distar Program, Imperial Reading Program, Creative
Learning Program, and a wide assortment of textbooks at wvarious grade
levels.

Current Evaluation Procedure

The evaluation for 1970-1971 (the first full school year of the
pProject's operation) was focused on two questions related to the project's
objectives:

1. Has IEC increased the individualization of instructional
practices?

2. Has pupil performance improved in the basic skills?

Question 1. Has IEC increased the individualization of instructional
practices?

Instructional practices of the project were observed both for-—
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mally and informally by the evaluator to answer this question. The
formal observations were made using the Additional Observational Items
Checklist, which facilitated the observation of class structure and
teaching form.

All classroom groups at the center were observed. Findings
(expressed in percentages) during the second half-year were compared with
those of the first half-year to reveal any changes in the degree of indi-—
vidualization of instruction.

Question 2. Has pupil performance improved in the basic skills?

Pupil performance in two-.administrations of the Iowa Tests of

Basic skills (ITBS) was examined to answer this question. Four subtests
were used: Vocabulary, Reading, *rithmetic Concepts, and aArithmetic
Problems. All pupils in grades three through eight were tested in octo-—
ber and retested with an equivalent form of ITBS in February. A corre-—
lated t test was used to determine the statistical significance of the

difference between pretest and posttest average grade-—equivalent scores
for each grade.

No comparison group was used because the ITBS is not typically
used in parochial schools.

Results

Data relevant to Question 1. Has IEC increased the individualization of
instructional practices?

Observed class structures that typified the project's grouping
models between October and January were whole class and multigroup;
between February and May, they were multigroup and individual. Observed
typical teaching forms from October until January were teacher instruct-—
ing and teacher—pupil interaction;: from February until May, they were
teacher—-pupil interaction and pupils doing independent work. Sixty for-—
mal observations are summarized in Table 1.

Data relevant to Question 2. Has pupil performance improved in the basic
skills?

Average grade-equivalent scores and national percentile ranks
of the IEC pupils on the ITBS in October and February are shown in Table
2. The difference between pretest and posttest average grade-—-equivalent
scores was statistically significant at the .05 chance level in 17 of
the 24 ITBS score camparisons. One may be 95% confident that these gains
did not happen by chance.
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TABLE 1

SUMMARY OF IEC FORMAL OBSERVATIONS

Percentage of Obserwvations
Items and Categories
Oct.-~Jan. Feb.-May
(18 Formal (42 Formal
Observations) Observations)
Class Structure
Whole class 33% 0%
Two groups ’ 0% (617
Multigroup 67% 37%
Individual 0% 63%
Teaching Form
Teacher instructing (teaching) 25% O%
Teacher-pupil interaction 31% 26%
Pupils interacting with educational 22% 19%
materials
Pupils doing independent work 22% 553
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TABLE 2

AVERAGE GRADE~EQUIV§LENT SCORES AND PERCENTILE RANKS ON ITBS SUBTESTS
IN OCTOBER 1970 AND FEBRUARY 1971

Vocabulary Reading Arithmetic Arithmetic
Comprehension Concepts Problems
Grade Item
oct. Feb. | oct. Feb. | oct. Feb: | oct. Feb.
) |
3 Mean GE 2.7 3.3* 2.5 3.3*% 2.7 2.3* 2.7 3.4%*
%ile Rank 37 45 31 46 33 44 35 48
4 Mean GE 3.2 3.5 2.3 3.4* 3.4 4.1* 3.7 4.2%
%ile Rank 27 26 8 34 25 38 37 42
5 Mean GE 3.7 4.1 3.8 4.0 3.8 4.5* 3.8 3.8
%ile Rank 19 22 20 17 15 25 17 12
6 Mean GE 4.6 5.7* | 4.0 5.9* | 4.2 5.2* | 3.8 5.2%
%ile Rank 20 34 8 37 8 20 7 22
7 Mean GE 6.4 6.4 5.9 6.5* 5.6 6.5%* 5.2 6.4*
%ile Rank 35 30 27 33 17 29 15 2¢
8 Mean GE 7.8 8.% 6.9 7.9% 6.2 6.6 6.6 7.4%
%ile Rank 43 144 30 41 14 18 26 33

*Gain statistically significant at .05 level.

Conclusions

Question 1. Has IEC increased the individualization of instructionai
practices? ’

Yes, increasing individualization of instructicnal practices
has been evidenced by changes in class structure and teacking form in IEC
classrooms. These shifts have been observed both formally and informally
during the 1970-1971 school year. The individualization of instructional
bpractices was observed in both half-year periods but to different degrees
and through different teaching forms. The increased individualization of
instruction during the second half-year was facilitated by midyear test
results which identified individual pupils who had been least responsive
to the first half-year's instructiocnal practices.
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Question 2. Has pupil performance improved in the basiC gkills?

Yes, improved pupil performance in the basic skills has been
evidenced by statistically significant gains on the Iowa Tests of Basic
Skills during the October-to-February period. The gains made by the pu-
pils may be attributed to their heterogeneous cocioeconomic background,
regression effects, the Hawthorne offect, and/or the oPerational charac-
teristics of the project.

Standardized tests such as the ITBS tend to be pore sensitive
between the 16th and 83rd percentiles than outside that range. Although
Title I pupils do not typically score within that range, 17 of the IEC
pupils*® 24 subtest mean scores were within it. The average IEC pupil
initially scored lower on the ITBS than was desired, but higher than the
typical Title I pupil. The higher=than-expected gains found in IEC might
be related to the initial difference between pupils in IEc and those in
other Title I projects.

This formative evaluation was designed not to identify cause
and effect relationships, but to collect base-line data2 and to Gescribe
the enabling and process characteristics of the project. gSummative eval-
uation of pupil performance will be more appropriate in 1971-1972.

Evaluator's Comment

When IEC teachers received midyear ITBS results, they analyzed
the effectiveness of their teaching procedures and made modifications in
them. This benefit would not have been possible if testing had been de-
layed until the end of the school year.

To the evaluator, IEC calls attention to certain implications
and issues. Evidently integration is possible when persons of diverse
backgrounds share a common concern for guality education in which the
individual worth of each child is given top priority. Similar schools
offering attractive academic zdvantages could be strategically located
between differing racial and socioeconomic neighborhoods- Such strategic
location of schools probably would draw pupils from both neighborhoods
and thus provide the additional benefits of integration. perhaps to in-
sure the quality of education, the size of the physical plant and pupil
population should be kept small and manageable, as in IEC, to keep the
relationships among teachers, pupils, and parents more intimate.
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IMPROVEMENT OF READING SKILILS

Four related projects are treated as a subcluster in this

report: Improvement of Reading Skills: Reading Skills Centers (PBRS #11:
02-666) , Improvement of Reading Skills: Shared Time (PBRS #111-02-666B) ,
Improvement of Reading Skills: Part-Time (PBRS #111-02-718), and Improve-
ment of Reading Skills: Primary Reading Skills Center (PBRS #111-02-719)
The last three are covered in separate appendices which follow the repori
on Reading Skills Centers. The entire report, including the appendices,
should be interpreted in the context of the cluster report, "Instructiona:
Practices and Student Cognitive Performance," in earlier pages of this
volume.

IMPROVEMENT OF READING SKILLS: RZADING SKILLS JENTERS
(PBRS #111-02-666)

Improvement of Reading Skillis: Reading Skills Centers (IRS) is
located in ten Reading Skills Centers in seven districts. It primarily
serves underachieving readers who attend a Reading Skills Center either
two, three, or four times each week, depending upon the extent of the
need. At the centers the pupils receive intensive individualized in-
struction in basic reading skills and comprehension through multilevel,
maltisensory, multimedia materials. The centers are also used as demon-
stration units for district staff development in reading.

The Project

The original inspiration for the Reading Skills Center approach
is cr=dited to Dr. Alan Cohen and his work in New York City. Ida Kravitz
and Natica Moose, Philadelphia Reading Supervisors, developed their
design utilizing some of Dr. Cohen's basic concepts (Cohen, 1967). The
IRS project was intended to counteract the drastic underachievement in
reading in Title I schools. The seven original centers focused on four
key concepts: word recognition, comprehension, study =kills, and litera-
ture.

Multimodal and multilevel materials are used to accommodate in-
dividual needs and interests. Tupils are rostered in the Skills Centers
accorcding to their reading def'cieacies. Those with the greatest defi-
ciencies attend at least four periods a week. Purils whose original
achievement was higher attend one or two times a week. A= pupils'® defi-~
ciencies diminish their attendance rate is reduced.

The attendance in special se:-tings with highly skilled teachers
who are able to provide d.agnostic and prescriptive skills, with aides and

appropriate materials, should have a positive effect on pupils who have
severe reading deficiencies.
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The primary learning objectives of the Reading Skills Centers
are the following:

Objective 1l. To improve independent word-attack skills.

Objective 2. To improve reading comprehension.

Objective 3. To increase reading vocabulary.

The IRS project is established in ten schools: Belmont and
Washington in District 1, Smith (District 2), Kirkbride (District 3),
Kenderton (District 4), Moffet (District 5), Emlen and Wister in District
6, and Bethune and Smedley in District 7. Centers at the Washington,
Emlen, and Smedley Schools were opened midway through the 1970-1971
school year. '

Each center has a sPeéial reading teacher and two aides to in-
struct classes composed of fourth-, fifth-, and/or sixth-grade pupils who
are identified as very poor readers. The pupils attend the center from
two +o four times a week, depending tvpon the severity of their reading
problems. Other pupils in the school may use the center during one class
period a week. Pupils are provided the opportunity to use skills already
learned and to apply those skills to new learning situations. The Skills
Center personnel provide material and services to classroom teachers and
are supportive of the school's ongoing reading program, and the centexrs
serve as demonstration and staff development centers for reading teachers.

The typical experiences of the original fourth-grade pupils
over the three-year period are shown in Figure 1.

Evaluation of the project began in 1968-1969. Statistically
significant gains in reading comprehension, word-attack skills,  and.
phonics performance ware reported for pupils in the project that vear.
In 1969-1970, pupils participating in the project scored sigmnificantly
higher and showed greater gains than nonparticipants on the IRI and the
Botel Phonics Inventory. Although no differences were found between the
two groups on the Vocabulary and Reading Comprehension subtasts cf the
ITBS in that school year, a two-year trend analysis showed that the IRS
papils had made significantly greater gains in both areas than a group
of non-I%S pupils for the same two-year period.

Current Evaluation Procedure

The 1970-1971 evaluation of IRS focused upon the longitudinal
study of pupils who had the most severe reading proiL ems. It asked three
questions related to e project's objectives:

1. To what degree have IRS pupils demonstrated phonics mastery
during a three-year period?
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2. To what degree have IRS pupils improved in reading compre-
nension during a three-year geriod?

3. To what degree have IRS pupils improved in national per-
centile rank on the Vocabulary and Reading Comprehension subtests of the
Iowa Tests of Basic Skills?

Cuestion 1. To what degree have IRS pupils demonstrated phonics mastery
during a three-year period?

Pupils attending the Skills Centers were tested with the Bctel
Phonics Inventory three times each year. The highest rossible score on
the test is 64. A score of 50, or apout 80%, is considered to be prac-
tical mastery cf phonics for the target population. The percentage of
pupils scoring at or above this criterion was computed for each testing
period.

Sixth-grade pupils who had participated in the project for
three years were potential subjects for the investigation. Scores ob-
tained by pupils at the Moffet and Smith centers were selected to repre-—
sent the established centers. It is important to note that the sample
did not include all pupils affected by the Program, even at the two
schools, because some pupils transferred from the school and some others
achievedé well enough to stop attending the center three or four +times =
week. The pupils in the sample were reading at or below the primer - avel
in the fourth grade. The pupils from both centers were treated@ as = sin-
gle group.

Question 2. To what degree have IRS pupils improved in reading compre-—
hension during a three-year periog?

Pupils attending the centers were tested with the Informal
Reading Inventory (IRI) three times each year, with results expressed as
book-levels for instruction. Most pupils are expected to progress at the
rate of at least two book-levels per year. Book-level scores for pupils
from the Moffet and Smith centers were selected to represent the estab—
lished centers. The median book-level of the sample was computed for
each testing pericd.

Question 3. To what degree have IRS pupils improved in national per—
centile rank on the Vocabulary and Reading Comprehension subtests of the
Iowa Tests of Basic Skills? .

Grade-equivalent scores of current sixth-grade pupils at the
Moffet and Smith centers were obtain=d for their third-, fourth-, fifth-,
and sixth-grade tests. These were averaged for each subtest, translated
into national pupil percentile scores, and compared with corresponding
percentile scores of pupils at five schools without Skills “enters. A
bias=2d sample of pupils chosen for comparison had 19267-1968 grade-
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equivalent scores at or below the national 16th percentile in both Vocab-
ulary and Reading Comprehension subtests of the ITBS. Only pupils who
had three years of sccres were selecteda for comparison in Grades 3
through 5. Of that group, those who continued through the sixth grade at
the same school were used for the comparison with sixth—-grade national
norms. Because few of the pupils remained at the same school for sixth
grade, the number of available non—IRS pupils' scores was diminished from
46 for the third-, fourth-, and fifth-grade averages to 22 for Grade 6,
while 33 IRS pupils® scores were used for each of the four testing
periods. )

Because the pupils selected for study were achieving at very low
levels, their ITBS scores fell below *the "guessing level." Further,
pupils who score in this range are receiving ITBS "out of level" tests.
For this reason, no statistical tests were applied to the data; instead,

a simple graphical comparison was provided.

Results

Data relevant to Question 1. To what degree have IRS pupils demonstrated
pronics mastery during a three-year period?

Table 1 shows the percentages of pupils who attained phonics
mastery of at least 78% over the three-year period, which was the minimal
expectation set for the project. At the end of the third year, 82% of the
pupils had achieved a satisfactory 78% level of mastery. The largest

TABIE 1

PERCENTAGE OF IRS PUPILS SCORING AT LEAST 50 POINTS (78% MASTERY)
ON BOTEL PHONICS INVENTORY (N=33)

1968-1969 19€9-1970 1970-1971
Grade 4 Grade 5 Grade 6
g
Pre Mid Post Pre Mid Post Pre Mid Post
3% 3% 11% 17% 24 47% 55% 72% 82%

gains occurred during the second and third years (midtest to posttest,
1969-1970, and pretest to midtest, 1970-1971) . A full three-year partici-
pation in the program appears to have produced satisfactory phonics
achievement for the participants with the greatest need.



Data re€levant to guestion 2. To what degree have IPS pupils improved in
reading comprehension during a three-year period?

The median book-level score on the IRI for each testing period
is preSented in Table 2. Because each instructional reading level covers
a ratheér wide range of skills, the percentage of pupils who scored at oxr
above €ych median book-level is also provided. At the beginning of the
pupils’ participatior in the IRS, the median book-level was Primer and no
pupil Was reading at the 2! book-level. By the end of the sixth grade,
only akouyt one-fifth of the pupils were below the Book 4 level, and of
those ©nly one pupil was below Book 3!. pPupils who initially were reading
on the primer level were able to read at the fourth bcok~level by the end
of thelr three-year experience. Thus the pupils with the greatest needs
gained two book-levels per year.

" TABLE 2

ACHIEVEMENT OF 33 PUPILS IN SELECTED LONGITﬁDINAL SAMFLE
ON INFORMAL READING INVENTORY

19681969 1969-1970 1970-1971
Grade'4 Grade 5 Grade 6
Item
Pre Mid ©Post Pre Mid Post Pre Mid Post
Median book-— Primer 1 2! 21 22 31 31 32 4
level gcore
Percentage of 66% 73% 63% 64% 532 65% 68 70% 79%
pupils scor ing'q
EE_or above
the megian

Data relevant to guestion 3. To what degree have IRS pupils improved in
national percentile xrank on the Vocabulary and Reading Comprehension sub-
tests of the Iowa Tests of Basic Skills?

Figure 2 shows the average national pupil percentile ‘rank on
the ITBS vocabulary subtest for each year for the samples of IRS ané 1=
IRS pupilg. ' :
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Fig. 2. Comparison of Vocabulary scores on ITBS obtained by sampies
of IRs and non-IRS pupils. Each group's average grade—equivalent score
was converted to national individual-pupil percentile rank.

The ITBS measured the pupils' achievement in the spring of eac
year, The project's effect on the pupils' vocabulary was not noticeable
until the sixth grade, when IRS pupils®' average percentile rank reversed
its downward trend. The fact that the pupils still scored below the
national 16th percentile after that improvement served to emphasize the

- magnitude of their initial reading deficiency.

Figure 3 shows that the trend on the ITBS Reading Ccomprehensio
subtest, which had been downward, was reversed for IRS pupils after theil
first year in the project and continued upward, while pupils not in Ski}
Centers continued to show a decline in percentile rank. Again the magni
“ude of the pupils' reading deficiency was evidenced by their low per-

centjje rank, even after the improvement.
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Fig. 3. Comparison of Reading Comprehension scores on ITRS
obtained by samples of IRS and non-IRS pupils. Each group’s average
grade—equivalent score was converted to naticnal individuai-pupil per-

centile rank.

Conclusions

Question 1. To what deqree have IRS pupils demonstrated phonics mastery
during a three-year period? .

Pupils with severe deficiencies have acquired a satisfactory
(78%) mastery of phonics as a result of their three-year participation in
the IRS (Readirg Skills Centers) project. The majority of these pupils
require three years of participation for the maximum benefit of the pro-
gram when their rate of learning requires that they attend the centers
three or four times a week.

Question 2. To what degree have IRS pupils improved in reading compre-
hension during a three-year period?

Pupils with severe deficiencies have gained in reading compre-
hension at an average rate of two book-levels per vear as a result of
their participation in the IRS (Reading skills Centers) project. Mcst
of the pupils have reacaned a Book 4 instructicnal reading level Ly the
end of their third year in the program.
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Question 3. To what degree have IRS pupils improved in nationalggsgf
centile rank on the Vocabulary and Reading Comprehension subtests of
the Iowa Tests of Basic Skills?

The downward trend of Vocabulary scores (of pupils with thpe
greatest need in relation to the national pupil norms) was reversed
after two years in the project, and the downward trend of their Reading
Comprehei:sion scores was reversed after one year in the project.

Evaluator's Comment

The evaluator wishes to share some concerns for the implementa-
tion of projects based upon the Reading Skills Centers model. First, al-
though the project has provided for pupils to participate for a thrge-
year period, the instructional program might provide its greatest benpe-
fit for most pupils during their first year of participation. Secong,
the optimum benefits might be best prc ‘'ided by increasing the intengjity
of instruction (say *to two hours or more per day). Third, the project
might best be made available to a limited number of pupils in any ©One
school to be consistent with such increzsed intensity of instruction_
Fourth, successful implementation of the project is dependent upon the
skills of the teachers, and thus staff development is apparently a cyu-
cial element of the model.
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IMPROVEMENT OF READING SKILLS: SHARED TIME
(PBRS #111-02-666B)

The “Shared Time" project serves eight pairs of putlic and
parochial schools. The reading teacher is "shared" by a public school
and the paired parochial school.

This project report is related to the preceding report and
should be interpreted in the context of both the subcluster comment,
"Improvement of Reading Skills," and the cluster report, "Instructional
Practices and Student Cognitive Perfcrmance," in earlier pages of this
volume.

The Project

The rationaie of the "Shared Time" project is similar to that
of the Reading skills Centers project. Objectives of the project include
the following:

Objective 1. To improve reading ocomprehension.

Objective 2. To improve word-attack skills.

Public and parochial schocl pupils in Grades 4, 5, and 6 share
the iustructional services of a reading teacher. Four of the paired
schools are in their first year of operation. Instruction is individu-
alized through the use of multimedia ard programmed materials.

Previous evaluations indicated that progress was made in read-
ing cemprehension and in worda—-attack skills.

Current Evaluation Procedure

The evaluation for 1970-1971 was focused on two guestions re-—
lated to the project‘s objectives:

1. Has reading comprehension improved?

2. Have word-attack skills improved?

Question 1. Has reading comprehension improved?

Pupils' scores.or three administrations of the Informal Reading
Inventory (IRI) were examined to answer this guestion. Fupils represent-
ing Grades 4, 5, and 6 in each participating school were tested in Sep-
tember, January, and May. Percentages of pupilS scoring at or above each
book~level in September, January, and May were compared.
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The same sample of pupils was used for answering this gquestion
as for Question 1. Pupils' scores cn three administrations of the Botel
Phonics Inventory were compared to answer this guestion. Pupils were
tested in September, January, and May. The results were compared using
percentages of pupils scoring at or above 45 points on the test.

Results

Data reievant to Question 1. Has reading comprehension improved?

The percentage of pupils reading at or above a given book-level
increased between September and January and again between January and
May. Figure 1 shows, for example, that 29% of the pupils were reading at
or above the Book 22 level in September. In January, this percentage
showed an increase to 51%, and in May the percentage reached 73%.
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BOOK—-LEVEL SCORE ON IRI

Fig. 1. Percentage of pupils (Grades 4-6) scoring at or above
each IRTI book-level in September 1970, January 1971, and May 1971.
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Data relevant to Question 2. Have word-attack skills improved?

rifteen percent of the pupils in Grades 4, 5, and 6 had
scores of at least 45 on the Botel test in September. In January the
corresponding percentage was 32%, and in May, 56%.

Conclusions

Question 1. Has reading comprehension improved?

Yes, improved reading comprehension has been indicated by the
increasing percentage of "Shared Time" pupils scoring at or above each
book-level on the IRI. '

Question 2. Have word-attack skills improved?

Yes, improved word-attack skills have been indicated by the ir
creasing percentage of "Shared Time" pupils scoring at or above 45 on tt
Botel Phonics Inventory.
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IMPROVEMENT OF READING SKILLS: PART~TIME
(PBRS #111-02-718)

The "Part-Time" project uses part-time reading teachers to
serve pupils from low socioeconomic neighborhoods who attend parochial
schools.

This project report is related to the two preceding reports
and should be interpreted in the context of both the subcluster comment,
"Improvement of Reading Skills," and the cluster report, "“Instructional
Practices and Student Cognitive Performance," in earlier pages of this
volume.

The Project

The rationale of the "Part-Time" project is similar to that of
the Reading Skills Centers project. Objectives of the project include
the following:

Objective 1. To improve reading comprehension.

Objective 2. To improve word-attack skills.

Instriiction is indiv .dualized through the use of multimedia anc
programmed materials. Pupils served are reading at least one year below
grade level. Individualized reading instruction for 12% hours is pro-—
vided for morzs than 1,000 pupils in 30 schools by 31 part-time reading
teachers.

Previous evaluations indicated that progress was made in read-
ing comprehension and in word-attack skills.

Current Evaluation Procedure

The evaluation for 1970-1971 was focused on two questions
related to the project's objectives:

1. Has reading comprehension improved?

2. Have word-attack skills improved?

Question 1. Has reading comprehension improved?

Pupil performance on two administrations of the SRA Placement
Test was examined to answer this question. Aall pupils in Grades 3
through 8 were pretested in September and posttested in May. Scores were
transformed to IRI book-level equivalents. Percentages of pupils scoring
at or above each level in September and May were compared.
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Question 2. Have word-attack skills improved?

Pupils' scores on two administrations of the Botel Phonics
Inventory were compared. All pupils in Grades 3 through 8 were tested
in September and retested in May. For each grade, September and May
results were compared using percentages of pupils answering at least
45 items correctly on the Botel test.

Results

Data relevant to Question 1. Has reading comprehension improved?

The percentage of pupils reading at or above each IRI book-
level equivalent increased between September and May as shown in Figure
- For example, the percentage of pupils reading at or above the Book 22
level was 59% in September and 82% in May. Pupils progressed on the
average approximately twc book-levels during the year.

100
gloo i 99

90 92
86 i
89
80 82
70 .
68
60 59

S0 55

40 39 41

PERCENTAGE OF PUPILS

30 A May 1971 (N=1,119)
© September 1970 (N=1,096) 27
20 20

10 16

PP P 1 21 22 31 32, 5 6
IRT BOOK-LEVEL EQUIVALENT
Fig. 1. Fercentage of pupils (Grades 3-8) scoring at or above each

IRT book-level equivalent on SRA Placement Test in September 1970 and
May 1971.
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Data relevant to Question 2. Have word-—attack skills improved?

In each grade, the percentage of pupils scoring at or above
45 on the Botel test increased between September and May, as shown in

Figure 2.

100

90 - 89

A8S
80 82
A7l+

g 70 co
g 65
211 60 61
= o) | .
'm 50 50
O
E o
% A May 3iS71
g 50 033 o September 1970
[
A

20

(Slk
10
0
3 4 S 6 7 8

(136, 142) (373, 353) (318, 321) (213, 219) (41, 41) (17, 17)
GRADE
Fig. 2. Percentage of pupils in each grade scoring at or above
45 on the Botel Phonics Inventory in September 1970 and May 1971.

(Numbers of pupils tested in September and May, respectively, are
shown in parentheses.)

Conclusions

Question 1. Has reading comprehension improved?

Yes, improved reading comprehension has been indicated by the
increasing percentage of "Part-Time" pupils scoring at or above each IK
book—-level equivalent on the SRA Placement Test.
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Question 2. Have word-attack skills improved?

Yes, improved word-attack skills have been indicated by the
increasing percentage of “Part-Time¥ pupils in each grade who have scored
at or above a raw score of 45 on: the Botel Phonics Inventory.
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IMPROVEMENT OF READING SKILLS: PRIMARY READING SKILLS CENTER
(PBRS #111-02-719)

The Primary Reading Skills Center project serves primary-gras
pupils from low socioeconomic neighborhoods who attend the St. Columba
parochial zchool.

This project report is related to the three preceding report:
and should be interpreted in the context of both the subcluster commen-
"Improvement of Reading 3Skills," and the cluster report, "Instructiona.
Practices and Student Cognitive Performance," in earlier pages of this
volume.

The Project

The rationale and operation of the "Primary" project are sim:
lar to those of the Reading Skills Centers project. Objectives of the
projeci include the following:

OCbjective 1. To improve reading ccmprehension.

Objective 2. To improve word-attack skills.

A reading teacher and a classroom aide provide individualizec
reading instruction for pupils reading at least one year belcw grade
level. Although first—, second-, and third-grade pupils receive major
attention, a special group of disabled readers in the fourth grade con-
tinues !9 receive remedial instructinn.

Previous evaluations indicated that progress was made in read
ing comprehension and in word-attack skills.

Current Evaluation Procedure

The evaluation for 1970-1971 was focused on two questions re-
lated to the project's objectives:

1. Have reading comprehension and vocabulary improved?

2. Have word-attack skills improved?

Question 1. Have reading comprehension and vocabulary improved?

Pupil performance on two administrations of the California
Achievement Test (CAT-70) was examined to answer this question. Pupils
currently in Grades 2, 3, and 4 who had been tested the preceding year
were retested in 1271. Grade-equivalent score gains in the areas of co
prehension and vocabulary were compared by means cf a correlated t test
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Question 2. Have wcrd-attack skills improved?

Pupils' scores on three administrations of the Botel Phonics

Inventory were compared to answer this question. Pupils in Grades 2, 3,
and 4 were tested in September, January, and May.

Percentages of pupils answering at least 45 items correctly on
the Botel test each test period were computed for comparison.

Results

Data relevant to Question 1. Have reading comprehension and vocabulary
improved?

Average grade—equivalent scores and gains in comprehension and
vocabulary are reported in Table 1. The gains were statistically signif-
icant and therefore are not likely to have occurred by chance. Pupils
showed approximately one year's "growth" for a year's time in the proj-
2ct, with third graders showing greater gains and the other groups show-
ing smaller ones.

TABIE 1

AVERAGE GRADE-~-EQUIVALENT SCORES AND GAINS ON CAT-7C SUBTESTS

Comprehension Vocabulary
Grade
1970 1971 Gain 1970 1971 Gain
2 1.3 1.9 0.6* 1.4 . 1.8 C.5%*
3 1.8 3.4 l.6* 2.6 3.5 G.9*
4 2.9 3.8 0.9* 3.2 3.9 0.7*

*Change was statistically significant at the .05 level.

Data relevant to guestion 2. Have word-attack skills improved?

Ten percent of all pupils in Grades 2, 3, and 4 attained raw
scores of at least 45 on the Botel test in Septemher 1970. The per-
centage increased to 31% in January and to 40% in May 1971.
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Conclusions

Question 1. Have reading comprehension and vocabulary improved?

Yes, "Primary" pupils have shown statistically significant
gains in both comprehension and vocabulary as measured by the Califormnia
Achievement Test.

Question 2. Have word-attack skills improved?

Yes, improved word-attack skills have been indicated by the
ircreasing percentage of "Primary" pupils attaining raw scores of at
least 45 on the Botel Fhonics Inventory.
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LEARNING DIMENSICNS PROGRAM
(PBRS #111-01-791)

The Tearning Dimensions Program (LDP) at W. F. Miller and
Jonn Moffet Schools is a ctaff development project to develop “open
classrooms"” and “activity centers" and to use Piaget's theory of mental
development to guide the teachers in curriculum development and instruc-
tion.

This project report should bes interpreted in the context of

the cluster report, "Instructional Practices and Student Cognitive Per-
formance," in earlier pages of this volume.

The Project

The analysis of educational problems of disadvantaged vouth
suggests that a number of factors are related to slow learning rates.
Pupils in compensatory educational programs tend to have overall leaxn-
ing rates which are less than the rate of learning for national norm
populations (General Electric Company-TEMPO, 1971)}.

In an open classroom, pupils are encouraged to be active par-
ticipants with the teacher in determining what they study, how they inves-
tigate problems, and what goals they set for themselves. The first step
in facilitating pupils® participation is the establishment of activity
centers in the classroom. This prcvides places for pupils to focus on
problems and to work by themselves. It allows the teacher to ke free
from a "whole—-group" interaction role so that she may work with one
pupil or one small group of pupils at a time. All pupils have opportuni-
ties to be engaged in learning while the teacher may act as a resource
person or consultant dealing with the problems of individuals. Although
the teacher may choose to deal with the class as a whole, if she has
learned the techniques of managing activity centers in the classroom
she has an alternative teaching role available to her.

Piaget has enunciated a theory of learning which permits one
to take into consideration the “‘self-regulatory learmning function of the
individual. Through a process of equilibration, a pupil is envisioned
as assimilating and accommodating between his own mental systems and his
real experiences.

One of the factors which control the pupil's particular
equilibration processes is his particular development and facility with
basic logical operations. Disadvantaged children tend to have a poorer
command of logical operations than their more advantaged counterparts
(see, for example, Raph, Lieberman, & Pascale, 1971). It is suspected
that disadvantaged children have had fewer opportunities to express,
clarify, and use logical operations as identified by Piaget. There is
evidence that the use of logical operations can be clarified ky posing
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the kinds of questions and tasks which permit pupils to use only a few
operations at a given time (Raven, 1970).

Teaching strategies and curricula can be designed which (a)
are related to various levels of logical operations, (b) utilize a
child's processes of accommodation and assimilation, and (c) are appli-
cable to individualized instruction {Raven & Salzer, 1971) . Teaching
modes which help children focus upon certain types of problems seem to
allow them the opportunity to use specifiable types of logical cperaticns
and to practice forming logical relationships. The result could be a
positive effect on overall learning rates of the target population.

Through staff development activities, LDP seeks to help teach-
ers develop organizational strategies, curricula, and instructional prac-
tices which relate to a Piagetian developmental framework. The staff
development program is organized around a hierarchy of educational issues
about which teachers are concerned. When teachers have satisfied their
concerns at one level in the hierarchy, they can focus upcn the issues at
the next level ({Fuller, 1969). These levels of concern are considered in
the following way:

Level 1. Organizational concerns. These concerns are related
to the teacher's efforts to develop viable ways to deal with pupil behav-
ior, organize pupils for instruction, and handle the many logistical
details involved in running a classroom.

Level 2. Curricular materials concerns. These concerns are
related to each teacher's stratzgies for implementing a curriculum. At
this ievel, the teacher perceives e curriculum and instructional prac-
tices as suggested by the instructional materials, teacher guides, and
other teacher materials. These define what the curriculum is supposed
to be for pupils of a given grade, age, or ability. The focus upon cur-
ricular materials requires the teacher to learn how to translate the pre—
packaged suggestions into vieble lessons. The concept of "curriculum"
changes at subsequent levels of concern so that many experiences of the
child can be used profitably for learning.

Lzvel 3. Interpretive concerns. These concerns are seen in
the teacher's search for explanatory frameworks to help her in interpret-
ing pupil behavior, pupil learning, curriculum content, and instructional
practices, and the relationships among these factors. This is an impor-
tant transitional stage, because skill in diagnosing and explaining must
be achieved before concerns can shift to the next higher level.

Level 4. Creative concerns. This is a stage at which teachers
focus upon each child's cognitive and social development and problems.
Diagnosis and planning for each child become realities when the teachexr
is able to utilize experiences and explanatory frameworks to devise les—
sons, activities, and resources for creatively individualizing instruc-—
tion. To reach this level, the teacher must accomplish the assimilation
and integration of the skills consistent with the resolution of issues
on the three preceding levels.

136




Given the four levels of concern, and the desirability of
teachers' being able to focus on the fourth level, ILDP offers methods
for resolving issues at each level which are consistent with one another
and are viewed as likely to be most effective toward this end. It is
hoped that LDP's efforts will increase the probability that teachers
will have such competence at the first three levels that they can give
maximal attention to the individual development and progress of each
child (Level 4).

The primary objectives of LDP for 1970-1971 have been the
following:

Objective 1. To increase the teacher's use of concepts, prob-
lem solving, and form-field relationships within the framework of the
arts.

Objective 2. To improve the teacher's understanding of how to
use concepts, problem solving, and form-field relationships within a
regular classroom and/or one with activity centers. Specifically, the
teacher is to be taught (a) how to present problem-solving situations
that encourage solutions through search and discovery, and (b) how to
relate these experiences to other areas of learning.

Objective 3. To improve pupils' abilities to use their assimi-
lative and accommodative processes.

Objective 4. To increase pupils' symbolic skills and verbal
communication skiils.

Objective 5. To increase pupils' affective skills (ability to
use art forms to express feelings), and to foster trust among pupils and
adults.

Objective 6. To increase pupils' cognitive skills and to widen
their application of logical processes (Piagetian logical operations).

In its current mode of operation, LDP involves all the regular
teachers and pupils in the William F. Miller and John Moffet Elementary
Schools. Originally scheduled for several schools but not fully imple-
mented, it has been consolidated into the two schools in recognition
that previous staff development time was spread too thin for a high degree
of implementation, and that the resulting implementation might not have
been sufficiently different from more typical practices.

LDP encompasses two types of activities. In staff development
activities, the director and ILDP staff work with teachers, presenting
lessons, preparing materials, providing help in development of diagnostic
skills, organizing workshops, and acting as resource personnel and con-
sultants. In instructional activities, teachers develop centers for
highly sensory-related 1eérning activities within the framework of con-
tent and process curriculum objectives.
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Piaget's developmental theory and the British Infant School
model provide general guides for staff development and for the develop-
ment of curriculum and instruction for the project. Workshops and
weekly meetings with teachers provide curriculum ideas. There is a
focus on logical operations and, more generally, on changes in instruc-
tional strategies and classroom organization.

LDP has attempted to supply curriculum materials which lend
themselves to instruction in which both teacher and pupil can be active
participants in the decision-making processes of learning encounters.
The Sylvia Ashton-Warner approach to reading (experience approach) is
recommended for teachers' use. Wooden blocks, Attribute Blocks, Lego
Blocks, and many other types of blocks and games are used. The AAAS and
SCIS science curricula are available. Nuffield Mathematics is encour-
aged, as well as Bank Street Readers. Teachers are encouraged to visit
the School District's Teacher Centers to build other materials they wish
to use. Cages for pet animals and water or sand tables have been made
by the teachers. Teachers and pupils are asked to maintain logs of their
work.

The earliest evaluations of LDP were formative in their empha-
sis on identification of problems in implementation and measurement. The
development of a test of mental operations during the 1969-1970 school
year permitted a summative evaluation of pupils' development in relation
to the degree of their teacher's commitment to establishing classroom
activity centers emphasizing sensory awareness and logical operations.

No difference in mental-operations gain was found between pupils whose
teachers showed, respectively, low and high degrees of commitment. Ques-—
tionnaires and observations of teaching indicated that some of the
teachers had gained in understanding and use of techniques of the pro-
_gram.

Current Evaluation Procedure

This year the evaluation was focused primarily upon staff de-
velopment goals. Answers to the following questions were sought:

l. Have staff development activities been provided throughout
the school year to help teachers resolve issues on various levels of con-
cern?

2. To what extent have teachers received help in resolving
their organizational concerns (Level 1)?

3. To what extent have teachers received help in the develop-
ment and use of curricular materials (Level 2)?

4. To what extent have teachers received help in understanding
Piaget's developmental theory (Level 3)?
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to cope with issues related to the creative individualization of instruc-
tion {(Level 4).

Question 1. Have staff development activities been provided throughout
the school year to help teachers resolve issues on various levels of
concern?

An LDP log was kept as a record of staff development activities
during the school year. The activities were briefly described as to the
mode in which they occurred and the subject with which they dealt. They
were then categorized by the evaluator according to the level of concern
at which they could help teachers. The list of categorized activities
was then examined to determine the sustained efforts and the variety of
issues treated at the various levels of concern.

Question 2. To what extent have teachers received help in resolving
their orga—izational concerns (Level 1)?

To answer this guestion, the project was monitored during the
first and second halves of the school year. The Observational Checklist
and additional items were used to note classroom parameters of Class
Structure and Teaching Form. (The reader is invited to refer to the
cluster report for further descriptions of these items.) Comparisons of
observations during the first and second halves of the year were made to
see whether the class structures were increasingly consistent with the
goals of the program. On the LDP Questionnaire, teachers were asked to
express the extent to which they felt the efforts of LDP had helped to
resolve their concerns on Level 1. (The checklist, the additional items,
and the questionnaire are on file in the Research Library of the Board of
Education.)

Of the four types of class structure considered during LDP ob-
servations, & multigroup structure is most consistent with the objectives
of LDP. A high percentage (25% or more) of observations in this class
structure would be evidence of teachers' resolving their organizational
concerns in a manner consistent with LDP.

Question 3. To what extent have teachers received help in the develop-
ment and use of curricular materials (Level 2)?

As with Question 2, relevant observations of the project during
both halves of the school year were compared to determine the extent to
which teachers were using sensory-related materials, activity cards, and
instructional techniques consistent with the goals of the program.
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Of the four teaching forms consideredq in LDP observations,
"Pupils interacting with educational materials under teacher's direction”
and "Pupils doing independent work, teacher acting &8s a resource person"
are nost consistent with the objectivyes of LDP., A high percentage (25%
or more) in each of these categories would be jndicative of teachers'
resolving issues on the second level of concern.

On the LDP Questionnaire, teachers were asked to respond to
three questions reqgarding their feeling about the extent of their own
development with concerns on Level 2.

Question 4. To what extent have teachers Y¥eceived help in understanding
et
Piaget's developmental theory (Lewel 3)?

One question on the questiponnair® asked teachers to indicate
the extent to which they felt they understood Piaget's theory. Unstruc-
tured discussions with teachers also provided some indications of their
feelings on this matter.

Results
=2ultls

Data relevant to Question 1. Have staff deVelopment activities been pro-
vided througheut the school year to help teachers resolve issues on vari-
ous levels cf concern?

Representative staff development activities during September
and April are listed in Tables 1 and 2. Similay tables {(not shown in
this report) were developed for the intervelRing months.

The numbers of activities dealind With concerns on each level
are summarized in Table 3, to give a general indication of the levels
of concern that received significant attention during each month. (May
and June were not included because the project director used these
months to interview teachers and Pupils.)

There was, in general, more emph@sis on Level 1 concerns dur-—
ing the first half-year than during the second half-year. Level 2

concerns received emphasis throughout +he School year. Level 3 concerns
received more or less emphasis periodjcally-
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TABLE 1

REPRESENTATIVE LDP STAFF DEVELOPMENT ACTIVITIES

DURING SEPTEMBER, 1970

Levels

of
Concern

Activities

-4
N

[ 3]

Faculty Meetings

Introduced curriculum flow chart for topic with
suggestions on how to plan integrated day based
upon such charts.

Introduced Sylvia Ashton-lvarner's Organic Reading
approach.

Introduced Piaget's logical operations.

Distribution of Nuffield Mathematics and Science
Guides, and Whitman Art Series.

Slide presentation on English schools.

Lunch Meetings

Work on flow chart (the Community). to develop
curriculum ideas.

Slide presentation to show how integrated day is
used in Engiand.

LDP Staff Work in Classrooms

Helped teachers organize rooms into activity centers.
Helped teachers start an integrated-day curriculum.

Worked with pupils on logical operations.
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DUNKINY ArRRA ., 1J/74

Levels
of Activities
Concern
Faculty Meeting
Discussed staff's feelings about progress; considered
3 roles of teachers and LDP staff.
Lunch Meetings
2 Planned lessons, shared ideas.
2 Wrote task cards.
Teachers provided list of activities for reading as
2 3 suggestions for curriculum activities for teaching
reading.
LDP Staff Work in Classrooms
2 Worked with pupils on logicil operations.
2 Stressed mathematics and art work.
Workshops
Aiexis Kopperman (Mathematics Instructional Services)
2 3 led "mini-workshops": teachers wrote task cards,
taught a task-criented lesson.
Dr. Kruickshank (Temple University) conducted work-
2 3 shop, introduced Diene's materials for mathematics.
Allen Barton (Mathematics Instructional Services)
2 3 : conducted mathematics mini-werkshops.
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TABLE 3

NUMBER OF LDFP STAFF DEVELOPMENT ACTIVITIES DEVOTING sSIGNIFICANT
ATTENTION TO EACH LEVEL OF CONCERN,
SEPTEMBER 1970 - APRIL 1971

Levels of Concern
Month
Level 1 Level 2 Level 3
September 5 6 1
October 4 10 2
November 4 5 2
December 2 5 5
January 4 7 1
February 1 6 1
March 2 g 1
April 0 8 5
Data relevant to Question 2. To what extent have teachers received help

in resolving their organizational concerns (Level 1i)?

Of +the four types of class structure considered during LDP ob-
‘servations, a multigroup structure is most consistent with the objectives
of LDP. The teachers at the Miller School maintained a multigroup class
structure above 253, although there was some decline furing the second
half-year. The Moffet School's teachers did not maintain this class
structure above the 25% level. (See Item 1 in Table 4.)
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TABLE 4

SUMMARY OF LDP CLASSROOM OBSERVATIONS

rercentage of Observation Visits*
Items and Categories Miller School Moffet School
Sept.-Dec. Jan.-Apr. Sept.-Dec. Jan.-Apr.
(10 Vvisits) (13 Visits) (9 Visits) (14 visits)
1. Class Structure
Whole class 0% 38% 41% 35%
Two groups 22% 3% 0% 6%
Multigroup 56% 46% 37% 13%
Individual 22% 13 . 22% 46%
2. Teaching Form
Teacher instructing 6% 10% 10% 13%
Teacher-pupil '
interaction, 25% 26% 423 24%
teacher directing
lesson
Pupils interacting
with educational 38% 24% 23% 38%
materials under
teacher's
direction
Pupils doing inde-
pendent work, 31% 40% 25% 25%
teacher acting
as resouxrce
person
3. Mode of Learning
Listening 25% 22% 26% 20%
Talking _ 30% 193 22% 15%
Writing 10% 11% 15% 17s
Reading 15% l6% 11% 22%
Manual activity 15% 14% 11% 1ls
Visual activity 5% 18% 152 15%

*Three observations of five minutes each were recorded during each
visit.
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The following interpretation by the evaluator may help to
explain the changes noted. The teachers at the Miller School instituted
activity centers at the beginning of the year. Most learned how to
organize them and have pupils work in them, and found a ievel at which
they could continue to maintain thiem during the yvear. Other teachers
could not maintain their activity centers to the same degree, and
relied more heavily upon wnole-class instruction during the sccond
half-vyear.

The teachers at thea Moffet School instituted activity centers
in the afternoons during the first half-year. They did not use activity
centers during the morning hours when, because of a procedure (cycling)
in which pupils are grouped according to ability in reading and then in
arithmetic, they relied on more whola-class instruction. Early in the
second half-year, when cycling was voted to be discontinued, some teach-
ers instituted activity centers for their classes. However, more teach-
ers seemed to rely upon individualizing instruction through workbooks as
a method %o satisfy the new demands made by having a wide range of pu-
pils' abilities to deal with duiring the day. (At this time, it could
have been most propitious for the LDP staff to provide extensive support
for the teachers at Moffet in organizational concerms.)

The firs:t item in Table 5 summarizes teachers' questionnaire
responses indicating the extent to which they felt they were receiving
help and resolving concerns on Level 1 in a manner consistent with LDP.
Tne reader will note that teachers of the lower grades in both schools
responded somewhat more positively (a higher number on the scale) than
tsachers of the upper grades, and teachers at the Miller School responded
mcre positively than those at the Moffet School.

In interpreting these results, it is important to note that
the Miller teachers have been invclved with LDP more intensively and
for a longer period of time than tihie Moffet teachers.

Data relevant to Question 3. To what extent have teachers received help
in the development and use of curricular materials (Level 2)?

Of the four teaching forms considered in LDP observations,
"Pupils interacting with educational materials under teacher's direction"
and "Pupils doing independent work, teacher acting as a resource person"
are mcst consistent with the objectives of 1IDP.

In both the Miller and Moffet Schools, teachers evidenced a per-
centage near or above the 25% level in the two categories mentioned.
(See Item 2 in Table 4.)

Miller teachers relied more on pupils' independent work than
did Moffet teachers. 4nis is of interest in light of the type of class
structure (Item 1) reported most often at each school. Certainly, the
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TABLE 5

SUMMARY OF TEACHERS' RESPONSES TO
LDP QUESTIONNAIRE ITEMS

Average Scaled Response¥*

Miller Teachers } Moffet Teachers
item

Grades Grades Grades Grades
K-3 4-6 K-3 4-6
(N=8) (N=6) (N=7) (N=6)

1. To what extent have the activi-
ties and eiforts of LDP helped 3.0 2.8 2.4 2.3
you to develop open classrooin ’
management techniques?

2. To what extent have the activi-
ties and efforts of LDP helped 3.3 2.7 2.6 1.7
yoa to develop individualized
instructional techniques?

2. To what extent have you beenr able
to use the Sylvia Ashton-Warner 4.0 2.8 2.6 1.5
approach to reading this year?

4. To what extent have you increased

your use of manipulative and 2.6 3.3 2.9 2.8
sensory learning activities this
year? . f

5. To what extent do you feel you
understand Piaget's developmental 1.9 2.0 2.4 2.3
theory?

*On a 4-point scale: 1="Not at all"; 2="Slightly"; 3="Moderately";
4="Extensively."
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greater percentage of observations of pupils doing independent work is
preferrad for LDP, and thus a relative judgment of progress for Level 2
concerns can be considered for the teachers of the two schools. Here it
is perhaps most important to consider the relative experience of the two
groups of teachers with LDP.

Of the six modes of learning (Item 3 in Tabie 4) that w2re con-
sidered during observations, the manual and visual activities are most
indicative of sensory-related learning activities. The percentages
reported for the second half-year in these modes of learning as compared
with the percentages reported for other modes indicated a reasonable
distribution of attention paid to all learning modes.

Individualized instruction, use of an experience apprcach tc
reading, and manipulative and sensory learning activities are important
indicators of the resolving of Level 2 concerns. Items 2, 3, and 4 in
Table 5 summarize teachers' questionnaire responses regarding such activ-
ities. Again it is noted that teachers of lower grades responded more
positively than teachers of upper grades, and Miller teachers respcnded
more favorably than Moffet teachers. The two average scaled responses
of less than 2.0 from the upper—-grade Moffet teachers are considered to
be negative responses. Thus, depending upon which group a teacher was
in, the effects of LDP's efforts seem to be varied for Level 2 concerns.
The director of LDP indicated that teachers often requested hzlp in plan-
ning mathematics and language arts activity centers.

Data relevant to Question 4. To what extent have teachers received
help in understanding Piaget's developmental theory (Level 3)?

A weekend workshop with Eleanor Duckworth (a well-known stu-
dent of Piaget) was provided for all staff members of the two schocls.
The workshop was well attended, and teachers observed interviews with
children and then conducted their own. A general discussion of theory
followed.

The teachers' guestionnaire responses regarding their under-
standing of Piaget's theory are summarized in Item 5 of Table 5. Teach-
ers of upper and lower grades indicated approximately the same feelings,
but Moffet teachers reported a higher degree of understanding than that
expressed by Miller teachers. (The scaled response of 1.9 should be
considered negative, and the 2.0 response borderline.) One might hypoth-
esize that the responses were indicative of the Miller teachers' greater
desire to know more in relationship to the extent of their involvement
with LDP. Taken in this way, the less positive responses indicate that
that group of teachers (Miller School, especially in the lower grades)
is focusing on Level 3 concerns, but has not yet settled those issues.

The director of LDP related on various occasions that teachers

were seeking greater clarification of Piaget's theory and its relation-
ship to understanding their work and the development of their pupils.
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Question 1. Have staff development activities been provided throughout
the school yvear to help teachers resolve issues on various levels of
concernz

Yes, LDP has provided sustained staff development activities
throughout the school year, and these appropriately have focused on the
first three levels of concern. The LDP log indicated a greater emphasis
on direct in-class help with organizational concerns (Level 1) during
the first part of the year, with the issues of curriculum and instruction
(Level 2) receiving attention throughout the year. Piaget's developmen-—
tal theory and its implications (Level 3) received varying amounts of
attention each month. More in-class help with organizational concerns
might have been provided at Moffet School during the second half-year to
coincide with the discontinuance of the cycling procedure there.

Questiorn 2. To what extent have teachers recei&ed help in resolving
their organizational concerns (Level 1)?

Organizational concerns have been resolved—--in a manner consis-—
tent with the objectives of LDP--for a large proportion of the teachers
at Miller School and for some of the teachers at Moffet School. There is
generally more resolution of issues on this level for teachers of Grades
K-3 than for teachers of Grades 4-6.

Question 3. To what extent have teachers received help in the develop-
ment and use of curricular materials (Level 2)? :

Curricular and instructional concerns have been resolved for
most teachers at the Miller School in a way consistent with the objectives
of LDP. Fewer teachers at the Mcffet School have so resolved these
issues. In general, teachers of the lower grades have resolved more
issues on this level than teachers of the upper grades.

Question 4. To what extent have teachers received help in understanding
Piaget's developmental theory (Level 3)?2

Teachers have indicated that they have at least an overview of
Piaget's theory, but their understanding of the fine structure of the
theory and of its implications apparently needs greater attention.

A workshop for all the LDP teachers has been planned for the
summer of 1971, when an entire week will be devoted to learning specific
logical operations consistent with Piaget's theory. Teachers will have
the opportunity to apply these logical operations to the development of
curricular materials and to discuss their application to interpreting
pupils' comprehension of problems.
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AUXILIARY SERVICES TO SCHOOLS AND PUPILS

Projects in this cluster have been influential in giving pupils
an awareness of career alternatives, in helping them prepare for their
chosen careers, and in promoting their successful adjustment to their
school experiences. Currently serving only a small percentage of pupils,
they represent significant beginnings in an emphasis on the School wvis-—
trict's goals in the areas of career guidance, career preparation, moti=-
vation, and mental health.

However, these projects represent only a small portion of
operating services and federally-funded programs which seek to meet these
needs in a larger context.

Current task—force recommendations to implement the career—
development needs of youth demonstrate that these Title I projects clear—
ly represent beginning steps in the transition from the traditional con-
cepts of mental health, occupational education, and guidance to a more
vital approach to the solution of problems of youth in today's society.

With such massive needs at all grade levels, Title I projects
are only beginning to provide the services which are necessary to fulfill
the School District®s responsibilities to its pupils. Therefore, examina-
tion must be made of the School District's operating-budget programs,
and other federally-funded programs such as those functioning under the
Vocational Education Act of 1968, to adequately assess the degree to
which these auxiliary services are meeting the needs of youth.



The evaluation of the “Auxiliary Services
to Schools and Pupils" cluster and its component
projects was designed, corducted, and reported by
Hermine Jeremias Chern, Research Associate, and
Bruce J. Yasgur, Herman L. Carter, and Frances R.
Byers, Research Assistants. Miss Byers had primary
responsibility for the evaluation of the Counseling
Services project, and Mr. Carter had similar respon-
sibility for the ewvaluation of the Counselor Aides
project.
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AUXILIARY SERVICES TO SCHOOLS AND PUPILS

This cluster report examines (a) the theoretical bases for the
creation and integration of projects directed toward the broad-based
career development goals of the School District of Philadelphia, and
(b) the degree to which these goals are facilitated by the common impact
of the projects in this cluster. Separate evaluations of the noncommon
features of the individual projects follow this cluster report. Each of
the individual project reports should be interpreted in the context of
this cluster report.

Projects included in this cluster are Counseling Services (CSP),
Counselor Aides (CA), Motivation Program (MP), and Salable Vocational
Skills (SVS).

The Cluster of Projects

As a person develops, he needs assistance in handling the appro-
priate vocational development tasks of various age levels. Guidance and
counseling programs must operate as an integral part of the total educa-
tional program, because they are important in helping the individual to
develop an adequate self-conceprt in relation to the world-of-work.

In its broad-based career development goals, the School District
acknowledges its responsibility to provide each student with (a) an aware-
ness of career alternatives, (b) the skills, motivation, and assistance tc
choose his own future, and (c) the settings which will assist the continu-
ation or improvement of his mental health. It is believed that the inter-
action of these objectives will enable pupils to cope constructively with
their environment in an atmosphere of respect for self and others.

The School District has long recognized the need for expansion
and improvement of vocational guidance and counseling services. Improve-
ment in these services will allow individuals to plan .more realistically
for their futures. This increased effort must be based upon sound theo-
ries of personal and vocational development and appropriate counseling and
guidance procedures.

With the accelerating rate of technological change, the School
District, through its covuselors, has an even greater mission to provide
children with learning experiences which will enable them to become
socially and economically functioning adults. To this end, the federal
government under Title I ESEA has allocated funds for the development and
implementation of four projects in Philadelphia which are designed to
broaden the base of services to students in the public and parochial
school systems.

In order to provide for the unique needs of target-area students

it was considered essential that traditional guidance and counseling ser-
vices be continued and expanded, and that further study and experimenta-
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ticn be encouraged to find new methods and techniques for dealing more
adequ.tely with these problems.

Five components have been identified as highly desirable for
Projects directed toward broad-based career development goals. While all
five are not needed by all projects, one or more are considered necessary
for each. Career development projects should, in general, provide the
following:

1. Early development of positive values regarding work and
education.-

2. A satisfying relationship with an esteemed adult.
3. Information about education and work.

4. Experience with a variety of vocational models, settings, and
appropriate activities leading to familiarity with the world-of-work, and
assistance in organizing and integrating these experiences in order to
make them meaningful.

5. Opportunities for decision-making experiences leading to the
realization that one must take personal responsibility for the conse-
quences of one'’s decisions.

While each of the Title I projects in this cluster is designed
to meet one or more of these broad-based needs, the diversity of settings
and of target populations gives each project its own individuality within
the context of the cluster.

The Counseling Services project serves parochial elementary
schools by providing specialists who can identify and remediate those
environmental conditions which may cause behavioral disabilities in chil-
dren. Teachers, principals, and parents collaborate in the initiation of
a preventive program designed to eliminate many of the social and emo-
tional barriers which hinder the full development of the child. :

The Counselor Aides project provides paraprofessional support to
the school guidance counselor. By performing clerical tasks the aide
relieves the counselor of some parts of the job which do not require pro-
fessional training. 1In this way, the professionally trained counselor may
be able to offer intensive help and devote more time to disadvantaged
children.

The Motivation Program provides activities designed to encourage
students to attend college or other post-high school educational institu-
tions. Seeking the active participation of the community, it is based on
the belief that the business, neighborhood, and intellectual communities
should accept responsibility for the educational process. As in other
projects in this cluster, career development responsibilities of the
school are assumed.
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The Salable Vocational Skills project enables one area
vocational-technical school to make its faculty and facilities available
to target—area youth on Saturday mornings. It has as its objectives the
enhancement of vocational preparation for students who are seeking
(a) improvement of skills already partly learned in the classroom,

(b) exploratory experience in an occupational area which might be consic
ered for future training, and/or (E) occupational training not otherwise
available during their regularly scheduled schocl day.

Current Evaluation Procedure

While information dealing with the impact of auxiliary service
upon the School District is needed, the diversity of the four projects i
this cluster has inhibited their examination from a unified point of wvie
Because one project was clearly outside the domain of the public school
system, results for it could not be compared directly with those obtaine
within the system. By the use of common data—-gathering instruments suck
as the Observational Checklist, questionnaires, and interviews where
appropriate, descriptive data were obtained to determine the degree of
congruence between project operations and School District goals. But
because of the diversity of both the projects and the scope of the goals
a common lens for viewing this cluster is yet to be found.

For this reason, procedures usaed in the project evaluations ar
described only in the respective project reports which follow this clust
report.

Results

Each project in the cluster has made a contribution toward the
School District's broad-based career development goals.

Salable Vocational Skills, although limited in scope, was seer
as a vehicle for the enhancement of vocational opportunities for public
and parochial school students. Its direct contribution in providing sex
vices to students to enable them to obtain the skills, motivation, and
assistance to choose their own future was quite evident.

The Motivation Program, also, was seen as contributing to stu-
dents’' awareness of career alternatives and providing active assistance
those students who have the ability and the desire for some form of post
high school education. Comparison of participating students with a samr
of nonparticipants revealed that it was providing students with experier
ces which motivated them to seek and obtain higher educational opportuni
ties.

However, in both projects only a relatively small percentage c
students had the opportunity or motivation to participate.

155

s 1=



The other two projects in the cluster were found to be facili-
tating the School District's goal of providing settings to assist in the
improvement of mental health.

Counselor Aides were perceived to be a valuable adjunct to the
counseling office. Providing a positive atmosphere and giving imme-
diate and direct service to pupils, parents, teachers, and others who come
into the counseling office, they also perform a number of paraprofessional
and clerical duties which enhance their capabilities as vital components
of the counseling and pupil personnel functions within a school.

The Counseling Services project provides supplementary services
to parochial schools that are not normally available to them. In addi-
tior:, it is a chief source of in-service training in child development
which enables teachers to become mors knowledgezble.

Conclusions

While most conclusions for this cluster are presented in the
individual project reports which follow, a few comments are appropriate
here.

Title I projects comprise only one portion of the auxiliary ser-
vices provided by the School District. Other federal legislation and
existing locally-funded operating programs all make contributions in pro-
viding students with needed services in the areas of career development,
occupational education, and counseling.

It should be noted, however, that each of the Title I projects
in this cluster contributes to the broad-based goals which have been
established. The goals of providing students with (a) an awareness of
career alternatives and (b) skills, motivation, and assistance for choos-
ing their future careers are both met by the Motivation Program and +the
Salable Vocational Skills project. The third goal, to assist in the
improvement of mental health, is being facilitated by the Counseling Ser-
vices and Counselor Aides projects.

These projects, however, represent only a beginning in terms of
their impact upon the School District. While each project is achieving
its unique goals, additional resources should be brought to bear to extend
the needed services to a larger number of students.
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COUNSELING SERVICES
(PBRS #111-06-614)

The Counseling Services project (CSP) offers preventive coun-
seling services to 14 parochial schools in disadvantaged neighborhoods,
by providing educational and community consultants who work with teach-
ers, parents, and pupils in Grades K-2.

This prcject report should be interpreted in the context of
the cluster report, "Auxiliary Services to schools and Pupils," in ear-—
lier pages of this volume.

The“Project

The transition from home to school for the new kindergarten
or first-grade pupil is felt to be critical in his developmental historv.
Moreover, the success or failure of this transition is deemed to depend
upon the degree of disparity between what the child is capable of accept-
ing, understanding, and responding to and what challenges and expecta-—
tions he meets in school. The family is the vehicle which imparts to
the child a sense of self, helps in organizing the child's conceptions
of the world around him, and provides him with the opportunities to
learn and develop.

The success or appropriateness of any particular family's en-
deavors with regard to its child's ability to move into school cannot be
determined without considering the school itself. The reciprocity be-
tween what the school expects and what the child has been taught to
expect and respond to, determines the outcome of the child's transition
from home to school. Viewed in this manner, an important aspect of the
child's successful movement from home to school could be seen to depend
upon the degree of compatibility which exists between the family system
and the school system. If the child has been successful at home, and if
the family's and school's expectations are in reasonable accord, then he
should find it easy to move into the school environment.

With the goal of enhancing the child's positive experiences
as he enters the school, CSP has developed the following as its princi-
pal objectives:

Objective 1. To provide small-group discussions for pupils
within Grades K-2.

Objective 2. To provide diagnostic and counseling services
to pupils.

Objective 3. To provide parent-child orientation programs
and other services to enhance the involvement of parents in their chil-
dren's education.

157

158



Objective 4. To prcvide teachers with in-service training in
child development.

The work of CSP is carried out in 14 parnchial elementary
schools by seven teams of two persons each: an eaucational consultant
and a community consultant. The former's education and training are in
the field of psychology:; the latter's are in the area of social seyvices
and community projects.

The educational consultant attempts to understand thorsughly
the school as a system. At the same time, he tries to increase the
school staff's understanding of the project's activities :nd to help the
staff develop the requisite skills to perform these activities.

One of his major {.asks is to work out the process(es) by which
he and the school staff can improve intrafaculty communication patterns
and utilize the problem~-solving resources of the staff.

Teachers who are concerned about improving the atmosphere for
learning in their classrooms may invite the educational consultant to
observe their classrooms. Later, the consultant and the individual
teacher discuss what has transpired during the observational period and
together seek to devise actions for enhancing the classroom experiences
of children.

As envisioned by the project staff, the results of such consul-
tations depend very much upon a collaborative effort between *the teacher
and the staff member. By combining the project staff's expertise in the
areas of mental health, group processes, and learning with the educators?
knowledge and experience in teaching, it is hoped that new practices can
be evolved which will enhance the overall atmosphere for learning and
emotional-social growth in the schools.

Teachers may also ask the educational consultant to help them
with a particular child who may be experiencing some difficulties in ad-
justing to the classroom routines. Where the child is not seriously
disturbed, the consultant, after observing the child in the classroom
and securing all other relevant data, collaborates with the teacher in
developing various strategies which the teacher can carry out in class
to help the child.

Occasionally the educational consultant does some individual
counseling and testing with a child whose problems are more serious than
most. He may even place the child in a small group of children with
similar difficulties and work with them. These lines of action, however,
are intentionally kept to a minimum in order to conserre the consultant's
limited time in the school for his primary objective of prevention.

In rare instances where the degree of disturbance is very great,
the consultant refers the child and his parents to a local community

treatment facility for services. Following this, the consultant will
help the family follow through with the suggested program of treatment.
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The community consuitant, also, functions in a preventive mez
ner. He attempts to understard thoroughly the family and the communit
as systems and their influences on children's learning experiences arnc
emotional-social Zevelopment. Primarily, he is responsible for imple-
menting those programs, both formal and informal, which help ~arents
gain a greater rapport with the school.

From time to time, principals and teachers consult with the
community consultants about important school avents and seek their ass
tance in involving parents in the program. Teachers and principals al
regularly call upon the community consultant to assist them in learnir
more about the home-life experiences of various students.

The community consultant seeks to motivate parents to become
more interested in school affairs. His particular methods and proce-
dures, as well as the various kinds of involvement to be fostered, are
decided upon through the collaborative thinking and planning of princi
pals, teachers, parents, and the team.

There are four basic services which are cffered in all the
participating schools: (a) small-group discussions with childre:n,
(b) individual diagnostic and counseling services where necessary and
appropriate, (c) involvement of parents in the basic education of the3
children, and (d) faculty in-service programs.

In addition, some testing services, referral services, and
more than 50 other psychoeducationally oriented activities have been
undertaken in one or more of the schools affiliated with this project.
Some examples of these activities are (a) a "failure prevention" tutor
program, (b) experience reading as a technique for facilitating motiva
tion and skills for reading, (c) black history and culture appreciatic
clubs for students, (d) use of systematic procedures for reinforcing i
classrooms behaviors and attitudes that encourage learning, and
(e) special awards programs to recognize students who are trying to im
. prove their school work, regardless of their level of achievement.

it should be clear that the Counseling Services project dif-
fers from the more traditional counseling services in most schools. I
emphasis on prevention, and/or working with parents, teachers, princip
and other adults who significantly influence the behavior of children
rather than focusing primarily upon the child, reflects what most auth
ities in the field of counseling today acknowledge to be a practical a
effective approach for delivering counseling services within the schoa

Previous evaluations of CSP primarily contributed questionna
data from participating principals and teachers. Bescause many personn
changes occurred in 1970, both replication and additional evaluations
have been deemed necessary to assess adequately the progress of this
project.
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The 1970-1971 evaluation of CSP has focused primarily on the
project's four objectives. 1In addition, an attempt was made to measure
the overall effectiveness of the project as perceived by the principals
and teachers in the participating schools. Complementary data were also
gathered concerning the additional activities performed by project per—
sonnel in response to needs which varied from school to school.

Major foci of the current evaluation were the following
questions:

1. How effectively has CSP provided small-group discussiocns
for pupils?

2. How effectively has CSP provided diagnostic and counseling
services to pupils?

3. How effectively has CSP involved parents in their chil-
dren's school experience?

4. How erffectively has CSP provided in-service training to
teachers?

5. How satisfactory have teachers and principals found the
services provided by CSpP?

To answer each of the focal gquestions, both gqualitative a=nd
quantitative measures were used.

The gualitative measures included (a) direct observation by
the evaluating team of some of the project's activities in the partici-
pating schools, and (b) int=rviews with project personnel and school per-—
sonnel directly involved with the project. The interviews were somewhat
structured so that specific gquestions concerning each CSP goal could be
answered for all participating schools. Questionnaire data were also
collected from participating school personnel. For comparison purposes,
several questions were asked of principals of non-CSP parochial schools,
similar in type of community and school population to the schools par-—
ticipating in CSP, regarding the kinds of pupil services they provide.

Quantitative data were extracted mainly from the statistical
smmmary repdrts made by CSP personnel as to the number and types of
services they provided during the school year.

Instruments used were the Cbservational Checklist, the Teacher
and Principal Opinionnaire, and the School Services Questionnaire.
(Copies of all three are on file in the Research Library of the Board of
Education.)

The Observational Checklist was used to record data during
monitoring visits and interviews.
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The Teacher and Principal Opinionnaire was sent to all 14
principals and 44 teachers of target grades (K—-2) of schools participat-—
ing in CSP. It is an expanded version of the questionnaire devised for
and used in the 1969-1970 evaluation of CSP. Each respondent was asked
to identify himself only as one of the following: Principal, Teacher
(Grade K), Teacher (Grade 1), or Teacher (Grade 2).

The School Services Questionnaire, constructed for the current
evaluation, was sent to a sample of 16 parochial schools chosen for
their proximity and similarity to the participating schools. The list
of schools in this sample (See Appendix) was approved on the basis of
such similarity by the Rev. Paul F. Curran, Assistant Superintendent of
Schools for the Archdiocese of Philadelphia. '

Interview and observational data were collected for all CSP
personnel, as well as all principals and avajilable teachers who were
directly involved in the project. In addition, several teachers of
"nontarget" grades were interviewed in order to augment this report's
complementary data on CSP activities.

Descriptive summaries were prepared from the observational and
interview data, all responses to the School Services Questionnaire, and
responses to "he open—end items in the Teacher and Principal Opinion-
naire. Responses to the multiple-choice items of the Teacher and Prin-
cipal Opinionnaire were tabulated in terms of freguency to permit
comparisons of' teachers' and principals' responses.

Results

Data relevant to Question 1. How effectively has CSP provided small-
group discussions for pupils?

Twenty—-three visits to participating schools were made by
members of the evaluating team. 7~ =11 schools it was reported that
small-group discussions were taking place on a regular basis, usually
daily so that each child was in a discussion at least once a week.
wWhen visited, nine of the 14 schools also reported that small—-group
discussions were being conducted regularly by the classroom teachers on
the days when the evaluating team was not present in the school. In 10
schools, smail-group discussions had been carried out in grades other
than the target grades,; usually Grades 7 and 8, but not always with
regularity.

" Nineteen small-group discussions were observed by members of
the evaluating team. The average group included 7.7 pupils. ZIn all
discussions except one, all children were encouraged by the discussion
leader to participate, and all but a few children (three in the largest
group) appeared to take an active part.
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A compilation of data from the weekly statistical reports
filed by each CSP team revealed that 2,343 small—-group discussions were
conducted between September and May. In all, 1,582 children in the
target grades (XK-2) engaged regularly in small-group discussions in
their school.

In interviews at nine of the 14 schools, the teachers and prin-
cipais who stated opinions about small-group discussions made very favor-—
able comments. A typical response was made in December by a first-grade
nun who said (a) that she felt more understanding and patient with her
pupils, (b) that, as a result of small-group discussions, she had a bet-
ter idea of the children's life outside class, and (c) that she had
noticed less fighting among the pupils since the beginning of the year,

a change mentioned previously by the principal as a goal in her school.

In three schools, the reaction was generally favorable but
with some reservations. One teacher stated that the lack of discussion
guidelines left her initially unsure of the goals she should achieve,
making her feel inadequately prepared. However, as the year progressed,
she felt more comfortable with the format and was learning to enjoy the
discussions. In another school, the principal felt that the groups
should not number more than six children so that each child would
receive more individual attention. In the third school, the children's
exuberance after discussions was viewed as a disruption of the prevail-
ing order and quiet in the school.

The overall reaction to small-group discussions by the princi-
pals and faculties of the other two schools was distinctly unfavorable.
(In both schools, particular stress is pPlaced on the "traditional" con-
cept of order and discipline, and on the academic aspects of education.)
In one such school, the principal said in February that the CSP team
conducted the discussions outside the classroom without the teacher
(implying that the teacher had “more important® things to dol. However,
later in the year, while team members continued to conduct discussions,
they were frequently in the classrooms with the teachers actively par-
ticipating. The principal, commanting on the project's small-group
discussions, stated that, while shy, retiring children were "brought out"
by such exposure, some children were made overly excited ard active,
Presumably becoming a disruptive element when returned to the ordinary
classroom setting. In the other school, small-group discussions were
specifically cited by several teachers as pointless and a waste of time.
The discussions were said to disrupt order and discipline with no posi-
tive results in the children. One teacher commented that the CSP team
apparently "has no desire" for order and discipline.

A few principals and teachers mentioned the inconvenience
caused by the interruption of normal classroom activity by the teams®
trying to conduct discussions (mainly in the higher grades), but this
objection was directed more to a scheduling problem than to a question-
ing of the intrinsic worth of the discussions.
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The main criticism voiced by some CSP team members about small-
group discussions was a reiteration of an objection mentioned by a
teacher. They considered that, since conducting discussions well takes
a lot of skill, most discussion leaders need something concrete to guide
them, at least while they are learning. "Bessell's material”™ was men-
tioned once as a possible source for the needed guidelines.

Responses to the Teacher and Principal Opinionnaire were re-
ceived from 56 of the 58 participating teachers and principals.
Responses:- to the items concerning small-group discussions are summarized
in Table 1. Responses to the evaluative items (Items 1-4) were strongly
and consistently favorable.

Data relevant to Question 2. How effectively has CSP provided diagnostic
and counseling services to pupils? .

During visits to the schools, it was learned that teachers
were making referrals to the CSP teams concerning specific problems of
individual children. Such referrals were being made with great frequency
in at least nine schools where, according to the statements of teachers
or principals, the CSP team is considered an integral part of the school
staff. Teachers and principals in these schools freely acdmitted using
the team as a valuable resource for help in problem cases. Some diagnos-—
tic testing was done in almost all schools, but work with individual
children was, in general, de—emphasized by CSP team members . ’

The CSP statistical report revealed that between September 9,
1970, and May 14, 1971, the seven teams made a total of 1,526 contacts
in which they provided traditional diagnostic and treatment services to
594 pupils identified as having psychological or academic problems.
Sixty-six individual psychological testing sessions were also conducted.
Sixty—-four additional children were referred to other agencies for test-
ing or treatment as a result of the direct effort of the teams.

In providing these services, the teams held 1,366 meetings
with the parents of children identified as having problems. In all, 363
families had such conferences.

Responses to the School Services Questionnaire were received
from principals of 13 of the 16 schools in the non-CSP sample. They
described the "traditional" services with which CSP services could be com-
pared. Regarding their facilities for recognizing children with poten-
tial emotional or learning difficulties, eight principals stated that
the teachers (and only the teachers, in four schools) recognize the dif-
ficulties of their own pupils. Two principals said they had no facili-
ties; presumably, in those schools, too, onliy the teachers recognize the
problem cases. Asked to cite additional personnel to whom the school
can refer for help in recognizing or referring problem cases, two prin-
cipals mentioned parent aides, four mentioned the remedial reading
teacher, two mentioned the school nurse, five mentioned the speech thera-—
pist, and one mentioned the Spanish teacher for Puerto Rican students.
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TABLE 1

RESPONSES TO OPINIONNAIRE ITEMS ABOUT SMALL—GROUP DISCUSSIONS

Group Number of Responses
Responding
Item to the
Item? Strongly Mildly Mildly Strongly

Agree Agree Disagree Disagree

i. Small-group 42 Tchrs. 20 19 (0] 3
discussions .
have given me 10 Prins. 6 4 (o] (0]

insight into

some problems
which helps
during reqular
classroom periods.

2. Small-group 41 Tchrs. 19 17 2 3
discussions
have been 12 Prins. 7 a4 0 1
valuable

additions to
my program.

3. Most objectives 38 Tchrs. 15 16 3 4
of the small- ]
group discussions 10 Prins. 2 8 (o] o]

in my room (school)
were realized.

4. My pupils have 41 Tchrs. 18 18 3 2
grown socially .
as a result of 11 pPrins. 5 6 (o] (o]

our small-—group
discussions.

5. cChildren in my 42 Tchrs. 3 5 16 18
classroom (school)
do not have an 11 Prins. 2 3 3 3

adequate vocabulary
for small-group
discussions.

1
Some of the 56 opinionnaire respondents omitted items.
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Two principals acknowledged having access to outside resources such as
some other school that handles special cases, and the Child Guidance
Clinic at Children's Hospital.

The need for counseling services was expressed by some of the
principals, two of whom replied, "Most unfortunately, we have no facili-
ties of this kind,"” and "We need help in this area.™

Asked whether children with problems were referred to appro-
priate agencies, all the principals replied "vYes." Some named agencies
such as Temple, St. Christopher's, and Hahnemann Hospitals, the Compre-—
hensive Grc¢ -p Health Center, the Child Guidance Clinic, Rebound Clinic,
and the dies :rict coordinator affiliated with a nearby public school.
Several principals specified that the school frequently advises the
parents, rather than school personnel, to take the child to the appro-
priate clinic or agency.

In the two CSP schools where the evaluating team found most of
the teachers and principals unenthusiastic about other aspects of Csp,
the most frequently mentioned contribution of the CSP team was its han-—
dling of individual cases- One teacher felt that the testing of individ-
uals was valuable but she would like to receive more definite diagnoses
and suggestions of ways to help the children more effectively in the
classroom. Another teacher, in the same school, said that there should
be more individual counseling. The remark was also made that the teach-
ers, especialiy the more experienced ones, were sufficiently able them-
selves to handle the problems of the children in their classes.

Responses to the item in the Teacher and Principal Opinion-
naire pertaining to CSP diagnostic and counseling services are summarized
in Table 2.
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TABLE 2

RESPONSES TO OPINIONNAIRE ITEM ABOUT DIAGNOSTIC AND COUNSELING SERVICES

Group Number of Responses
Responding
Item to the
Item? Strongly Mildly Mildly  Strongly

Agree Agree Disagree Disagree

The CSP team has 41 Tchrs. 13 10 9 9
handled social and
emotional problems 12 Prins. 4 3 S 0

of my pupils that
would not have been
treated otherwise.

lThree of the 56 opinionnaire respondents omitted this item.

Data relevant to Question 3. How effectively has CSP involved parents
in their children's school experience?

Several activities were undertaken during the year in conjunc-—
tion with efforts of the CSP teams in all schools to establish and main-—
tain contact with parents whose children did not necessarily have
identified problems.

Parent-child orientation. All participating schools were asked
to take part in a three-day program in early September (a) to help intro-
duce young children to kindergarten and first grade, (b) to increase the
teacher's knowledge of her pupils and their families, and (c) to enlarge
the parent's knowledge of and involvement with the school. The children
and parents met with the teacher, were introduced to their classwork, and
were given some academic tasks which the parents could work on with their
children. The teacher could tell the parents her goals for the coming
vear and enlist their cooperation.

The orientation was carried out in all 14 schools, reportedly
attended by 99% of the parent-child pairs. In all, 29 classes took part
in the parent-child orientation program involving 2913 children and 901
parents.

In contrast, six of the 13 principals of the non—-CS? schools
replied "No" to the guestionnaire item asking whether their school had
any orientation activities for new pupils and their parents. Of the
seven principals who responded "Yes," three mentioned the Title I Summexr
Readiness Program, one referred to meetings held in her school with par-
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ents to discuss the testing programs and new approaches to teaching read-
ing and mathematics, and three said thatl: their teachers held an "open
house" for parents and children before or on the first day of school, dur
ing which the principal met with them, explained the program, answered
their questions, and gave them a tour of the school.

Of the 29 teachers and 14 principals in CSP schools who express
opinions regarding the orientation program, all but one felt that it had
accomplished its goals successfully.

Of the 901 parents (or representatives of the parents), 589 re-
plied to another gquestionnaire concerning their reactions to the orienta-
tion program. Each of five items was to be rated on a scale from O to 9,
the highest rating irdicating the most favorable reaction; the mean ob-
tained response for every item exceeded 8.0. Ninety-four percent of the
parents agreed that the program should ke repeated next year.

Parental involvement. This was reported to be one of the most
diffjcult aspects of CSP to carry out in many schools. However, an
attempt was made by the CSP teams in all 14 schools to contact and in-
form parents on school matters other than on an emergency "problem"
basis.

Teams in five schools reported that regular contact was main-—
tained with parents. 1In one of those schools, the parents of first—grade
Pupils have met monthly with the teacher to discuss problems and sugges-—
tions. The teachers have felt free to call the parents for reasons not
limited to poor school performance of their children. One team has con-
ducted community surveys, seeking to learn the parents' interests and
concerns.

In the other schools, the principals and CSP team members
described the various difficulties involved in contacting parents and es-—
pecially in drawing them to meetings. Among them were a lack of parental
interest, inability to come to the school because of work and home re-
sponsibilities, and a fear to travel to the school at night in some
neighborhoods. 1In at least two of these schools, the teams reported
that even when they sent notices to the parents or called them on the
telephone to attract them to school meetings, attendances were often
disappointingly small. In another school, the principal said that the
team, after going to great lengths to arrange appointments with the
parents (who assured them that the time was suitable), found that those
pParents repeatedly failed to keep the appointments.

According to the project's statistical report, the CSP teams
participated in 42 regularly scheduled home and school meetings, and in
192 smaller parent meetings.

Responses to items in the Teacher and Principal Opinionnaire

referring to the effectiveness of the CSP teams' efforts in parental in-
volvement are summarized in Table 3 (Items 1 and 2).
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TABLE 3

RESPONSES TO OPINIONNAIRE ITEMS ABOUT PARENTAL INVOLVEMENT

Group Number of Responses
Responding
Item to the
Ttem? Strongly Mildly Mildly Strongly

Agree Agree Disagree Disagree

l. Parents feel closer 41 Tchrs. 2 21 10 8
to school as a .
result of CSP. 12 Prins. 1 7 4 0
2. The activities 36 Tchrs. 9 17 7 3
outside the
classroom that 12 Prins. 2 8 2 0]

were sponsored by
CSP personnel
were valuable to
the parents.

3. The PHT program 20 Tchrs.? 13 6 1 0
is a valuable
program to have 8 Prins.? 6 1 1 0]

in the school.

4. The PHT program 17 Tchrs. 4 °) 3 1
has been success-
ful in my school. 8 Prins. 2 4 2 (o]
5. The PHT program 19 Tchrs. 5 11 2 1
has increased
the parents® 8 Prins. (o] 7 . 1 (o]

interest in the
education of
their children.

lsome of the 56 opinionnaire respondents omitted items.

2Twenty teachers and 10 principals reported t+hat their schools had
the PHT program.
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Parent as a Home Teacher (PHT) program. Beginning in January
1971, the schools were invited by CSP to take part in this program,
designed to help parents work at home with their children on academical
relevant tasks. The children's academic, emotional, and social develop
ment might be enhanced through this form of parental involvement.

In a typical meeting at the school, the teacher met with smal
groups of parents, telling them her plans and goals for the children du
ing the next month or two. She then demonstrated tasks which the paren
could try with their children at home. The smallness and informality o
the meeting were intended to provide parents with the opportunity to as:
questions and to seek guidance from the teacher.

The community consultant visited the home of each parent who
attended a PHT meeting. During these follow-up sessions, he nelped the
parents implement the tasks which had been demonstrated at the meeting,
answerec questions, and offered assistance in overcoming various family
problems.

Of the 42 teachers responding to the Teacher and Principal
Opinionnaire, 20 acknowledged that the program was being carried out in
their school, 18 said that it was not being carried out, one replied th;
the program was not preser*ly (in May) being conducted but would be
started soon, and three left the item unanswered. Of the 14 principals
10 said that the PHT program was conducted in their school, three said
not, and one left the item blank. In all, 29 of the respondents said
that the program was conducted and 21 said that it was not conducted.

According to the CSP statistical report, 27 classes partici-
pated in a total of 49 meetings for the parents of 504 children.

The only criticisms of the PHT program voiced by the CSP +teams
to the visiting evaluators were {a) that the parents seemed enthusiastic
about carrying out the activities for only a few weeks and then gradual-
ly tapered off, and (b) that attendance at the meetings was poor, usual.
less then 60% of the Eérents.

Teachers' and principals' responses to opinionnaire items abou

the PHT program are summarized in Items 3, 4, and 5 of Table 3.

Pata relevant to Question 4. How effectively has CSP provided in-servic
training to teachers?

The evaluating team learned that in-service faculty meetings
were being held regularly in all 14 schools. They took place as often =z
needed, usually once or twice weekly (but more frequently in some
schools} with the teachers in the target grades. In one school, meeting
with target-grade teachers took place only once every two or three weeks

In 13 schools, CSP personnel have held general in-service meet
ings with the whole faculty. These meetings were held less regularly
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than those for target—-grade teachers, ranging in frequency from one meet-
ing for the year to one meeting every other week. In at least three
schools, one such meeting was held reqularly each month.

In-service training sessions for the entire faculty have been
met with varying degrees of receptivity on the part of school personnel.
In each of two schools, both hosting the same CsP team, the in-service
sessions were so well received that a committee was formed to plan the
pProceedings for upcoming faculty meetings. Experimentation such as sen-
sitivity and self-awareness techniques has been tried at these meetings
with some apparent success. However, a difficulty mentioned by one prin-
cipal was that scheduling conflicts occurred in the planning of large
after-school meetings because many teachers were attending night school.
In at least one other school, the CSP team was allotted time for in-
service training during regularly scheduled faculty meetings, a possible
source of dissatisfaction because one principal noted that the time
available at such meetings was so limited that there was barely enough
time to cover ongoing school business. The passive resistance to csp
techniques by some teachers, particularly the more experienced ones, was
also noted as a source of difficulty in at least one school.

The CSP statistical report revealed that 90 faculty meetings
were conducted during the school Year. By comparison, 12 of the 13 re—
sponding principals of non-CSP schools indicated that their schools did
not offer their teachers any in-service training in child development.

In CSP schools, the teams held 3,613 individual consultations
with teachers and 1,222 with principals. These consultations served a
variety of purposes, particularly to help teachers solve the psychologi-
cal and academic difficulties of certain children, to plan sessions for
"preventive" school and classroom strategies, to establish positive rela-
tionships between the CSP team and the school, and to train teachers for
such activities as small-group discussions.

Other types of services given to the teachers by the CSP teams
included working as aides to the teachers, demonstrating some new teaching
strategy with the class, and helping with implementation of the existing
currizulum. Such activities were carried out 1,164 times during the aca-
demic year.

The evaluating team interviewed the teams and school personnel
as to their reactions to the in-service training offered by Csp. all
teachers and principals interviewed viewed it favorably, but to varying
degrees, from a few who mentioned it in passing in a somewhat neutral
tone, to some who acknowledged that it contributed some meaningful infor-
mation, to the majority who considered it a vital source of information.

Responses of teachers and principals to the opinionnaire item
related to the effectiveness of CSP in-service training are summarized in
Table 4.
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TABLE 4

RESPONSES TO OPINIONNAIRE ITEM ABOUT IN-SERVICE TRAINING

Group Number of Responses
Responding
Item to the
Item?! Strongly Mildly Mildiy  Strongl

Agree 2Agree Disagree Disagre

I have improved my 41 Tchrs. 12 16 7 6
classroom (or school)
management techniques 9 Prins. 3 1 4 1

as a result of CsSP.

1six of the 56 opinionnaire respondents omitted this item.

Data relevant to Question 5. How satisfactory have teachers and princi
pals found the services provided by CSP?

An expression of the success of CSP, as perceived by the prir
cipals and participating teachers in all 14 schools, was discerned by t
evaluating team from both interview and questionnaire responses.

In seven schools, the principals and teachers interviewed wer
very positive in their evaluation of the project and unreservedly
delighted in its progress. In five other schools, the pri: ~ipals and
teachers spoke favorably of the CSP team members personally, but ex-
pressed some reservation about certain aspects of the project. The
degree of their reservation varied considerably from school to school.
The overall feeling expressed by the school personnel in two of the 14
CSP schools was distinctly unfavorable to the project.

Features of the project that were most frequently praised for
their value and effectiveness were the following:

1. Excellence of the teams a=d their willingness to do more
thail was expected.

2. Teums' role as indispensable resources to whom the facul-
ties looked when problems arose.

3. Teams' helpfulness to school personnel in broadening thei
view of education and their recognition of children's probiems.

4. Teams' success in increasing parental invoivement in the
schools.
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5. Teams' provision of information and services to parents who
would not otherwise have access to them.

€. Teachers' greater understanding and patience with the
children. :

Negative comments, although much less frequent than positive
ones, included the following:

1. sSmali-group discussions seemed pointless and a waste of
time.

2. Order and discipline were disrupted with apparently no
positive results in the children.

3. The goals of the project did not coincide with those of some
school personnel.

4. Efforts to involve parents seemed inadequate.
5. Some actirities seemed to lack thorough planning.

Suggesticns made by school personnel for future implementation
of CSP included the following:

1. To assign a team full-time o each school, rather than
half-time.

2. Toc assign the same team to a schcol in consecutive yesars,
to preserve continuity.

3. To plan a unified program of activities for the whole aca-—
demic year.

4. To improve communications between the CSP team and school
personnel.

Responses to the items on the Teacher and Principal Opinionnaire
that dealt with the overall need for, and effectiveness of, CSP are
summarized in Table 5.

In teachers' and principals' responses to an open-end question
about the ways CSP had helped them, the following were most frequently
named:

1. Helping with problem children (1l teachers, 6 principals).

2. Helping teachers to focus attention on children as individ-
uals (23 teachers, 2 principals).

2. Being a sounding board, building morale, being open, honest,
helpful, and understanding (7 teachers, 5 principals).
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TABLE 5

RESPONSES TO GrINIONNAIRE ITEMS ABCUT THE
GENERAL VALUE AND EFFECTIVENESS OF CSP

Group Number of Responses
Responding
Item to the
Item?! Strongly Mildly Mildly Strongly

Agree Acree Disagree Disagree

Need for CSP

1l. Most schools are inj 38 Tchrs. 17 12 7 2

need of a change in
the direction 12 Prins. 4 3 2 3

emphasized by CSP.

2. Only schools like 42 Tchrs. (0] 1 10 31
mine should have
access to CSP's 13 Prins-. 1 0 5 7

techniques and
persconnel.

3. Schools in better 42 Tchrs. 22 14 1 5
socioeconomic
neighborhoods need 12 Prins. 7 5 o] o]
projects such as
CSP.

School's Reaction

4, CSP personnel were 42 Tchrs. 17 16 8 1
well received in -
my school. 13 Prins. 6 5 2 (0]
5. My pupils did not 40 Tchrs. 2 5 17 16
respond positively
to the new prac- 12 Prins. 0] C i 8 4

tices of CSP.

Respondent's Reaction

6. As a teacher (prin- 42 Tchrs. 22 1z 4 4
cipal) I have come
to value the csp 14 Prins. 8 5 1 (]
personnel in my
school.
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TABLE 5 (Continued)

RESPONSES TO OPINIONNAIRE ITEMS ABOUT THE
GENERAL VALUE AND EFFECTIVENESS OF CSP

Group Number of Responses
Responding
Item to the
Item! Strongly Mildly Mildly Strongly

Agree Agree Disagree Disagree

7. I feel "“good" 42 Tchrs. 21 14 5 2
about working
with CSP personnel. | 12 Prins. 5 6 0 1
8. It would be a loss 41 Tchrs. 19 13 7 2
to my scheal if CSP
did not return next | 14 prins. 8 4 2 0
vear.

Effects of Csp

9. There have been somdg 39 Tchrs. 7 16 11 5
‘changes in my school
since September as 13 Prins. 3 9 1 (o]
a result of CSP.

10. My pupils are 40 Tchrs. 1 10 19 10
better behaved
because of CsP. 11 Prins. 2 3 5 1

11. I have gained some 41 Tchrs. 20 16 3 2
valuable insights
as a result of 14 prins. 7 5 2 0
CSP.

12. I am able to see my | 41 Tchrs. 16 18 4 3
children in a more
positive fashion 11 Prins. 4 2 3 2

as a result of cCsp.

13. The Ccunseling 41 Tchrs. 11 16 7 7
Services Project
lived up to my 13 Prins. 3 6 3 1
expectation this
year.

lsome of the 56 opinionnaire respondents omitted items.
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4. 1In-service help, giving insights into education and psychol-
ogy (10 teachers, 3 principals).

5. Showing great interest in and encouragement to children (6
teachers, 2 principals).

6. Parental contact, home visits, community work (6 teachers,
4 principals).

7. Little or no help {2 teachers, 2 principals).
In teachers® and principals' responses to an open-end question
about the ways the schools could help CSP, the following were most fre-

quently named:

1. Following CSP advice, being more responsive, ccoparating
(14 teachers, 1 principal).

2. Being open and honest with the CSP team (8 teachers, 2 prin-—
cipals) .

3. sScheduling more time and giving more space to CSP team (3
teachers, 2 principals).

4. Having more meetings with faculty of other schools and with
project administrators (4 teachers, 1 principal).

In teachers' and principals' responses to an open—end question
about the ways they would like to see CSP changed or worked differently,

the following were most freguently named:

_ 1. sSatisfied with project as it is now (3 teachers, 2 princi-
pals). .

2. Having the CSP team spend more time in the school (4 teach-
ers, 2 principals).

3. Giving more help te individual children (5 teachers, 2 prin-
cipals).

4. More work in the community by community consultant (8 teach-
ers, 1 principal).

5. Defining roles of CSP personnel more precisely, especially
that of th= community consultant (2 teachers, 2 principals).

6. Team members to have teaching experience and show more
respect for teachers' opinions; knowledge of theory good, but practical

classroom experience lacking (3 teachers).

7. More in-service training (9 teachers).
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Eighteen respondents added comments at the end of the gquestion-
naire. Following is a categorization of such comments:

1. Grateful for support and encouragement of team; intending to
use many CSP ideas permanently (7 teachers).

2. sSmall-group discussions a great benefit {5 teachexrs).
3. In-service faculty training wvaluable (2 teachers).

4. More community involvement needed (3 teachers).

5. PHT program should be structured for the beginning of next
yvear (2 teachers).

As further indication of the image of CSP held by teachers and
principals, Table 6 shows the CSP activities that teachers and principals
thought best described the program.

TABLE 6

CSP ACTIVITIES DESIGNATED BY SCHOOL PERSONNEL AS
MOST DESCRIPTIVE OF CSP AS THEY HAVE KNOWN IT

Number of Citations!?! by
Activity
’ Teachers Principals
——
1. Individual counseling services
and referrals 16 4
2. Small-group discussions 33 . 13
3. Community involwement 4 2
4. staff development (in-service
training) : S : 1
5. Other (Write-ins):
Reading technigues 3 -
Incentive to faculty - 1

!Some respondents checked more than one activity.
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complementary Data

Additional activities of CSP teams. All CSP teams engaged in
activities designed to meet specific needs that arose in their schools in
addition to those directed toward the project's primary cbjectives.
Twenty—six such activities were reported, of which the following received
most frequent mention: .

_ 1. Small-group discussions in non—-target grades—-almost all
schools.

2. Referrals from teachers of upper grades and individual test-
ing and counseling of older pupils—-—-almost all schools.

3. Expanded reading methéds-programs, especially language experi-
ence approach—-—11l schools.

4. Discussions and workshops for pupils of upper grades——6
schools.

5. Career development programs——5 schools.

In addition, the CSP personnel had 934 conferences with repre-
sentatives of community agencies, made 130 contacts with other school per-—
sonnel and specialists, met with parish pastors on 255 occasions, and
organized four parish team meetings with representatives of the pastor's
office, the school, and parents.

Opinions expressed by CSP team memkers. When wvisiting the
schools, the evaluators interviewed the CSP team members for their opin-
ions about (a) hcow successful they presently considered the prcject in
their schools, and (b) how they thought the project could be successfully
carried out in the future.

The teams in the schools where the project was favorably re-
ceived reported different types of experiences from those of the teams in
the schools where CSP was not well received.

In schools where the project was well receiwved, all teams found
the principals to be very positive toward CSP and cooperative with the
teams' efforts. In every school where the principal ;felt openly favor-—
able toward CSP, the teachers followed her lead, being receptive, coop-
erative, and willing to try. In these schools, the faculty members
seemed close and usually communicated well amonrg themselves, although
some distance was noted between the religious and lay teachers. The
teachers have been seen by the teams to change during the course of their
exposure to CSP, "opening up" so that children have come to relate more
to them. The teams have felt that they were an integral part of their
respective schools, although not necessarily considered members of the
staff.
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In schools where the project was not well received, nearly all
the teams mentioned that the strict e..forcement of order and discipline
interfered with the freedom they needed to carry out CSP activities.
Although principals voiced no objection, they were at most just passively
cooperative, and were seen by the teams as "getting in the way."™ The
principals, and the teachers following their example, considered the
project of value insofar as it provided "traditional" counseling and diag-
nostic services to individual pupils. Small-group discussions were seen
as having dubious wvalue at best, and as being a source of disruption and
a waste of time at worst. The "preventive" nature of CSP therefore could
not be stressed. The teams noted that the faculties of these schools
were not united; little communication went on within the faculties, and
gaps between older and younger teachers and between religious and lay
teachers were mentioned. These were the faculties which considered them-—
selves able to handle most problems encountered in the classroom, so that
they felt little need to consult outsiders like the CSP team members.
These same teachers were found by CSP personnel not really to understand
the children's life outside school. In these schools, the priority
placed on academic achievement was so high that a program sexving other
aspects of the children's development (like CSP) tended to be treated as
little more than a "frill."

Continuing needs cited by CSP teams included the following:

\ 1. The need for full understanding and acceptance of the proj-
ect's goals and activities by the school principal. This is essential
to the success of the program.

2. The need for a similar acceptance by all teachers desig-
nated to participate.

3. The need for CSP team members to have more authority and
autonomy in carrying out activities, so there is less need to persuade
reluctant school personnel to~accept them.

4. The need for less frequent transfer of tea' =rs with whom
the CSP teams had worked.

Conclusions

Question 1. How effectively has CSP provided small-group discussions for
pupils?

An overwhelming majority of the respondents found the discus-
sions to be valuable additions to their ongoing program, providing them
with insight into ways to treat some problems in the classroom.

More than 80% of the teachers and principals considered the
children to have grown socially as a result of the discussions, and
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most (many more than last year) felt that the children had an adequate
vocabulary for participating in the discussions.

Question 2. How effectively has CSP provided diagnostic and counseling
services to pupils?

Referrals have been made in all schools; in at least nine
schools such referrals have been made with great frequency. More than
590 pupils received this service as a result of CSP.

Question 3. How effectively has CSP involved parents in their children's
school experience?

To a limited degree. However, each school's location or neigh-
borhood situation has had a significant effect upon parent involvement.
In areas where parents are available during the day, a greater degree of
flexibility for day or evening meetings has been possible. There appears
to be a need for the role of the community consultant to be defined more
Precisely.

Question 4. How effectively has CSP provided in—-service training to
teachers?

In—service training of teachers has been conducted in all
schools and has been generally considered indispensable by the teachers
and principals.

Question 5. How satisfactory have teachers and principals found the ser-
vices provided by CSP?

In general, quite satisfactory. Some teachers and principals
have expectations that differ from the goals of the project. sSchools
where rigid discipline and order are emphasized (traditional approach)
tend to view CSP as having as its main purpose the furnishing of tradi-
tional remedial counseling services (i.e., diagnostic testing and coun-
seling of individual children with problems) rather than fulfilling the
project's intended role in prevention of problems. Failure of a princi-—
pal and her teachers to make a commitment, when accepting the project in
their school, to cooperate with the team and give it autonomy in carrying
out its activities, can seriously restrict the project's long-range
effectiveness in that school.

In many schools, maintaining regular contact with parents is
difficult at best. In schools where CSP is not endorsed wholeheartedly
by the principal and faculty, this difficulty is compounded, with a con-
sequent loss of valuable contact for the team--mainly in areas where it
is most needed. '
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Evalua*or's Comment

The attitude of the principal sets the tone for the school.
Her acceptance, with that of the faculty, is a big key to the project's
success. Where there is little communication among faculty members, sev-
eral problems arise which tend to discourage the project's success in

that school. In some instances the team has difficulty in even schedul-
ing a meeting with the entire faculty, let alone getting their coopera-
tion.

More intensive orientation is needed in the beginning of the
school year (or before) to acquaint principals and teachers with exactly
what to expect.

Appendix

Schools participating in the Counseling Services Project:

St. Agatha Most Precious Blood
St. Anthony Cur Lady of Mercy
Bambino Gesu Day Nursery* Our Mother of Sorrows
Cathedral St. Paul

St. Elizabeth St. Rita

St. Francis de Sales Sacred Heart

Gesu Transfiguration

St. Ignatius of Loyola

Schools not participating in the Counseling Services Project which
received the School Services Questionnaire:

St. Bonaventure St. Michzael

St. Boniface Our Lady of the Holy Souls
St. Charles Our Lady of the Rosary

St. Columba Our Lady of victory

St. Edward St. Peter

St. Gregory St. Philip Neri

St. Ludwig St. Rose of Lima

St. Malachy St. Theresa of avila

*Bambino Gesu Day Nursery was not included in the evaluation.
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COUNSELOR AIDES
(PBRS #111-03-508)

The Counselor Aides (CA) project provides 28 paraprcfession
(counselor aides) who assist counselors in 14 senior high schools and
junior high schools.

This project report should be interpreted in the context of
the cluster report, "Auxiliary Services to Schools and Pupils,"” in ea
lier pages of this wvolume.

The Project

The CA project is a response to recent federal legislation
which has created greatly increased demands for personnel to provide
relevant services and has resulted in the development of a new group
personnel positions which are variously referred to as auxiliary, tec!
nical, nonprofessional, paraprofessional, or support personnel.

A critical issue in Philadelphia schools today is the need -
provide adequate counseling service, both to help all pupils in their
educational and career planning and to give intensive service to thoss
pupils who have problems in school adjustment. The proportion of chi.
dren with social and emotional problems is very high in urban areas,
particulariy in low-income neighborhocods.

In an attempt to meet the increasing demand placed on profe:
sional counselors, the School District has assigned counselor aides t¢
secondary schools where the pupil—-counselor ratio is high. Through tJ
use of the counselor aide, the counselor is relieved of same parts of
the job which can be carried out by a person without professional tra:
ing so that the professionally trained counselor will be able to offe;
more intensive help to more disadvantaged children.

The activities of suppcrt personnel differ from the work of
the counselor in several basic respects (Stewart, 1968):

1. The counselor performs the counseling function describec
by professional policy statements, while support personnel may perforn
other important and necessary activities that coniribute to the overal
service.

2. The work of the counselor involves synthesis and integrsz
tion of interrelated parts of the total range of services with and in
behalf of the counselee, while the work of support personnel tends
toward the particular and becomes an integral pari of the larger whole
only as this is developed under the leadership of the counselor.
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3. The counselor bases his performance on the use of relevant
theory, authoritative knowledge of effective procedures, and evaluation
of the total endeavor, while functions of support personnel are charac-
terized by more limited theoretical background and specialization in one
Oor more support functions.

Principal objectives of the CA project are the following:

Objective 1. Tc give immediate and direct service to pupils,
parents, teachers, and others who come into the counseling area.

Objective 2. To resp-nd appropriately to telephone calls into
the counseling office.

Objective 3. To gather and organize pupil informaticn ne~ded
by other school services or counseling agencies or for preparation of
sumnaries and recommendations.

Objective 4. To assist counselors in accomplishing particular
counseling program objectives.

Objective 5. To assist in organizing, maintaining, and dis-
tributing resource materials on educational, occupational, and recrea-
tional opportunities for students.

N

Twenty—eight counselor aides are assigned to 14 senior high
schools and 7 junior high schools (See Table 1). They assist counselors
by acting as receptionists, by answering requests for routine informa-—
tion, by giving direct service on routine matters assigned by the coun-
selors, and by performing clerical activities related to the counseling
job. In general, they were selected on the basis of these gualifica-
tions: high schoeol graduation, liking for children, ability to estab-
lish good relationships with people, intelligence, integrity, and typing
skills. The counselor aides normally work in or very close to the
counselors® offices, and have their own desks, chairs, and typewriters.

Evaluations in the years 1966-1968 indicated that counselors
with aides engaged in a significantly smaller number of clerical and
administrative activities and tasks than counselors without aides. No
significant differences were ncted between counselors with and without
aides in number of contacts made with pupils and parents or in time spent
in dealing with individual pupil problems. Counselor aides were seen as
mature clerk-receptionists who were capable of carrying a major portion
of the counselors' clerical load.

In 1968-1969 it was found that, while aides did relieve coun-
selors of routine duties, counselors spent a large portion of their
"freed” time directing the activities of the aides. Ratios of counselors
to aides ranged from 2:1 to 8:1. No significant differences were found
in sexvices to pupils or in parental contacts by counselors with and
without aides.
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TABLE 1

LOCATION OF COUNSELOR AIDES

1 Senior High Junior High
District
School Aides School Aides
1 Bartram 2 Catto 1
West Phila. 2
2 Franklin 1 Audenried 1
Wm. Penn 1 Barratt 1
3 South Phila. 2
Bok 2
4 Dobbins 2
Gratz 2
Overbrook 2
5 Edison i Stetson 1
Kensington 1 Wanamakex 1
Mastkaum 1
() Germantown 1 Roosevelt 1
wagner 1
7 Frankford 1

The evaluation of 1969-1970 indicated that high ratios
(greater than 3:1) of counselors to aides reduced the efficiency of the
service. A high turnover of aides has occurred over the past two years
More than half the ex—~aides have been transferred to other positions
within the School District.

Current Evaluation Procedure

This year's evaluation was focused on the activities performe
by the counselor aide and theix effect on the overail counseling proces
Answers to two gquestions were sought:

1. To what extent have counselor aides been performing their
tasks as stated in the project's five objectives?

1383
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2. To what extent have zounselor aides facilitated students®
and adults' access to counseling services?

Question 1. To what extent have counselor aides been perfoxming their
tasks_ as stated in the project's five objectives?

During the 1970-1971 schocl year, there were 39 counselor
aides in the School District. Twenty—-eight of the 39 positions were
federally funded. Monitoring was systematically conducted on 19 of the
28 federally funded counselor aides in 15 schools, with the help of the
Obsecrvational Checklist. (A copy of the checklist is on file in the
Research Library <f the Board of Education.) Three randomly selected
reports by counse:ors and principals on the activities of their aides
were examined. )

Observational data were summarized in terms of fregquency.
Other data were summarized descriptively.

Question 2. To what extent have counselor aides facilitated students'
and adults' access to counseling services?

The evaluation team observed counseling offices of the partici-
prating schools at different times during tkre day and recorded clients’
waiting times and the disposition of their cases. The Counselor Aide
Recording Form, a time checklist developed by the evaluation team, was
used. (A copy is con file in the Research Library of the Board of Educa-
tion.) The form provides space for the observer to record {a) the time
when a person entered the counseling office, {b) the type of client
(student, parent, or other), (c) whether the visit was made with or with—
out an appointment, (d) the reason for the visit, {e) total waiting time,
and (f) final disposition made.

These data were gathered during the same visits which provided
data relevant to Question 1.

A review was made of the data to determine the number of pec-
sons served by the counselors and the number of persons provided with
counseling services by the counselor aides. A frequency distribution was
made to determine thz median in reference to waiting time of glients.

Results

Data relevant to Question 1. To what extent have counselor aides been
Performing their tasks as stated in the project's five objectives?

Nineteen visits to participating schools were made by members
of the evaluation team between November, 1970, and May, 1971. Thirteen
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Oof the visits were made to senior high schools and six were made to
junior high schools.

Six of the visits lasted for one hour each and two lasted for
an hour and a half. In no case did a visit last less than 30 minutes.

On each visit, the evaluation team observed counseloxr aides
performing some phase of the stated objectives. In incztances where cer-
tain activities were not observed, personal interviews revealed that the
activities were performed at some other point during the day (See
Table 2).

The reports of counselors and principals on their counselor
aides indisated that the aides regularly engaged in a variety of ac-—
tivities, depending on the needs of their particular schools. However,
the reports agreed on a core of activities which were regularly per-
formed by all three of the aides:

1. Serve as secretary
7
2. Serve as receptionist

3. Make counseling appcintments

4. Answer telephone

5. Make telephone calls for counselors . .-
6. Provide information

7. Maintain recoxds

8. Type reports and general correspondence

9. Perfoxrm general clerical Quties.

In addition, the aides in senior high schuols perform the fol-
lowing activities:

l. Arrange early dismissals
2. Distribute emergéncy lunch funds and tokens
3. Assist counselors in special programs
4. Assist in orientation of new students.
185
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TABLE 2

SUMMARY OF OBSERVATIONS DURING 19 VISITS

Number of Observation V' :sits
Aide Activity Activity Activity Activity not
Performed)] Lacking Appropriate
during
Observation

Answer phone 17 (o) 2
Make phone calls for counselor 17 0 2
Receive incoming clients 17 (0] 2
Make counseling appecintments for

clients 17 (o) 2
Do typing for counselor 17 (o) 2
Process special forms 17 (0] 2
Maintain college information

services 10 6 3
Process late students 12 4 3
Send forms to parents 11 5 3
Maintain file for early dismissal 9 4 6
Compile absence reports 1 13 5
Maintain test—-score records 3 10 ©
Handle information on special

programs 14 (o) 5
Order office supplies 10 3 S
Handle scholarship applications 8 6 5
Handle transcript regquests 9 5 5
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Data relevant to Question 2. To what extent have counselor aides facil-
itated students® and adults' access to counseling services?

Data collected in the participating schools by the evaluation
team indicated that clients made 135 visits to the counseling offices
during the time when the evaluation team was Present. The median waiting
time experienced by clients was two minutes. Forty-nine of the wvisits
made were made without appointments.

Fifty—three visits were made by pPersons who wanted to see the
counselor. Fourteen of those persons were serviced directly by the
counselor aide; only 39 had the need for professional counseling ser-—
vices. )

The counselor aides provided direct services to 85 of the vis-—
itors and some form of service to all 135.

Conclusions

Question 1. To what extent have counselor aides been performing their
tasks as Stated in the project's five cbjectives?

In every observation visit, counselor aides have been found
performing some phase of the project's stated objectives. Interviews
with counselors and aides have indicated that at various times the aides
pPerform all of the activities cited in the project's stated objectives.
c- =z reports by principals and counselors also have confirmed the lat-
ter indication.

Question 2. To what extent have counselor aides facilitated students’
and adults' access to counseling services?

Counselor aides have facilitated access to counseling services
to a TJreat extent in all cases by reducing the waiting time of clients
to a madian of two minutes. Their specific involvement in the counsel-
ing process may vary depending on the needs of the particular schools.
However . a large part of their activity involwves the giving of immediate
and direct service to pupils, parents, teachers, Ssocial workers, and
others who come inte or telephone the counseling offices.
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MOTIVATION PROGRAM
(PBRS #111-04-555)

The Motivation Program {(MP) offers 10th-, 1l1th—-, and 12th-
grade students a wide variety of cultural enrichment, curriculum
enrichment, and tutoring experiences designed to motivate them to seek
some form cof post-high school education, with emphasis on cellege.

This project report should be interpreted in the context of

the cluster report, "Auxiliary Services to Schools and Pupils,” in
earlier pages of this volume.

The ﬁroject

The arrangements and expectations of the American culture—-—
particularly the educational system——require every person at certain
points to decide on one course of action or another. Some curriculum
decision will be made at each choice-point, even if only by drift or
by default. But at each choice—-point in the educational ladder the
individual reduces the number of options available to him in the future
because he inevitably leaves at least one of the previously possible
roads not taken.

Many students receive insufficient preparation for the task of
making their various decisions. In the process of choosing a career, a
special need exists for (a) knowledge of one's own potential, {b) knowl-
edge of all available copportunities, and {c) a plan of action for recon-—
ciling a and b.

Research by Roe (1964), sSuper (1957, 1963), and Tiedeman (1961,
1963) has indicated the following statements to be supported by considexr-~
able evidence. Identification with a parent or with a substitute for a
parent is related to the development of adequate roles, their consistent
ana harmonious interrelationship, and their interpretation in terms of
vocational plans and eventualities.

Parents' jincreased knowledge of their children also has an in—
direct effect upon the children's asriration level. The greater the be-
lief on the part of parents that their children can achieve success, the
more frequently will children aspire to higher goals.

The direction and rate of the ve:ﬁical movement of an individ-
ual from one occupational level to another are related to his intelli-—
gence, parental socioeconomic level, status needs, wvalues, interests, and
skill in interpersonal relationships, and to the supply and demand condi-~
tions in the economy.

The occupational field which the individual enters is related
to his interests, values, and needs, the identifications he makes with
Parental oir substitute role medels, the community resources he uses, the
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level and quality of his educational background, and the occupational
structure, trends, and attitudes of his community.

It is believed that many persons, especially the disadvan-
taged, consider themselves to have low ability and therefore develop
little expectation of achievement. In contrast, the individual who is
convinced of his ability to succeed in attaining a2 goal within his
reach will tend more readily to embrace varied educational opportunities
and to strive toward his goal.

It is to these factors that MP has addressed itself. The
project is based on the belief that vast numbers of students with excel-
lent potential for higher education are lost each year because they
have not considered themselves capable, nor has college been a believ-
able goal. This program was conceived several years ago in response to
a need to develop this great resource.

The primary objectives of MP are the following:

Objective 1. To involve and encourage more students actively
to seek post-high school education.

Objective 2. To encourage motivaticn for learnlng as measured
by improved attendance and reduction of lateness.

3

MP is located in 12 secondary schools. While the project
varies somewhat from school tc schoocl, four basic activities foxrm the
core of its activities. The first of these activities is curriculum
enrichment. The students are given developmental classes in English
and mathematics on an extended-school—-day basis. In some centers, new
approcaches in bioclogy and history also are used. Special tutoring is
offered whenever it is found necessary.

The second major activity of MP is cultural enrichment. This
entails the opportunity and encouragement to attend a wide variety of
cultural events such as ballet, opexa, films, plays, concerts, sporting
events, and lectures. Tickets to these events are offered toc MP stu-
dents free, or at a reduced cost. The project announces important
events and arranges for tickets and travel. 2 special feature, also,
is the preparation given to students before such events, which enrhances
the learning and appreciation which can be gained.

Parent and community participation forms a third phase of the
project. Parents attend regular meetings designed to help them in
understanding their children's strengths. weaknesses, and problems and
in encouraging the children to develop their full potential. Community
leaders in industry and commerce, professionals, and other talented and
accomplished residents offer themselves as hosts to groups of students
in order to stimulate their interest in advanced education. Visits to
area colleges are undertaken fregquently. In addition, students attend
classes on ccllege campuses for further enrichment and professors come
to the high schools to lecture on their disciplines when requested.
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The fourth uniform component of MP is the special counseling
of students. Special emphasis upon vocational and educational guidance
and counseling is found in each of the participating centers.

In the academic years 1968-1969 and 1369-1970, emphasis was
placed upon the academic achievement of Motivation students. Evalua-
tions ir those years indicated that, for the most part, these students
demonstrated cognitive performance superior to that of their fellow
students. For this reason, it was believed that other considerations
about the program should be given attention during 1970-1971. Addi-
tionally, verification of progra.: elements was necessary in view of
economic constraints under which the program functioned during the
current academic vear.

Current Evaluation Procedure

The evaluation for the 1970-1971 school year was focused upon
two guestions related to the project's objectives and a third question
concerning its implementation:

1. Have Motivation students heen encouraged to seek post—
high school education?

2. Do Motivation students have better records of attendance
and punctuality than other students?

3. To what extent does the projiect's mode of operation vary
from school to school?

Question 1. Have Motivation students been encouraged to seek post-
high school education?

Interviews were conducted with Motivation students to deter—
mine post-~high school plans and specific efforts made to implement these
Plans. The interviews were recorded and questionnaire data were ob-—
tained for project participants at seven of the 12 participating high
schools——-Gratz, Edison, Overbrook, South Philadelphia, Bok, Franklin,
and Bartram. For comparison, similar data were collected for non-MP
Students with similar I.Q.‘s and academic backgrounds at the same schools.

Question 2. Do Motivation students have better records of attendance
and punctuality thar. other students?

Daily attendance and punctuality records were obtained for
Motivation students in *he seven participating high schools cited for
Question 1. For comparison, similar data were collected for non—-MP
students with similar I.Q.'s and academic backgrounds at the same schools.
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Question 3. To what extent does the project's mode of operation vary
from school to school?

Direct observations and interviews with Motivation coordina-
tors were conducted to answer this guestion. Formal observation data
were obtained using the Observational Checklist adapted by the evaluator
for this purpose. (A copy of the checklist is on file in the Research
Library of the Board of Education.)

Results

Data relevant to Question i. Have Motivation students been encouraged
to seek post-high school education?

Observations in 10 of the 12 participating schools and inter-
views with Motivation coordinators and other teachers in the program
indicated that, in all cases, four major activities were being con-
ducted to achieve this objective: (a) student visits to colleges, and
college representatives' visits to the school, (b) cooperative plans
with colleges, (c) special preparation for college entrance tests such
as the College Boards, and (d) summer workshops with participating
universities.

The extent to which such observed efforts were translated into
student application and acceptance into post-high school training pro-
grams is summarized in Table 1.

Despite the relatively low numbers included in the sample and
the recognition f£from previous research that the two groups are not
necessarily eqguivalent, a cursory view of the data would tend to indicate
that this program is contributing to the active involvement of the stu—
den™~s in seeking post-~high school education.

Data relevant to Question 2. Do Motivation students have better records
of attendance and punctuality than other students?

The percentages of daily attendance for Motivation students and
for the random sample of nonparticipants with similar characteristics
during the same period are shown in Figures 1 (Grade 12) and 2 (Grade
1l) . While attendance records for entire schools were available, they
were rejected in favor of grade-by-grade random sample data because of
the tendency for poor attendance in Grade 10 to distort the comparison.
In every schoo”™ in the sample, the attendance percentage for the school
as a whole (Graces 10-12) wes lower than both the Motivation samples and
the nonparticipant samples in Grades 11 and 12.
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TABIE 1

ACCEPTANCE OF GRADE 12 STUDENTS INTO POST-HIGH SCHOOL PROGRAMS

Motivation Participants Nonparticipants
School
No. in Sample NQ. Accepted HNo. in Sample No. Accepted

Gratz 15 15 15 13
Edison 15 11 15 7
Overbrook 15 11 15 5)
So. Phila. 15 10 15 3
Bok 15 13. 1s 1
Franklin . 15 14 is 5
Bartram . 15 15 15 8
Total ‘ 105 89 105 43

In both grades, with the sole exception of Grade 11 at South
Philadelphia High School, the Motivation students had better attendance
patterns than did the non-Motivation students.

Fatterns of punctuality favored Motivation students to an
even larger extent. The school samples' average numbers of latenesses
for Motivation students ranged from 6 tc 23 for the school vear. For
non-Motivation students, the range was from 14 to 81.

Data relevant to Question 2. To what extent does the project's mode of
operation vary from school to school?

Thiriy—two visits were made to seven schools in which the proj-—
ect 1 x5 located. The following activities were either observed or re-—
ported in interviesws with Motivation coordinators in each of the sewven
s ‘hools: (a) parent/community involvement, (b) colle = visits and
representatives to the school, (c) weekly "rap"” sessions, (d) cultural
activities, (e) tutoring, and (f) summer institutes at cclleges. Co-
operative plans with colleges and host visits were observed in all cases
except at Ediscn High School.
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92%

Motivation Participants
(15 from each school)

PERCENTAGE OF SAMPLE PRESENT
Not Available

Gratz D .

Nonparticipants
(15 from each school)

Edison

Overbrook
Franklin
Bartram

SCHOOL

Fig. 1. Average daily attendance during the school year for samples
of Motivation and non—-Motivation students in Grade 12.

Greater variability existed with other phases of the project.
Special Motivation classes in English and mathematics were noted in
five of the seven centers. Smaller—-than—average classes were observed
on some visits. However, this status was not constant but varied from

visit to wvisit.

The greatest variance occurred among the spe~cial Mctivation
classes themselves. In some cases, a concsiderable amount of informality
was demonstrated; in others, classes appeared to have the structure and
atmosphere cf a standard classroom. With the exception of one school in
which cooperative plans with colleges were not present, considerable
homogeneity was founé among the schools in the overall operation of the

.program.
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995

32%

85%

Motivation Participants
(15 from each school)

PERCENTAGE OF SAMPLE PRESENT

Gratz U l

Not Available

Nonparticipants
(15 from each school)

son
Bok

ot

Ed
Qverbrook
So. Thila.
Franklin

SCHOOL

Fig. 2. Average daily attendance during the school year for samples
of Motivation and non-Motivation students i.. Grade 11.

Conclusions

Question 1. Have Motivation students been en~ouraged to seek post—
high school education?

Yes, the activities of the Motivation program have encouraged
students to seek post-high school education. In equal samples, approx—
irately twice as many Motivation as nor-Motivation students with similar
I.9.'s and academic backgrounds have been accepted into colleges and
other post—-high school programs.

Question 2. Do Motivation students have better records of attendance
and punctuality than other students?

Yes, Motivation students excel in both attendance and
punctuality.
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Question 3. To what extent does the project's mode of operation vary
from school to school?

The project varies little from school to school in terms of
the basic activities reported by the director of the project. With the
exception of one specialized activity subsumed under a broad general
Category, each school maintains and participates in the activities so
specified.

Within the specialized Motivation classes themselves, however,
considerable variation exists. Scme classes are conducted on an informal
basis, ungraded and often dealing with subjects not taught as pa-t cf
the regular curriculum (e.g., humanities, including bacteriology and
psychology, and remedial mathematigs and English) . In other schools,
classes are more structured and operate in a more formalized way .
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SALABLE VOCATIONAL SKILLS
(PBRS #111-04-507)

The Salable Vocational Skills (SVS) project makes faculty
members and facilities of the Mastbaum Area Vocational-Technical High
School availakle to students on Saturday mornings.

This project report should be interpreted in the context of the
cluster report, "Auxiliary Services to Schools and Pupils," in earlier
pages of this volume.

The Project

Disadvantages of inner-city youth in seeking employment zre
magnified in this inflationary period wnen Philadelphia is near the top
of the list of cities with high unemployment rates. SVS was develcped as
a vehicle for placing more emphasis on the career needs of youth, partic-
ularly in the field of vocational education.

SVS seeks to enhance the vocational preparation ¢f disadvan-
taged youth specifically through the following objectives:

Objective 1. To enabie students to improve skills they have
already learned in the classroom.

Objective 2. To give students an exploratory experience in an
occupational area which might be considered for future training.

Objective 3. To provide specific occupational training for

those students who do no>t have such an opportunity during theii regularly
scheduled school day.

The mode of operation for this year's SVS project was similar
to that of the previous two years. In 1970-1971, an average of 325
students in secondary grades elected to participate in one of the 14
classes held on Saturday mornings at the Mastbaum Area Vocational-
Technical High School. These students were primarily from Mastbaum or
neighboring parochial schools. The classes were four hours in length
and ran from October through May.

Previous evaluations of SVS revealed that, in the areas of in-
struction which were sampled, students who remained in the program prof-
ited from instruction. Test sScores in auto servicing and tailoring
indicated that the partivipants had improved their Jjob-entry proficiency.

In elementary data processing and elementary typewriting, the test scores
indicated substantial gain.
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Current Evaluation Procedure

)

The evaluation this year was descriptive in tha* it scught
answers to the following questions:

1. How consistent is student attendance at SVS classes?

2. Which of the SVS objectives has attracted most student
participants?

Question 1. How consistent is student attendance at SVS classes?

The project administratcr was designated to ° > descriptive
accounts cf monthly attendance rates for each class at 2 center.

The monthly attendance rates (available from February through
May) provided an estimate of the average number of students participating.

Question 2. Which of the SVS objectives has attracted most student
participants?

; The students were interviewed by the project administrator to
ascertain their reascns for attending SVS classes. Percentages wexe ¢om-
puted to answer this question.

Resultq

Data relevant to Question 1. How consistent is student attendance at
SVS classes?

In terms of monthly averages, students maintained reasonably
constant attendance in eight courses: commercial art (14 students),
cosmetology (25), data processing (23), electricity (22), machine short-
hand (16), sheet metal (7), Greyg shorthand (12), and wocd shop (17).

In five courses attendance dropped consistently over the four-
month period: autc maintenanze (50 to 31), electronics (31 to 31),
machine shop (19 to 13), beginners' typewriting (51 to 39), and advanced
typewriting (27 to 18). Students in the drafting course followed an
irregular pattern of attendance (f~om 24 up to 29 and down to 20).

Data relevant to Question 2. Which of the SVS objectives has attracted
most student participants?

Students' reasons for attending classes, obtained from inter-
views, are summarized in Tabkle 1.
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TABLE 1

REASONS CITED BY 355 STUDENTS FOR
THEIR PARTICIPATION IN SVS

Reason (Related to Percentage of Students
SVS Objectives) C_ting the Reason

1. Improvement of skills or

grades, or make-up of

regularly assigned shop 39%
2. Exploratory experience 22%
3. Preparation for a voca-

tional objective 39%

Thus, reasons covering skill improvement and specific
occupational training were most fr ruently listed, with exploratory
experience the least frequently lis.ed.

Conclusions

Question 1. How consistent is student attendance at SVS classes?

In general, the pattern of attendance over all courses was
fairly stable. Monthly attendance reports by project personnel in-
dicated only minor attrition occurring over a four-month period.

Question 2. Which of the SVS objectives has attracted most student
participants?

Preparation for vocational objectives and improvement of skills
or grades each accounted for 39% of the students' reasons for attending
the SVS classes. Only 22% stated that they were using SVS as an
opportunity to explore an unfamiliar trade.
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OTHER TITLE I PROJECTS

"Other" Title I projects are those which are not specifically
included in the three preceding clusters. More general in their con-
cerns, they seek (a) to provide preschool and lower school children with
additional personnel, activities, and care so that their initial exposure
to learning will be enriched, (EQ to provide target—area children with
the opportunity for cultural enrichment in the fields of art, music, and
creative dramatics, and (c) to help childr=n gain a greater understanding
of themselves, their environment, and incerpersonal r=lations.

Projects in this group are Art Specialist Teachers (AST),
Closed-Circuit Television (CCTV), Creative Dramatics {(CD), Instructional
Materials Centers (IMC), Music Specialist Teachers (MST), Special Mathe-
matics Project (SMP), Walnut Center (WC), and Youth Serving Youth (¥ysy).?

With the exception of Walnut Center, descriptive evaluations
were used during the 1970-1%71 school year, assessing the current status
of the projects with respect to their goals. Extensive project monitor-
ing was conducted by the District Research Asscciates in Districts 1
through 7 between December and May, using the Title I Cbservational
Checklist. Findings, which are summarized in the individual reports
which follow, permit these generalizations:

l. The schocls in the Title I target area are receiving the
services of the projects reported in this cluster.

2. The practice of sharing personnel among several buildings ex-—
tends services in nam= only. In reality, this technigue dilutes concen-
trated efforts required by compensatory programs. I[ssues and policies
concerning the assignment of projects to schools may need reexamination.

3. The common practice of leaving one's class after the arrival
of the specialist teacher diminishes the possibility of meaningful fcllow-
up lessons by the regular teacher.

lThe following Title I projects are not reported in this volume: Dis-
trict reading projects, Learning Centers, Affective Education, Computer-
Assisted Instruction, Pennsylvania Advancement School, and certain Dio- -
cesan projects. District reading projects and Learning Centers will be
reported by personnel in the Department of Field Operations Research. Re-
ports on Affective Education and Computer—Assisted Instruction will be pre-
pared by the respective resident evaluators. The Pennsylvania Advancement
School report will appear as a separate publication of the Department of
Instructional Systems Research. Reports on the Diotesan projects will be
forwarded directly to the project directors.,
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The evaluation of the Walnut Center project
was designed, corducted, and reported by Bruce J.
Yasgur, Research Assistant. with that exception, the
evaiuation of the "Other Title I Projects" was con-
ducted by the District Research associates and re-
ported by Stephen H. Davidoff.
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ART SPECIALIST TEACHERS
(PBRS #111-02-513)

Tre Art Specialist Teachers (AST) project provides instructors
who teach art and art appreciation in target-area elementary schools.

The Project

AST rationale focuses upon providing a variety of experiences
designed to enrich the envircnment of 2conomically disadvantaged chil-
dren. The project aims to give the children enjoyment and skill in art

activities as well as to provide contact between the professicnal artist
and the child.

The objective of this project is to improve the pupil's abili-
ties in the handling of art materials and to develcp within each child
an appreciation of art.

Sixty-four instructors serve 111 Title I schools. They are
allocated to each district on the basis of rercentage of underprivileged
children. Each instructor teaches two morning and two afternoon classes
daily for a total of 20 periods every week. Specific classes are
assigned by the school principal within this schedule. Staff development

sessions for the teachers are conducted on a district level by AST super-
visors.

In past evaluations, children in this project were found to
have a better attitude toward art than other children, manifested by their
claimed participation in various art activities and their satisfaction
with their art teachers.

Current Evaluation Procedure

A descriptive evaluation was used during the 1970~1971 school

year, assessing the current status of the project with respect to its
goals. -

Extensive project monitoring was conducted by the District
Research Associates in Districts 1 through 7 between December and May,
using the Title I Observational Checklist. #indings were summarized in
terms of frequency and percentage.

Results

Data obtained from use of the Title I Observational Checklist
are summarized in Table 1. The lessons observed were characterized by
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TABLE 1 )
g

SUMMARY OF MONITORING DATA BASED ON 46 OBSERVATIONS

Percentage of Observations*
Condition Monitored by Observer

Condition Condition

1 Praesent Lacking
Art supplies present for lesson. 72% . 8%
Sample of technique on display. 70% | 15%
;upils using materials for lesson. 78% 4%
Pupils participating in discussion. 60% 15%
Classroom teacher presént. 24% 76%

No. of wvisits to group per week by Art Specialist Teacher: 1 visit

No. of minutes per visit by Art Specialist Teacher: 50 minutes

*Where total is less than 100%, responses were omitted from the
Observational Checklist by the observer.

the presence of appropriate supplies, art samples commonly on display,
active pupil participation, and the absence of the regqular teacher.

Conclusions

While the individual lessons observed were of high quality, the
quantity of exposure was quite limited {e.g., one 50-minute period per
week) . Although the vast majority (80%) of the classes were described as
interested, cooperative, and participating, what happens after the Art
Specialist Teacher leaves? The potential for meaningful follow-up les-
sons existed in only 24% of the classrooms. In the othar 76%, the regular
classroom teacher left the class after the arrival of the AST. Wwhile it
is the teacher's legal right to do this, it should be recognized that
this action diminishes the possibility of meaningfui follow-up lessons.
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CLOSED-CIRCUIT TELEVISION
(PBRS #111-18-511)

The Closed-Circuit Television (CCTV) p.oujecvt involves students

in the use ¢f CCTV equipment and the production of CCTV programs for use
in target-area s=chools.

The Project

The primary original objective of this project was to videotape
open-circuit ITV so that its programs would be available to target-area
schools and thus would offer them flexible viewing choices.

Currently, the major cbjective is to develop, produce, and
broadcast CCTV programs designed o meet specifically selected problems
of pupils in areas such as behavior and task proficiency.

Past evaluations of this prc-iect indicated that the equipment
was primarily employed for ITV taping in grades K-8. Grades 9~12 used
the egquipment for pupil-directed activities. The difference by grade-
level effect was shown to be directly related tc the availability of YTV

rograms {i.e., most of the programs were geared +to a K-6 audiernce).
More recently, use of CCTV with disruptive senior high school stud: ints
was found to produce group interest and cooperation, and a decraaze in
pink~slips, suspensions, cuts/lateness, and absenteeism.

Current Evaluation Procedure

A descrintive evaluation was used during the 1970-1971 school
year, to assess the current status of the project with respect to its
goal. Extensive project monitoring was conducted b+ the District
Research Associates in Districts 1 through 7 betwee: December and May,
using the Title I Observational Checklist. In addition, reports from
CCTV aides were examined and relevant descriptions were noted. Findings
were summarized in terms of frequency and percentage.

Results
Data obtained from use of the Title I Observational Checklist
are summarized in Table 1. Most eguipment was found to be in working

order but some of the antenna systems are in poor condition. Failure to
rectify this conditic: adversely afZects a school's entire CCTV effort.
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TABLE 1

SUMMARY OF MONITORING DATA BASED ON 34 OBSERVATIONS

Percentage of Observations*
Condition Monitored by Observer

Condition Condition

Present Lacking
Equipment in working order. 70% 30%
Classroom available as a studio. 65% - 35%
Program being taped for later use. 41% 52%
Classroom teacher present. 29% 61%
Aide showing students how to use

equipment. 35% 58%

No. of service calls per month: 1
No. of students using CCTV equipment: 200

*Where total is less than 100%, responses were omitted from the
Observational Checklist by the chserver.

Complementary Data

The following information has been provided.by CCTV Sunervisors
as examples of the type of programs found in many schools. Although not
necessarily representative of the entire project, the descriptions do
reveal that creative efforts are being attempted within target—-area
schools to develcop, produce, and broadcast CCTV programs designed to meet
5pe01f1cally selected problems.

Elementary School. The reighborhood librarian visited the
school and was videotaped. The purpose of her visits was to stimulate
interest in using this facility. The tape was replayed at various times

so that the entire student body became more aware of both the school and
the neighborhood libraries.

One elementary school experimented successfully with a story-
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arclcipants via CCLlvV.
P

Junior High/Middle School. As an integral part of the English
Department curriculum, ten classes were assigned teisvision script-writing
exercises. When students completed their assignments, thev became
actively involved in the production of the various plays. This procedure
provided ths opportunity for each student to participate in and to become
familiar with many areas of TV production.

Staff development benefited from the use of CCYV in demonstrat-
ing to teachers, in one district, how to administer the California
Achievement Tests. Two District Research Associates produced the program
which was then aired over a commercial station. The tape was then made
available to all the schools in * .e district to instruct teachers prior
to administration of the tesis. Thus, an entire district was able to
share the expertise of the Research Associate despite the geographical
limitation posed by such an undertaking.

Senior High School. Vocational Education conducted a course
designed tc give students a working knowledge of minor maintenance &and
repairs for television hardware. The students also learned the operation
of a complete television studic. While the course of study was techni-
cally oriented, many academic areas were included in the curriculum,
e.g., English composition, mathematics, and graphic arts. Several grad-
uates ¢f this program have become employed as full-time television
materials assistants in the School District.

College Guidance Services in a high school invited representa-
tives to discuss uvpportunities made available ko students whco would not
normally apply for college entrance. Sicnificantly, among those invited
were representatives cf the United Negro College Fund. As a direct
result of their counseling via tclevision, young people weres encouraged
t.s take the college entrance examinations.

Conclusions

The Gata collected durxing the 1970-1971 school year indicate
that varied positive activities are being carried ocut in target-area
schools. The activities reported reguire both student and teacher par-
ticipation.

There were some c»straints which hampered tlhe implementation
of this project. Monies have never been specifically allocated for
service to antenna systems. Without this service the CCTV operation is
extremely handicapped. In addition, videotape-recorder failures have
seriously hampered many programs. Much of the problem stems from ex-
tended use and age. Revised videotape-recorder specifications may
reduce the incidence of this problem.
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It is anticipated that through the cooperation of CCTV persorn-

nel, measures of pupil product will be attempted during the 1971-1972
school vear.
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CREATIVE DRAMATICS
(PBRS #111-02-548)

Creative Dramatics (CD) is a staff development project which
attempcs to provide experiences designed tc enable participants to
become :cre effective teachers.

The Project

The importance of in-service programs for all educational
personnel is recognized throughout the teaching profession. Much
emphasis is being placed upon the need for programs to upgrade the
effectiveness of teachers. Thus the CD program came about.

CD teachers are responsible for attending workshops and other
meetings which assure a continued growth through discussion of problems
and presentation of new materials.

The main objective of this project is to afford children the
opportunities of growing by overcoming language and social problems via
teacher familjarization with the techniqiies of creative dramatics.
During the current year 70 schools and 271 personnel were served.

Past evaluations indicate that as a staff development program
CD has been achieving its objective.

Current Evaluation Procedure

A descriptive evaluation was used during the 1970-~19271 school
year, to assess the current status of the project with respect to its
goal. Reports from the project director were studied, and the Creative
Dramatics Workshop Questionnaire {described in the 1969 evaluation of
the project) was used to assess the perceptions of all available partic

pating teachers. Findings were summarized in terms of frequency and
percentage.

Results

A summary of CD activities and participants is shown in
Table 1. This display is not all-inclusive but is representative of th
type and extent of services rendered across the entire school system.

The key findings provided by the respondents to the Creative
Dramatics Workshop Questionnaire are summarized in Table 2. The
responses cf the participants were vexy favcrable. The questionnaire
contained 29 items which could be answered either positively, neutrally
or negatively. Of the 1,508 responses (52 persons X 29 items), 1,268
(84%) were positive, 161 (10%) were neutral, and 79 (6%) were negative.
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CD SERVICES GIVEN TO PHILADELPHIA SCHOOLS

Dis- No. of No. of Type of Persons Examples of
trict ] schools Persons Served Services
1 7 7 EIP leader 2-hour workshop
Teachers Continuing staff
Library aide workshop
2 17 67 EIP leaderxr l12-week workshops
Reading teacher Continuing staff
Supervisors workshop
Teachers Teenage CD workshop
After—-school program
3 15 40 Special Ed. staff Florida Educators
Volunteer coordinators Follow-Through Model
Teachers workshop
Library aides 12-week workshops
4 15 70 Parents of RT pupils 12-week workshops
Teenagers After-school programs
Teachers 2-hour workshops
Behavior Analysis
personnel
5 3 30 Bank Street personnel As above
RE teacher :
Classrcom aides
6 =] 43 Counseling services As above
EDC personnel
7 3 4 IIC personnel As above
8 1 10 Students 12-week workshop
Total " 70 271




TABLE 2

SUMMARY OF 52 PARTICIPANTS' RESPONSES TO THE
CREATIVE DRAMATICS WORKSHOP QUESTIONRAIRE

Questionnaire Item*

No. of Responsas

Yes No
l. Workshop well organized - 50 2
2. Positive gain from workshop 51 1
3. Desire to use CD in classroom 52 o
5. Completed independent reading 31 21
6. Development of original materials 37 15

Agree Disagree Undecided
9. CD should be available to more teachers 51 0 1

10. CD should have citywide workshops 50 o 2

1ll. CD should be part of elem. curriculum 50 1 1

1l2. CD gave me many new ideas 43 2 7

13. My pupils are more eager to learn 37 2 13

1l4. CD is excellent for pupils with

learning disabilities. 49 1 2

15. I gained much. . . 49 1 2

l6. I learned new techniques (basic skills) 48 2 2

1l7. I have better rapport with my pupils 31 3 18

18. I feel freer and more creative 40 4 8

19. I have better insight into content 37 7 8

20. I gained sense of each child's worth 38 3 11

2l. CD adds zest to my classroom 50 1 1

22. I'm more sensitive to people 42 2 8

23. CD opened lines of communication 46 2 4

24. I feel more creative 41 2 2

25. I feel more relaxed 39 1 12

26. I'm more aware/imaginative 43 1 8

27. I encourage pupils to listen, think,

and verbalize 48 1 3

28. CD helps independent thinking 44 1 7

29. CD gives self-confidence to children 48 0 4

30. CD gives meaning to content 48 0 4

3]1. CD causes greater pupil involvement 42 1 9

32. Desire to participate in future meetings 33 2 17

*See text for special comment on Items 4, 7, and 8. The responses to
those items were different in format (i.e., multiple choice) from those
displayed here.
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Analysis of responses to Workshop Questionnaire Items 4
(Perception of value of CD), 7 (Receptivity of pupils), and 8 (Presentz
tion cf ideas to your faculty) revealed that 17 of the participants had
presented CD techniques at faculty meetings or in other classes, 21
tended to consider CD a part of the curriculum, and all 52 reported tha
CD techniques were accepted by their pupils.

Complementary Data

A meeting was held at the end of the school year between the
"ongoing CD staff" and the pProject evaluator. The following reccmmenda
tions for 1971-1972 were generated via this interaction:

l. Invited speakers sho1ld conduct staff development worksha
type activities showing how their innovative programs relate to CD.

2. As many staff meetings as possikle should b¢ geared to
sharing of activities and ideas of the CD participants. (This was felt

to be the most urgent need for the Creative Dramatiqs 1971-1972 staff.)

3. The guide should be explored during staff neetings and us
as a framework for personal grcwth.

> 4. A certain amount of time Per meeting gshould be devoted to
exploring areas of the CD sequence. {Example: sense memory—-—what new

ideas can be added to those already in the handbook.)

‘ 5. There are definite areas in CD that need to be developed.
(Examples: story dramatization, children's literature, music.)

6. More ideas are needed about how CD is directly related t
the curriculum {reading, social studies, science, etc.). :

7. More concentration on "one school” participation is neede
P

8. Research and the CD staff should work together to tailor
some devices to see reactions, etc., in given situations.

Conclusions

The current project provides a variety cof in-service activitis
across the entire school system. The participants tend to be very favo:
able toward its ideas, techniques, activities, and materials. There is
some evidence that participants tend to disseminate their newly learned
CD techniques to their faculties.

This year's evaluation confirms earlier findings which indi-
cated that, as a staff development program, CD has been achieving its
objectives. :
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INSTRUCTIONAL MATZRIALS CENTERS
(PBRS #111- D2--503)

Instructional Materials Centers (IMC's), as rerositories of
information, are resource facilities containing books and audiovisual
instructional materials. The rich diversity of print and nonprint
materials in IMC's makes them more than just tradizional libraries.

The Prciject

The IMC might be effectively used as an extension of the
classroom instructional units. Pupils could be brought into direct cor
tact with important ideas and experiernces in such a manner that learnir
becomes a self-initiated process of seeking further knowledge through
multimedia presentations and individualized instruction. The projezt
serves gradza2s K-~12.

The chief objectives of this pfoject are to preovide liibrary
services to teachers and pupils, tc instruct children in basic library
skills, to maintain books, hardware, and software for the instructional

needs of the school, and to prcvide teachers with needed instructional
materials.

Past evaluations indicated that IMC's were uinderstaffed and
experiencing difficulty in providing services to teachers and pupils.
As an overall observation, the development or utilization of IMC's has
been limited to updating and maintenance functions.

Current Evaluation Procedure

A descriptive evaluation was used during the 1970-1971 school
year, assessing the current status of the project with respect to its
goals.

Extensive project monitoring was conclucted by the District
Research Associates in DListricts 1 through 7 between December and May,
using the Title I Observational Checklist. Findings were summarized ir
terms of freguency and percentage.

Results

Data obtained from use cf the Title I Observational Checklist
are summarized in Table 1.
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TABLE 1

SUMMARY OF MONITORING DATA BASED ON 50 OBSERVATIONS

Percentadge of Observations#*
Condition Monitored by OLserver
Condition Condition
Present Lacking
IMC has study area without distraction
from browsers. 603 38%
IMC has adequate storage spa&a. 50% 48%
IMC lacks materials for specific
reading levels. 30% _ 62%
IMC lacks printed materials for a
major curriculum area. 26% 64%
Full~-time librarian present..** 44% 52%
Library staff helping the teacher. 30% 60%
Parental/community volunteer present. 14% 80%

*Where total is less than 100%, responses were omitted from the
Observational Checklist by the observer.

**In 62% of the obsexrvaticns, a library aide was available.

Conclusions

The findings for the current school year mirror the evaluaticns
done in 1968~1969 and 1969-1970. Shortage of professional staff (e.g.,
only 44% of the IMC's observed had full-time librarians) has fostered a

reduction of services (e.g., library staff observed helping faculty only
30% of the timej.

Although suggested iu the 1968 Annual Evaluaticn, the use of
parental/community volunteers has not yet become a widespread technique
for expanding IMC services. If parental/community volunteers coculd be
trained in “he updating and maintenance functions, the professional

librarians ..ight have time to provide more extensive professional service
to pupils and teachers.
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MUSIC SPFF{IALIST TEACHERS
(PBRS #111-02-514)

The Music Specialist Teachers (MST) projzct providez ins:
tors who teach music and music appreciation in puklic and nonpublic
target—-area elementary schools.

The Project

MST provides specialized music instruction in disadvantac
areas to hring enjoyment, develop skills in music activities, and )
vide interaction with professional musicians.

The major purpose of this project is to afford children -
opportunity of acquiring proficiency and confidence in some music-i
activities and to allow for regularly scheduled musical activities

Each Music Specialist Teachetr is assigned to work with s:
classes by the school principal, and instructs twc morning and two
noon classes daily for a total of 20 periods per week. Staff deve.
is conducted at district levels by the Music Specialist Supervisor.

Past evaluations indicated that children with MST scored
slightly but not siguificantly higher than children without the MS!
the Colwe:ll Music Achievement Test. Vocal performances of MST pup
were rated higher than those of comparison groups. The Egquipment -

survey revealed that 84% of the instruments listed were available
were frequently used.

Current Evaluation Procedure

A descriptive evaluation was used during the 1$70-1971 s
year, assessing the current status of the project with respect to
goals.

Extensive pruject monitoring was conducted by the Distri
Research Associates in Districts 1 through 7 between December and :
using the Title I Observational Checklist. Findings were summariz
terms of frequency and percentage.

Resultg

Data obtained from use of the Titls I Observational Chec
are summarized irn Table 1. The pupil activity most frequently obs
was singing, noted in 61% of the observations. Instruction about :
cians (55%) and listening to music (53%) were also noted in a majo
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of the observaticns. The least frequently observed activity was instru-
mental instructiorn.
TABLE 1

SUMMARY OF MOKITORING DATA BASED ON 34 OBSERVATIONS

Percentage of Obsexvations®*

Condition Monitored by OLbserver
Condition | Condition
Present Lacking
Students using musical instruments; 41% 35%
Students singing 6ls 14%
Students listening to music 53% 23%
Students instructed about musicians I 55% 20%
Ulassroom teacher present ' 2U% 0%

No. of visits to group per week by Music Specialist Teachex: 1 visit

No. of minutes per visit by Music Specialist Teacher: 50 minutes

*Where total is less than 100%, responses were omitted f£rom the
Obserxrvational Checkiist Ly the observer.

Conclusions

While the individual lessons observed were of high quality, the
guantity of exposure was Guite limited (e.g., one 50-minute period per
week). Although the vast majority (75%) of the classes were described as
interested, cooperative, and participating, what happens after the Music

Specialist Teacher leaves? The potential for meaningful follow-up les-—
" sons existed in only 20% of the classrooms. In the remaining 80%, the
regular teacher left the class after the arrival of the Music Specialist
Teacher. While it is the teacher's legal right to do this, it should be

recognized that this action diminishes the possibility of meaningful
follow-up lessons.
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SPECIAL MATHFMATICS PROJECT
(PBRS #111-02-797)

The Special Mathematics Project (SMP) provides college instru
tors with comprehensive mathematics background to teach fourth-, £ifth-
and sixth-grade elementary scthool children wvarious mathematics concepts
for 40 minutes a day, four days a week, for the entire school year.

The Project

The depressing effects of cultural deprivation on school
achievement in mathematics has been documented in several investigatior
The ability to count, to recognize symbols, and to demonstrate under-—
standing oF the concept of ordinal numbers was significantly less amonc
the culturally deprived than among middle—~class first-—grade children
{Dunkley, 196%5). Furthermore, the evidence indicates that where no
specific interventici takes place, the target~area children tend to
deviate negatively from national reference groups by increasingly large
amounts during the period of nonintervention (Unkel, 1965).

SMP is designed to counteract or reverse the trend toward
drastic underachievement in aritbmetic frequently found in Title I
schools. The project's key objectives are the following:

Objective 1. To i.prove understanding and basic computa--
tional skills in arithmetic.

Objective 2. To develop a positive self-image with respect
to the pupil's ability to learn mathematics.

Current Evaluation Procedure

A formative evaluation was conducted during the 1970-1971
school year. With emphasis on long-range planning, procedure:s were
established for obtaining longitudinal assessment of pupii per-—
formance. At the request of the project administrators, assessment
of student performance in mathematics was f=ferred during the initial
evaluation. It is anticipated that pupil Guin will be measured in
subsequent school years in a longitudinal (i.e., repeated measures)
design. The Arithmetic subtects of the Towa Tests of Basic Skills
will be used to evaluate the cognitive objective of this project
during the summative stages.

A modificatior of the "Faces" Attitude Inventory was selecte
to evaluate the affective objective. 1In order to establish its
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reliability, 60 pupils were retested with the samz instrument 90 days
after the initial administration. A test-retest correlation coefficient
was computed and compared with a desiced minimum of .70.

Results

The test—retest correlation coefficient for the "Faces" in-
ventory was found to be .57. This was considerably below the desired
reliability coefficient of .70. The mean score on the inventory dropped
from 12.11 to 11.88 over the three-monih period. The slight change is
better inte:rpreted as resulting from the inadequate reliability (e.g.,
possible ir sensitivity) of the instrument than from any characteristic
of the project itself. Because of the lack of acceptable reliability,
no test of the inventory's validity was attempted this year.

Conclusions

The need for a wvalid and reliable affective measuring device
is crucial for the evaluation of this project. Once a suitable affective
instrument is developed (r>.70), scores on it may be examired in relation
to scores on cognitive instruments, in order to explore the relatiorn-
ships of positive self-image and arithmetic achievement. Scores on the

ITBS Arithmetic subtests should be used in the project's 1971-1972
evaluation.
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WALNUT CENTER
(PBRS #111-01-517)

Walnut Center (WC) is a racially and socioeconomically inte-
grated early childhood center which serves 173 children in a public
school educational program and 56 in a day care program.

The Project

WC brings together children from a variety of socioeconomic
and ethnic backgrounds to participate in shared learning experiences.
This practice is consistent with a number of recent studies which "
report that, when pupils from varied social, ethnic, and educational
backgrounds are placed together in a common learning situation, achieve
ment rates of pupils from more deprived backgrounds tend to increase,
while those of more privileged children continue to increase as expect-
ed. Not only is academic¢ achievement higher for deprived children
Placed in an integrated setting early in their academic careers, but at
titudes of all children toward other ethnic groups tend to be more
positive the earlier they begin school in such an environment {(Coleman,
1966; Henderson, 1969; Pettigrew, 1968; St. John, 1969, 1970).

Established in 1967, WC provides a prekindergarten through
first-grade program which emphasizes both cognitive and affective

elements of learning. Project objectives include the following:

Objective 1. To improve general intellectual functioning.

Objective 2. To imprecve academic functioning, particularly i
languace and arithmetic skills.

Cbjective 3. To improve pupils' self~images.

Objective 4. To foster interaction among pupils from differe
backgrounds.

Objective 5. To foster positive attitudes toward school.

Objective 6. To ease problems of transition from kindergarte
to first grade, and from WC to other schools.

Objective 7.7 To increase parent and community involvement ir
the school's program.

In the summer of 1970, WC moved from 39th and Walnut Streets,
on the campus of the University of Pennsylvania, to 38th Street and
Lancaster Avenue, in a highly integrated area between the university
district and Mantua, a predominaantly black ghetto area. Nevertheless,
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the Center seeks to continue to attract a racially and socioeconomically
integrated "clientele." Enrollment is voluntary, and families of all
pupil applicants are interviewed by social workers, whose recommendations
for acceptance are made in a way that will insure a reasonable balance

among various racial and socioeconomic groups. The pupil population of
the Center as of April 1, 1971, is described in Table 1.

TABLE 1

WC ENROLLMENT CLASSIFIED BY RACIAL AND SES GROUPS1

Racial Group
* SES Group?
Black White Other Total
Upper 9 26 9 44
Middle 30 31 12 73
Lower 83 19 10 112
Total 122 76 31 229

lEnrollment on April 1, 1971, consisted of 173 children in the
public school program and 56 in the day care program.

2Classification was done by the WC social workers. In thi: evalua-

tion, upper- and middle~SES groups were combined into a single "higher-
SES" group.

Methods of instruction at WC vary with the teacher, from
generally structured to generally unstructured classrooms. Neverthe-
less, all pupils receive individual and small-group instruction.
Possibilities for variation in teaching methods are enhanced by the
large adult-to-pupil ratio at the Center. Because of an actively in-
volved community, parents and other community volunteers are often found
in the classroom, observing or working with the class. A teacher aide
or assistant teacher, often supplemented by a student teacher, is
assigned to each classroom. Particularly in the first-grade classes,
the teacher is free to work with individual pupils or to present a lesson
to the entire class, while one or more of the other adults either super-

vises the class or works with individual children needing additional
help.
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As achievement levels for each student are ascertained, an
increased emphasis is placed on small-group instruction. As the
autonomy of these groups increases, adults tend to serve them more
and more as supervisors and consultants. In this manner, pupils are
provided with the opportunity not only to work independently, but to
engage in a variety of face-to-face relationships with peers from
diverse backgrounds.

Previous evaluations have indicated that WC's goals have
consistently been achieved in both cognitive and noncognitive spheres.
In 1968-1969, WC pupils were found to be on a par with, or ahead of,
nonparticipant peers in development of cognitive skills as measured
by the Preschool Inventory, the Associative Vocabulary Test and the
Numerical Concept Formation Test. In 1969-1970, WC was found to have
involved many segments of the community in its program, particularly
rarents, who have all along played a major role in the project. Al-
though a certain amount of intergroup bias continued to exist among
Center pupils, a high degree of interaction was observed among pupils
from different backgrounds. A follow-up of children who had attended
WC showed that they had, in most cases, made a better-than-average
adjustment to second-grade classes in their new schools.

Current Evaluation Procedure

This year's evaluation has been in part an extension of pre-
vious WC evaluations, and in part an attempt to seek previously un-
sought information. Academic achievement has been monitored on a
continuing basis. Since no direct measure of pupil attitudes had pre-
viously been obtained, such a measure was included in the present
evaluation. In addition to data gained through direct measurement,
information on the Center's operation was obtained through regular
monitoring of WC classes.

This year's evaluation has sought answers to the following
questions related to the project's objectives:

1. How do the academic readiness skills of WC kindergarten
pupils compare with those of all kindergarten pupils in Philadelphia
public schools? ‘

2. How do the readiness skills of lower-SES kindergarten
pupils at WC compare with those of higher-SES kindergarten pupils at
WwWC?

3. How well do WC first-grade pupils perform in reading and
arithmetic?

4. How does the performance of lower-SES first-grade pupils
at WC compare with that of higher~SES first~grade pupils at WC in read-
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ing and arithmetic?

5. Do WC first-grade pupils display a generally positive
attitude toward school?

6. Do lower-SES first-grade pupils at WC differ from higher-
SES first-grade pupils at WC in attitude toward schcol?

QOuestion 1. How do the academic readiness skills of WC kindergarten

pupils compare with those of all kindergarten pupils in Philadelphia
public schools?

A mean score of 20.0, based on a maximum possible score of
27.0, on the Philadelphia Readiness Test (PRT) was established as the
achievement goal for WC kindergarten classes. This target score was
derived from the citywide mecan (20.1) and the District 1 (the district

in which WC is located) mean (19.6) as of the latest citywide adminis-
tration of the PRT, in May, 1969. '

In the current year, the PRT was administered in May to all
7% WC kindergarten pupils (48 in half-day public school, 25 in day
care) by their teachers, in groups of four or five at a time.

Summs.ry data were organized in tabular foxrm.

Question 2. How do the readiness skills of lower—SES kindergarten pupils
at WC compare with those of higher-SES kindergarten pupils at WC?

The design, instrumentation, and subjects were the same as for
Question 1. A Kruskal-Wallis two-by-three (2 SES groups X 3 kindergarten
classes) analysis of variance was performed on the data to determine
whether differences between PRT scores of lower- and higher-SES pupils
were statistically significant. The "higher-SES" group was defined as
encompassing those pupils classified as middle~ and upper-SES.

Question 3. How well do WC first-grade pupils perform in reading and
arithmetic?

Continuous Progress Primary (CPP) achievement levels in read-
ing and arithmetic were reported by teachers and charted for all WC
first-grade pupils in November and again in April. The minimum achieve-
ment level expected by project personnel for first graders by April of
each school year is Level 2 in both reading and arithmetic. A minimum
achievement criterion of Level 2 in both subject areas was therefore
establi=hed for WC pupils. The tasks which a child must successfully
perform te achieve l.evel 2 are as follows:

Reading. Read pre-primers and charts; learn a specified list
of words by sight; read aloud and silently; understand and remember what
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is read; learn simple study skills, such as following directions.

Arithmetic. Read, write, and count numerals from 1 to 50;
add and subtract numbers with sums through 5, using vertical and
horizontal forms; recognize coins; solve number problems orally; rec-

ognize plane geometric figures such as circle, square, and triangle;
tell time to the hour.

Data charting CPP achievement levels were summarized
graphically.

Question 4. How does the performance of lower-SES first-grade pupils
at WC compare with that of higher=SEs first-grade pupils at WC in read-
ing and arithmetic?

The design, instrumentation, and subjects were the same as
for Question 3. Because of the disparity in numbers between the two
SES groups, no formal statistical analysis was applied to the data.

Question 5. Do WC first-grade pupils display a generally positive
attitude toward school?

The Children’s Attitudinal Range Indicator (CARI) was adminis-
tered in March, by the project evaluator, to all WC first-grade pupils,
in groups of six at a time. The instrument consists of four subscales
of eight projective items each, which measure attitudes toward school,

peers, home, and society. (A copy of CARI is on file in the Research
Library of the Board of Education.)

Mean scores of WC pupils were computed for the full scale
and each subscale. CARI scores were obtained from a comparison group of
20 first graders participating in a special reading program in another
district, and mean scores were computed for this group. Since the com-
parison group was composed exclusively of lower-SES pupils, a multivari-
ate analysis of variance was applied to the data to determine what
differences in attitude, if any, existed among (a) higher-SES WC pupils,
(b) lower-sSEsS WC pupils, and {c) the lower-SES comparison pupils.
“ngher -SES" was defined to include middle- and upper-SES.

Question 6. Do lower-SES first-grade pupils at WC differ from higher-
SES first-grade pupils at WC in attitude toward school?

The design and instrumentation were the same as for Question 5.
However, a multivariate analysis of variance was performed on the full

scale score, as well as that of each subscale, for only the two SES
groups from WC.
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kindergarten pupils compare with those of all kindexrgarten pupils in
Philadelphia public schools?

Performance of kindergarten grcups on the PRT is shown in
Table 2. The 1971 mean score of WC kindergarten pupils was above the

TABLE 2

KINDERGARTEN PERIFORMANCE ON PHILADELPHIA READINESS TEST

Percentage of

Group N Mean Pupils Scoring

Score at or above 20
WC Kindergartens (1971) 73 21.9 78.1%
Lower-SES Pupils 42 20.8 71.4%
Higher-SES Pupils! 31 23.4 90.3%

District 1 Kindergartens (1969)2| -- 19.6 -

City Kindergartens (1969) 2 - 20.1 62.2%

1Middle- and upper-SES groups combined.

2Source: Division of Testing, May 1969.

established criterion of 20.0, and above the 1969 mean scores of both
District 1 and the city. The percentage of WC pupils scoring at or
above the criterion in 1971 exceeded the corresponding percentage for
the city as a whole in 1969 by 15.9 percentage points.

Data relevant to Question 2. How do the readiness skills of lower-SES

kindergarten pupils at WC compare with those of higher-SES kindergarten
pupils at WC? : '

The reader is again referred to Table 2, which indicates that
the higher-SES group's mean score on the PRT exceeded that of the lower-
SES group by 2.6 points. The percentage of higher-SES pupils scoring
at or above the criterion exceeded the corresponding percentage of lower—
SES pupils by 18.9 percentage points. Despite the difference between
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the two SES groups of WC kindergarten pupils, both groups scored higher
than their counterparts in District 1 and the city.

The Kruskal-Wallis two-by-three analysis of variance indicated
that the difference between the mean scores of the two SES groups was
statistically significant at the .05 level of probability. It is,
then, at ieast 95% certain that a real difference in attainment of
readiness skills existed between the lower-SES pupils and the higher-
SES pupils, with the latter group attaining higher scores.

The SES-group difference was apparent also in each of the
three WC kindergarten classes, although not to a statistically signif-

icant degree (See Figure 1). The difference was most pronounced in the
half-day c¢lasses.
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Fig. 1. Mean PRT scores of lower- and higher-SES pupils in the
three WC kindergarten classes.
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When the mean scores of the three classes were compared wich-
out regard to SES, no statistically significant difference was found.

The fact that the mean score of one lower-SES group was
slightly higher than that of one higher-SES group signals an inter-
action effect between SES and kindergarten class. TIn other words,
attainment of readiness skills by WC pupils seems to be related

to a combination of factors: the class in which they are enrolled
and their socioeconomic background.

Data relevant to Question 3. Eow well do WC first-grade pupils perform
in reading and arithmetic?

In reading, the median CPP level for all WC first-grade pupils
as cf April, was Level 4. This was two levels above the minimum expect-

ed achievement level. All attained at least Level 2; 44 of the 48
achieved a higher level (See Figure 2).
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CPP LEVEL
Fig. 2. Number of WC first-grade pupils (N=48) at each Continuous
Progress Primary level of reading achievement, April 1971. Level 2 was

set as the minimum expected achievement level.
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Fig. 3. Number of WC first-grade pupils (N=48) at each Continucus
Progress Primary level of arithmetic achievement, April 1971. Level
2 was set as the minimum expected achievement level.
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Data relevant to Question 4. How does_ the performance of lower-SES
first -grade pupils at WC compare with that of higher-SES first—grade
pupils at WC in reading and arithmetic?

Reading. In April the median CPP level for both lower-
and higher-SES WC pupils was ILevel 4. Fourteen (93%) of the 15 lower-
SES pupils and 30 (91%) of the 33 highier-SES pupils achieved above
the expected Level 2. Twenty-six (79%) of the higher-SES pupils
attained Level 4 or above, while 11 (73%) of the lower-SES pupils
achieved at or above this level. The chief difference between the
two groups in reading achievement was in their upper limits of achiecve-
ment: 13 (39%) of the higher-SES pupils attained CPP Levels 5 and 6,

while one (7%) of the lowe™.- SES pupils attained l.evel 5 and none attain-
ed a higher level.

Arithmetic. In April -the modal CPP level of lower-SgES WC
pPupils was Level 3, while that of the higher-SES pupils was Level 4.
However, the median for both SES groups was Ievel 3, one level above
the criterion. Twenty-seven (82%) of the higher-SES pupils performed
above Level 2, as did 11 (73%) of the lower-SES pupils. Of the 33
higher-SES pupils, 14 (42%) attained Level 4 (the upper limit of achieve-
ment for 1971 WC first—-grade pupils), while two (13%) of the 15 lower-
SES pupils attained this level of achievement.

y

Data relevant to Question 5. Do WC first-grade pupils display a generally
positive attitude toward school?

Results of administering the "Attitude toward School" subscale
of CARI are summarized in Table 3. The mean score for WC first-grade
pupils on this subscale was 2.48, approximately midway between a "neutral"
attitude score (2.0) and a "happy" attitude score (3.0). WC pupils
scored slightly higher in attitude toward school than the comparison group

of non~WC pupils, although the difference was not demonstrated to be
statistically significant.
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TABLE 3

SUMMARY OF RESULTS ON ATTITUDE-TOWARD-SCHOOL SUBSCALE OF CARI

Group Mean Score Difference
WC First-Grade Total 2.48
Higher-SES Pupils 2.50
Lower—SES Pupils 2.46
WC Higher—-SES minus Lower=-SES* - +0.04
Comparison Group 2.28
WC First-Grade Total
minus Comparison Group#* : +0.20

*No statistically significant differences were found.

Data relevant to Question 6. Do lower-SES first-grade pupils at WC

differ from higher-SES first-grade pupils at WC in attitude toward
school? .

The reader is again referred to Table 3, which indicates that
no significant difference was found between the attitudes toward school
of lower- and higher-SES WC first-grade pupils as measured by CaARI.

Complementary Data

Thirty-eight monitering visits were made to WC betw2en October
1970 and May 1971: 18 to kindergarten classes, 20 to first-grade
classes. The average length of an observation was 20. minutes.

In first-grade classes, teachers placed a heavy emphasis on
reading and arithmetic skills. Pupils were generally subgrouped
according to activity and achievement level. Basic skill-building
activities (working on puzzles, drawing, listening and responding, etc.)
were used widely in kindergarten classes.

On all visits, teachers were observed talking to individual
pupils as well as to larger groups. Teachers, as well as the other
adults present in the classroom, were generally observed to move around
the room, rather than to maintain a stationary position. On 16 occa-
sions, a parent or other community volunteer was observed in the class-—
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room; on 1l of these occasions, she (or he) was observed interacting with
pupils. On every visit, at least one other adult was observed in the
classroom: a teacher aide, an assistant teacher, or a student teacher.

On 97% of the visits, teachers were observed to encourage
active participation by the class.

On 87% of the visits children from different racial and/or eth-
‘nic backgrounds were observed interacting. Nevertheless, children were
more often observed associating with members of their own race.

The average daily attendance at WC for the 1970-1971 school
year was 88% of enrollment. This figure was the same as for all

District 1 elementary schools (excluding special remedial centers) for
the year.

Conclusions

Question 1. How do the academic readiness skills of WC kindergarten

Pupils compare with those of all kindergarten pupils in Phijiladelphia
public schools?

Academic readiness skills of WC kindergarten pupils compare
favorably with those of all kindergarten pupils in Philadelphia public
schools. 1In May 1971, WC kindergarten pupils achieved a PRT mean score
of 21.9--1.8 points higher than the 1969 citywide mean, and 2.3 points
higher than the 1969 District 1 mean.

Question 2. How do the readiness skills of lower-SES kindergarten

pPupils at WC compare with those of higher-SES kindergarten pupils at
WC?

WC kindergarten pupils of higher SES scored. an average of
2.6 points higher on the PRT than did WC kindergarten pupils of lower
SES. This difference was found to be statistically significant. How-
ever, scores of many lower-SES pupils overlapped those of many higher-
SES pupils. Not only was this the case within each class, but the
; mean score for the lower-SES pupils in one class was almost identical
i to that of the higher-SES pupils in another class.

Question 3. How well do WC first-grade pupils perform in reading and
arithmetic?

By April all WC first-grade pupil: had attained at Jeast Level 2
on Continuous Progress primary ratings (the criterion achievement level

established at the beginning of the school year) in both reading and
arithmetic.
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In read:ng, 92% of the pupils were above Level 2. The median
CPP reading levei was L=vel 4.

In arithmetic, 79% of the Wc first—grade pupils were rated

above the criterion Level 2. The median CPP arithmetic level was
Level 3.

Question 4. How does the performance of lower—-SES first-grade pupils
at WC compare with that of higher-SiEs first-grade puplls at WC in
reading and arithmetic?

Both SES groups of WC first-grade pupils performed above the
CPP Level 2 criterion in reading and arithmetic. However, in both

skills the tendency has been for higher-SES pupils to achieve at higher
levels than lower-SES Pupils.

Question 5. po Wc first-grade pupils display a generally positive
attitude toward school?

Yes, WC first-grade pupils have displayed a generally
positive attitude toward school. On the subscale of CARI measuring
attitudes toward school, WC pupils scored slightly higher than a
comparison group of non-WC first graders, although the difference was
not statistically significant.

Question 6. Do lower—SES first-grade pupils at WC differ from hlgher—
SES first-grade pupils at WC in attitude toward school?

No statistically significant difference in attitude toward
school was found between lower— and higher-SES pupils, as measured by
CARI.

Evaluator's Comment

It is evident that the WC pProgram has succeeded in preparing
pupils to meet the academic requirements which will be placed upon them
in subsequent years. Many WC first-grade pupils are already reading on
a second-grade level. Although higher-SES WC pup.ils, as a group, con-
sistently perform on a level higher than that of their lower-—SES class—
mates, the tendency for both groups is to achieve at levels above those
expected of children in the same age/grade group.

Attitudes of WC pupils toward school, and toward life in
general, are quite positive. This is true regardless of their respec—
tive socioceconomic backgrounds.
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One could hypothesize that the positive results of the
WC program may be attributed, in large part, to four major ingredients:
(a) the large adult-to-pupil ratio in every WC classroom; (b) the
active interest in WC's program taken by parents and other community
members; (c) the intentional racial and socioeconomic balance maintained
by the Center; and (d) the independence-fostering methods employed by
WC teachers.

A longitudinal study is proposed for future evaluations, in
which the academic achievements and attitudes of WC "alumni" will be
followed. It is anticipated that, given an academic environmant which
continues to foster independence, WC alummi will continue to perform
at high levels throughout their school careers.
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YOUTH SERVING YOUTH
(PBRS #111-02-782)

Youth Serving Youth (¥sY) is a tutorial project in which under-—

achieving teenage students tutor underachieving elementary school chil-
dren.

The Project

A great deal has been written regarding the beneficial impact
of tutorial programs. A review of the literature indicates that tutor-
ing programs have not consistently produced positive changes in pupil

academic performance that were commensuirate with the programs' expecta-
tions.

Cloward (1967) examined the impact of tutoring on both the
tutee and the tut:or. Tutoring by community people who had received
preliminary training was found to be as effective in raising student
achievement scores as tutoring by specialists. In addition, utilizing
community residents as tutors was seen to have the advantage of putting

money into the community and increasing community involvement in the
schools.

The objective of the Ysy project is to provide tutorial ser-
vices to elementary pupils in order to improve performance in basic
skills. In addition, it is anticipated that the Jjunior high school

tutors also will benefit in terms of improved performance in school
subjects.

since this was the first year of funding, no past evaluation
results were available.

Current Evaluation Procedure

A descriptive evaluation was used during the 1970-1971 school
year. Information obtained from the project's sSummary Report was noted
and summarized in terms of frequency.

Results
Data obtained from the ¥YsY Summary Report are summarized in
Table 1. Tutors' improvement was measured by report-card grades.

Tutees' improvement was measured by grades indicated on the Summary
Report. The ratio of tutors to tutees was 1:1.4.

235

O

ERIC 933



TABLE 1

PARTICIPATION AND IMPROVEMENT FROM DECEMBER UNTIL MAY
AT EIGHT YSY CENTERS

Group Number Participating Number Improving in
English Citizenship
Tutors 64 39 37
Reading Work Habits
Tutees 90 57 53
Conclusions

Progress was made by both tutors and tutees who participated
in YSY on a regular basis. The program provided opportunities for elemen-
tary school children to improve their basic skills and work habits, and,
at the same time, helped many tutors to improve their own scholastic
achievement. 1In addition, the program provided dignified and constructive
part-time employment for 88 teen-age students.
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