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FOREWORD

. Within the Department of Health, Education and Welfare, my
office has the responsibility for assessing the effectiveness of
all major programs. The evidence on compensatory education has
been a subject of paramount interest to this office for scme
years. We know that there are millions of children who need help
--we have sought systematically to learn how to help them.

The debate concerning the effectiveness of compensatory edu-
cation has been long and intense. The President's initiative of
March 1972 has brought about renewed public debate on the subject.
This analysis and review of the evidence concerning the effective-
ness of compensatory education has been done in order to provide
a basis for a more informed and complete discussion of a complex
issue. This work has been done under severe time pressures, and
is subject to those limitat ions.

The Project Monitor for this effort was Dr. Constantine Menges,
Assistant Director (Plamning) of the Office for Civil Rights. Col~-
leagues with him in this effort have been Dr. Joan Bissell, Office
of the Assistant Secretary for Planning and Evaluation; Dr. John
Evans, Assistant Commissioner for Planning and Evaluation, Office
of Education; Ms. Linda McCorkle, Office for Civil Rights; Ms. Ruth
McVay, Office for Civil Rights; and Mr. P. Michael Timpane, Direc-
tor of Education Plamning, Office of the Assistant Secretary for
Planning and Evaluation. This work could not have been completed
in the short time available without the efficient and cheerful
secretarial support of Ms. Penny Al-Rawi and Ms. Belinda Hood.

o e

Laurence E. Lynn, Jr.
Assistant Secretary for
Planning and Evaluation
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ANALYSIS OF COMPENSATORY EDUCATION




THE EFFECTIVENESS OF COMPENSATORY EDUCATION
SUMMARY AND REVIEW OF THE EVIDENCE

INTRODUCT ION

In his message to Congress concerning the Equal Educational Opportu-
nities Act of 1972 President Nixon proposed a new Federal emphasis on
compensatory education to help disadvantaged children. The President
proposed that this effort be focused on basic learning skills at re-
latively high dollar levels (about $300 per child), to result in
improved academic achievement for students in schools with high con-
centrations of poor children.

In foxrwarding his program, the President acknowledged that the steps
he proposed represented one judgment--carefully considered but a
judgment nevertheless--in an area where empirical evidence concerning
the probabilities and determinants of success or failure was imperfect.
" As his message stated: '

""For some years now, there has been a running debate
about the effectiveness of added spending for pro-
grams of compensatory or remedial education. Some
have maintained there is virtually no correlation
between dollar input and learning output; others have
maintained there is a direct correlation; experience
has been mixed." '

Based on careful assessment of available evidence, the Presideut's
judgment was also clearly stated: -

"While there is a great deal yet to be learned about

the design of successful compensatory programs, the
experience so far does point in one crucial direction:
to the importance of providing sufficiently concentrated
funding to establish the educational equivalent of a
‘eritical mass,' or threshold level. Where funds have
been spread too thinly, they have been wasted or dissi-
pated with little to show for their expenditure. Where
they have been concentrated, the results have been fre-
quent ly encouraging and sometimes dramatic.'

The President's proposals involve, therefore, an affirmative answer to
the following two questions:

-

+ Can compensatory education be made to work?
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. Does the application of concentrated compensatory re-
sources (usually at higher dollar costs) in basic
learning programs enhance the probability of success
in compensatory education?

This analysis is intended to amplify in additional detail our affirma-
tive replies to these questions and set forth some honest and prudent
qualifications which should be attached to these ''yes" answers.
Secretary Richardson testified at length before the Congress on this
subject on March 24 and 27. But we feel that an additional review of
the evidence is needed at this time, because the debate on the
President's proposals for a new compensatory education effort has been
fragmentary and incomplete.

Wicth respect to both questions, we have been speaking in terms of prob-
abilities. We do not find in the evidence any sure-fire techniques
whereby compensatory education will always work. Similarly, the rela-
tionship between the inteusity of resources (i.e., costs) and achieve-
ment results means only that a "critical mass' may increase the prob-
ability of success. There is no guarantee of success if more funds are
spent; and very expensive programs have, in fact, failed. More than re-
sources are necessary for a good compensatory education program; careful
innovative planning and effective management are also essential. At the
same time, we know that unusual combinations of circumstance and imagi-
nation have and no doubt will produce successful compensatory education
with relatively small per pupil costs.

All this we have said before. But it obviously merits repeating at each
stage of the public discussion of these issues.

In reviewing the evidence that follows, it is also important to maintain
a perspective concerning the maximum contribution which we expect schools
to make in lifting the burden of children's economic and cultural depri-
vation. Differing perspectives on this point are among the most important
factors contributing to the divergent conclusions which reasonable men
have reached in reviewing the evidence. Some would hold that schools can
do little or nothing to overcome a poor child's personal history and en-
vironment, while others would hcld that schools can overcome almost all
obstacles to learning for all children. Our assumption is that if schools
can produce improvements in learning for disadvantaged children of even a
relatively modest order, this both constitutes success when weighed against
the formidable challenge to the schools which these other conditions pre-
sent and warrants further support and exploration.

The difficult question for national policy, then, is whether the net
weight of the evidence allows us to conclude that compensatory education
programs can be made to help reasonable numbers of disadvantaged children
to learn more effectively. The level of one's expectations for success
are presently a part of any individual's answer to this question~-as much
as or more than the weight of the evidence summarized below.

'?




PROFILE OF AVAILABLE EVIDENCE

We have tried to gather and analyze all the evaluaticns of compensatory
education efforts in reading and mathematics which included pre~-treatment
and post-treatment standardized achievement test data. Our survey of
the sources has bezen complete to the limits of our knowledge and time,
and this report includes all the evidence, positive and negative, avail-
able to the Department. There are, no doubt, flaws in some degree or
other in most of the pieces of evidence we have considered.

This evidence can be divided into two categories: large-scale evalu-
ations which include considerable numbers of children from a wide variety
of settings--notably, the national, State and city evaluations of programs
under Title I of the Elementary and Secondary Education Act of 1965; and
situational evidence which is limited to specific projects, schools or
swaller research studies.

No one piece of evidence is either sufficiently representative of national
compensatory education programs or sufficiently definitive in its findings
for policymakers to make conclusions based upon it alone. Rather, array-
ing the evidence available is more like fitting together the pieces of a
mosaic and considering the overall pattern that emerges. 1/

CAN COMPENSATORY EDUCATION BE MADE TO WORK?
The appendices of this analysis constitute our review of the best national,
State and local evidence that we could find. As presented, these reviews
set forth with appropriate qualifying commentary the evidence which has

led us to conclude that the concentrated compensatory education program
proposed by the President is a sound investment for the Nation at this
time. It is in the nature of the evidence we review that unequivocal
findings, negative and positive, are equally rare.

Evidence for the effectiveness of compensatory education
The evidence presented in the appendices covers more than 16 large-scale

evaluations performed by Federal, State and local authorities concerning
their compensatory education programs. It also reviews available evidence
concerning specific projects where compensatory education succeeds, pre-
liminary results from the evaluation of the national Follow Through Program
and less comprehensive State evaluations.

The studies covered are not of equal importance in terms of their repre-
sentativeness, thoroughness, comprehensiveness, or presumed validity.
Nevertheless, the drift of the evidence seems to be unmistakable; that
compensatory education often enhances the achievement of poor children.

1/ A more extended discussion of the evidence will be found in the section
on "Introduction to The Evidence."
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Expert experience suggests that .7 grade equivalent per year is usually
the most which disadvantaged children gain in one year of school, But

in many any of the compensatory education programs we discuss, sizabl pro-~
poxtions (often a majority) of the poor children tested seem to be achieve
ing at a greater rate than this; while a smaller but still significant
percentage are achieving at or above the national norm (1.0 grade equivae~
lent gain per year),

The most complete data are those available from the State of California.l/
California has collected pre-treatment and post-treatment standardized
test achievement data on children receiving Title I services for the last
four years. Achievement data was collected for about 80% of all partici-
pants in compensatory reading programs and analyses were conducted using
data covering about 507% of the participating children. Only that achieve-
ment data which met specified quality control criteria was included. Over
the four years covered by the data, 547% to 67% of children receiving com-
pensatory services showed a rate of reading achievement gain larger than
_the usual maximum for disadvantaged children, Analysis and results for
' mathematics were similar and even slightly better, We judge this to be
clear evidence of success,

The evidence from Colorado, Connecticut, Rhode Island, and Wisconsin is
also indicative of success, but less comprehensive. Moreover, summary
evidence from many of the remaining State reports, which are summarized

in Appendix H, and which we have not had an opportunity to review, point
in identical directions. In only a few States--notably Texas and Louisiana
among those reviewed--does it appear that compensatory education had neg-
ligible or very minor effects,

The results of Title I in Los Angeles, California, pose a more difficult
problem of judgment. There, only 17% to 32% of the children in the ele-
mentary grades receiving compensatory services improved their rate of
achievement gain above that of the average disadvantaged child without
assistance.2 Yet, we are informed that those children in the Los Angeles schools
represented the most severe form of multiple economic and social disadvan-
tagement, and this leads us to judge these very modest results as' indi-

cating relaiive '"success'" under the circumstances.

The evidence available to us concerning specific Title I projects, taken
together with the Los Angeles evidence, demonstrates that successful
compensatory education in settings of urban poverty poses a more difficult
but not an impossible challenge. For example, among the more than 20
successful compensatory education projects identified by a research effort
which sought to discover exemplary programs, many were inner city efforts
enrolling large proportions of disadvantaged and minority children. _-'_3_/ .

1/ See Appendix B.
2/ See Appendix I.

Q ;( 3/ See Appendix p,
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The largest of these, the More Effective Schools program in New York,
typifies the limited success of compensatory ‘education
in such environments. In the More Effective Schools program, average
per pupil achievement gains often exceeded the upper gain rates for
disadvantaged children, but usually fell short of the rate expected

of the average American child..

Preliminary evidence available in the evaluation of Follow Through shows
much the same pattern.,l_ The Follow Through evaluation is the most rigor-
ous in design of all evaluations of compensatory education; but it has not
been completed. The following are the preliminary conclusions which can
be drawn from the data at this time: children receiving compensatory
help show _very small but consistent improvement in learning compared
with matched children without compensatory help; and, the more disadvan-
taged the children are, the more effective this compensatory help has been
in improving their academic performance campared with similar children not
receiving any help. v

Evidence against the 'effectivene'ss of cogensatb_t_'x education
The most pessimistic view of compensatory education is that it has not

worked and probably cannot be successful with disadvantaged children.

The evidence we have just discussed contradicts this totally negative
conclusion. Yet there is considerable evidence indicating that many com-
pensatory education programs can be assessed as unsuccessful either be-
cause too few children improved their academic performance or the rates
of improvement did not exceed that typical for poor children. Both large
scale and situational evaluations contain evidence of this kind. '

There have been at least three large-scale evaluations which have con-
cluded that Title I was not successful:

. An evaluation undertaken by G. E Tempo analyzed compensa-

- tory programs conducted under Title I in 11 large cities
during school years 1965-67. The study found only slight
evidence that the program enhanced ‘achievement on average, : .
and some clear instances where the children receiving ser- -
vices had actually fallen farther behind .3_

. Two national evaluations of Title I have been conducted
under auspices of the U. S. Office of Education.” -Both
of these evaluations. were undertaken, not by on-site ..
investigatcors, but through a Federal-State-local infor-
mation reporting system and concluded that Title. I par-
ticipants had showed no’ improvement in achievement gai.ne
compared with nonparticipants.

1/ See Appendix N

2/ See Appendix M TSt

A
3/ See Appendix M 10
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In a technical sense, we have no dispute with the findings of these
studies. However, we would note that the first study reviewed a strik-
ingly unrepresentative sample of projects in the initial stages of

Title I's implementation, and that the two USOE evaluations were severely
limited and have the same limits as the State reports since they are de-
rived from an information system rather than an on-site review. Also,
they are severely limited in repr=sentativeness on this issue because they
were marked by very high (over 90%) non-response rates for usuable achieve-
ment data. Furthermore, we know that the funds under this national Title
1 program were, on the average, spread very thinly among many students and
that the average child received no more than one or two hours per month
asgsistance in reading.

Yet another body of evidence against the effect iveness of compensatory
education is the national evaluation of the Head Start program which
concluded that full year Head Start programs produced cognitive gains

for a small proportion of participants but not for most; and that the
gains dissipated rapidly when the children entered normal school
programs.l/ This study was a well designed and well implemented one, end
its findings should be accepted. We would note, nevertheless, that Head
Start is concermed with pre-school, rather than school programs and that
little is known concerning the extent to which Head Start programs attempted
to concentrate on cognitive improvements for the participating children.
In addition, the children showing most gains were minority children in
cities. The schools which the children entered after Head Start were not
necessarily able to provide them with the enriched learning environment
needed to preserve the a&hievement gains; we consider that effective com-

pensatory education will require more than a single year's effort for most
disadvantaged children.

The situational evidence against compensatory education is more
impressionistic--there are relatively few validated failures of compensa-
tory programs but there are many, many instances where close investigations
of claimed success showed that the evidence was lacking or unreliable.

Undoubtedly, many specific efforts labled as compens atory education at all
levels of cost and intensity have failed.

The evidence indicating that compensatory education has not worked is,

we judge, sobering but not overwhelming, a counsel of caution but not of
despair.

THE COLEMAN REPORT: WHAT DOES IT SAY?

The findings of the Coleman report have been a keystone for many of the
arguments that compensatory education cannot work. The Coleman report

was a study of the relationship between achievement and a variety of social,

1/ See Appendix 0
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regional and educational resource factors. The data from this analysis
have been reanalyzed by a number of scholars in the years since 1966.
One clear finding of the Coleman report is that variation in school
spending within the range of existing educatiomnal practice was not a
significant factor in explaining differences in the achieve ment of
children. '

The Coleman report also suggests that there are modest educational gains
associated with the attendance of minority group children in classes and
schools which are racially and socio-economically integrated.l/ This
conclusion is accepted and is not at issue here. We have not presented
compens atory education as an alternative to desegregation, but rather as
a complementary policy.2/ It is our view that both before, during and
after transfer from racially and/or economically isolated environments
to more favorable learning centers, educationally disadvantaged children
can »anefit from compensatory education services.

In this connection, it is worth noting two additional features of the
Coleman report:

. As the author has recently pointed out, the Coleman report
should not be used to claim that physical desegregation is
the only educational treatment that can have any positive
achievement effects.3

. There is no direct evidence in the Coleman report for the
conclusion, sometimes drawn from it, that compensatory edu-
cation does not work. The Coleman report analyzed the
existing range of school conditions in 1965-66 and had
nothing to say about situations in which very substantial
additional resources above normal school expenditures were
provided for basic learning programs. The Coleman report
did not analyze any such intensive programs.

1/ See Source 79,

2/ see Appendix T,
3/ New York Times, April 9, 1972.
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EVIDENCE CONCERNING THE RELATIONSHIP BETWEEN LEVEL OF EDUCATIONAL RE-
SOURCES AND ACHIEVFMENT GAINS

With «s:ect to the first question on whether or not compenesatory educa-
tion ... work, the evidence, as we have noted, is definitely encourag-
ing. ‘The important difference between success and non=-success appears
to depend on whucher compensatory education funds have been channeled
into traditional ratterns of expenditure--salary 1ncreases, routine tech~

" niques, : etc, ==~ or whether they have been used to develop supplementary,

focused, compensatory education programs, The reason there is so much
evidence of failure is that resources have more often been used in the
former rather than the latter manner.

On the second question of how closely effective compensatory education
is related to increased expenditures, the evidence, and therefore our
conclusion, is much less clear. However, on the basis of the cormmon

'sen® observation that a supplementary compensatory education program

will require additional resources, on the evidence that the elements
of programs found to be successful require significant additional
resources (e.8., individualized instruction), and on the basis of
some fragmentary evidence from several studies which have attempted
to relate achievement gains to additional expenditures, we conclude
that an effective compensatory education program will indeed require
significant additional resources and we have recommended as an
approximation of the needed addition the figure of $300,00,

To this conclusion, though, we would tenatively add another: there

is also an upper boundary of marginal costs, beyond which one would .
probably be wasting money in the application of compensatory resources.
These conclusions are based on several of the studies we have reviewed.

The State evaluations for California, Colorado, Comnect~
icut, and less directly, Wisconsin all indicate a relation-
ship between costs and effectiveness as costs move up the

range from $150 to approximately $300 1

Dr. Herbert Kiesling's analysis of successful compensatory
education programs in California concludes that there is a
consistent and strong relationship between educational
resources in the range of $200-$300 and achievement gains
for disadvantaged children. This report does not include,
however, large city observations.

A recent examination’ of souie state Title I reports,
as part of a larger reanalysis of Title I data, ‘concluded that there
was no compelling evidence for a positive relationship between
supplementary compensatory education expenditures. and achievement
gains. However, the same organization and authors had identified
a number of successful compensatory programs. 3 Most of these were

1/ See Appendices B, C, D, G,
2/ See Appendix s,

3/ See Source #77 and Source # 75 . . 13
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 characterized by application of educational resources on a
‘' concentrated basis.

At the other end of the scale, Follow Through (at $800 =

$1,100 additional per pupil)and the More Effective Schools

program (at over $1,000 additional per pupil) show no evie e
dence that enormously high resources produce greater incre~

ments of achievement than programs in the $300 per pupil

range.

It must be emphasized that we use the $300 figure as an approximation for
the intensive approach--we expect variation in the actual amount depend=-
ing on program characteristics. The notion of cost or a dollar amount
is merely a short expression for the creative use of educational re-
sources-=teachers, paraprofessionals, diagnostic reading instruction 3
specialists, individualized curricula, and the like,

PROGRAM STRATEGY IMPLICATIONS

Our assessment of the evidence is that compensatory education can help
disadvantaged children learn and that the chances of success are
usuclly greater beyond the standard effort devoted to basic learning
programs. Yet we know that money alone provides no guarantee of effec-
tiveness=~there is a continuing intellectual challenge to discover the
kinds of learning enrichment that can work with different kinds of
disadvantaged children and there is a need for coherent management,

! .

innovative pl_.anning and vigorous evaluatim.

The state of the evidence which we have reviewed demonstrates a great
lack of fully reliable, definitive findings, with respect to either
national, state or local compensatory education efforts. We must:

(a) Sponsor longitudinal studies of the effects of
compensatory programs over longer periods of
time upon individual students;

(b) Establish controlled experiments which can -
determine more carefully than is now the case
the relationships between program design,
program costs, program management, the stu-
dents served and achievement gains, '

i Having said we need to know more, much mcre in the near future we still
conclude that we know enough now to formulate a program which will try
to meet the educational needs of millions of disadvantaged children.
This program has been shaped by our best judgement of evidence:

t

]
§ we know that ‘comp’ensatory' education can be made to work for
[ poor children therefore we will use this approach;

!E we know that poor children are most in need of educational

! help-therefore we seek to focus cn the schools . : ' ;

‘ which contain substantial proportions of poor '
children; SRR 14
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we know that chiidren need most help with the basic
skills, reading and aritmethic-therefore we have
stipulated that the funds be used for this purpose;

we know that successful programs often require substantial
departures from typical educational practice and
usually cost more therefore our provision for about
$300 per child in compensatory services;

we know that children learn less effectively when there is
a great degree of economic or racial isolation-
therefore our provision for a "transfer bonus"
which will encourage districts to reduce economic
and racial concentrations within schools and our
desire to provide priority in funding for dis-
tricts which are making efforts to desegregation
and reduce economic isolation;

we know that the Federal compensatory, education program has
not been successful as whole - that funds have not
reached poor children in the correct pmwportion and
that the formula grant aspects of the program have
permitted significant amounts of funds to be spent
in ways which have had only minor educational cone-
sequences for disadvantaged children=-therefore we
seek a project grant program which will permit us to
attempt a coherent, focused and concentrated com=
pensatory education effort,

A well planned and managed project grant program along these lines which
combines the resources of the Federal Government with the creative
enthusiasm and sensitivity of local school authorities offers the needed
assurance that we can hope for some success,
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In conclusion: a perspective

The educational aspects of the Equal Educational Opportunities Act are an
integral part of this Administration's perspective on social policy. Imn
his first message on Poverty in 1969, the President told the Nation about
the negative preliminary results of the Head Start program and he added:

"This must not discourage us. To the contrary it only demon-
strates the immense contribution the Head Start program has

made simply by having raised to prominence on the national
agenda the fact--known for some time, but never widely recog-
nized--that the children of the poor mostly arrive at school

age seriously deficient in the ability to profit from formal
education, and already significantly behind their ‘contemporaries.
It also has been made abundantly clear that our schgols as they
now exist are unable to overcome this deficiemcy." '

In August 1969 the President submitted the Family Assistance Program to the
Congress. A major underlying assumption of the President's welfare reform
initiative was that schools could only contribute a part of the resources
needed to help poor children and that improved achievement for these
children was more related to family income. This perspective was very
much shaped by the findings of the Coleman Report. -

A consistent theme of educational policy has been the search for reforms
which would help poor children. In 1970, the President stated that:

"The most glaring shortcoming in American educstion today con-
tinues to be the lag in essential learning skills in large
numbers of children of poor families.

"In the last decade, the Government launched a series of ambi-
tious, idealistic, and costly programs for the disadvantaged, -
based on the assumption that extra resources Would equalize
learning opportunity and eventually help eliminate poverty.

"In some instances, such programs have dramatically improved
ch ildren's educational achievement. In many cases, the pro-
grams have provided important auxiliary services such as
medical care and improved mutrition. They may also have
helped prevent some children from falling even further behind.

"However, the best available evidehce indicates that most of
the compensatory education programs have not measurably helped
poor children catch up." (Emphasis in the original)

1/ Source: 98,

2/ Source: 97.
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At that time the President concluded that "more of the same," whether in
programs called compensatory education or in regular school practices
simply would not provide the effective help needed by poor children.

A major part of the reform which the President proposed was establishment
of a National Institute of Education, which is to provide a Federal basis
for stimulation of educational innovation and the discovery of programs
and practices that can be effective.

Similar themes were repeated in the President's recent message on the Equal
Educational Opportunities Act--routine compensatory and school programs are
not enough; there is a need for inmovative concentrated compensatory efforts
focused on basic learning skills in order to help poor children.

Once again the Congress has before it a proposal intended to help millions
of poor children--we know that the problems are too great to wait for our

‘completely certain knowledge. Responsibility requires that we make our

best efforts on the basis of the knowledge before us.
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INTRODUCTION TO THE EVIDENCE

As in wmost areas of social policy analysis and research, there are profound
epistemological problems in the literature dealing with the evidence on

compensatory education whatever the techniques of analysis. However careful
the design of a study, there are likely to be different opinions concerning

its validity, its intrinsic meaning and its relation to governmental policy
alternatives, " '

There is a paradox of first magnitude inherent in most social and educational
research: if a study is as completely rigorous as might be required to pro-
vide clear and unmistakable conclusions, its findings will be difficult to
project into the real world; and, conversely, those analyses which are done
in the midst of real.school practices are more relevant to policy but more
likely to be flawed in method and precision of conclusion. But, we add that

it is possible to undertake policy relevant studies that are carefully de-
signed and conclusive. .

How to Assess Progress in Learning

The evidence we have summarized is on the whole limited to studies which contain
pre- and post-test standardized achievement data. This implies a significant
decision on our part to consider as evidence, positive and negative, a set
of measures which it has been argued tend to understate the capabilities and
achievement gains of poor children because of various content and measutement
biases., We do mot feel that standardized.tests are the only way to measure
the achievement of children and we do agree that progress in educational
wmeasurement is vitally needed so that all economic and cultural groups will
be fairly assessed. Nevertheless, for the purpose of this analysis we felt
it essential to limit our consideration to achievement data because it .pro=
vides the only basis for an accumulation of evidence across such a wide

diversity of studies and is the only commonly accepted set of measures now
available. : C

Among those who agree on the use of achievement test data there is a basic
question concerning the use of “achievement gain" scores as measures for
improvement. One point of view is that even if a child gains at the rate

of one year per ygar of instruction but still ends the sixth grade at a
reading level of 4.5 (instead of 6) he has not really made much progress.
This is a matter of judgment. The illustration below contrasts the grade
level attained by children who progress normally and the usual pattern .
for disadvantaged children which results from the typical pattern of cumula-’
tive lag in reading attainment, . Lo W ' :

el

19




L0 S

o

IO M 2 e,

18

FIGURE 1: Progress ¢f three children at different rates
from the ssme starting point

This illustration makes clear that the first step in helping disadvan-
taged children is to improve the rate at which they learn--as long as that
remains at the maximum rate of .7/year for each year of instructiom, these
children fall farther behind each year (examples B and C). For that reason
we judge improvements above that typical for disadvantaged children in the
achievement rate to constitute successful compensatory education.

Clearly, we consider compensatory education to be mch more successful and
effective when the abeslute achievement level of the disadvantaged children
is at or above that typical for their grade. And without question the
ultimate objective of compensatory efforts should be to help disadvantaged
children achieve the same reading levels as their classnates.

Booad Issuee of Data Vallditz ‘

Except for the very carefully controlled, small scale research studies, in
all the evaluations of compensatory education, we are faced with one or
another set of data problems which create uncertainty. - Let it be noted
that these uncertainties apply as much to the negative .as to the positive
evaluations of compensatory education. There are two major kinds of
uncertainties: those pertaining directly to the validity of the achievement
results; and, those relevant to the nature of the sample from which the




19

results are drawn and hence to the generalizations possible as a result
of any perticular study. These are separable issues: a study may be
valid for the group of children it has included whether or not that group

of children is representative of all the children in a given community,
state or nation, or any category of children such as "disadvantaged
children."

Of particular concern in this discussion is the intrinsic validity of the
studies because we know that there is no evidence available on compensatory "
education which is or could be truly reflective of the United States as ' |
a wvhole--and this applies to the national evaluations of Title I which ‘
were based upon achievement data derived from an unrepresentative sub- |
group of children in a sample that was intended to be representative. ‘

5 The following is a brief discussion of the effects of the major problems

i associated with large-scale evaluations which use reported data. This

; applies to the two national evaluations of Title I, the state evaluations

; of Title I and all the city evaluations except for the specific sub-studies
‘: which used control or matched comparison group designs and the same achieve-
ment tests.

A. Pre- and Post-test results reported for different children

ey, oy e e g aem e

Effect: If this happens because of the movement of children, especially
disadvantaged children in and out of schools during the year,
then the effect is to underst:ace the real achievement gai.ns
of children.

If this is due to conscious substitution of better perfbrming
children, then of course the effect: is to overstate achieve-
' nent: gain, .

T

ST e

ovoan

B. Mixing of different tests as a bas is for obt:aining _o've'ral.l. ' averagé‘ gains

Effect: There are statistical procedures for substantially neutralizing
the distorting effects of the large variat:ians in the results
'obtainded with the same children on different tests, 1f these -
techniques are not uged the effect can be to understate or
exaggerate the achievement results depending on how the scores
are denived and overall averages computed.

A T vt

C. Use of out of phase tests

pEtdan Jot~

Effect:: May understate or overstate achievement gains depending on
vhether a “floor" or "ceiling” test has been used.

gt ]

N
RTINS

D. Poor test adminiot:racion and normal clerical errors

ect: May either understate.or overstate gain.
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FE. Regression toward the mean

Effect: Due to intrinsic aspects of certain analytical procedures
and measurement errors (test unreliability) low scoring
students may score higher on a post-treatment test in the
absence of any special treatment effect. The extent of
this effect varies with a number of factors.

The cumulative weight of such errors can of course be very large. One
assumes that the states and cities which regularly and systematically
conduct large scale evaluations of compensatory education take means to
reduce the errors due to these and other factors. The State of California
for example used pre-~treatment and post-treatment test data im its 1970-71
analysis only when assured that it was for the same children; and it has
devised procedurcs to eliminate error dve to mixing of scores from different
standardized tests and out of phase testing.

Basis for selection of evidence

a This review is based on all the evidence known to the Department at this

" time. All federally funded evaluations of ESEA Title I and all major

* analyses of other compensatory programs have been included. Most state

‘ evaluation reports containing achievement test data have been included.

i The state reports which had the most achievement data were analyzed in

f greater depth. The first HEW analysis of state evaluation report achieve-

! ment data was done in 1970 and identified the comparatively few reports with
" substantial amounts of data.

There are undoubt.edly ot:her city or county evaluations of compensatory
education in addition to those we have included. But those we have
summarized are the only ones known or available to HEW. The “situational
evidence" has been selected to provide examples of fairly rigorous
evaluations of successful compensatory progrm

* Our intention has been to present the ma jor work relevant to the policy
issues under consideratiom--it has not been outr intention to undertake

t a comprehensive academic survey of everything written about every compen=-
satory education project.
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CALIFORNIA
Issue: Does Campensatory Education Work?

In California students are usually selected for participation in Title I
programs only if their achievement rate has been less than .7 year's

growth for each year in school.l This means that we can assume a

maximum of .7 month gain per month of school to be the baseline of compara-
tive percformance for children receiving compensatory services in that state.

Using a state-wide testing program with pre-treatment and post-treatment
comparisons using standardized achievement tests, the state conducts a large
scale annual evaluation of the effectiveness of Title I compensatory services.
Tn the 1970-71 school there were additional efforts to ensure the validity

of the results and achievement test data for 113,408 children of the 2h8é289
children participating in the reading program met the rigorous criteria.

The analysis indicates that 61% of the participating children made achieve=

ment gains in reading greater than would have been expected without compensatory
services (see California Table I below).

CALIFORNIA - TABIE I

Reading Achievement Gains of ESEA, Title I, Pyblic School Students
by Grade Level, 1970.71 /2

=71 1 Percent of students, by month's grouth
Number

Grade of Substantial Moderate Little or none

level students 1.5+ 1.0 o 1.2 | 0.7¢00.9 | 0.6 or less
One 10,280 - 5.2 19.4 22.9 $2.5
Tvo 14,39 4.4 29.7 32.6 33
Three 23,438 _ 2.5 14.1 43.3 40.1
Four 20,236 10.4 20.0 2.7 . | 39.9
Five 18,444 1.3 | 13.7 35.6 43.4
Six 17,525 6.7 13.4 8.1 36.8
Seven ° 2,185 13.8 3%.9 32.5 18.8
Big\!t 1,838 13.4 19.8 35.0 3.8
Moe | 2725 [ 2. © 28.3 3.6 16.1
Ten 1,267 12.7 33.5 a.0 12.8
"Bleven 405 12.6 isa | o 14.3
Tuelve 124 9.1 33.3 16.1 11.5
Total or )

average 113.&00. - 1.0 _ 18.6 35.5 38.9.

1.0 56.1 8.9

1 Sburce:' 10

2 Achievement test data was included only when pre and post standardized
test data on the same children‘wete available. Also, results were only 24
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of particular note is the fact that 26% of all these children sRowed rates of
gain above that typical for children who are not disadvantaged.

In mathematics performance the results are similar. Achievement test data
for 103,339 students was analyzéd and showed that 69% gained at a rate
; greater than customary for disadvantaged pupils. Of these, 32% showed ac-
achievement gains greater than expected for the average pupil (see California

Table II), -

CALIFORNIA TABLE 1I

Mathematics Achievement Gains of ESEA,

‘ Title 1, Public School Students

by Grade Level, 197071 /2.

Percent of students,

by month's grewth

: Grade |  Number of

; level students Substant{al Moderate Little or
; none .
1.5+ 1.0 to 1.4 | 0.7 to 0.9 | 0.6 or less
One 9,223 3.2 16.3 17.1 63.4
Tva 11,83 7.3 227 38.2 n.8

i Three 20,982 1.8 36.2 33.7 22,3

( Pour 19,773 10.1 35.3 35.3 19.3 .
Five 12,559 7.8 ] 161 50.7 25,6

i Six 16,517 5.3 13.8 40.6 40,3
Seven 2,200 3.6 15.3 - 32,8 48.3

! Efght 1,810 11.4 2.6 41,1 4,9

b Nine 2,129 13.2 22.3 25.8 38.7

: Ten 859 19.6 15.1 22.0 43.5

{ Eleven 281 5.7 62.6 - 7.5 2.2
Tvelve 170 64,1 94 . 1.2 . 25.3

X

1 . =

Total | 103,339 1.6 2.3 36.8 3.3

¥ or :

i average. 7.6 61.1 kS |

included if more than 25 children in a school had taken the tests for a
specific grade level.

1 Source:10p. 12,

2 Source:10p, 19,

<5
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Trend over time

A comparison of reading achievement results over the last four school years
shows that the proportion of disadvantaged pupils showing in;provement- above
the baseu)ne ranged from 52% in 1967-68 to 6% in 1969-70. (See California
Table III). _ o - -

CALIFORNIA: TABLE III
Reading Achievement Gains of ESEA, Title I, Public School Students
1967-68 Through 1970-711

e m———

included in the analysis)

Year - Achievement Results
(% of pupils)
Substantial Moderate Litt le or

) gain gain: ~  No gain

| (1.5+) (+7-1.4) (.6 and

| less)

| x % %

| 1970-71 | 7 s4. || 39.

‘ 1969-70 | | 9.4 57.5 || 33.

] : ‘

| 1968-69 15.5 55.2 | | 29.2

| 1967-68 | 10.9 || 40.6 || 48.6
(
1/ source: p. 13 (Percentages prorated to 100% for those children
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Non-public schools

These positive results also hold for children receiving compensatory
services in the non-public schools. Reading achievement data was analyzed
for 4,394 children in the 1970-71 school year and indicated that 6% showed
gains larger than expected of disavantaged children. More than 32% of these
children gained at a rate greater than the expected national norm. In math-
ematics achievement 69% of the 3,548 children whose scores were analyzed
showed gains greater than might have been expected for disadvantaged
children.l (See Colifornia Table IV below)

'CALIFORNIA - TABILE IV

Achievement gains for non-public school pup‘ ils: Reading
and Mathematics, 1970-T71

~ Percent of students, by month's 'Mh‘

Number of  Substantial Moderate __ TAttle or none
Subject students l.L 1.0 to l.ll 0.7 %o 0.9 2 0.6 or less
Reading k4,36  10.k 2.9 30.5 . 3.2

Mathematics 3,5h8 11.5 - ' 6000 29.0

1 / Source:10p. 20 (Percentages reflect the proportion of students :I.n
different gain dategories among those with analyzed
achievement data).

A 4
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Another type of evidence concerning effectiveness

Using 1970-71 data the California Department of Education selected a

sample of schools with "saturated" Title I services - more than 75% of the
enrolled children were Title I participants. Then a random selection was
made of a set of schools matching the saturated schools in ethnicity but
without any children receiving Title I services. The result of a comparison
of the achievement test results for the two groups of children was that

they were nearly jdentical.l This finding is very important because ‘it

is a fact that the children in schools where75% or more of the children
receive Title I services are the most disadvantaged in the state and the

comparison group is likely to have contained only a small proportion of
disadvantaged children. The results suggest that even in this "worst case'"
comparison the saturated compensatory program was able to bring the absolute
achievement level of the most disadvantaged children up to equality with
their better-off peers.

A second difficult case analysis was conducted with the 1970-71 data.
Picking two grades arbitrarily, results were examined for the children

who performed least well in the pre-treatment tests (those in the lowest
quartile + .2GE). The expectation would be that these children constitute
a severe test of the efficacy of compensatory education. The results in-
dicate that significant proportions of these children have made gains above
.7--note, however, that none in the third grade made substantial gains

(see table California 5).
CALIFORNIA TABLE V

Achievement Gain Rates for Children in the Lower Quartile
of Initial Performance--Reading, 1970-71

Number Proportions in achievement gain groups

Grade Test Analyzed Substantial Mcderate Little or none
(1.54) (.6-)
3 CTBS 1,000 - - 50-65% 30-40%
3  stanford 3,500 -- 65% 35%
6 . CIBS 3,000 8% 67% 25%

Source: Analysis provided the Department of Hea 1th, Education and
Welfare by the California State Department of Education,
working papers. .

1/ Specifically a mean raw score of 45 for the third grade in the saturated
schools and 46 for the children in the matched schools. Sources:
print-out from SEA. S -

L
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Is there a relationship between cost and probability of success?

Since the 1969-70 school year California has modified its Title I regu-
lations to emphasize that services should be concentrated at the level
of at least $300 per child.™ This formalized a preference that has been
evident in tléne state department of education at least since the 1967-68
school year.“ Dr, Alexander Law, Chief of Program Evaluation for the
State, reports that for the 1970-71 school year he has audit and other
evidence suggesting that local districts have in fact allocated their funds
in accordance with he $300 per child guideline and that there is little
likelihood of a large variation in supplementary per pupil expenditures
above that level because most districts prefer to reach as many children
as possible.

This strongly suggests that the California Title I program for 1970-71
can be considered a fairly good test of the intensity hypothesis. Under
these assumptions, our judgment is that the high proportions of children
making improved gains in reading and mathematics strongly suggests that
the strategy of concentrating resources at some "critical mass' level is
a sensible one. This does not mean that this is sufficient condition for
success as is indicated by the 40% of the ‘children who made no improved
gains in reading and the 31% showing no improvement in mathematics in
1970-71.

The average $300 per child in Title I funds was not all used for basic
learning programs in reading and mathematics. It is in fact not possible
to separate this aggregate figure into its components on a school by
school basis and thereby derive a direct correlation with mean achievement
test scores by school. However, an average of supplementary funds for
reading and mathematics for the Title I participants has been calculated
which includes Title I and other compensatory aid sources: in 1970-71
the average child received $242 in compensatory reading services and $140
in mathematics compensatory services. This average amount for reading
reinforces the notion of a "critical mass'" while the lesser amount. for .
mathematics in combination with the positive performance results shows
that the intensity needed may vary from subject to subject.

Questions about the eost data

The FY 1969 California state report concluded that there seemed to be a
strong and clear relationship between cost and achievement gaing in com-
pensatory programs. As a result the U. S. Offiice of Education sent two
individuals to consult with state officials: they collaboratively pre-
pared a quickly done.analysis of 709 ’gitle I projects where cost and
achievement data were both available.® A brief summary of that joint
analysis follows: - :

FAREN o R T I

Source pP. 3.

2/ See, passim Sources:

3/ This is the California study cited by the President in his message on
EEOA, March 17, 1972. Ml
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CALIFORNIA TABIE VI 1
Relationship Between Cost and Achievement

28

Very Least
Substantial Substantial Moderate Achievement
Achievement Achievement Achievement Gain
Gain (2.0+) Gain (1.4 Gain (less
* Totil; (200"’) (1.4 - 109) (100 - 104) thag 100)

# pupils 10,522 2,434 2,664 N/A. 5,419

% of sample 100% 23.1% 25.2% N/A 51.5%

Average per

pupil expenditure N/A $298 $271 N/A $160

The liminations of that cost data have been well noted in the original
USOE document and the subsequent HEW summary. This 1968-69 analysis
was seen as a preliminary one at best.

Because of strong interest on the part of the Los Angeles County Board

of Education in the findings of that state eveluation, the County

undertook its study of the relationship between eost and reading achievement
for the group of districts within its Jjurisdiction.? That study concluded
that "there was little evidence of relationship between cost and reading

achievement . . . in the programs analyzed".3

This analysis was carefully done and one must accept that conslusion for
the 30 districts analyzed and for the 1968-69 school year. .Two important
points are worth noting: the authors themselves state that there is a
good chance that the absence of a relationship is due to the inaccuracy
and adequacy of the cost data available to them rather than to.a
demonstrated non-relationship; secandly, the Ios Angeles County analysis
has been used by some to refute the 1968-69 California state report -
but these two reports considered different sets of districts.

Concerning the general validity of the cost data used for the Joint
USOE/SEA analysis in 1968-69 the officials in California admit that the
cost data is far from perfectly accurate and reliable yet they contend
that those were the "reasonable estimates of those most able to make
reliable statements about costs" the local school authorities®

1/  Source for this table is data used to prepare the FY 1969 California
* " State Report. A sample of 10,522 students in Title I projects with
reading as primary emphasis. The 10 largest were not included because
of late submission of data. Expenditures were derived from LEA evalu-
ation reports, LEA application forms and LEA financial reports.

Source %9 p. 15

2/
3/ Ibid., p. iv
4/

Dr. Vincent Madden, Chief, Bureau of Compensatory Edncatich,
Evaluation and Research, Sacramento, Claifornia

Y o
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Issue: Does ‘compensatory education work?

In Fiscal Year 1971 the Colorado State Department of Education collected
reading achievement data for a sample of participating Title I public
pupils, A random sample survey stratified according to size of grant
was sent to 507 of the reading projects; reading achievement data for
various pre and post tests were received and analyzed for 1,777 pupils
in grades 2-8. These scores accounted for approximately 127 of all
pupils receiving Title I remedial funds in reading in Colorado, however,
the scores probably are not representative of the entire state progress.
Noteworthy gains in reading were demonstrated by this set of pupils,
Table I presents the average gain in grade equivalents per month for
these pupils; it should be kept in mind that the disadvantaged child is
characterized as achieving at approximately .07 GE/month.l oOut of these
1,777 pupils, 1,430 of 807 achieved at .08 GE/month or greater, 25% of
those gaining or 351 pupils showed substantial gain by achieving at .15
GE/month or greater.

In Colorado a substantial number of remedial reading programs are financed
through a three year program ending this year entitled the "Educational
Achievement Act of Colorado.' The purpose of the funds is to concentrate
efforts on pupils significantly below grade level in reading achievement;
for example, pupils considered for the project were normally two or more
years below grade level in reading ability., During 1970-71, 6,521 public
pupils received compensatory reading instruction from funds provided by
this act; an evaluation in October, 1971, conducted by the University of
Denver 2 represented 5,667 pupils or 87% of the compensatory reading
instruction populdtion. The evaluation organized the data according to
six types of programs. (See Tabie II). The mean gain in reading achieve-
ment test scores was moderate to substantial and varied from a low of .65
grade equivalents to 1.19 GE (normally the disadvantaged pupil achieves
at a level of .7 GE), The project objective of producing a one-year gain
in reading achievement test scores was met in one-half of the programs.

It is of interest to note that the senior high pupils in program 1 which
received the lowest change in achievement (their scores fell below their
pre-test scores by .73 years) were also the pupils found to be absent
from school the greatest amount of time (approximately 6 days a month).

/

Selected Site

A Title I evaluation for FY 71 was done in Poudre School District RI,
Colorado, between a treatment and control group showing a significant
impact on reading achievement for 447 fourth grade Title I students
compared to 502 similar fourth grade non-Title I students. .(See Table III

1In this entire review we use ,7 GE per year gain as the maximum performance
for most disadvantaged children and this is what we mean by "typical" = we
do not use this as the mean of the gains shown by disadvantaged children.,

3)

2pn Evaluation of the Compensatory Reading Programs Resulting from SB 174
for the 1970=71 School Year, prepared by the Bureau of Educational Research,
University of Denver, October, 1971, Source: 12 .

3colorado Annual Evaluation Report Title I ESFA, FY 1971, pp. 55=57
14 N g 7

Source:
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A greater percentage of students were found to be reading above the expected
reading grade in Title I schools than in non-Title I schools.

Issue: Is there a Relationship Between Cost/Intensity and Probability of
Success? : :

The Title I Colorado evaluation for Fiscal Year 1969 concluded that the
evidence presented by ranking projects according to academic achievements
in reading, language arts, and mathematics indicates that a per pupil
expenditure of more than $200 correlates with successful achievement,
Table IV presents this evidence =~ the most successful reading projects
were found to have an average per pupil expenditure of $285, the most
successful language arts projects $225 and the most successful mathematics
projects $169, This compares to the middle project averages for those
subjects of $178, $207 and $175. The reading data presented in the state
report is based upon the selective ranking of 15 projects out of a total
of 42 reading projects, while the scores for language arts are presented
more completely by showing 9 of 11 language art projects with achievement
data, . :

The 1971 evaluation of the Educational Achievement Act of Colorado has
given some analysis of per pupil expenditures related to achievement
gains in reading scores. (See Table V)., The per pupil expenditures
varied considerably; and interestingly, the least expensive program
(Program 2 at $66/pupil) experienced one of the higher averages of gain
in reading achievement (1,08 GE). However, it is worth noting that pro~
jects were grouped under this program because they employed teacher aides
utilizing commercially prepared reading programs, and by looking at the
last column on Table V it is realized that for all other programs the
average per pupil expenditure involved in producing a one-year gain in
reading achievement test scores was always above $250,

Limitations of the Data

Although the reading achievement data from FY 1971 was taken from a

stratified random selection of projects, some of the surveyed projects

did not report achievement data and the 1,777 student sample is probably
limited in its representativeness of the entire state. Colorado does not
administer a state-wide testing program; it is assumed the test scores
reported from each project are comparable. The analysis of the data was
done quickly and little is known about the characteristics of the children
in the sample (i.e, minority or most economically deprived).

The cost data presented in the FY 1969 report does not show information

for the total sample. Reanalysis of the data given, however, does indicate
there is a relationship between cost and success. The method of estimating
costs is not stated nor are the primary objectives Gf the projects.

| 33
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TABLE 1II

T,

Summary of Reading Test Data
Evaluation of Educational Achievement Act of Colorado

o | | Program Number . o Average for
Grade Level. 2 3 4 3. | Grade Level

Elementary
(K=6)
Mean Pre-test
Mean Post=test
Difference
N

B S et R TT T

Junior High
(7=9)
Mean Pre=test N/A
Mean Post=test N/A
Difference N/A
N ‘ N/A

Senior High

(10-12) S |
Mean Pre=test N/A _N/A
Mean Post=test ' _ NJA NA
Difference ' N/A N/A

N N/A N/A

%
¥
i
>
4
1
¥
I
}
1
11
Iy
)
'
{
1;‘
5
1.
¥
»
|3 .
;l
£
bv
k
4
3
3

Average for

Program

Mean Pre=test 2,58 2,97 3.69 2,24 2,53

Mean Post=test 3.38 4,05 4,65 2.89 3,56

Difference «80 1,08 «96 .65 1,03
N

sl

R et 37 ke g e R

N/A indicated that program was not implemented at that grade level.

*The reading achievement test data for the Program 4 districts were received
after the evaluation was completed, A mean gain in reading achievement
test scores of 1.19 years was observed for this district,

o A RS a e et e

Source: An Evaluation of the Compensatory Reading Programs Resulting from
SB 174 for the 1970-71 School Year, October, 1971, p. 10.
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TABLE III

POUDRE, COLORADO = TITLE I COMPARISON

The current standing in reading of all fourth grade Poudre RI students has been
carefully tabulated by the Reading Services Center Using scores from the California
Mental Maturity and California and Reading Tests given in September. In order to
make an impartial comparison between Title and Non=Title Schools the Expected Reading
Grade for each was calculated using the Gates-McKillop formula with the following

results: '
Title Schools o Non-Title Schools
447 4th Grade Students tested twice 4 502
79 - 136 ' I.Q. Range 79 - 140
65% = 35% Ratio between high I.Q. and low I.Q. 847 -~ 16%
students
2,0 - 7.8 Grade Placement Range 2,0 - 8,5
3.0% Reading 1 or more years above ERG 6%
60.0% Reading at or near ERG 51.0%
37.0% Reading 1 or more years be}ow ERG 48.4%
"What has been accomplished since 1966 when reading
specialists began working in Title Schools? One
Title and one Non Title School were carefully sur-
veyed. Those two schools were chosen because their
boundaries have remained relatively stable.,
Title Schools Non Title Schools
196 1969 166 1969
" 48%=52% 32%-68%  High-low I.Q. ratio 89%-11%2  88%~127%
4% 167 Reading 1 or more years above ERG 5% 0%
67% 66% Reading at or near ERG 747% 447 |
25% 10% Reading 1 or more years below ERG 21% 56%

Source: Colorado Annual Evaluation Report, Title I E3EA, FY 1971, p. 57.
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TABLE IV 35

Colorado Achievement Related to Cost

_ RANKING *
Top Projects Middle Projects Bottom Projects
Reading
# Pupils 2202 4151 1432
# Projects 5 5 5
Mean Q!l_g_ng_e_?in 3,'4 ' 2,5 «l,4
T=8core
Aver, per pupil $285 $178 $112
f Expend.
Language Arts
§ ## Pupils 403 604 13,730
# Projects 3 ‘ 3 3
Mean Change in S 2,37 . 1.9 2.4
T=-8core T
Aver. per pupil $225 $207 $167
Expend. -
Mathematics
i # Pupils 5,036 15,232 1,207
# Projects 5 5 5
Mean Change in
j, T-score 5.4 . 1.2 -.3
| Aver. per pupil $169 $175 $146

Expend,

*Project:s were ranked on the basis of two factors: the mean change in
T scores (a score conversion for Colorado which includes the standard
deviation) and the percentage change in the proportion of students who
scored below the lowest quartile, the greater the reduction of pupils
in that quartile, the higher the project was ranked,

Source: Colorado Annual Evaluation Report Title I, FY 1969, pp. 9-13,
reanalysis of the data presented. The averages for the projects
vere recalculated by multiplying the number of students by the
P.P.E,, adding the results and dividing by the number of students -~

. .and similarly multiplying the changes in Tescores fer each. :
project by the number of students in that shift and dividing
r by the total number of students for each category. X
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Connecticut

A, Does Compensatory Education Work?

The number of pupils served in Connecticut compensatory programs has
decreased each year since 1968. Prior to that date, school districts
attempted to reach an increasing number of children each year. This
approach of spreading out limited funds did not greatly change mea-
sured achievement of the disadvantaged, After 1968, school districts
began to concentrate program efforts on fewer pupils with the expecta=-
tion that more programs would be successful. Since 1968 the number
of program participants has decreased from 98,769 to 56,093 in the
1970-71 school year (Table 1), Along with the increased concentration
of services perchild came an increased number of programs in which

the State's most seriously disadvantaged pupils did well,

Programs serving the severely disadvantaged are defined as those pro-
grams where the average pre=-test achievement scores are at least ome
year below grade level. 142 of the State's 351 compensatory programs
served severely disadvantaged pupils in 1970=71, In 109 of these 142
programs the pupils achieved, on average, a year or more growth in
basic skill areas over the course of 1970-71, Seventy=-nine (79) of
the 109 exemplary districts served public pupils; the remaining pro-
grams served non=public pupils,

B. Is there a relationship between cost/intensity and probability of

success?

Reading test gain rates for the 79 public exemplary programs were com=
pared to five other factors by means of product moment correlation
coefficients, The results of the correlation tests for the public
school exemplary programs show that program costs are positively
related to program test results (Table 2),

In order to insure that this finding was not peculiar to the exemplary
programs the test was replicated for all 145 public programs serving
elementary grades and having pre-treatment and post-treatment reading
test data. The positive relationship between program costs and rate

of achievement proved consistent (r=+.292, significant at the 17 level).

Program cost data are presented in table 3,
C. Limitations of the Data
Standardized achievement test data are reported by program in varying

measurement units which required computational conversion to a compar=-
able rate of gain which may introduce some degree of bias to the data.

-
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- CONNECTICUT - TABLE 1 39

COMBINED COMPENSATORY PROGRAM STATISTICS: 1970-71

UNDUPLICATED COUNT OF PUPILS AND COMBINED STATE AND FEDERAL AID

State and Program
Public Nonpublic Total Federal Per Pupil
Year Pupils Pupils Pupils Dollars Expenditure

1970-71 50,775 5,318 56,093  $18,662,744 $333

’ 1969-70 59,633 8,276 67,909 18,466,605 272
1968-69 69,119 8,042 77,161 13,895,775 180
4' 1967-68 92,198 6,571 98,769 13,889,171 140
;  1966-67 71,084 4,406 75,490 13,544,765 179
1965-66 58,018 2,788 60,806 8,631,431 141

. CONNECTICUT - TABLE 2

EXEMPLARY PROGRAMS IN PUBLIC ELEMENTARY SCHOOLS

RELATIONSHIP BETWEEN READING TEST GAIN RATES AND OTHER FACTORS

Number of (Correlation

Variable Programs Coefficient Relationship
grade promdtion 73 + .03 not significant
school attendance 70 - ,01 rot significant
progfmn$ expenditure 75 + .32 gignificant (.01
level)
" town $ expenditure 75 + .12 not significant
program hours 75 + .10 not significant

- Compensatory Education in Connecticut 1970-71 pregared by the
Q Connecticut State Department-of Education. p.5, 2 Source: 15.

41
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CONNECTICUT - TABLE 3

e t——— 1 b:  m———e cmd) v ¢

Type of Compensatory Program
Exemplary programs in public elem, schools

All elementary compensatory reading programs

All compensatory programs

© 40

¢ cment e s e e o —— e ——— bt

Median
per pupil

expenditure
"$383 -

337
357

Coggehs'a'v_:_cﬁ[' Education in 'C'o.nnme'ctj_.‘cdt 1970-71 prepared by
the Conmecticut State Department of Education Source: 15,




PETPIT

41

APPENDIX E

S

E

Aruitoxt provided by Eic:




42

RHODE ISLAND

A. Does Compensatory Education Work?

Evaluation of published results of standardized statewide
Gates-MacGinitie reading tests administered to participants in
compensatory reading programs for two consecutive academic years
(1968-69 and 1969-70) indicates that substantial gains were made
during each year's participation in the compensatory reading
programs. More than 3,000 pupils were tested each year; all were
educationally deprived children attending schools serving the
highest proportion of low income families.

: . An examination of the pre-program test scores shows that

: the participants average reading level was well below their grade
level. This was increasingly true with each successive grade

; (Table 1), Examining the post-program test scores shows these

! same problem readers gaining in average reading scores at a
faster than normal rate for their ages during the course of the
compensatory program (Table 2). '

Examination of the second year's (1969-70) post test scores
reveals that the average reading score for 2nd, 3rd, 6th and 10th
grade was at or above grade level, and al other average grade
scores had shown substantial increase, although not yet reaching
grade level. This was an improvement over the previous years
(1968-69) test results, where only the 2nd grade average post
test score was at or above grade level.

In terms of average monthly gains, the compensatory reading
pupils in grades 2 through 10 showed a pre-program range of 0.5
to 0.8 months for each month of school, with 0.7 as the average
for all grades. These same children, re-tested at the completion
of that year's compensatory reading program, displayed gains
ranging from 0.8 to 2.4 months gain for each month of school,
with the average for all grades climbing to 1.2 months for each
month of school. - :

Results for the 1969-7C.school year were even more dramatic.
Average monthly gains for all grades was 0.6 at the beginning of
the school year and climbed to an all-grades average of 1.9 months
gain for each month oi the compensatory reading program. This
means that children whose reading performance gain was only
slightly more than half the normal gain rate were now gaining at
almost twice the normal gain rate. The grade by grade average
gain ranged from 1.1 to 3.5 months for each month of school.

44
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A review of unpublished reading test results for more than
3,000 of these children tested during the 1970-71 school year
shows that approximately 60% of the children are performing
above the . upper noxm’ for disadvantaged (0.7 average monthly
gain) in the area of vocabulary -and approximately 55% are per-
forming above 0,7 in reading comprehension,

of Success?

During the 1970-71 school year more than 3,000 of the compen-
satory reading pupils received pro-program and post-program
standardized achievement tests. These tested children attended
18 different school districts. The per pupil expenditure for the
compensatory: reading program differed in each school district.

The average monthly gain figures for each pupil based on their
post-test achievement scores are divided into three performance
groups - low, average and high. The per pupil expenditure for
the compensatory reading program could then be associated with
one of the three performance groups with the following results:

Direct -Compensatory Reading costs (PPE) Related to Grouped Achievement
Scores

Per Pupil Expenditures for Compensatory Reading
Programs Achievement level

Low . Medium “High
Vocabulary $224 $240 $247
Reading Compre- $218 $238 $258

hension

The differences in per pupil expenditures for both vocabulary
and comprehension scores is consistent but of small magnitude -
ranging from $218 to $258 between the lowest and highest achieving

groups,

1/ Source of the above table is unpublished data collected by
the Rhode Island State Agency for Elementary and Secondary Education:
1970-71 school year.

Grades included =2 - 6

Standardized Test = Gates-MacGintie Vocabulary and Reading

Average Monthly Gain = AMG = Post test grade score - pre test

grade score number of elapsed months
r . between tests
AMG for disadvantaged children = 0.7 (upper boundry) .
AMG for normal learners = 1,0 (National norm) 45




RHODE ISLAND - TABLE 1

PRE-AND POST-TEST READING ACHIEVEMENT DATA, FY-70

Combined Combined

Grade Pretest Posttest PAMG AMG
1 (N=23) 1.5 1.8 3
2 (N=856) 1.6 2.3 5 1.1
-3 (N=764) 2.0 3.0 ol l.4
| 4 (N=364) 2.6 3.6 ol 1.3
S (N=339) 3.3 4.5 6 1.6
6 (N=20u) 5.0 6.1 8 1.6
7 (N=2u2) 4.4 6.0 6 2.2
8 (N=175) S.4 7.i 6 R
9 (N=13u4) 6.1 7.5 o7 3.5
10 (N=35 ) 9.0 10.0 8 1.8
TOTAL (N=3196) 6 1.6

i »

Source: Title I, Element

and Secon

N ary dary Bducation Act in Rhode Island -
Pifth Annual Evaluation/Fiscal Year 196970, published by the
fhode Island State Agency for Elementary and Secondary Education.
Pe 43,




RHODE ISIAND - TABLE 2

COMPARISION OF READING ACHIEVEMENT DATA

FOR THE YEARS 1968-69 and 1969-70

45

Pretest Posttest PAMG AMG

Grade 1969 1970 1969 1970 1969 1970 1969 1970
1 1.4 1.5 1.7 1.8 —— eem .3 .3
2 1.6 1.6 2.2 2.3 .5 .5 .8 1.1
3 2.2 2.0 2,9 3.0 .S o4 .9 1.4
y 2,8 2.6 3.6 3.6 .6 ol @ 1.3
5 3.9 3.3 48 WS 7 6 1.1 1.6
6 4.6 5.0 5.3 6.1 7 .8 .9 1.6
7 5.3 4.4 6.5 6.0 7 .6 1.3 2,2
8 6.2  S.4 7.0 7. o7 6 1.2 2.4
9 6.9 6.1 8.4 7.5 .8 7 1.7 3.5
10 7.8 9.0 9.4 10.0 7 .8 2.4 1.8
average: o7 N 1.2 1,9
median: _ o7 o6 1.9 1.6

Source: Title I, Elementary and Secondary Edueatfon Act in Rhode Island -

——-—‘—-——&————%—_——_—_—_
Fifth Annual Evaluation/Fiscal Year 1969-70, published by the

Rhode 1sland State Agency for Elementary and Secondary Education.

1) 48,
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RHODE ISLAND - TABLE 3

RACIAL CHARACTERISTICS OF TITLE I ENROLLEBS, FY-70
N = 16,843

White, native born
70%

Black, native
born
2%

Oriental 1%

Black, foreign born 1% White, foreign

born

5%

Source: Title I, Elementary and Secondary fducation Act in Rhode Island -
Fifch Annval Evaluation/Fiscal Year 1969-~70, pubiished by the
Rhode Island State Agency for Elementary and Secondary Education.

Po 13,
48
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Texas

A, Does Compensatory Education Work?

In 1970=71 more than 1,000 of Texas' 1200 school districts participated
in compensatory education programs., In order to evaluate compensatory

education programs a representative sample of 243 districts containing

1,438,820 pupils=51.3% of the total State enrollment in public elemen-

tary and secondary schools was selected for intensive review.

A total of 67,777 pupils participated in compensatory reading programs.
(Table 1) Grades. 2 through 8 accounted for 50,422 (74.4%) of these
pupils, Pre-test and post-test standardized reading scores exist for
11,064 (22%) of these elementary pupils., (Table 2) Further,the sample
was divided by size of district with "large" districts defined as

those with an average daily attendance of 17,000 or more, The remain-
ing districts in the sample are described 4s medium in size. The
average monthly gain in reading scores between the pre-tests and post-
tests was 0.8 for both large and small districts in the sample. This
is slightly above the national norm of 0,7 average monthly gain for
untreated disadvantaged childzen but below the national norm of 1.0

per month gain for average children,

An examination of monthly gains by grade for each sample group shows
that 5,177 (47%) of the tested pupils gained at a rate which exceeds
the typical upper norm of 0,7 for disadvantaged children. Thirty-
three percent gained at a rate of 0.7, and the remaining 207 at lower
rates.,

B, 1s there a relationship between cost/intensity and probability of

success?

The per pupil expenditure for compensatory reading programs was quite
different for the two sample groups (Table 3). Large districts spent
$170 per pupil while medium districts expended $234 per pupil. While
there is no difference in the average gain scores for the two groups
the medium sized districts were able to raise the reading achievement
of pupils in grades 2 and 4 to the normal rate. This is very weak
evidence since we know the problems are greater in larger cities.

C. Limitations of the Data
These are the most problematic data. The Texas Education agency con-

cluded that the major problem areas exist in dealing with the achieve-
ment test data described above.




Standardized test data were requested from all districts where
academic programs were conducted for educationally disadvantaged
pupils, The results were reported in mean grade equivalents for
all pupils tested in a particular subject area. However, due to
numerous problems, the information was very difficult to use in a
statewide analysis of the effectiveness of the programs. Districts
were not provided guidelines for selecting standardized tests for
these programs. Results received were from a wide variety of tests
and combinations of tests., Not all pupils were administered standard-
ized tests., Testing periods differed from one district to another.
Some tested in both the fall and spring; some only in the fall;
others only in the spring. For comparison test results had to be
converted to a 1ike base which cause some distortion of the data.
It can only be assumed that each pupil received instruction dur-
ing the full period between test dates, In order to effectively
evaluate the progress of students in these programs, attention
should be directed toward uniformity in test selection and admin-
istration, and proceseing and reporting test results.

Both pre and post-tests were not always available; consequently,
many districts did not repbrt test results., Therefore, the
effects of the programs upon many students were not adequately
measured. " 1/ ,

1/ Programs for the Disadvantaged - Title I, ESEA

Annual Report for 1970-1971 (p. 35) = Prepared by Texas Education
Agency, Source: 17,

- |




' TEXAS ~ Table 1
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. READING |
(PARTICIPATION BY ETHNIC GROUPS).
Grade Spanish Negro Other Total
Level Surname
Prekindergarte;\ 524 5 20 559
Kindergarten 1,709 - 398 272 2,379
! 4,494 1,824 1,268 7,586
2 4,505 1,644 2,103 8,252
3 3,874 1,827 12,269 7,970
4 3,573 1,752 2,244 7,569
3 4,199 2,101 2,008 8,308
3 3,543 3,059 1,759 8,361
7 2,323 1,896 1,703 5,922
8 1,706 1,035 1,299 4,040
9 841 - 527 - 583 1,951
10 314 284 453 1,053
" 181 224 Y 784
12 "7 182 308 soi
Ungraded 603 33 920 1,556
Special Education 260 33¢ 284 80
Total 32,766 | 73 | 17,880 61,197
Ethnic Distribution of Participants in Reading:
Spanish Surname 48,37
Negro 25.3%
Other 26,47

Source: Programs For The Disadvantaged - Title I, ESEA

Annual Report 1970-1971 .
Prepared by the Texas Education Agency

Q
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TEXAS - Table 2 51
. !
crape | NUMBER OF | MEAN GAIN PER ASSUMED | NUMBER OF |
PUPILS TESTED | MONTH OF INSTRUCTION | DISTRICTS i
2 985 . 5
" 3 | nen 6 0
4 867 = 8 8
5 969 ) .9 10
6 1,145 9 8
7 I 4 n
& 29 7 2

READING TEST RESULTS PRESENTED IN !
MEAN GAINS PER ASSUMED MONTH
OF INSTRUCTION

(RESULTS FROM LARGE DISTRICTS)

GRADE T NUMBER OF | MEAN GAIN PER ASSUMED | NUMBER OF
PUPILS TESTED| MONTM OF INSTRUCTION | DISTRICTS
2 918 "L o 50
3 1,098 K 57
s 80 1.0 : 6l
5 o3 | 7 : 52
6 543 8 37
? 428 . .8 ' %4
8 556 7 27

READING TEST RESULTS PR'ESEN'T;'E.D IN
MEAN GAINS PER ASSUMED MONTH
OF INSTRUCTION

(RESULTS FROM MEDIUM DISTRICTS)

Source: Programs for the Disadvantaped = Title I, FSPA- =~ = -
Annual Report 1970~71

Q : Yoo .
[MC Prepared by the Texas Education Agency 53
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TEXAS ~ Table 3

PER PUPIL EXPENDITURE FOR
COMPENSATORY PROGRAM INSTRUCTION

e e e g i bt 3t

MEDIUM LARGE
DISTRICTS DISTRICTS I
English Language Arts $232 $l42
Reading 234: . 170
Mathematics ' . 108 ‘ 186
Enrichment Activities- N 44 9 |
; i

-

JPERCENT OF TOTAL SAMPLE PARTICIPANTS
WHO RECEIVED INSTRUCTION IN EACH

SUBJECT
SUBJECT AREA:
English Language Arts ' , . 2402
Reading - S 308
Mathematics o ~ 109
_Enrichment Activities o L - 18.6

Other Instructuonal Areas ‘ 12.6

Source: Programs for the Disadvantaged « Title I, ESEA
Annual Report 1970-71
Q Prepared by the Texas Education Agency
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WISCONSIN

Issue: Does Compensatory Education Work?

The Fiscal Year 1971 Wisconsin anmual evaluation of Title I projects is
the most comprehensive in terms of cognitive data for the state. Average
monthly gains of Title I pupils exceeded .l grade equivalents (GE) per
month in both reading and arithmethic compared with the .07 month
which is the normal for disadvantaged pupils. A 20% random sample of
projects was drawn for both reading and mathematics; however, the
reading sample is probably more representative because it contained
3,440 pupils showing an average grade equivalent per month gain of .l11hk
while the math sample contained 574 pupils showing an average grade
equivalent per month gain of .15. (See Tables 1 and 2 for reading and
math achievement chart summaries by grade.)

A more adequate description of reading achievement is displayed in

Table 3 showing the mxaber of pupils in varying ranges of achievement
levels; 69% of all the pupils sampled were in programs where the average
rate of achievement for their grade level equaled or exceeded .09 GE/month.
The average per pupil expenditure for the reading sample was $207.

Selected Wisconsin Site

During FY 71 the Wisconsin Research and Develomment Center for Cognitive
learning conducted a field test for its reading product, The Wisconsin -
Design for Reading Skill Development, in the first five grades of five
Milwaukee imner city schools with 964 to 99% black enrollments. Four

of the five schools had a substantial percent of families eligible for
Title I, ranging from 22% to 37%. Program implementation called for
professianal gtaff development, aide involvement, and use of newly
developed materials. _

Gains in achievement at all grade levels on program embedded tests were
observed, and statistically significant changes on standardized measures
of work attack were observed for Grades 1 and 2, using school means
within grade as the unit of analyses. Third grade children (30% Title I)
in one school showed particularly dramatic gains. Prior to program
implementation their mean performance was at the 5th percentile on the
‘'word analysis sub-test of the Comparative Primary Test; it was at the 22nd
percentile after six months in the program. Thus, in relation to other
children of the norm group children in the reading program improved.

1l Quilling, Mary R. and Otto, Wayne. Evaluation of the Work Attach Ele-

ment for the Wisconsin Design for Re Skill Develo t: An Interim
Report on the large Scale Field Test, Techmical Report No. 207 from the
Wisconsin Research and Development Center for Cognitive learning, The

University of Wisconsin, January, 1972, and information received directly

l from M. Quilling.
ERIC 26
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Issue: Is There a Relationship Between Cost/Intensity and Probability

Of Success?

Wisconsin performed a correlation and regression analysis on the relation
between the intensity of effort and reading achievement in the FY 71
state report of Title I. (See Table 4) Of interest were the results due
to various adult-to-child ratios. The number of volunteers, number of
parent (paid) aides and pupil/teacher ratio had low to moderate correlatiomns
with achievement gains, whereas other program attributes had 1little or no
relationship to gain. Specifically, fewer pupils per teacher resulted in
a large gain, and more volunteers or aides were associated with higher
gains. "Cost" of the projects in the aggregate did not correlate with
achievement, but the pupil-teacher ratio is an appropriate measure of
educational resource investment intensity.

Regression toward the mean was uncontrolled, inasmch as some projects
identified Title I pupils after pretest information was in hand. Mean
gains could thus have been artificially inflated.

Limitations of the Data

The 20% random sample of Wisconsin school districts in the FY 1971 Title I
evaluation included mainly towns of less than 10,000 population and nearly
all-vhite. It thereby biased the sample in terms of what kind of community
was represented and included 104 of the pupils in reading projects and 5% of
the pupils in math projects in the data base.

The unit of information received by the Department of Public Instruction
from Title I projects was mean change in grade equivalents by grade. The
State report utilized unweighted project means so that the summary
statistics are project averages. Wisconsin does not have a statewide
testing program; therefore, the rate of gain on different tests was reported
by different LEA's.
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WISCONSiIN - TABLE 1

Wisconsin - Statewide Reading Summary

srade Level Mean Gain Standard Standard error '|Number Fumbet of
In Gz/Month Deviation of mean with of rojects ),

- of Instruction of Mean error correction |Students
Pirst 21127 . 0646 0167 309 15
Second . 1023 .0533 .0085 765 39
Third «1234 .0961 .0156 701 38 ; d
Fourth - 1067 0620 ___l.0108 497 33 i
Fifth »1203 . 0508 .0927 439 30 4
Sixth « 0957 .0668 .0139 264 23
Seventh » 1209 . 0464 0140 279 11
Eighth . 0900 .0517 0172 96 9 |
Ninth 21733 .1358 .0784 32 3
Tenth _ . 1467 .1332 .0769 55 3 j
Eleventh « 2300 - - 3 1 : )
Twelfth N/A N/A N/A None included ;
Total 3,460 |

SUMMARY

Although the average rate of achievement for all projects was above an
expected rate of achievement 1, the large standard deviation values for the

average rate at each grade level show this average rate per grade level
score to have little descriptive value. For example, in grade level 3,
scores within 1 standard deviation of the mean range from .05 GE/month to
.16 GE/month. To more adequately describe the achievement of students
test scores were tabulated in ranges showing the number of students who
participated in programs for which the average rate of achievement by
grade level was; .00-.04, .05-.08, -.09 and .10 or more grade equivalents
per month. This tabulation showed that a majority of students (69.3%)
took part in programs for which the average rate of achievement for their
grade level equaled or exceeded .09 grade equivalents per month.

WAL AU 4SNP AR el 3 B T T R ARRL L - ie” v mme d e

FIRIT L RS g

1,10 Grade Equivalent Per Month is taken as an expected level of achievement.
.1144 equaled the average rate of achievements for all programs.

Source -~ Wisconsin Annual Evaluation Report Title I, ESEA, FY 1971, 15,17.
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WISCONSIN ~ TABLE 2

Wisconsin -~ Statewide Mathematics Summary

57

Mean Standard Standard Number of Number of
|Grade Level Achievement Deviation . Brror-of Students Prjects
Rate of Mean Mean with

Error

Correction
First « 1467 .1349 .0551 118 6
Second 1488 .0917 .0324 150 8
Thirxd .1700 .0838 . 0296 113 8
Fourth .1583 +1049 20423 93 6
Fifth .1700 .1273 . 0636 64 4 —
Sixth « 2850 .2051 +1450 12 2
Seventh « 1700 - ~ 7 1
Eighth .1300 L0141 .0100 7 2

TOtal ====ss=esseccccccecssscssssssccacaccaecmmcscsmanecnacnaeas 574

.10 Grade Equivalent Per Month is taken as an expected rate of gain of achievement
level, .15 equaled the average rate of achievement for all programs.

e 2 e, ——

Source: Wisconsin Annual Evaluation Report Title I, ESEA, FY 1971 p.28




WISCONSIN TABLE 3

READING ACHIEVEMENT

Range = Number of Grade Equivalents Per Month

58

.00-,04 .05-.08 .09 .10=7 .og"g:l a'ta.izez'
Grade Cbildren| Proj.| Childven| Proj. |Children| Proj.| children |Proj.||children | Prog.
1 12 3 L 1 8 1 285 10 293 n
2 21 3 168 12 289 8 287 | 16 576 2l
3 35 L 198 n 9 2 i | a 468 23
b 86 4 48 9 109 5 |. sk |15 263 20
5 b 1 7 7 39 3 a9 |19 288 22
6 38 6 65 3 60 5 00 (79 161 pLY
7 2 1 7 1 0 0 270 9 270 9
8 5 1 66 b 1 1 L 3 25 b
9 0 0 0 0 3 1 29 2 32 3
7 0 0 50 2 0 0 5 1 5 1
0 0 0 0 0 o 3 1 3 1
N/A N/A R/A N/A N/A N/A N/A | N/A N/A N/A
Total .203 1853 610 1774 2364
% of |
Total 5.9% 2h 5% 17.7% 51.6% 69.3%

Source - Wisconsin Annual Evaluation Report Title I, ESEA, FY 1971, p. 18
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TABLE 4

Wisconsin Title I Correlation Between Intensity
of Effort and Probability of Success

Variable Coefficient of Coefficient Significance Number of

Name . Multiple of Level Variables in
Correlation Determination _the Equation

Parent Aides .4310 . 1857 .003 | 2

Pupil/Teacher Ratio + 5964 . 3557 . 002 3

Cost .6034 . 3641 2459 4

Percent Low Income .6104 . 3726 .460 5

Interest .6141 .3771 . 597 6

Inservice Teachers .6194 . 3837 .521 7

Reading Instruction .6221 . 3870 .652 8

Percent in Reading 6248 - 3904 2656 9

Length of Iastruction .6277 - 3940 .645 10

Volunteers 6277 . 3940 .973 11

ANALYSIS OF VARIANCE SUMMARY TABLE WITH TWO VARIABLES (PARENT AIDES AND PUPIL/TEACHER

RATIO)
Source 6f Variation Sum of Degrees of Mean
Squares Freedom __Square
Linear Regression 425.84810 2 212.92405
Residuals from Regression 771.45625 43 17.94084
Corrected Total _1197.30435 45

P Ratio = 11,87
Significance Level =

.0001

Source = Wiscongin Annual Evaluation Report =

Title I, ESEA, FY 1971, P, 24
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Los AngelesCity Unified School District 69

Issue: Does Compensatory Education Work?

The Los Angeles City Unified School District is the largest school district

in the United States and undertakes annual evaluations of Title I using
pre-treatuent and post-treatment achievement data for reading and mathematics.
There are at least three major and separate compensatory efforts in reading
for disadvantaged children being tried at present. Achievement data results
are now available for two of these efforts and these will be discussed in
turn. Without question, the challenge in providing compensatory help to
disadvantaged children is larger in the urban setting.

Title I Schools

The district enrolls 54,000 elementary pupils in Title I reading and mathe-
matics programs, '

The 55 Title I elementary schools in Los Angeles include the most disadvantaged
children in the city and we are informed that they are among the most disad-
vantaged in the state, There are many more schools with significant proportions
of Title I eligible children but these 55 schools are those enrolling the child-
ren judged to have the most severe learning problems,

In this setting compensatory education has been less successful than in the
state as a whole. In the elementary grades on.y 17% to 32% of the children
in the Title I schools made achievement gains greater than .7 years per year

of instruction (see Los Angeles,Table I)
. 10S ANGELES TABLE I

Achievement Gains In Reading For Pupils Receiving Compensat:gry
gservices in LAUSD Title I Elementary Schools: 1969-71

Schools Children
Proportion Proportion
with gains Total with gains
greater than number greater than
Total .7 by grade Number _ ,7/year
- r %
Grade 2 55 11 20.0 7,643 1,316 17.2
Grade 3 55 14 25.5 7,815 1,918 24,5
Grade 5 55 18 32,7 7,144 2,179 30.5
Grade 6 55 17 30.9 6,892 2,206 32,0

1/ Source: 51 p. 3

2/ Source: 51 p. 62
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Another way of looking at these results is to compave the outcomes for
grades as a whole., For the two years, 1969-71, no grade met the district
objective of an overall gain of one year per year of school (see Table LA
11 below). The best that can be said 1s that 7 of 12 reading cases showed
overall gains for the ingrades above. .7 year per yer of instruction.

In arithmetic £five grades came up to the level of 1 year per year of

instruction gain and 7 of the 8 cases presented showed gains of .7 per
year of greater (see following, Los Angeles, Table 11).

g B
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TABLE: LOS ANGEIES II

- Comparison of Test Scores and Gains
In A1l 55 Title L Elementary Schools, 1969-70.and 1970-71

READING

Grade Year Pre . Post Difference Objective GE for Yrs/Mos

GE¥* GE* 50th %ile Below

: on Test Grade
1 '69-70 1.8 (0.8) (0.8) . 1.8 0.0
1 '70-71 1,7 (0.7) (0.8) 1.8 -0.1
2 '69-_70" 1.5 ) 2.0 0.5 1.0 2.8 -0.8
2 '70-71 1.8 2.1 0.3 1.0 2.8 -0.7
3 '69-70 1.9 208 0.9 1.0 ' 3.8 -100
3 '70-71 2,0 2,6 0.6 1.0 3.8 -1,2
4 169-70 2,9 ° 3.8 0.9 0.7 4.8 -1.0
4 '70-71 2.8 . 3.5 0.7 0.8 4.8 -1,3
5 169-70 3.3 4.1 0.8 0.7 5.8 =7
S '70-71 3.5 4,1 0.6 0.8 5.8 -1,7
6 '69"70 3.8 4.7 0.9 0.6 6.8 "2.1
6 '70"71 (’oo 4.6 0.6 0.7 6.8 -2.2

ARITHMETIC

Grade Year Pre Post Difference Objective GE for Yrs/Mos
GE* GE* 50th %Zile’ Below

' on Test Grade
3 169-70 1.9 3.0 1.1 0.7 3.8 -0.8
3 '70-71 2,0 3.0 1.0 0.8 3.8 -0,.8
4 '69-70 2.8 309 101 0.7 4.7 ‘0.8
4 '70-71 2.6 3.6 1.0 008 4.7 "‘101
5 '69-70 3.5 . 4.6 1.1 0.7 5.7 -1,1
5 '70“'71 3.5 4-4 0.9 0.8 507 "‘1.3
6 16970 4.5 5.2 0.7 0.6 6.7 1.5
6 '70"71 4.5 501 006 0.7 6.7 "106

*Grade Equivalent (GE) based on median raw scores
Grades 1-3 in Reading - All pupils
All others - Matched '

Source: 51

| V3 ..

Q LD
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Comparison group analysis

For junior high and high school pupils the district has undertaken

further detailed analysis. This compares achivement results for

pupils with and without compensatory services in reading and :
mathematics for children matched on the basis of Intelligence i
Quotient and for some analyses by ethnicity. ’

Los Angecles, Table III

Overview of results for comparison of reading and mathematics achieve-
ment gains attained by matched pupils with and without compensatory °
services
Number of Categories

Number of categor- in which Title I
All Total ies in which Title Pupils reached higher
junier high Achievement I Pupils showed Absolute Achievement
pupils Categories higher gain rate Levels

All
Junior High 11 6 11
Pupils

Black Junior
Junior High 11 10 11
ngils [

Brown 11 7 9
Junior High

All
Senior High 11 6 8
Pupils

Black i
Senior High 11 6 9 ]
Pupils : :

Brown
Senior High 11 5 1

pupils

Source:51 Tables 5263 pp. 155~166




This overview illustrates two conclusions from the data: 73

pupils with compensatory services scored higher in absolute
achievement levels than their IQ comparison groups in the.
overwhelming proportion of cases; the major exception is
brown senior high school pupils;

black senior and junior high pupils receiving compensatory
services showed a greater incidence of faster gain and higher
absolute achievement levels than the total group in the matched
comparisons.

In some of these cases there are large differences in rate of gain and
absolute achievement between the pupils with compensatory education and
those without and in others the differences are small >r moderate. What
should be remembered is that the pupils with the compensatory services
are more economically disadvantaged than those without in this comparigon
and this suggests, given the matching of IQ, that compensatory asgistance
has been moderately successful.

Los Angeles Demonstration Program in Reading and Mathemat ics

This program involved intensive mathematics and reading instruction targeted
to 2,000 8th grade low=-achieving, low income, largely minority group stu~
dents in three junior high schools. The special training to raise pupil
achievement through prescriptive teaching began in February, 1970, and has
continued with the same pupils through 1970-71, Evaluation methodology
consisted of the analysis of standardized tests of reading and arithmetic
achievement (Comprehensive Tests of Basic Skills) which were administered
to comparison pupils of similar ethnicity and program eligibility, The
achievement results can be summarized in the following manner for the three

junior high schools:

L0S ANGELES TABLE IV]'

Number of Reading
School 8th grade pupils Vocabulary Arithmetic Comprehension

a 650 pupils sur=~
passed compari-
son pupils w/
significant
gains

b 600 pupils scored comparison comparison
significantly groups scored groups scored
higher than significantly higher

comparison higher
c 750 scores were all scores scores were
higher than vere higher higher than
comparison than compari- comparison
son

1E’.\valuat:i.on Report ABY938 Demonstration Program in Reading and
Mathematics, 1970-71, Los Angeles Unified School District, Source: 44

a

Lt e w ot
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Instructional objectives of 10 months gain for 8 months instruction were
met or exceeded in 10 of 25 possible conditions = varied by group and
subtest. In terms of annual grade equivalent this appears to mean gains
of 1.25 years per year of instruction.
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Sacramento, California

Issue: Does Compensatory Education Work?

A major evaluation of Title I activities and achievement has been
conducted by Sacramento, California, for the school year 1970-71.
"The findings of this evaluation indicate real progress has been
made in raising the' achievement of disadvantaged pupils especially
of integrated pupils in the Project Aspiration schools."l/ Title I
activities were concentrated on six elementary '"saturated" schecls
and two non-public elementary schools received limited services;
Project Aspiration was another Title I area of activity and involved
23 receiving schools. Various standardized achievement tests, in-
cluding Metropolitan Readiness Test and California Achievement Test,
were administered to these children and analyzed.

The objectives for the six saturated schools were stated in achieve-
ment gain terms. The evaluation presents evidence which shows that
compensatory programs and services in these schools were effective
in improving pupil performance in reading and math. "In most cases,
pupil performance exceeded anticipated performance as stated in the
performance objectives established for the project, and while pupils
may not be achieving at 'grade level' in all placement levels, the
increased percentile rankings indicate that they are moving toward
the norm population."l/ Table 1 summarizes the reading achievement
results measured for 1,272 children in grades 1-6. The objective of
7.5 months growth for 7.5 months was realized between pre and post-
tests for the children in this analysis. Table 2 summarizes the
math achievement results measured for 1,356 children in grades 1-6.
Again, the objective of 7.5 months growth was met for all grade-
placement levels, except for grade 5 which reached a median gain of
7 months; this was equal to the number of months instruction between
pre and post-tests.

Project Aspiration was "designed to alleviate the adverse effects of

de facto segregation and to provide integrated educational experiences
for many children in the district."3/ The program involved the re-
assignment of approximately 1,600 elementary pupils from six de facto
segregated schools to twenty-three receiving schools; and the objec-
tives were stated in achievement gain terms as well as providing
ethnically integrated educational experiences. Tables 3 and 4 present
the summary of evidence that the stated objectives for reading and math
were achieved. The project was effective in promoting improved pupil

1/ Focus on Reading and Mathematics: An Evaluation Report on a Program
of Compensatory Education, ESEA, Title I, Sacramento City Unified
School District, July 1971, forward.. Source: 61 .

..2../ Ibid., p. 123. EOUN
-:-3-/ M’: p. 161. . .?8
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performance in reading at placement (grade) levels 1-6 (i.e., above

7 months growth for 867 children) and in math achievement at place-
ment levels 2-6 (i.e., above 7 months growth for 917 children.)

While the pupils may not be achieving at 'grade level" at all levels,
the increased percentile rankings indicate they are catching up with
the norm. :

Limitat ions of the Data

The achievement data and changes in pupil behavior could not be re-
lated to specific services or activities provided by the Title I
support and thereby were considered in terms of the total programs.
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BY PLACEMENT (GRADE) LEVEL

SATURATED ELEMENTARY SCHOOLS--CHART 2
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Table 2

Sacramento!

SATURATED ELEMKNTARY SCHOOLS

. DISTRIBUTION OF PUPILS IN SIX SATURATED ELEMEWTARY SCHOOLS ACCORDING 10

Source: 61 p. 9%

MONTHS OF ARITHMETIC ACHIEVEMZNT GROWTH FROM OCTOBER 1970 70 MAY 1971
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1) Actual months
7 of Instruction

1.3 Expected Growth
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Table 3

-THREE PROJECT ASPIRATION RECEIVING SCHOOLS ACCORDING TO

Sacramento:
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Cleveland, Ohio

A. Does Compensatory Education Work?

During FY-71 the Cleveland Public Schools evaluated two programs designed
to improve the reading ability of disadvantaged children. Evaluation of
pre-post Gates-MacGinitie test data for pupils in both programs indicated
that substantial reading gains were demonstrated by many pupils served

in these programs. Pupils deemed to be reading at an "acceptable level

of performance' ranged from one-third to one-half of the total participants
in the two programs evaluated during the fiscal year.

1. Diagnostic Reading Clinic Program (Title I)

The general purpose of this program was the diagnosis of reading
disabilities which required instructional strategies beyond the
resources of the usual classroom. Individual assessment and
perscription teaching by specialists were provided to a total of

846 pupils in grades 4-7 (644 were assigned to the remedial portion)
by a full-time staff of 30 augmented by the services of two part-time
individuals (Table 1). Pupils were transported to and from their
home schools to the clinic on a daily basis. Pupils received
services for an average of 5 hours per week for the service team.

For purposes of evaluation a 127 representative sample of remedial
participants was randomly selected (N=75). The criterion of reading
achievement within one year of reading expectancy (grade level) was
deemed an "appropriate level of performance'" and better than 1/3 of
the participants reached this goal. The average gain in grade
equivalent units was 6.2 in an average service period of 3.2 months --
almost twice the gain expected of normal children for this time
period. The remedial needs of pupils determined their placemeat

in the following three remedial categories: (Table 2)

long~term ' -- (Most severely disabled -- 40% of service group) -
average service period was 4% months -- average
gain of almost 8 grade equivalents (1.7 GE/month).

moderate-term -~ (52% of service group) -- made average gain of
almost 4 units in average service period of three
months (1.2 GE/month).

short-term -- (9% of service group) -- narrowed the gap between
performance levels and reading expectancy by an
average of 7 months in a 2-month average service
period (3.5 GE/month).

T P - XN A P e b e o P = o e T S e
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Reading Improvement Project - Title I

This program is designed to serve the primary grades in target
schools with the greatest proportion of economic deprivation.

The project utilizes the services of a reading consultant in

each target school and serves a randomly selected group of pupils
identified by classroom teachers and school principals as
experiencing difficulty in mastering reading. The program provides
master teachers and educational aides to furnish individual and
small group instruction on a daily basis.

In FY 71 project services were provided to 1838 pupils in grades

1-3 in 20 public and three non-public schools eligible for Title I
services.* Children recommended for this experimental program

who were not randomly selected were placed on a waiting list for
future assignment in the event experimental children moved from

the attendance zone, For program evaluation purposes, a control
group was selected from these program eligible but non-participating
children, The evaluation sample containing both experimentai and
control children is shown in Table 4.

A comparison of post test scores for the experimental and control
groups (Table 5) indicates that the experimental pupils performed
significantly higher than control pupils on tests of vocabulary
and comprehension, (Multivariate F-ratio =4.8330, statistically
significant at the .0003 level of probability ) These data are
shown graphically in Table 6.

Third grade experimental girls scored 1.0 grade equivalent unit
higher than the control ‘group in vocabulary and 9/10 G.E. unit
higher in comprehension. The experimental boys also scored higher
than the control groups. ' '

Grade two experimental boys and girls both ‘scored significantly
higher than the control groups in vocabulary and slightly higher
in comprehension,

First grade experimental girls scored higher in both vocabulary and
comprehension while there was no difference between experimental
and control group boys at this 1eve1.

Comparison of pre and post test scores for boys (Table 7) "and
girls (Table 8) in the experimental and control groups with

normal expectation shows that the rate of gain for the experimental
groups exceeds the normal rate for 2nd and 3rd grade vocabulary
and 3rd grade comprehension. The improvement of the experimental
groups always exceeds that of the control group and 3rd grade girls

*See Table 3.
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succeeded in achieving the vocabulary level expected of normal
children., The 2nd grade comprehension scores for both boys and
girls shows that although the experimental groups were performing
slightly better than the control groups, the rate of gain (slope)
was lower than the rate of gain of normal children.

For purposes of evaluating the reading improvement project effect,

a criterion of reading performance within one half-year of reading
expectancy (grade level) was established. A comparison of grade
equivalent scores for comprehension with reading expectancies

showed that 49 percent of second graders served by the program

placed within a half-year or above their reading expectancies.

Fifty percent of the third grade pupils achieved this level of
performance, Similar evaluations of the Reading Improvement Project
for the two preceding years were: FY 69, 2nd grade = 40%, 3rd grade =
37%; FY 70, 2nd grade = 49%, 3rd grade = 38%.

B. Is there a relationship between cost/intensity and probability of Succéss?

1. Diagnostic Clinic Costs:

Average program costs for the upper elementary grades was $322 per
pupil. Calculation of the cost of each .1 equivalent units based

on the overall average of 6.2 grade equivalent units of gain evidenced
by the total sample results in a cost of $52 for each grade equivalent
unit -

Normal district PPE reading = $81

Normal expected gain/month = 1,0

Diagnostic Clinic PPE = $322
Average gain/month 1,2 - 3.5
2, Reading Improvement Project Costs:

Per pupil expenditures in this program were also $322, Based on
test scores for comprehension and vocabulary it was determined
that it cost approximately $1,075 per disadvantaged pupil to raise
comprehension by one grade level and approximately $645 for
vocabulary. -
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C. Limitations of the Data

1.

Diagnostic Clinic Program

The nature of this program precluded the use of the traditional
experimental-control design for evaluation. The methodology of
determining the objective criterion of raising reading
performance to within one year of grade level is satisfactorily
documented. Some education evaluators feel that the short
elapsed time period (average of 2 months) between pre and post
testing results of the highest scoring group (short service term)
may result in less reliable scores. Gains achieved by the
moderate and long-term groups are probably the more realistic

in scale.

Reading Improvement Project

Well planned evaluation using standard experimental -- control
design and evaluation techniques.

¢t
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Cleveland, Ohio -- Diagnostic Clinic Program
Cleveland: Table 1

Program Participants

; Grade Public Non-Public Total

4 262 31 293

: 5 291 - 40 331 !
;_ 6 181 23 204

7 . 14 | 4 ' 18

TOTAL 748 98 | 846

% (88. 5)- | (11.5) (100. 0)

; From the total group receiving diagnostic services, 644 were assigned
L to the Clinic for the correctional reading program according to the
following treatment categories:

. Long-term service, 255 pupils, 40 per cent of service group;

Moderate-term service, 322 pupils, 52 per cent of service group;

. Short-term, 57 pupils, 9 per cent of service group.

Cleveland: Table 2 o
Average Gains Between Reading Performance ’

Levels and Eggectancies

T U -
T T T T T ™t TN S 05 3 TN TR, I (TPTIR /o8 s e w5 et £ 7 § 37w A6 w007 1oy oot e aed o 2

Service No. Average Gains ' Average Service Average
Group Pupils in G.E. Units* Period ~~ =~ Monthly Gain
Long 30 7.7 4.5 months = 1.7
Moderate = 39 3.7 - 3.1 months - 1.2
Short 6 7.3 2.1 months 3.5
& Sample ,‘75f" R .:l‘.‘:' 6.2 i : 3.2months _ ..-‘»1'.9 C
g; *Based on.Reading Comprehension Test Results '

Source: Diagpostic Readiqggplinic - Title I Evaluation 1970-71, p.9,6
' prepared by Cleveland Public Schools,JDivision of Research and _

Development, Source' 40.
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' Cleveland: Table 3 50

Cleveland, Ohio -- Reading Improvement Project

Distribution of Project Participants by Grade and Sex

PUBLIC . NON PUBLIC
Group Boys Girls Total Boys Girls Total
Grade 1 : 241 190 431 11 9 20
:_ Grade 2 339 266 605 15 9 24
' Grade 3 421 331 752 6 6
TOTAL 1,001 787 1,788% 32 18 50

*A total of 1,838 pupils participated in the project

Cleveland: Table 4

Sample Populatibn by Grade énd- Sex

Grade Group Experimental Control Totai
1 Boys 32 13 45
Girls 24 9 33
2 Boys 58 21 79
Girls 42 21 63
. . ‘
3 . Boys o 53 22 75
Girls ' 44 15 59
Total - . - 253 101 354

Source: Reading Im rox}emeht Project - Title I Evaluation 1970-71,pp.8,17
Prepared by Cleveland Public Schools, Division of Research and
Development . S8ource: 41, o B R
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Cleveland-: Table 5

Cleveland, Ohio - Reading Improvement Project

Post Test Average Grade Equivalent Scores (Gates-MacGinitie)
For Evaluation Sample Experimental and Control Groups
By Grade and Sex

Grade 1, 2, 3

Mean¥* Vocabulary Mean* Comprehension
Grade Equivalent Grade Equivalent

45.09 45.75
45.46 43,62

49.33 : 50, 62
43,89 45.33

II Boys E 46,55 42,90
C 42,71 41,52

Girls E 48.93 44,74
c 42,86 41. 86

III Boys E 46,26 44,17
C 42,68 40,27

Girls E 49,07 45,52
c 41.13 . 38,53

*Post Test Standard Score Means

Source: Reading Improvement Project - Title I Evaluation 1970-71, p.25
: Prepared by Cleveland Public Schools, Division of Research and
Development, Source: 41,
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SUMMARY ‘
Federal Evaluations of Compensatory Education

There have been four large-scale evaluations of federally funded com-
pensatory education programs. The main finding of these studies was

that compensatory education has not been successful in significantly

improving the achievement level of disadvantaged children,

1966-67 School Year

The FY 67 report on Title I analyzed achievement scores for 155,000
students in 189 Title I projects. The results indicated:

"that a child who participated in a Title I pro-
ject had only a 197 chance of a significant
achievement gain, a 13% chance of a significant
loss, and a 68% chance of no change at all., This
sample of observations is unrepresentative of
Title I projects., It is, more likely, representa=~
tive of projects in which there was a higher
than average investment in resources. Therefore,
more significant achievement gains should be
found here than in the more representative
sample of Title I projects. 1

Analysis of Compensatory Education in 11 Cities: 1965-1967

GE-TEMPO studied compensatory education programs for 132 schools in
11 school districts in 1968.2 The study utilized pre-treatment and
post-treatment achievement scores for 35,000 pupils from school years
1965-66 and 1966-67, It was commissioned to answer two questions:
whether compensatory education programs resulted in enhancement of
pupil performance and what pupil, school, and program characteristics
were associated with changes in pupil performance.

The sample was chosen in conjunction with HEW, and the districts were
selected on the assumption that they might be the most likely to show
progress. Both longitudinal and fixed grade analyses were done with the
achievement test data for reading. The issue considered was whether

the achievement gap between Title I classes and the national norm was
closed: the fixed-grade analysis focused upon the movement of the mean
end the first decile of that distribution., Achievement results were
ambiguous: " in the majority of grade unit cases (180 out of 314) there
was either ‘negative or no change in the first decile, The longitudinal
analysis was available only for one district and indicated that concen=
trated reading programs showed impressive gains: the rate of improvement
was 10% greater than the normal achievement rate of 1.0 grade equivalent
units per year,

1Pi.cca::i.ello, Report for Fiscal Year 1967, no date, Source:. 68 p. 1

2TEMPO Evaluation of Title I ESEA Compensatory Education, General Electric
Company, TEMPO Center for Advance:Studies, Santa Barbara, California, 1968,

M 650 T
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1967-1968 School Year

The FY 68 Survey of Compensatory Education was unrepresentativi nation-
ally and also tended to over-represent large urban districts, No
relation was found between extent of participation in compensatory
education and achievement, and neither participants nor non-partici-
pants demonstrated any improvement in the rate of reading progress.
The FY 68 survey also found that pupil family income and education and
school socioeconomic composition were consistently related to pupil ~
achievement, regardless of compensatory participation.

The analysis design assumed 133,500 achievement scores would be
collected. Instead, the total used for analyses was 11,500 of which
40% were participants and 60% were non-participants. These scores
were analyzed because they were among the few submitted, which were
both pre and post from one of the standardized tests. :

1968-1969 School Year

Achievement data were collected by the FY 1969 Survey of Compensatory
Education and analyzed and reported by Glass (1970). ~ The standardized
achievement data used in this analysis was not representative nationally

but does contain a significant number of scores for Title I children. ' s

Out of 104,000 students in the national sample of both participants and -
non-participants in Title I, only 7,784 scores (or 7.5%) in grades 2, 4

and 6 were analyzed ~ 20% were participating children while 807 were
non-participating children.

SUMMARY OF AVATLABILITY OF ACHIEVEMENT TEST DATA 3

1969 Survey of Compensatory Education
National Sample of 104,000 Pupils in Grades 2, 4, 6

Matched Scores

Matched Matched Scores With Complete
Pre=Post_ A6 . of Completed Data and Sufficient
Grade Test Scores Data Number of_ scores '
2 5,805 3,130 2,205
4 4,556 2,685 2,685
6 7,056 3,316 2,894
*
17,419 9,131 7,784

*Total set of test scores analyzed: only 1,500 (20%) were Title I

participants,

1 Education of the Disadvantaged:

An Evaluation Report on Title I of

.ESEA, Fiscal Year 1968

Source: 64,

2(;lass, G. V., Data Analysis of the 1968-69 Survey of Compensatory

Education (Title I), Final Report. Boulder, Colorado:
of Colorado Laboratory of Educatioﬂal Research, August 1970,

l-le/ASPE internal working paper, February 9, 1971.

Lot L
¥ t‘p

University
Source: 66,
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The analysis of achievement data shows that a higher proportion of
students selected for participation in reading programs were below
grade level than were non-participants. This indicates that children
with the greatest reading deficits were selected for remedial reading
programs., In addition, when residual gain scores (scores calculated
by subtracting post-test scores from predicted post-test scores) were
analyzed, results of this subsample showed that nonparticipants made
larger gains than participants,

The number of remedial reading programs serving children seemed to
have little effect on participants' reading gains. The FY 69 survey,
however, did collect opinions on student achievement taken from a
nationally representative group of teachers. They rated participants
and non-participants in terms of proficiency in certain subjects. In
reading, 687 of the Title I participants were rated by their teachers
as showing improvement compared to 58.5% for non-participants. In
mathematics, the proportions were 58.27% and 56.2% respectively for
participants and non-participants. This opinion data is interesting
but by no means conclusive. '
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SUMMARY

Independent Assessment of The National Survey for 1968-69

Two scholars examined the 1968-69 Federal survey of ¢om-

pensatory education.l/ A summary of their conclusions and

- cicerpts from their report are included in order to provide
further information on what has and has not been learned in ,

these surveys.

In answer to the question, "What has been the impact of
Title I and a wide variety of other compensatory education
efforts on the children served?" the study found:

1. Inadequate evaluation strategies made it impossible

to determine whether children in compensatory pro-
grams showed increases in average yearly achievement
relative to appropriate control children. When,
however, participants were compared to non-participants
(including disadvantaged and non-disadvantaged pupils),
they continued to show declines in average yearly
achievement (relative to non-participants).

» 2. "Teacher estimates of academic achievement for partici-
f pants showed significantly greater results than did
S test results. Teachers algo found desirable social

; growth more often in participants than in non-partici-
pants. These survey findings are consistent with other
studies which in general show teacher's subjective

_ judgments re improvement more favorable than objective
tests and also show positive estimates of change in the
affective domain".

1/ Edmund W. Gordon and James Kourtrelakos, "Utilizing
Available Information from Compensatory Education and
Surveys", Final Report, Office of Education, 1971.
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ACHIEVEMENT RESULTS FROM THE NATIONAL
EVALUATION OF FOLLOW THROUGH

Background

Since 1967, Follow Through has conducted research on a variety of
approaches for educating disadvantaged childrén from kindergarten

: through third grade. During the past three years, Follow Through

¢ has attempted to implement and evaluate 20 different approaches to
compensatory education in its research. Initial evaluation data

i suggest that a range of alternative "models" for educating disad-
vantaged children have been developed. Although conclusions con-
cerning Follow Through must be considered tentative pending replication
of first cohort findings, the Office of Education is beginning to
possess information about a number of alternative compensatory
education approaches. A meaningful basis for policy decisions will

be provided by information concerning the first complete Follow Through
cohort--the cohort which will graduate from third grade in June, 1973.

A a epa e e

Preliminary data collected during 1969-70 on kindergarten and first
grade children in the first complete Follow Through cohort revealed
that:

NE L T T, e s PRI YA T e T o,

--Follow Through children made greater achievement gains than
comparison. children. The differences were statistically
significant at both grade levels, although they were extremely
small in absolute magnitude. -

--Effects of Follow.Through on achievement were greatest for
children whose families were definitely below the OEO poverty
line. The differences between gains of Follow Through children:
from these families and gains of comparison children were
again statistically significant at both kindergarten and first.
grade, although once more the absolute size of differences
was quite small, ' :

B e A e N i
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Preliminary results from the first national evaluation of Follow
Through are now available. These data focus on the consequences of

the program for participating children, their parents and teachers
during the 1969-70 school year., Fourteen of the twenty Follow Through
approaches were in their second or third years of operation during
1969-70 and were included in the evaluation. In order to describe

some of the "inputs' provided by them, the evaluation asked, 'What

is the nature of children's, parents' and teachers' experiences in
programs based on different approaches?' In order to describe the
benefits or 'outputs" of different approaches, the evaluation assessed
changes in a variety of domains assumed to effect children's subsequent
experiences and thereby ultimately influence their opportunities for
self-confident, productive lives. Included were children's academic
achievement, their attitudes towards school and learning and their
interpersonal feelings; parents' participation in education programs
and educational policy decisions and their feelings of efficacy in
relation to their own lives, the school and the community; and teachers'
educational practices and attitudes and their satislaction with Follow
Through children's progress.

Conclusions concerning these areas must be considered tentative pend-
ing results. of current efforts in evaluating the Follow Through program.
A major ongoing evaluation is both reexamining patterns of effects

which were found in the first year of evaluation and is collecting

and analyzing data with considerably more precision than heretofore.
Evidence was collected during 1969-70 on a sample of 5800 children

in their first year of public school--in kindergarten in some school
districts and first grade in others. This evidence suggests that
Follow Through is accomplishing some of its intended objectives.

The fourteen different approaches in the 1969-70 evaluation can be
categorized into five groups on the basis of their primary emphasis

in working with disadvantaged children and their families. A first
sponsor group, the Structured Academic approaches, includes models

that place heavy emphasis on teaching academic information in the
classroom through programmed instructional techniques. The second

group of sponsors, the Discovery approaches, have as their primary

goal promoting the development of autonomous, self~-confident learners
rather than simply transmitting specific knowledge and skills. The
third group of sponsors, the Cognitive Discovery approaches, attempt
primarily to foster the growth of basic cognitive processes such as
reasoning, classifying, and counting through guiding children's dis-
coveries, through teaching specific skills to them, and through
constantly engaging children in verbal activities. The fourth group

of programs, the Self-Sponsored approaches, are similar to one another
in unique characteristics of sponsorship rather than in the educational
processes they employ. All the projects in this group are Self~-Sponsored,
meaning the 1local school district staff has played the role of architect
and implementer of the Follow Through project. The fifth group includes
sponsors which are also similar in unique characteristics of spcasor-
ship, in this case each of them being Parent-Implemented and not having
a secondary affiliation with a particular instructional model.

-t 104
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Although the children in the evaluation are scheduled to participate
in Follow Through projects for 2-3 more years (through completion of
third grade), the evaluation showed that after 1-2 years in the program:

o Follow Through chiﬂen. made sbmewhat: greater gains in achieve-
ment during the school year than did non-Follow Through children.

The differences, although small in absolute magnitude, were
statistically significant in both the kindergarten and first
grade samples.

s o Effects of Follow Through on achievement were greatest for

;f children whose families were definitely below the Office of
Economic Opportunity poverty line. Both kindergarten and
first grade Follow Through children from these families made
gains in achievement larger than those of comparison children.
Again, differences were small in absolute size but were statis-
tically significant at both grade levels,

o Follow Through's effects on achievement were largest in magnitude
and most consistent in Structured Academic approaches--those
approaches emphasizing the teaching of academic information
through sequentially structured activities and frequent extrinsic
reinforcement. The differences between achievement gains of
Follow Through children in these approaches and comparison
children were statistically significant at both kiridergarten
and first grade, although the absolute size of differences was
once again small., Statistically significant differences in
achievement between Follow Through and non-Follow Through childrern
were found at either kindergarten or first grade (but not both)
in other approaches, with all of these *indings favoring Follow
Through children.,

o Follow Through children manifested positive shifts in attitudes

i toward school and learning during the school year, shifts larger
1 than those of comparison children in both kindergarten and

first grade, The differences approached statistical significance
at both grade levels, but were again small in absolute size.

o Follow Throu articipants whose families were definitel
below the OEO poverty line made the largest positive shifts
of any children in attitudes towards school and learning.
Their gains were somewhat larger than those of comparison
children at both grade levels, and the differences were statis-
tically significant among first graders.

! o Positive shifts in attitudes towards school and learning amon
Follow Through children were greatest and most consistent in
Discovery and Cognitive-Discove approaches, with children

in these approaches making slightly larger gains than comparison
children in both kindergarten and first grade. These approaches
tend to view the child's development as & complex whole, in

vhich the growth of a positive self-image, initiative, independence,
expectations of success, and problem-solving skills are all
important and interrelated aspects of development.

Q
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o In the Discovery and Cognitive-Discovery approaches, there was
a statistically significant association between gains in achieve-
ment and positive shifts in attitudes towards school and learning.
In other words, in these approaches children's growth in attitudes
and in achievement went hand-in-hand. In the Structured Academic
approaches, in contrast, growth in achievement and in attitudes
were found to be independent of one another.

o Systematic observations of Follow 'l‘hrough classrooms indicated
that approaches differed in actual practice in accordance with
their published program descriptions. The kinds of activities
engaged in by different classes, the role of children's own
inquiry versus teacher-directed learning, and the nature of
teachers' praise and feedback were a few of the dimensions for
which objective observations suggested a correspondence between
programs' orientations and children's day-to-day experiences.
The systematic observations also showed that most adult-child
communication in Follow Through classes focussed on the individual
child or a small group of children, with significantly more
adult communication being addressed to large groups of children
in non-Follow Through than in Follow Through classes.

o Parents of Follow Through children were better informed about
their children's school programs, more likely to visit school,
to work in classrooms and talk to teachers, and more convinced
of their ability to effect school programs than parents of
comparison children, Differences in each of these areas were
statistically significant in both the kindergarten and first-
grade samples, suggesting that Follow Through was successful
in increasing parental awareness of and involvement in school

activities,

o Follow Through's consequences for teachers were suggested in
both attitudes and behaviors. Follow Through teachers were
more 1likely to consider home-visits important and to make more
home-visits, and to place high value on parents' direct
participation in the classroom than non-Follow Through teachers.
In addition, Follow Through teachers showed markedly greater
satisfaction with the progress of their students than did non-

Follow Through teachers.

In summary, the 1969-70 evaluation of Follow Through provided preliminary
information for Federal and State decision makers, for school adminis-
trators, teachers and parents about the variety of educational experiences
available to young children and the likely comsequences of these experiences.
It suggested that Follow Through is having some impact on children's
academic achievement and their attitudes towards school and learning.

It also suggested a match between programs' orientations, the classroom
experiences they provide, and their patterns of effects on children.

106




The conclusions to be drawn from the first year evaluation are, how-
ever, unclear. The consistent pattern of positive and statistically
significant effects suggest to some well-informed individuals that
Follow Through is a success--and is definitely more of a success than
other compensatory education programs. Equally well-informed individuals
have pointed to the small absolute size of differerces between Follow
Through and non-Follow Through children and have proclaimed the
program a failure--particularly in view of the Follow Through program
cost of $800 per child. These individuals have emphasized the point
that statistically significant-results which are readily achieved in
comparisons involving large numbers of cases like those in the Follow
Through evaluation) should not blind us to the fact that absolute
differences between the Follow Through and control samples are very
small, Thus, before we can conclude that the Follow Through program
is in fact achieving educationally significant results, the final
evaluation will have to demonstrate much larger differences than have
appeared so far between the Follow Through and control groups.

It appears that a definitive interpretation of the first-year findings
must await the results of ongoing evaluation efforts. The current
Follow Through evaluation will describe effects of different approaches
after children have participated in them continuously for several
years. In addition, it will re-examine patterns of effects which were
found in the first year of evaluation and will collect and analyze
data with considerably more precision than heretofore. Therefore,

the information collected in the current evaluation should help to
interpret the significance of findings from the first-year evaluation.
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SUMMARY

1
EVALUATION OF THE HEAD START PROGRAM

This report presents the results of a study on the impact
of Head Start carried out fbr the Office of Economic Opportunity
from June 1968 through May 1969 by Westinghouée Learning
Corporation and ‘Ohio University.

The study attempted in a relatively short period of time

. to provide an answer to a limited question concerning Head

Start's impact; namely: Taking the program as a whole as it
has operated to date, to what degree has it had psychological
and intellectual impact on children that has persisted into the

primary grades ?

The very real limitation o{ our study should be established
at once. The study did not address the question of Head Start's
medical or nutritional impact. It did not measure the effect
of Head Start on the stability of family life. It did not assess

" the impact of Head Start on the total community, on the schools,

or on the morale and attitudes of the children while they were
in the program. The study is therefore a limited and partial
evaluation, but one based on solid, useful, and responsible

research.

We were not asked to answer all the questions that might
have been asked. Those that we did ask (and answer), however,

1/Westinghouse Learnin atii
g Cérporation-Ohi
The Impact of Headstart, June 12,1969o State University,

4
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were the right questions to ask first. This is an ex post
facto study; we therefore did not have the opportunity to ob-
serve the Head Start classrooms whose output we measured,
nor could we attempt to ascertain various kinds of second-

ary social or mental health benefits.

The basic question posed by the study was:

To what extent are the children now in the first,
second, and third grades who attended Head Start
programs different in their intellectual and social-

personal development from comparable children

who did not attend ?

To answer this question, a sample of one hundred and four
Head Start centers across the country was choseh. A sample of
children from these centers who had gone on to the first, sec-
ond, and third grades in local area schools and 2 matched sample
of control children.from the same g'rades' and schools who had '
not attended Head Start were administered a series of tests
covering various aspects of cognitive and affective develop-
ment (listed below). The parents of both the former Head Start
enrollees and the control children were interviewed and a broad
range of attitudinal, social, and economic data was collected.
Directors or other officials of all the centers were interviewed
and information was collected on various characteristics of the
current local Head Start programs. The primary grade teach-
ers rated both groups of children on achievement motivation
and supplied a description of the intellectual and emotional en-
vironment of their elementary schools. 110
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Analyses of comparative performances on the assessment
measures of all children in the study were conducted for each
selected center area. Findings were combined, then, into the
total national sample (called the overall analysis) and into three
major subgroupings of centers formerly attended by the Head
Start children’‘the:letier heing clagsified by geographic region, <
city size, and racial‘/‘ethnicbomposition. All the findings were
also related to the type of prog;am attended, i.e., summer
or full-year program. : . |

The ‘inajor findings of the study are:

1. In the overall analysis for the Metropolitaxi
Readiness Tests (MRT), a generalized meas-

.ure of:learning readiness containing subtests
on word meaning, listening, matching, alpha-
bet, numbers, and copying, the Head Start
children who had attended full-year programs
and who were beginning grade one were super-
jor to the controls by a small but statistically
significant margin on bo?h "Total Readiness''
and the "Listening":subécore. However, the
Head Start children who had attended summer

. programs did not score significantly higher
than the controls. (This particular cognitive
measure was used in grade one because it does
not require the ability to read..)

2. In the overall analysis for the Stanford Achieve-

. ment Test (SAT), ageneral measure of child-

ren's academic achievement, containing sub-

111
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- tests on word reading, paragraph meaning,

spelling, arithmetic, and so on, used to meas-
ure achievement at grades two and three, the
Head Start children from both the summer and
the full-year programs did not score signifi-
cantly higher than the controls at the grade two
level. Whﬁe the childrcé‘l from the summer
programg-failed to score higher than the controls
at gradé three, an adequate evaluation of the
effect of the full-year program at this grade
level was limited by the small number of pro-

grams.

. In the overall analysis for the Illinois Test of

Psycholinguistic Abilities (ITPA), a measure

'of language development containing separate

tesis on auditory and vocal reception, auditory
and visual memory, auditory-vocal associ-
ation, visual-motor association, etc., the Head
Start children did not score significantly higher
than the controls at any of the three grade
levels for the summer programs. In the case
of the full-year programs, two isolated dif- |
ferences in favor of Head Start were found at
grade two for two subtests of the ITPA, namely,
"Visual Sequential Memory" and '"Manual Ex-

pression. "

. In the overall analysis for the Children's Self-

Concept Index ( CSCI), a projective measure

of the degree to which the child has a positive
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gelf-concept, the Head Start children from

both the summer and the full-year programs

did not score significantly higher than the con-
trols at any of the three grade levels.

. In the overall analysis for the Classroom

Behavior Inventory (CBI), a teacher rating
assessmext of the children's desire for achieve-
ment in school, the Head Start childreniirom

both the summer and the full-year programs did
not score significantly higher than the controls at
any of the three grade levels.

. In the overall analysis for the Children's Atti-

tudinal Range Indicator (CARI), a picture-story

projective méasure of the child's attitudes
towaxd school, home, 'peers, .and society, the

Head Start children from the full-year programs
did not score significantly hfgher than the con-
trols at any of the three grade levels. One iso-
lated positive difference -for summer programs
was found on the "Home'' attitude subtest at grilde

one.

The above findings pertain to the total national

‘sample. As mentioned previously, additional

analyses were made for three subgroups of the
national sample: geographic regions, city-size
groups, and racial/ethnic composition categories.
Analysis éf the summer programs by sﬁbgrc'mps
revealed few differences where Head Start child-
ren scored higher than their controls. Analysis
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of the full-year programs by the same sub-

groupings revealed a number of statistically

significant differences in which, on some meas-

ures (mostly subtests of cognitive measures)

a._‘,.‘.,and,atmm €7 -an: Jher grade level, the Head
g ‘Start children scored higher than their con- -

trols. There were consistent favorable pat-

tems for certain subgroups: where centers were

in the Southeastern geographic region, in core

cities, or of niainly Negro composition. Even
though the magnitudes of most of these differ-

ences were small, they were statistically sxg-

nificant and md‘ "ated that the program evidently
had had some linuted effect with children who had 4
'atl:ended one or another of these types of full-year

centers

8. Apart from any comparison with control groups,
the scores of Head Start children on cognitive -

measures fall consistently below the national norms
of standardized t-ests. While the former Head Start
enrollees approach the national level on school .
readiness (measured by the MRT at first grade).
their relative standing is considerably less favor-

able for the tests of language development and
schoiastic aohievement. On tlie SAT they trail
about six-tenths of a year atsecond grade and close
to a full year at grade three. They lag from seven

to nine months and eight to eleven months respec-

tively on the ITPA at first and second grades.
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9.> Parents of Head Start children expressed strong
approval of the program and its effect on their
children. They reported substantial participa-
tion in the activities of the centers. Parents of
full-year enrollees tended to be slightly better .
| educated but with a slightly lower income than .

parents of summer enrollees; summer programs

enrolled a larger proportion of white children.

¢

Viewed in broad perspective, the major conclusions of

e Y g s

the study are:

* 1. Summer programs appear to be ineffective in pro-
| ducing any gains in cognitive and affective develop~

T 3 g

ment that persist into the early elementary grades.

‘2. Full-year programs appear to be ineffective as
measured by the tests of affective development
used in the study, but are marginally effective in

s s e A TS e

producing gains in cognitive development that

could be detected in grades one, two, and thrge.
Programs appeé.red to be of greater effectiveness
for certain subgroups of centers, notably in mainly
Negro centers, in scattered programs in the central
cities, and in Southeastern centers. '
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8. Head Start children, whether from summer or from
full-year programs, still appear to be considerably
below national norms for the standardized tests of

language development and scholastic achievement,

S Gt deil s con LR PRV

while performance on school readiness at grade one

apptoaches the nétibn_al norm.
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4. Parents of Head Start enrollees voiced strong
approval of the program and its influence on their
children. They reported substantial participation

. in the activities of the centers.

An analysis of covariance random replications model was
used for the main analysis of the data obtained in this study.
This statistical procedure was cross-checked by both a non-
parametric analysis (with appropriate matchings) and an analy-
sis of covariance with individuals rather than centers as the

basic unit. Owverall results with all procedures were similar.

In sum, the Head Start children can not be said to be
appreciably different from their peers in the elementary grades
who did not attend Head Start in most aspects of cogunitive and
affective development measured in this study, with the exception
of the slight but nonetheless significant superiority of full-year
Head Start children on certain measures of cognitive develop-
ment.

A variety of interpretations of the data are possible. Our
measures were taken after children had been out of Head Start
from one to three years, in order to detect persisting effects.
It is conceivable that the program does have a significant im-
pact on the children but that the effect is matched by other ex-
periences, that it is contravened by the generally impoverished
environment to which the disadvantaged child returns after he
leaves the Head Start program, or that it is an intellectual
spurt that th> first grade itself produces in the non-Head Start
ehild. Or it is possible that the Head Start program has a
pigniﬁcant impact on the children who attended, but that the

116
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presence of these improved children in the classroom has
raised the level of the whole class to the point where thexre
are no longer statistically reliabie differences between the
Head Start and non-Head Start children. A further possibility
exists that Head Start has,been of considerabli<impact where
adequately implémented,ébut lack of more positive findings
reflects poor implementation of the program. Or it is pos-
sible that Head Start has been effective only with certain types
of pupils, and so on. |

In any case, tl{é study indicates that Head Start as it is
presently constituted has not provided widespread signifi- s’
cant cognitive and affective gains which are supported, rein-
forced, or maintained in conventional éducaﬂon programs in
the primary grades. However, in view of the mixed results
from the full-year findings, the impact on the parents, the |
obvious values of the medical and nutritional aspects of the ,
program, and the critical need for remedisting the effects
of poverty on disadvantaged children, we make the following
recommendations: ‘

>

1. Summer programs should be phased out as early
as feasible and converted into full-year or ex~

tended-year programs,

2. Full-ynar programs should be continued, but every
effort should be made to make them more effective.

Some specific suggestions are:

a. Making them a part of an intervention
strategy of longer duration, perhaps ex=
tending downward towand infancy and up-
,EC | wand into the primary grades. 117
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b. Varying teaching strategies with the
characteristics of the children.

c¢. Concentrating on the remediation of
specific deficiencies as suggested by the
study, e.g., language deficiencies, de-

2y {,ﬂciencles in spelling or arithmetic.

d.” ; Tralning of parents to become more effec-
tive teachers of thefr children.

In view of the limited state of knowledge about
what would constitute a more effective program,
some of the full-year programs should be set up

as experimental programs (strategically placed
on a regional basis), to permit the implementation

- of new procedures and techniques and provide for

an adequate assessment of results. Innovations
which prove to be successful could then be insti-
tuted on a large scale within the structure of
present full-year programs. Within the experi-
mental context, such innovations as longer period
of intervention or total family intervention might
be tried.

Regardless of where and how it is articulated into
the structure of the federal government, the agency
attempting the dual research and teaching missions

presently assigned Head Start should be granted the

focal identity and organizational unity necessary
to such complex and critical experimental pro-
grams. Their basis of funding should take

cognizance of both the social significance of these
118
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missions and the present state-of-the-art of
programs attempting to carry them out.

In conclusion, although this study indicates that full-
year Head Start appears to be & more effective compensa~-
tory educational program than summexr Head Start, its
benefits cannot be described as satisfactory. Therefore
we strongly recommeond mw efforts and |
substantial resources continue to be devoted to the search

for finding more effective programs, procedures, and
techniques for remediating the effects of poverty on dis-
advantaged children.

ERIC ) 119
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DESCRIPTIONS OF SUCCESSFUL COMPENSATORY EDUCATION PROJECTS

WITH EXPLANATORY NOTES AND DEFINITIONS

1/Source #277
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Explanatory Notes and Defimitions to Accompany Project Profiles

Context (definitions)

Urban - Community of 2,500 or more inhabitants not within commuting
distance of a city of 50,000 or more inhabitants.

Rural - Community of fewer than 2,500 inhabitants.

Suburban - Community of fewer than 50,000 inhabitants within com-
. muting distance of a city with 50,000 or more inhabitants.

Title I Support (definitions)
Yes ~ Title I support. May have been either total or partial.
No ~ Unsupported by Title I.

Note: Evaluation of Title I support applies only to the calendar
period cited unter Target Group Characteristics.

Number Served (note)

Figure given represents total number of children served during cited
time period. In some instances it includes children in grade levels
other than those where success was demonstrated.

Dates (note)
Dates reflect period for which evidence of project success was
available to the AIR investigators. The projects may have operated
at other times as well.

Age or Grade Range (note)

Only those age or grade ranges where success was demonstrated are
reported. Projects may have served additional ages or grades.

Measured Cognitive Objectives (note)

Reference is made here only to those cognitive objectives for which
there was evidence of project success. Projects may have had other
objectives.

Treatment Duration (note)

Time given is from pretest to posttest or from beginning of treat-
ment to posttest. Actual treatment duration may have been greater.

122
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Components (note)

Only the most salient components within each of the listed categories
are presented. Space limitations precluded exhaustive enumeration
of all project characteristics.

Pupil-Teacher Ratio (definition)

Teacher - Adults in instructional roles were defined as teachers
whethet or not they were certificated or considered
“professional."” Adults in noninstructional roles were
not counted.

Tests Used (note)

Only those tests are listed which provided evidence of cognitive
benefits. Other tests may have been used as well.
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ACADEMIC PRESCHOOL
Champaign, Illinois

Title I Support: No Context: Urban

Targdt Group Characteristics
_Number Served: 15-20 for each of two years Dates: 1965-67

Age or Grade Range: 4-~5 years old Ethnic Group: majority Black

Other Pupil Characteristics: One or more years retarded in reading, language,
or math; no prior preschool experience.

Project Characteristics

Measured Cognitive Objectives: Performance on tests of readiness in math
and reading; stabilization or improvement in performance on tests of IQ.

Facilities: 1laboratory school classroom
Treatment Duration: Two hours daily for two years.

Components:

Personnel: Administrators prepared materials and trained teachers;
teachers vere undergraduates and heavily supervised.

Curriculum: programmed
Strategy: teachar directive
Environment: highly structured
Materials: modified commercially available ones
Pupil-Teacher Ratio: 5:1 4
Training: "extensive" pre- and inservice
Parent involvement: none indicated
Tests Used: Stanford-Binet, Wide Range Achievement Tests - readin3, math

Design and Results: Pre-post design. 1Q and reading and math performance
significantly better th_an control group.
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AMELIORATIVE PRESCHOOL PROGRAM
Champaign, Illinois

Title I Support: No Context: ' Urban

Target Group Characteristics
Nugber Served: same 30 for each of two years Dates: 1965-67

-Age or Grade Range: & years old Ethnic Group: 2/3 Black
1/3 vhite

Other Pupil Characteristics: IQ's from 70 to over 100 (1/3 70-89, 1/3 90-100,
1/3 over 100); no prior preschool apnriencc

Project Characteristics

Measured Cognitive Objectiveas: Performance on tests of readiness :in math,
reading, and language; performance on IQ tests.

Facilities: Preschool year in laboratory clailrool; kindergarten year in regu-
lar clasaroom of public gchool.

Treatment Duration: 2 1/4 hours daily preschool; 1 hour daily kiadergarten

~Components:

Personnel: Teachers trained and uperiencld in early childhood teaching:;
no aides specified.

Curriculum: ' Content organized hierarchically; used game format; programmed
reinforcement.

Strategy: teacher directive

Enviromnent: highly structured; students grouped by ability

Materials: nultisensory stimulators

Pupil-Teacher Ratio: 5:1

Training: regular teschers, once a week

Parent Involvement: none indicated
Tests Used: Stanford-Binet, California Achievement ~ reading, language, math
Design and Results: No pretest; posttest adaministered one year after two year

treatment. IQ and reading, language, and math performance significantly
better than control group.
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DIAGNOSTICALLY BASED CURRICULUM
Bloomington, Indiana

Title I Support: No Context: Urban

Target Group Characteristics
Number Served: 15 for each of three years Dates: 1964-67
Age or Grade Range: 5 years old Ethnic Group: vhite

Other Pupil Characteristics: IQ range from 50 to 85.

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on IQ and language
ability tests.

Facilities: experimental preschool
Treatment Duration: Four hours daily for one year,

Components:

Personnel: Teachers each year had special training, little experience;
male aides used second and third years.

Curriculum: Based on thorough disgnosis of learning problems in language,
concept, and fine motor development.

Strategy: teacher directive

Environment: Structured; used behavior modification techniques.
Materials: manipulative, games

Pupil-Teacher Ratio: 15:1 plus some aides

Training: regular teachers, once & week based on class

Parent Involvement: none indicated

Tests Used: Stanford-Binet, Columbia Mental Maturity, Illinois Test of Psycho-
linguistic Ability, Peabody Picture Vocabulary

Design and Results: Pre-post design. Cain or posttest scores significantly
better than coantrol group.
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INFANT EDUCATION RESEARCH PROJECT
Washington, D. C.

Title I Support: No Context: Urban

Target Group Characteristics

Number Served: 28 Dates: September 1965 -
June 1967
Age or Grade Range: 15 months old Ethnic Group: Black

Other Pupil Characteristics: All males; relatively stable, uncrowded homes.

Project Characteristics

Measured Cognitive Objectives: Stabilization or improvement in performance
on tests of IQ.

Pacilities: children's homes
Treatment Duration: One hour daily, five days per week/21 months.

Components:

- Personnel: Tutors had college degree, experience with inner-city children;
n0 aides specified.

Curriculum: wverbal stimulation

Strategy: Tutor directed play activities in the home with mother fre-
quently present. :

Ravironment: unstructured

Materisls: toys, games, books

Pupil-Teacher Ratio: 1:1

Training: Tutors had two to three months initial training; 1/2 to 1 hour
deily conference vith supervisor.

L 4

Parent Involvement: Optional in tutorial sessions.

Tests Used: Bayley Infant, Stanford-Binet, Peabody Picture Vocabulary, Johns
Hopkins Perceptual

Design and Results: Pre-post with followeup. Gain or posttest scores signifi-
csntly better than control group.

483-3900-72 -8
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LEARNING TO LEARN PROGRAM
Jacksonville, Florida

Title I Support: No Context: Urban

Target Group Characteristicé

Number Served: 24 Dates: 1965-66
Age or Grade Range: 5 years old Ethnic Group: Black

Other Pupil Characteristics: none given

Project Characteristics

Measured Cognitive Objecéives: Performance on tests of IQ.

Facilities: preschool classrooms

Treatment Duration: Approximately three hours daily for nine months.

Components :

Personnel: Experienced teacher assisted by one full-time aide.

Curriculum: Structured sequence of game-like activities.

Strategy: Child-directed free activity for 90 minutes, teacher-~directed
small-group sessions for 10 to 20 minutes.

Environment: Large-group free periods with game-like activities; amall
group seseions with more structure; story and discussion period.

Materials: toys, games, books
Pupil-Teacher Ratio: Large group 20:1; small group 2-4:1; story 24:2

Training: Personnel had daily training and planning sessions with video-
tape. .

Parent Involvement: Monthly meetings and biannual teacher-parent con-

ferences.
Tests Used: Stanford-Binet, Peabody Picture Vocabulary, 1llinois Test of
Psycholinguistic Ability

Design and Results: Posttest only; scores significantly better than comtrol

group.
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MOTHER~-CHILD HOME PROGRAM
Freeport, New York

Title I Support: No Context: Suburban

Target Group Characteristics

Number Served: apprcx. 30 for each of two years Dates: 1967-70
Age or Grade Range: 2-3 years old ! Ethnic Group: 90 percent Black

Other Pupil Characteristics: none given

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on tests of IQ.
Facilities: children's homes ‘
Treatment Duration: 1/2 hour twice a week for two years
Components: '

Personnel: "Toy Demonstrators" - trainmed social workers and paraprofes-
sionals.

Curriculum: Structured verbal interactions based on toys and books
brought as gifts to child.

Strategy: Verbal interaction sessions between mother and child during
visits by Toy Demonstrators.

Environment: moderately structured
)(ateriala: Toys and books designed to stimulate verbal interaction.

Pugil-'reacher Ratio: 1l:1

Training: Toy Demonstrators had 8-session training workshop, wveekly
inservice conferences. '

Parant Involvement: Mothers trained to act as "inﬂtervenera" for own
children. B

Tests Used: Peabody Picture Vocabulary, Stanford-Binet, Cattell Infant
Intelligence :

Design and Results: Pre-post with follow-up.’ Gain scores significantly better
than control group. ' :
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PERRY PRESCHOOL PROJECT
Ypsilanti, Michigan

Title I Support: No v Context: Suburban

Target Group Characteristii:a
Number Served: 24 per year, 2-year cycle Dates: 1962-66

Age or Grade Range: 3-4 years old Ethanic Group: Black

Other Pupil Characteristics: Functionally retarded, IQ's 85 or below.

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on IQ tests; per-
formance on achievement tests in reading, language, and math.

Facilities: Regular classrooms in public schools; children's homes.
Treatment Duration: 16 1/2 hours weekly for two years prior to kindergarten

Components ¢

Personnel: Certified teachers with average of 10 years specialized
experience.

Curriculum: highly structured thematic units

Stzategy: ‘'verbal bombardment"

Euvironment: Four activity centers in relatively freely structured class-
room; 90-minute home visit once a week.

Materials: Manipulative plus “real-world" objects; traditional materials
used in unique wvays.

Pupil-Teacher Ratio: 6:1
Training: daily planning meetings

Parent Involvement: Weekly home sessions with child; monthly parent
group meetings.

Tests Used: Stanford Binet, Peabody Picture Vocabulary, Leiter International
Performance, California Achievement Test Battery

Design and Results: ’ Pre-post with follow-up. IQ gain scores better than control
group; achievement scores signifiq.antly better than control group.
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PRESCHOOL PROGRAM 3
Fresno, Cslifornia
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Title I Support: Yes — " Context: ©rban

Target Group Characteristics

Fuomber Scrvéd: 1964-65, 45; growing to ‘ méu: 1964-68
750 over next four years .
Age or Crade Range: 3-5 years old - " Ethaic Group: - mostly Mexican-
' American

Other Pupil Characteristics: Mostly Spinioh-speaking; some residing outside
Title I target area. L

Project Characteristics

‘ -
Measured Cognitive Objectives: Improvement in performance on test of language
ability. : ; '

Facilities: 27 poréable classrooms at 19 elementary school sites
Treatment Duration: Three l'u;ura per day/five days per week.

Components :

Personnel: S0 certificated half~time teachers

Curriculum: Emphasis on verbal cbmun:lcati.op' snd language development.

Strategy: Teacher-directed small group activities.

" Environment : Moderately structured with ﬁae of teacher aides and parent
volunteers. ' .

Materials: typical preschool

Pupil-Teacher Ratio: 5:1

Training: Mornthly staff meetings, study. guides and inservice consultation
from resource teachers.

Parent Involvement: Initructors in classroom, bimonthly parent meetings;
use of parents on frequent field trips; parents' advisory committee met
once a month. . ‘

Testes Used: Peabody Picture Vocabulaty

Design and Results: Pre-post design. The average IQ of 428 pupils in FY 67
was raised from 84.3 to 96.5. This 12.2 1Q gain was statistically signi-
ficant. In FY 68, the average gain for 452 pupils was 14.7 points from
86.4 to 101.1 -- also statistically significant.
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THE PRESCHO0I, PROGRAM
Oakland, California

Title I Support: No Context: Urban

Target Group Characteristics
Number Served: approximately 600 annually Dates: 1966-70

Age or Grade Range: 3-4 years old Ethnic Group: mostly Black

Other Pupil Characteristics: none given

Proiect Characteristics

Measured Cognitive Objectives: Improvement in performance on tests of IQ.
Facilities: Regular classrooms in public schools.
Treatment Duration: 3 3/4 hours daily for 9 - 15 months

Components:

Personnel: One teacher and one téacher aide per class plus one parent
Volunteer; also school-comnunity workers.

Curriculum: Individualized sequential series of learning units, empha-
sizing language skills.

Strategy: teacher~directed small group activities.

Environment: Moderately structured with many enrichment activities and
field trips. .

Materials: ) typical preschool

Pugil-’l‘eachet" Ratio: 15:3 or 4

Training: Pre- and inservice for teachers, aides, school~community worlgers;
daily 30-minute inservice for aides.

Parent Involvement: Volunteers in classroom; monthly parent meetings.
Tests Used: Pictorial Test of Intelligence

Design and Results: Pre-post desig:}./ Post scores significantly better than
control group. - s
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PROJECT BREAKTHROUGH
Chicago, Illinois

Title I Support: No Context: Urban

Target Group Characteristics
Number Served: . 102 Dates: 1966-67

Age or Grade Range: 3.5-5.5 years Ethnic Group: mostly Black

Other Pupil Characteristics: none 3ivén

Project’ Characteristics

Measured Cognitive Objectives: Stabilization of performance on IQ tests; per~
formance on readiness tests.

Facilities: laboratory school classroom
Treatment Dﬁration: 1 1/2 hours daily for 7-9 months
Components:

Personnel: Responsive environment laboratory supervisors and booth
attendants; 09c1a1 caseworkers.,

Curriculum: Edison Responsive Eanvironment (ERE), student behavior evokes
further stimili.

Strategy: Tpan;fer of child's discoveries to more formal learning exper-
iences; soclal work services. )

Environmen't; Highly structured ERE sessions and traditionalv nursery
school experience.

Materials: -.' “ralking Typewiriters"
Pupil-Teacher Ratio: varied from 1:1 to 10:1
Training: ;|>.re- and 1n§ervice instruction
Parent Involvement: nome indicated
Tests Used: S__tanford-Binet, Peabody Picture Vocabulary, Metropolitan Readiness

Design and Results: Pre-post with follow-up. IQ Gain and performance signi-
ficantly: better than control group. ,
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MALABAR READING PROGRAM FOR MEXICAN-AMERICAN CHILDREN
Los Angeles, California

Title 1 Suppért: No Context: Urban

Target Group Characteristics

Number Served: Unknown, preschool through Dates: 1966-69
third grade in one school.
Age or Grade Range: pre-K - third grade Ethnic Group: mostly Mexican-
American

Other Pupil Characteristics: none given

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on. achievement tests
in reading and lenguage.

Facilities: Regular classrooms in public school.

Treatment Duration: Hours per week unknown; students treated for different
lengths of time over five year period.

Components:
Personnel: Ten percent were Mexican-American.
Curriculum: Oral and written language emphasis.

Strategy: Individualized, self-directed approach capitalizing on child's

response to internal as well as external stimuli.

Environment: Three "stations', moderate to low structure, from individual
work with teacher to self-chosen activity.

Materials: Ginn basal re'adera, staff-developed bilingual materials.

Pupil-Teacher Ratio: 30:1, reduced by parent volunteers

Training: unknown

Parent Involvement: volunteers in classroon

Tests Used: Stanford Achievement - reading

Design and Results: Pre-post design. Gain scores significantly better than

control group.




PS 115 ALPHA ONE READING PROGRAM
New York, New York

Title I Support: No Context: Urban

Target Group éharacteris tics
Number Served: 27 ' Dates: 1969-70

Age or Grade Range: first grade ' Ethnic Group: mostly Spanish-
: speaking; Greek

.Other Pupil Characteristics: Hany‘could not speak fluent English.

Project Characteristics
Measured Cognitive Objectives: Perforaance on a primary reading test.
Facilities: regular classroom |
Treatment Duration: Two hours daily during school yeaf.
Components:
Personnel: one full-time teacher
Curriculum: éame-like phonics approach to decoding words.
Strategy: Programmed success, teacher-directed lessons.

Environment: Moderately structured, no special classroom arrangements;
children get regular school program the rest of the day.

Materials: Specfal "Alpha One" self-contained instructional package.

Pupil-Teacher Ratio: 27:1 .
Training: None required; materials contain complete kit of lesson plans.

Parent Involvement: none in&:l.cated
Tests Used: Gates Primary Reading

Design and Results: Posttest only; scores significantly better than control
group.
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PROJECT 'EARL‘I PUSH
Buffalo, New York

~ Title I Support: Yes . Context: Urban

_ Taxget Group Characteristics
Fusber Served: '650 © Dates: 1967-68

Age or Grade Range: 3 years, 9 months - . Ethnic Group: none given
‘ 4 years, 9 months / '

Other Pupil Characteristics: none given

Project Characteristics

L 4

Measured Cognitive Objectives: Improvement in perfomnée on readiness tests.

‘Pacilities: Regulaf classrooms in public and parochiai schools.

Treatment Duration: 1/2 day, 5 days per week/9 months
cpnponents: |
Personnel: Visiting teacher, home-school coordinator, teacher aides.

Curriculum: Use of a combination of practices found to be successful
in other preschools; mostly child directed. .

Strategy: Capitalize on learning potential in children's self-chosen
activities. .

Environment: Low structure, small gToup.
Materials: Furniture, housekeeping, art, music, and play materials.

Pupil-Teacher Ratio: 15:1

Training: Bimonthly inservice for teachers and aides.

Parert Involvement: Newsletter for parents; class vigits urged; parent-
teacher conferences and workshops; volunteer Parent-Council meets three
times a year. :

Tests Used: Peabody Picture Vocabulary

Design and Results: Pre-post design. Forty-eight boys and 48 girls were ran-
domly gelected for testing. Pretests were obiained on all but only 35
boys and 24 girls were posttested. These 59 pupils showed a mean mental
age gain of 11 months during the 7 months between testings. This pro-
duced a mean IQ gain of 10 points from 76 to 86. In terms of national

. norm percentiles, mean pretest performance was at the 18th percentile,
mean posttest performance was at the 28th percentile. '
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EARLY CHILDHOOD PROJECT
New York, New York

Title I Support: No Context: Urban

Target Group Characteristics

Number Served: 160 entered each year and Dates: 1962-67
remained for five years.

Age or Grade Range: pre-K - third grade Ethnic Group: mostly Black

Other Pupil Characteristics: none given

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on IQ and readiness
tests.

Facilities: Labbtlatory.school and regular public school classrooms.
Treatment Duration: five hours per week
Components:

Personnel: One teacher and one college-graduate assistant teacher per
class; community aides and social worker.

Curriculum: Davelopment of language and concept skills; inclusion of
math and science skills in primary grades.

Strategy: Self-paced, individualized and small-group instruction; much
feedback; creative dramatics. .

Environment: moderately structured

Materials: Often designed by staff; Deutsch program; many games and
manipulatives.

Pupil-Teacher Ratio: unknown

Training: Three weeks pre-service plus inservice for teachers and
assistant teachers.

Parent Involvemeﬁt: Monthly meetings; parents trained to support program
at home with games, books, questions.

Tests Used: St&nford-sinet

Design and Results: Pre-post design. IQ gain scores significantly better than
control group.
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AUGMENTED READING PROJECT
Pomona, California

[

—'l‘itle I Support: Yes . Context: Urban

Target Group Characteristics
Number Served: 1,230 Dates: 1967-68

Age or Grade Range: first - third grade _Ethnic Group: mostly Mexican-
American; Black, some white

Other Pupil Characteristics: Students selected on basis of teacher recommenda-
tions and diagnostic test .-scores.

Project Characteristics

Heasm‘ed Cognitive Objectives: Improvement in performance on reading acﬁieve-

1?&[1: tests.
Faci ities: regular and other classrooms

Treatment Duration: Four months; numher of ho;rs varied according to need.

Components:

L

Personnel: Three counselors, two psychologists, four remedial reading
specialists, one "helping teacher," and 36 teacher aides augmented regu-
lar teaching staff.

Curriculum: Remedial reading; supplemental to regular classroom instruc-
tion.

Strategy: Those with greatest need rec=ived individual or small group
instruction outside regular classroom; those in regular classroom bene-
fited from services of a shared helping teacher and a nonprofessional
classroom aide who assisted with class management and 8 minimal amount
of instruction; all instruction teacher directed; no one teaching method
employed.

Environment: moderately structured

Materiale: Special professiomal books and curriculum materials used; all
commercially available.

Pupil-Teacher Ratio: 3-6:1 for those receiving special instruction

Training: Intensive pre~ and inservice training provided for all staff
through conferences, workshops, lectures. .

Parent: Involvement: Encouraged through psychologist and counselor liaison
and parent meetings.

Tests Used: Wide Range Achievement -~ reading

" Design and Results: Pre-post design. A random sample of 288 was drawn for
evaluation purposes —- 8 boys and 8 girls from each of the three grades
in each of the six schools served in FY 1967. Both pre~ and posttest data
were obtained on 213, During the six months between testings, grade-
equivalent gains ranging from 7 months (third grade girls) to 1 year (first
grade boys). Average growth rate was 1.4 months per month. In FY 68,
complete data were obtained on 265 pupils. An average growth rate of
1.2 months per month was found during the four-month period between
testings. More recently, the program has been extended to encompass
grades K through six and has ceased to be successful. ‘
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LANGUAGE STIMULATION PROGRAM
Auburn, Alabama

" Title I Support: No Context: Urban

Target Group Characteristics
Number Served: 32 Dates: 1964-65

Age or Grade Range: first grade Ethnic Group: Black

Other Pupil Characteristics: Mean IQ of 75 as measured by ITPA; two levels
below grade level in language.

Project Characteristics
Measured Cognitive Objectives: Improvement in IQ and language ability.

Facilities: laboratory classroom
Treatment Duration: One hour per day, four days per week/10 weeks.
Components ¢
Personnel: Director was Ph.D. candidate and faculty member at Auburn
University; testing personnel were volunteers from Auburn Psychology
Department; apparently no aides.
Curriculum: developmental language
Strategy: Students were pulled from their regular classrooms; instruc-
tion was in lieu of regular instruction in language; lessons highly
structured and sequential; same teaching method used for all.

Environment: highly structured

Materials: Peabody Language Development Kit (lessons 1 through 40);
story books.

Pupil-Teacher Ratio: 8:1

Training: Teachers trained in Peabody method.

Parent Involvement: none indicated

Tests Used: Stanford-Binet, Illinois Test of Psycholinguistic Abilities,
California Reading Test, Durrell Analysis of Reading

Design and Results: Pre-post with follow-up. IQ and reading performance
significantly better than control group.
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FROGRAMED TUTORIAL READING PROJECT

- — - ’ \ Indianapolis, Indiana

~

" T4tle I Support: Yes . GContext: Urban

Target Group Characteristics

Number Served: 43 " Dates: 1965-66

Age or Grade Range: first grade Ethnic Group: 60 percent Black,
‘40 percent white

Other Pupil Characteristics: none given

Project Characteristics

Measured Cogniffive Objectives: Improvement in performance om criterion-
referenced rcading tests. ‘

Pacilities: cther classroom « '

Treatment Duration: 1/2 hour daily for ome school vear
Components:

Personnel: Research director; head supervisor had only three years
college and experience as programmer; field supervisors of tutors cerved.
as liaisons with school staff; paraprofessionals served as tutors.

Curriculum: Remedial reading to supplement classroom instruction.

Strategy: Student removed from classroom for instructiom; tutors' behav-
Tor tightly prrgrammed by "lesson plams;" tutors heavily supervised; guided
discovery learning; success programmed in.

Environment: highly structured

Materials: Ginn basal reader plus special sequence of lesson plans devel-
oped at Indiana University.

Pupil-Teacher Ratio: 1:1

Training: Tutors received 12 hours pre-service training which required
12 additional hours of related home study; 6 hours inservice training also
provided; continuous supervision.

Pare.nf. Involvement: none indicated

Tests Used: Metropolitan Readiness, Ginn

Design and Results: Pre-post design with control group. Ginn posttest scores
were significantly higher for the treatment group than for the controls.
Sinilar results were found in a more recent (1968-69), larger-scale
evaluation involving a nationwide sample of 17 school districts. In
2lmost all instances (15 of 17), posttest comparisons favored the treat-
ment children. This was true even in five schools which apparently
assigned the more able children to the control group.




SPEECH AND LANGUAGE DEVELOPMENT PROGRAM
Milwaukee, Wisconsin

Title I Support: Yes Context: Urban

Target Groﬁp Characteristics

Nunber Served: 136 Dates: 1966-67

Age or Grade Range: first - second grade Ethnic Group: noné given
Other Pupil_'éharacteristicsz Mean IQ of 84; low oral language facility as
judged"t)y teachers and therapists on basis of oral articulation test.

l

‘Project Characteristics «

Measured Cognitive Objectives: Performancel on tests of \.rerbal language skill.
Facilities: other classrooms

Treatment Duration: Up to three hours per week for 15 weeks.

Components:

Personnel: Supervisor was a speech therapist and licensed in special edu-
cation with 20 years experience; therapists were state licensed with an
average of 7 years experience.

Curriculum: Rich in auditory and verbel stimuli consisting of a sequence
of structural units developed by project staff and designed to improve
talking and listening skills.

Strategy: Provided small group instruction outside normal classrooms;
teacher directive.

"Environment: Moderate to highly structured; therapists were flexible in
responding to students' needs.

Materials: Some locally developed; others commercially available.

Pupil-Teacher Ratio: 7:1

Training: No pre- or inservice training specified.

Parent Involvement: Parents informed through newsletters and conferences.

Tests Used: Ammons Quick Test of Verbal-Perceptual Intelligence

Design and Results: Posttest with matched control group. Small but statis-
tically significant differences in posttest scores favored the treatment
group over the controls. No significant differences, however, were
found in four more recent evaluations conducted between 1967 and 1969.
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MORE EFFECTIVE SCHOOLS . d
New York, New York

‘rith Spgport: Yes COntex;z Urban

Target Group Characteristics

_Number Served: approximately 16,600 per year Dates: 1965-67

Age or Grade Range: pre-K - sixth grade Ethnic Group: majority Black
. : or Puerto Rican

Other Pupil Characteristics: none given

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on achievement tests
in reading. . .

Facilities: regular classrooms - ' ?

Treatment Duration: 1/2 day daily, Pre-K, full day daily, grades K - sixth/
one year. : :

Components:

Personnel: Staffs of each participating school included social workers,
psychiatrists, speech improvement teachers, psychologists, community rela-
tions coordinators, and paraprofessional aides in addition to teaching
and administrative personnel.

Curriculum: None special; emphasis on language skills and reading.

Su,'ategz: Reorganized and expanded the teaching, administrative, and
supportive staffs to better serve students in all areas of need; students
vere heterogeneously grouped in classes, offered more individual and small
group instruction; provided remedial, tutorial, and enrichment instruc~
tion during regular school and after school hours; encouraged teachers to
enploy innovative techniques. '

Environment: varied

Materials: Normal quota supplied schools was supplemented; wide variety of
audiovisual equipment was purchased.

Pupil-Teacher Ratio: 15-22:1

Training: Preservice orientation for teachers and administrators; local
colleges sponsored a variety of inservice activities and awarded scholar-
ships for course study.

Parent Involvement: Community relations coordinators planned meetings,
activities, and courses vhich many parents attended.

Tests Used: Metropolitan Achievement — reading

Design and Results: Pre-post design with control groups. Gain scores in some
grades vere better than control groups and national norms. Many more
recent cvaluations have been made of the program and have reached similar
conclusions., In general, gains made in the program exceed gains made by
matched control groups but fall short of the month-for-month rate expected
of average children in regular school programs,
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PROJECT CONCERN
Hartford, Connecticut

Title I Support: Yes Context: Urban

Target Group Characteristics

Number Served: 260 Dates: 1967-68

Age or Grade Range: K - sixth grade Ethnic Group: 4/5. Black

Other Pupil Characteristics: none given

1y ]

f Project Characteristics

Measured Cognitive Objectives: Improvement in performance on tests of IQ,
rendiness, and achievement in basic skills.

Facilities: Other classrooms in suburban schools.
Trestment Duration: full day daily for one year
Components:

Personnel: Director of inservice training for aides, coordinator of
aides, volunteer mother aides. : .

Curriculum: Same as that normally taught in the receiving school.
Strategy: Bused children to a suburban receiving school for full day’s
instruction and provided them with support from a team of one teacher and
one aide who accompanied them to the school and provided services which
varied from school to school.

Environment: varied

Materials: none mentioned

Pupil-Teacher Ratio: 25:1

Training: Monthly inservice workshop to train aides.
Parent Involvement: volunteer mother aides

Tests Used: Wechsler Intelligence, Primary Mental Abili :ies, Metropolitan
Readiness, Iowa Test of Basic Skills, Sequential Test of Educational
Progress

Design and Results: Pre-post design with a control group. IQ gains and verbal
achievement gains were significantly better for program participants than
for comparable control children in grades K-3. The program was not suc-
cessful in grades 4 and 5. Growth rates in both original and subsequent
evaluations were less than month-for-month.
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SCHOOL AND HOME PROGRAM
Flint, Michigan

Title 1 Support: No Context: Urban

Target Group Characteristics
Number Served: 1,100 ‘Dates: 1961-62
Age or Grade Range: K - sixth grade Ethnic Group: Black

Other Pupil Characteristics: none given

-

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests.

Facilities: children's homes
Treatment Duration: Evenings, daily for five months.
Components:

Personnel: Some mothers were aides and served as home visitors, counse-
lors, and attendance officers. '

Curriculum: Direct involvement of parents in the at-home learning exper-
iences of their children.

Strategy: Regular school teachers assigned special reading materials and
exercises to students to be donme at home and provided study guides for
parents so that they could assist the students in developing good study
habits and improve reading skills. '

Environment: varied

Materials: Commercially available materials used in different ways; some
locally developed ones.

Pupil-Teacher Ratio: not applicable

Training: Teachers met monthly to discuss progress, 'problems, and materials
use.,

Parent Involvement: Both in planning and implementing program.

Tests Used: Gates Revised Reading

Design and-Results: Pre-post design. Performance significantly better than
control group and disadvantaged norm. :
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AFTER SCHOOL STUDY CENTERS
New York, Nexz York

Title I Support: Yes Context: Urban

Ta.rget Group Characteristics

Nurber Served: | 30,000 Dates: 1266-67

Age or Grade Range: second - sixth grade Eﬁhnic Group: mostly Black
or Puerrto Rican

Other Pupil Characteristics: One year or more retarded in reading or math;
not receiving remedial help in school. :

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests. :

Facilities: other classrooms
Treatment Duration: Up to 10 hours a week for 7 months of regular school year.
Components:
Pergonnel: No special personnel employed; no aides.-
Curriculum: remedial reading
Strategy: Teachers tutored students individually and in small groups and
assisted them with homework; no single teaching technique was character-
istic of the program; offered two hours each afternoon; atteadance
voluntary.
Environment: moderately structured

Materials: primarxily SRA Reading Labs

Pupil-Teacher Ratio: varied

Traininpg: none mentioned
Parent Involvement: none indicated
Tests Used: Metropolitan Reading Test

Design and Results: Pre-post design (with a control group in FY 65). Perfor-
mance of ASSC pupils was significantly better than the control group in
FY 65 and growth was at the national norm month-for-month rate. In FY 67
growth was .7 months per month ~- somewhat above the disadvantaged norm.

There was no control group 1@1’;!37.
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= _ INTENSIVE READING INSTRUCTIONAL TEAMS
T Hartford, Comnecticut

- Ttle 1 Shpport: Yes Context: Urban

| : Target Group Characteristics

Number Served: 500 . .Datesz ].967-68

Age or Grade Range: third - sixth grade Ethnic Group: none given

Other Pupil Characteristics: Reading below grade level with potential for
growth; able to work within a group.

WPTENGURRBEE S e

Project Characteristics

- o
Measured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests.

Facilities: other classrooms

Treatment Duration: Three hours daily for 10 weeks of regular school year. ]

COmponeti ts:

Personnel: One reading specialist, two reading teachers per team; no
aides.

Curriculum: remedial reading

Strategy: Teacher directive; teams provided one hour each of inntruction
in phonics/word attack, basal reading vocabulary and comprehension,
individualized literature and library orientation each wmworaing.

Environment: moderately to highly structured

Materials: Some locally developed packets; some commercially available.

Pupil-Teacher Ratio: 15:1

Training: each afternoon for teachers

Parent Involvement: Forty percent visited centers at least once for
conferences.

Tests Used: California Reading Achievement

Design and Results: Pre-post design. OGrade-equivalent gains over the 10-week
treatment period ranged from 7 months to 1.5 years, greatly exceeding the
national norm. In more recent years the project has been modified to !
serve first-grade children. Evaluation evidence ghows continued success i
but grade-equivalent scores are not available.
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PROJECT CONQUEST
East St. Louis, Illinois

Ti€le 1 Support: Yes Context: Suburban

Target GrouLCharacteristics

Number Served: 1,089 . Dates: 1969-70 -
Age or Grade Range: first - sixth grade Ethnic Group: mostly Black
Other Pupil Characteristics: Capable students whose reading problems could

not be helped by regular classroom teachers; one year or more below grade
level in reading; potential to read at grade level.

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests. - . . .

Facilities: Tliree clinics and other classrooms.

Treatment Duration: Grades one - three, 3/4 hour a day, 4 days per week/7 1/2 mos.
Grades four - six, 3/4 hour a day, 2 days per week/7 1/2 mos.

Components:
Personnel: One reading specialist; four reading teachers and one aide per
clinic; nine specially trained veading teachers shared by "other classrooms;"
three school community aides; four supervisors.
Curriculum: remedial reading
Strategy: Diagnosis in clinics and remediation either in "other classrooms"
{grades one - three) or.clinics (grades four - six); supplemental to regular
school reading program; guaranteed success built in; remediation individu- ,
alized; teacher directive.
Environment: moderately to highly structured
Materfals: varied; all commerically available

Pupil-Teacher Ratio: 6:1

Training: Pre-service training two weel;s to one year; inservice training
one day per week. '

Parent Involvement: Classrooms observers; regularly scheduled conferences;
home visits.

Tests Used: Gates Primary Reading, Gates Advanced Primary Reading, Gates Survey,
Gates-MacGinitie

Design and Results: Pre-post design. In FY 69 project participants made
grade-cquivaient gains of 9.4 months in a 7.5 month period -~ a growth
rate 257 greater than the national norm. In FY 70 the mean gain was
1.04 years, exceceding the normal expectation by 39%. ’
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PROJECT MARS
Leominster, Massachusetts

—— e,

Title I SupportémYes — Context: Suburban
~ Target Group Characterfistics | .
. Number Served: 212 ' _ Dates: 1969-70
Age or Grade Rsnge: first - fourth grade Ethnic Group: Irish, French,

-Italian, Puerto Rican

Other Pupil Characteristics: Performance in reading was below potential ability
as determined by diagnostic instruments.

Project Characteristics

Measured Cognitive Objectives: Reduction of discrepancy between ability and
performance -in reading. .

Facilities: ot:hei‘ classroom

Treatment Duration: 45 minutes daily for seven months

Components:

Personnel: One reading specihlist, seven teachers specially trained in '
xeading, no aides.

Curriculum: remedial reading .

Strategy: Teacher directive, individual diagnoses, group remediation;
supplemental to regular classroom instruction; students released from
classrooms; no one teaching technique was characteristic of the program
but all differed from tradition.

Environment: moderately structured

Materials: Commercially available but other than those used in regular
classrooms.

Pupil-Teacher Ratio: 6:1 or better

' Trairing: Inservice once a month and participation in summer reading
institute. )

Parent Involvement: Teacher conferén@':i’gs and 27 ‘meaber parent advisory
council. .

Tests Used: Metropolitan Achievement

Design and Results: Pre-post design. In both FY 69 and FY 70 gain scores on
both the Reading and Word Knowledge subtests at all grade levels were
statistically significant and exceeded the disadvantaged norm. With only
a few exceptions (Reading in grades 3 and 4, FY 69, and Word Knowledge in
grade 4, FY 70), gains exceeded month-for-month.
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SELF-DIRECTIVE DRAMATIZATION PkOJI#CT
Joliet, Illinois
Title I Support: No Context: Urban
Target Group Characteristics
Number Served: 107 o Dates: 1964-65 .
Age or Grade Range: first - fourth grade | Ethnic Group: mostly Black

Other Pupil Characteristics: none given

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests.

Facilities: regular classroom

Treatment Duratiqn: Three to five times a week for seven months; two sessions
each 3 1/2 months with an intermission.

Components:
Personnel: No special staff ;. no aides.
Curriculum: dramatic readings
Strategy: Student directive; students dramatized stories they read por-
traying self-chosen characters. Students worked in small groups (six).
Remainder of day normal.
Environment: relati‘vely unstructured
Materials: 200 commercially available high interest level storybooks.
Pupil-Teacher Ratio: 25 or 30:1

Training: Some inservice, amount not given.

Parent Involvemént: none indicated

Tests Used: Gray-Votaw-Rogers Achievement - reading

Design and Results: Pre-post design. Performance significantly better than
control group, and national norm.
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AFTERNOON REMEDIAL ARD ENRICHMENT PLOGRAM
Buffalo, New York

™~

Title 1 Support: Yes . Context: Urban
Target Group ‘Characteristics
Number Served: 4,365 B _Dates: 196667
Age or Grade Range: third - eighth grade Ethnic Group: mostly Black;

some white, Puerto Rican.

Other Pupil Characteristics: Most tested one or more yeai-a below grade level
on achievement tests. ' o

Project Character isticé .

}'I?Esag&gied Cognitive Objectives: Improvement in performance on achievement tests
4n unath and reading. : - !

Facilities: oth;,r classroons
Treatment Duration: 1 1/2 hours per day, 3 days per week/5 ponth;
Components: | | i N
Personnel: No special staff; regular teache:;s vorking af'ter regular hours.

Curriculum: - remedial reading end math

Strategy: Teacher directive; no one teaching method was characteristic
of the program; taught individually or im small groups.

Environment: wmoderately structured

Materials: Those used during regular school day and some additional
reading materials. :

Pupil-Teacher Ratio: 6:1 S e

Training: none indicated

Parent Involvement: Planning and revising of program.

Tests Used: California Reading, California Achie\}ement

Design and Results: Pre-post design. During FY 67, average grade-equivalent
gains in both reading and arithmetic at each grade level were equal to
or greater than month-for-month. Pooled across grade levels the 802
children for vhom data were available averaged a 1.09 month-per-month
rate of gain in reading while the rate was 1.30 month per month for
944 children in arithmetic.
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FERNALD SCHOOL REMEDIATION OF LEARNING DISORDERS PROGRAM
Los Angeles, California

Title I Support: No Context: Urban

Target Group Characteristics
Number Served: 220 Dates: -1966-67

Age or Grade Range: second - eighfh grade Ethnic Group: 2/3 Black,
1/3 Mexican American or white

Other Pupil Characteristics: All male, at least 1.5 years behind national norm
in school achievement; of average intelligence; non-paying in a school
generally serving tuition only students.

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on achievement tests
in reading, language, and math.

Facilities: 1laboratory school

Treatment Duration: 6 hours daily, for 9 months

Components ¢
Personnel: Teachers and supervisors certified and specially trained in
diagnosing and treating learning disorders; aides were graduate and under-
graduate university studente.

Curriculum: comprehensive remedial in all areas

Strategy: Students bused to lab school for total program; student directive,
highly individualized; remediation and evalution followed diagnosis.

Environment: highly structured
Materials: Commercially available; comprehensive stock.

Pupil-Teacher Ratio: 5:1

Training: Extensive pre- and inservice training with some use of video-
tapes.

Parent Involvement: Part of remediation when necessary.

Tests Used: Wechsler Intelligence Scale, California Achievement - reading, math,
language

Design and Results: Pre-post design. Performance significantly better than
control group and national norm.
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PLUS PROGRAM
Buffalo, New York'

Title I Support: Yes . Context: Urban

Target Group Characteristics

Number Served: 7,436 Dates: 1967-68

Age or Grade Range: first - eighth grade Ethnic Group: mostly Black;
' 1/4 white or Puerto Rican

Other Pupil Characteristics: Most were one to two years below grade level in
school achievement.

Proje;:t Characteristics

i
Measured ifognit:lve Objectives: Improvement in performance on achievement tests
in reading and math. : _
-« -
FPacilities: other classroon

Treatment Duration: One to 1 1/2 hours daily (30 to 45 minutes in each subject)
for 7.5 months in reading and 8 months in math.

Components: T

Personnel: Teachers had regular or temporary certification (mot special
credientials), but did not hold regular teaching positions in schools.

Curriculum: corrective reading, remedial math

Strategy: Teachers provided small group and individual instruction during
_regular school day, but as supplement to regular classroom instruction;
assisted regular classroom teachers in diagnosing problems for referral.
No single teaching method employed.

Environment: moderately structured

Materfals: Commercially available texts and games, specially ordered.

Pupil-Teacher Ratio: 5-6:1

Training: One week pre-service training with reading specialists plus
attendance at service institutes in summer.

Parent Involvement: none indicated <.
Tests Used: California Achievement -~ reading, math

Design and Results: Pre-post design. In FY 67, a representative sample of
program participants made a mean reading achievement gain of 8.9 months
during the 7.5 months between testings and an arithmetic achievement gain
of 7.3 months. In FY 68 the mean grade-equivalent gains were 8.52 months
in reading (over a 7.5-month period) and 9.12 monthe in srithmetic (over
en 8-month period). . The FY 68 gains in both reading and arithmetic
exceeded national norms by approximately 14%.




DIAGNOSTIC READING CLINICS
Cleveland, Ohio

Title I Support: No Context: Urban

Target Group Characteristics
Number Served: 532 Dates: 1969-70

Age or Grade Range: fourth - seventh grade Ethnic Group: none given

Other Pupil Characteristics: More than one year below expected readiné level;
none with "low" IQ's.

Project Charactefistics

Meagured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests.

Facilities: clinics and regular classrooms

Treatment Duration: One hour daily for various periods of time ranging from
2.5 to 5.1 months.

Components:

Personnel: Certified reading specialists, speech therapists, psychologists.

social workers, and aides from community.

Curriculum: remedial reading

Strategy: Clinic provides both diagnostic and remediation services and
follow-up supportive services to regular classrooms; student directive;
individualized. .

Environment: kighly structured

Materials: Commercially available but specially applicable to needs of
progranm.

Pupil-Teacher Ratio: 1:1

Traianing: Msnthly inservice training held for regular classroom teachers.

Parent Involvement: Attended monthly meetings; formally evaluated program;
supported students. '

Tests Used: Gates-MacGinitie Reading

Design and ﬁesults: Pre-~post design. Performance significantly better than
national norm. o




Y READING CENTERS ' 152
Milwaukee, Wisconsin :
N

~

“\H.:le 1 Support: Yes ' Context: Urban

:Target Group Characteristics

E Number Served: over i.ooo ' Dates:  1966-67
Age or Grade Range: fourth - eighth grade . Bthniec Group: both Black and
i 3 vkite )

Other Pupil Characteristics: Average or above average IQ; one year or more
retarded in reading. : :

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on reading achieve-
ment tests. . '

L 4 ’ -

Facilities: other and regular classrooms

Treatment Duration: 30 minutes daily for abproiimtely 7 months (until reading
at grade level). . .
. . ! - :'.
Components : ' ‘ ¥

Personnel: Supervisors and head teachers were credentialed and licensed
both as reading specialists and specialized teachers; 2/3 of center teachers
vere also credentialed and licensed as reading specialists with average of
12 years experience. " . .

Curriculum: remedial reading

- Strategy: Individual diagnosis and group remediation provided at centers
until students were reading at grade level; center staff also assisted

‘ regular classroom teachers in identifying problem cases and in supporting
students upon their return to regular classrooms; no one teaching method

employed.
Eavironment: moderately to highly structured
Materials: plentiful and commercially available

Pupil-Teacher Ratio: 5-8:1

Training: none indicated ‘ ' .

Parent Involvement: none indicated

Tests Used: California Reading, Wide Range Achievement

Design and Results: Pre-post design. During the first semester of the 1966-67
school year, reading test data were obtained on more than 300 participants
none of whom was in the treatment for more than 5 calendar wmonths. The
mean Silent Reading gain was 6.4 months while the oral reading gain was
6.9 months. A second posttest was conducted near the end of the second
semester. The mean length of program participation for the approximately
500 pupils tested was 7.4 months. GCains were 7.6 months for Silent Read-
ing and 8.9 months for Oral Reading. Evaluations conducted since FY 67

Q have failed to produce any ~¢_zy"1,¢len¢:e of impact whatsoever.
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THE LAFAYETTE BILINGUAL CENTER
Chicago, Illinois

Title I Support: Yes Context: Urban

Target Group Characteristics

Number Served: 65 © Dates: 1969-70 _
Age or Grade Range: sixth - eighth grade Ethnic Gro'up: mostly Puerto
. ’ Rican

Other Pupil Characteristics: Spoke Spanish at home; recent arrivals to U.' S.;
normal IQ‘'s. - . :

Project Characteristics

}ieasured Cognitive Objectives: Improvement in performance on tests of IQ,
ability, and achievement in reading, language, and math.

Pacilities: ‘ laboratory school - "school-within-a-school”
Treatment Duration: Six hours daily for eigl;t umonths each year up to three years;
Components:
Personnel: Classroom teachers and supervisors were bilingﬁal and most were
credentialed to teach English as a Second Language (ESL). Bilingual aides
_ assisted teachers but not with instruction. Resource teacher and school-
~ community representative worked closely with parents.
Curriculum: Developmental reading and language; .iningmof two hours daily.
Strategy: A full school program was offered, initially taught in Spanish
with eventual transition to English; nongraded; individual diagnosis pre-
ceded remediation; individualized or small group imstruction; 15 volunteer
Anglo students participated in program serving as models and tutors.

Environment: Academic sessions highly structured; other sessions low to
moderately structured.’ :

Materials: Most were specially developed by staff.

Pupil-Teacher Ratio: 16:1

Training: Pre-service training for aides; inservice training for everyone
one hour, twice a month. .

Parent Involvement: Home visitations; attended adult élasses in English;
served on advisory council; informally evaluated program. ' ’

Tests Used: Short Test of Educational Ability, Test of General Ability, Metro-
politan Achievement - reading, math, language

Design and Results: Pre-post design. Program participants shoved a statisti-
cally significant median IQ gain of 8 points. They made achievement gains
greater than month-for-month in English reading, spelling, language, and
arithmetic problem solving and in Spanish reading and arithametic problem
solving. CL '
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COMMUNICATION SKILLS CENTER PROJECT
Detroit, Michigan

Title I Support: Yes Context: Urban

Target Group Characteristics
Number Served: 2,845 " Dates: 1966-67

Age or Grade Range: second - eleventh grade Ethnic Group: nbatly.nlack

Other Puigfl. Characteristics: none given
:..l :

Project Characteristics

Messured Cognitive Objectives: Improvement in performance on reading achieve- -
ment tests. . . C

Facilities: clinics and other classrooms

Treatment Duration: Approximately two hours per wveek for one or two semesters;
summer session - onme hour daily. . : .

Components

Personnel: Reading diagnosticians, baychologists. social therapists, and
lay aides as well as remedial reading teachers.

Curriculum: remedial reading

Stutégxz Individual diagnoses conducted at clinics; remediation provided
individually or in small groups at clinics or in special classroons.

Environment: woderately to highly structured

Materials: Specially developed at a reading lab in one of the clinics.

Pupil-Teacher Ratio: 8:1 in classrooms; 3:1 in clinics
Training: none indicated |
Parent Involvement: none indicated

Tests Used: Stanford Reading Achievement

Design and Results: Pre-post design. Reading grade-equivalent gain scores for
junior and senior high school project participants during FY 67 exceeded
both their own pretreatment growth rates and national norms (month-for-
sonth). No consistent evidence of success was found at the elementary
school level. Since FY 67 the project has been implemented only at the
elementary school level and all evaluations have continued to produce
negative results. .
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REMEDIAL READING LABORATORIES
El1 Paso, Texas

Title I Support: Yes ' Context: Urban

Taxget Group Characteristics

Wumber Served: 826 Dates: 1969-70
Age or Grade Range: fourth - twelfth grade Bthnic Croup: mostly Mexican-
' American

-

" Other Pupil Characteristics: Average intelligence; i to 1.5 years below grade
: level in reading achievement. _ _

Project. Characteristics

Measured Cognitive Objectives: Improvement in perfomnce on tests of basic
skills. : . '

Facilities: other classrooms
Treatment Duration': Approximately one hour daily for eight months.
Components $

Personnel: Counselors trained in diagnostic techniﬁuea referred students o)
to 1ab teachers; half of the lab teachers vere credentialed reading
specialists; no 8ides.

Curriculum: remedial reading

Strategy: Use of special selection and scheduling procedures when diag-
nosing problems at labs; provision for systematic instructional plamning
and individualized instruction in labs; supplemental to classroom; access
to reading resource centers. '

Bavironment: highly structured
Materfals: plentiful and comsercially available
| . Pupil-Teacher Ratjo: 8:1

Training: Approximately 27 hours of pre- and inservice training.

Parent Involvement: none indicated
Tests Used: Comprehensive Test of Basic Skills

Design and Results: Pre-post design. During FY 70, the 677 public school
children for whom both pre~ and posttest data were available showed a read-
ing grade-cquivalent gain of 1.21 years during the eight-month period be-
tween testings. Evaluations conducted using FY 68 and FY 69 data showed
similar geins (actually somevhat higher) .on comparable standardized
achievement tests.: R
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HIGHER HORIZONS 100
Hertford, Connecticut

Title I Support: No Context: Urban

Target Group Characteristics
Number Served: 100 Dates: 1969-70
Age or Grade Range: ninth grade . Ethnic Group: none given

Other Pupil Characteristics: Average intelligence; one to three years retarded
in reading; willing to participate.

~

Project Characteristics

Meaaured Cognitive Objectives: Improvement in performance on tests of achieve-
ment in reading and writing skilla. '

Facilities: laboratory school; “gchool-within-a-school"

Treatment Duration: 3 3/4 hours daily for 8 wonths

Components:
Personnel: Two teachers were language specialists; one counselor worked
full time with just these 100 students providing comprehensive aervices;
one graduate student assisted with clerical duties, testing, and instruc-
tion.
Curficulm: Developmental and remedial writing and reading.
Strategy: Provided a comprehensive full day program in a demonatration
school with intensive language training included in all acadeuic instruc-
tion; taught by a special instructional team.
- Environment: moderately structured
Materials: plentiful and commercially available
Pupil-Teacher Ratio: 12-13:1
Training: none indicated
Parent Involvement: Counselor visited parents when necessary.

Tests Used: Metropolitah Achievement, Iowa Silent Reading, SRA Writing Skills

Design and Results: Pre-post design. Performance significantly better than
national norm. .
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PROJECT R-3
San Jose, California

Title 1 Support: No Context: Urban

Target Group Characteristics
Number Served: 70 Dates: 1967-68

Age or Grade Range: eighth - ninth grade Ethnic Group: mostly Mexican-
American

Other Pupil Characteristics: English speaking; at least one year below grade
level but not more than two below in either reading or math.

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on achievement tests
in reading and math.

Facilities: other classrooms
Treatment Duration: Three morning class periods daily for a year.
Components:

Personnel: Full time reading specialist; full time electronic technician; )
no aides.

Curriculum: Devélo;mental and remedial reading and math.

Strategy: Provided a special morning academic program in reading and math
with applications to the solution of simulated or real world problems;
normal junior high program in afternoon; provided several extended highly
structured field trips to supplement instructional lessoms.

Environment: moderately to highly structured

Materials: Some commercially available; others specially developed by
Lockheed.

Pupil-Teacher Ratio: 15:1

Training: mone indicated

Parent Involvement: . Active participation in classroom activities, field
trips, and meetings. .

Tests Used: California Achievement - reading, math

Design and Results: Pre-post design. Performance significantly better than
control group and national norm.
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Y
SUMMER JUNIOR HIGH SCHOOLS
New York, New York

L

. Title I Support: Yes_ Context: Urban
Target Group Characteristics
Number Served: unknown : . : "  Dstes: Summer 1967
Age or Grade Range: .séventh ~ ninth grade - Ethnie Group: wmostly Black

and Puerto Rican

Other Pupil Characteristics: At least two years retarded in reading or failed
mathematics. '

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on achievement tests ,
in reading and math. '

Facilities: Bther classrooms
Treatment Duration: 1 1/2 hours daily for 4 weeks for each subject
Components:
Personnel: Regular teachers, counselors, and administrators employed;
aides were high school graduates from impoverished communities in need
of financial assistance to continue their educatiom.

Curriculum: remedial reading and math

Strategy: Used conventional teaching techniques; grouped students by
. ability for reading but by grade for math. ‘

Eavironment: Highly structured; a special handbook detailed procedures
to be followed. o :

Materials: Some commercially available; others specially developed by
. project staff.

Pupil-Teacher Ratio: 20:1

Training: none indicated
Parent Involvement: none indicated
Tests Used: Metropolitan Achievement - reading, math

Design and Results: Pre-post design. Evaluations conducted from 1967 through
1970 have consistently shown that project participants made statistically
significant average gains in both reading and arithmetic of at least 3
(and in one case as many as 9) grade-equivalent months during the 5.5
week treatment period. Normative data for intensive summer programs of
this type are not available, but this project is judged to be successful.
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COLLEGE BOUND PROGRAM

New York, New York
A Y .
Title I Support: Yes L Contgxtz Urban
' Target Group Characteristics
Number Served: 2,000 '  Dates: Summer 1967
Age or Grade Range: ninth - teath grade : Bthnic Group: mostly Black
. S and Puerto Rican

Other Pupil Characteristics: Good attendance and behavior records; likely to
enter only a general high school program; 25 percent initially scored above
grade level, 50 percent scored at grade level or two years below, remainder
scored even lover in reading and math. ‘ :

Project Wrﬂcteriqt ics

Measured Cognitive Objectives: Improvement 1n performance on achievement tests
in reading and math. : d N

Facilities: other classrooms called centers

Treatument Duiation: Three hours daily for six weeks.

Components: : . - o .
Personnel: Each guidance counselor served 100 students full time in the
summer; community aides served as family-program liaisons; college student
aides served as teaching assistants. '

Curriculum: Developmental and remedial reading and math.

Strategy: Motivated students to pursue a college prep curriculum and pro-
vided intensive individualized instruction to assist them in realizing

this goal. Local colleges and universities committed themselves to ad-
mitting and providing financial aid for a certain percentage of participants.
Environment: varied

Materials: -none mentioned

Pupil-Teacher Ratio: approximately 20:1

Training: none indicated

Parent Involvement: Community aides explained program.to families and
asgisted them in finding medical services.

Tests Used: Stanford Achievement - reading, math

Design and Results: Pre-post design. Data from summer school sessions from
1967 through 1970 generally showed grade-equivalent gains exceeding the -
national norm expectation of month-for-month in both reading and math.
While results on single subtests were occasionally negative. the general
pattern was clearly positive and vas supported by results obtained on
the New York Regents Examinations. All evidence for the regular school
year portion of the program was negative. : .

161

o

HEEYrie I :
S Y
[PREET T L




. 160

EXPANDED LANGUAGE ARTS PROGRAM
Buffalo, New York

Title I Support: Yes Context: Urban

Target Group Characteristics

Number Served: 1,884 : Dates: 1966-67

.Age or Crade Range: seventh - twelfth grade Ethnic Group: none given

Other Pupil Characteristics: Fifty percent spoke Southern rural dialect; .20
percent spoke Italian and 1 percent spoke Spanish at home; 29 percent
spoke standard English; 85 percent achieving in lower third of class.

Project Characteristics -

Measured Cognitive Objectives: Improvement in performance on tests of language
achievement. '

Facilities: regula? clasgrooms

Treatment Duration: One class period daily for nine months.

Components:

" Personnel: No special personmel.

Curriculum: Remedial language arts - speaking and writing, not gramar.l
Strategy: Decreased the pupil-teacher ratio in language arts clasges by
kiring more teachers; provided an individualized program; teachers -
closely supervised. ’
Environment: moderately structured

Materials: Commercially available; heavy use of audiovisuals.

Pupil-Teacher Ratio: 10:1

' Training: One week pre-service; monthly inservice meetings; weekly obser-
vations and discussions.

Parent Involvement: none indicated

Tests Used: Sequential Tests of Educatiomal Progress, California Language Test

Design and Results: Pre-post design. The 458 high school pupils for whom pre-.
and posttest data were available showed grade-equivalent gains of slightly
more than 1 year on the California Language Test during the 7-month period
between testing. This gain is equivalent to a growth rate of 1.48 months
per month. Seventh and eighth grade students made no significant progress
on the California tés_tgza”_pd neither junior or senior high school pupils _
shoved significant gains on the STEP. ' ‘
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HOMEWORK HELPER PROGRAM
New York, New York

Title I Support: No Context: Urban

g

Target Group Characteristics
" Number Served: 410 students; 240 tutors Dates: 1963-64

Age or Grade Range: third - sixth grades, students Ethnic Group: At least 50
tenth - tvelfth grades, tutors percent Puerto Ricam, 30
percent Black - students;
Other Pupil Characteristics: Students were 19 percent Puerto Rican,
retarded in reading, lacking independent 18 percent Black - tutors.
study skills; tutors had IQ over 100, read-
ing at grade level or better, potential
dropouts, not necessarily economically disad.

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on reading tests.
Facilities: other classrooms, after school

Treatment Duration: Two or four hours per week for five months - students;
seven months - tutors.

Components:

Personnel: Master teachers supervised the conterg and trained the tutors,
but did not teach. Grade school graduates served as clerical aides.

Curriculum: remedial reading .

Strategy: High school students were paid an hourly wage to tutor elementary
school students in reading and assist them with homework; it was assumed
that both tutors and students would benefit.

Environment: low to moderate structure

Materials: Commercfally available but generally not used in regular class-
rooms.

Pupil-Teacher Ratio: 1:1

Training:’ Tutors trained using specially developed manual during a two
veek orientation period and weekly Monday workshops.

"Parent Involvement: nonc indicated

Tests Used: New York Tests of Growth in Reading (Students); Iowa Silent Reading
(Tutors)

Design and Results: Pre-post design. Performance of both students and tutors
was significantly better than control group and national norms.
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SUMMER UPWARD BOUND
Terre Haute, Indiana

Title I Support: No ) Context: Urban

Target Grbgg Characteristics
Number Served: 76 Dates: Sumﬁer 1966

Age or Grade ilange: tenth grade Ethnic Croup: 55 percent Black,
: 45 percent wvhite

Other Pupil Characteristics: Unmarried; college potential as judged by parents
and counselors; high school grade point average of 2.17. ,

Project Characteristics

Measured Cognitive Objectives: Improvement in performance on ability tests in
reading, math, and abstract reasoning.

Facilities: laboratory school
Treatment Duration: All day, daily for eight weeks of summer.
Components :

Personnel: Ph.D. director; full-time counselor supervised testing and
dorm counselors; resident dorm counselors and tutors were college students.

Curriculum: Developmental and remedial language arts, math, study skills.
Strategy: Provided "highly" structured innovative program of academic and
extracurricular activities to students living in residence on college campus
in the hope of motivating them to continue their education.

Environment: higﬁly structured

Materials: Some commercially available, others developed locally.

Pupil-Teacher Ratio: none given

Training: none indicated
Parent Involvement: none indicated
Tests Used: Differential Aptitude Test

Design and Results: Pre-post desigh. Gain scores statistically significant.
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SUMMARY

Inner-city Children Can Be Taught To Read: Four Successful

Schools /1

Description

New York, New York PS 11
PS 129

Kansas City, Mo. Woodland School
Los Angles , Calif. Ann Street School

Achievement Results and Factors

The Council on Basic Education examined four inmer city schools
to determine the reasons for success in teaching disadvantaged children
to read. The four schools which had appropriate data and success were:

Success was measured by third graders achieving a
national grade-level norm or better as a median
and an unusually low percentage of non-readers.
Success at these schools required from 3 to 9
years. Factors that seem to account for their

gsuccess are:

Strong leadership
High expectations
Good atmosphere
Strong emphasis on
reading.

Additional reading
personnel
Use of phonics
Individualization
Careful evaluation of
pupil progress.

Not essential to the success of the 4 schools are:

Small class size
Achievement grouping
High quality of teach-
ing.

School personnel of the
same ethnic background
as the pupils.

Pre-school education
Outstanding physical
facilities.

lyeber, George, Inner-city Children Can Be Taught to Read: Four
Successful Schools, Council for Basic Education, October, 1971.

Source: 76.
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SUMMARY

BEGINNING READING AND MATH IN PS 133, NEW YORK CITY

Description of Study

PS 133 in Harlem initiated a beginning reading and mathematics program
based on the approach and methodology developed by Dr. Caleb Gattegno
as Words in Color and Mathematics in Color, The aims of the study were:

a, mastering the skill of reading with comprehension;

b. using the written language to express experiences with
which they are familiar; | '

c. mastering computational operations with numbers of any
size and any base and applying these skills to their
everyday experience;

d. enjoying school work, as represented by the volume of
free composition produced by the child in English and
mathematics.

Achievement Results

Reading: Comparison of Metropolitan Achievement Test Scores for Grades
2 and 3 (Mean Grade Equivalents)

Mean Score Grade 2 Grade 3
.Eguivalent 1967-68 1968-69 1967-68 1968-69
PS 133 Mean 2.6 2.8 2,9 3.5
District Mean 2.3 2.3 3.0 3.1
Citywide Mean 2,7 2,8 3.7 3.6

Arithmetic: Comparison of Metropolitan Achievement Test Scores for
Grade 3 (Mean Grade Equivalents)

Mean Score

Equivalent 1968-69 1969-70
PS 133 Mean 2,8 3.2
District Mean 3.0 3.2
Citywide Mean 3.5 3.5

Cost and the Results

For reading in 1968-69 there were 89 students in grade 2 and 71 in grade
3 for a total of 160 students. The total cost of the program for 1968~
1969, other than normal school expenditures was 37,884 or $237 per pupil,

Source: 73.
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Summar 168

Input and Output in California Compensatory Education Projects

This summary briefly presents the findings of the recent study by
Herbert J. Kiesling which analyzes the relationship between process
program organization, and fchievement: gains in California compen-
satory education projects.

Issue: Is there a Relationship Between Cost:[lnt:ensit:x and Probability

of Success?

A random sampling of 42 projects in 37 school districts was used as
the basis for this analysis. Test data for approxiamtely 10% of
California's 125,000 Title I children in 1969-70 were studied.
Scores from the Stanford Reading Test were correlated with teaching
strategies, intensity of instruction, patterns of coordination of
project, personnel and other variables. These data on the educa-
tional process were obtained through questionnaires administered
through personal interviews of project personnel,

Briefly, "the findings were that the amount of instruction given by
trained reading specialists is consistently related to pupil gains.
There was some evidence to show that planning time and instruction
by paraprofessional teaching personngl aiding the regular classroom
teacher were also related to gains."

The average gain for children in the projects studied was .87 months
per month of gain; this is .17 months gain greater than the normal
rate of .7 months per month for disadvantaged children. The gain
was substantially greater in projects using reading specialists.

The multi-regression analysis used by Kiesling found that the

minutes of instruction by the diagnostic reading specialist were
related consistently to the performance of children with about 30
minutes of individual equivalent instruction per week.3 In addition,
vhen costs were assigned to input variables -~ for example $12,000/year
for a reading specialist - it was found that "an expenditure of $300
per pupil by a specialist will bring these children / disadvantaged
Title I children_/ on the average to a rate of gain in reading near
the national norm. This would be somewhat more probable if the spe-
cialist is assisted by paraprofessionals working in the pupil's
regular classroom,"

]'Kiesling, Herbert J., Input and Output in Cali.forni.é Compensato
Education Projects, The Rand Corporation, R781-CC/RC, October, 1971,
Source: 74,

2Ibi.g. » SUMMArY.

3T‘ez\timony of Herbert J. Kiesling, before Senate Educational
Subcommittee, April 6, 1972.

“Ibid. o 170

coaee t
.




169
Limitations of the Data

Although the sample is reasonably representative of the state and
minorities are somewhat overrepresented in terms of projects, the
sample did not contain large city "hard-core" situations. Thirteen
of the forty-two projects in the study which had the best reading
gains, 'were in schools where the percentfge of Title I children of
total school enrollment was 50% or less."

1‘l?est:i.mony of Herbert J. Kiesling, before Senate Educational
Subcommittee, April 6, 1972. -
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EFFECTS OF DESEGREGATION ON STUDENT ACADEMIC ACHIEVEMENT:
A RESEARCH REVIEW

This analysis of the academic effects of desegregation focuses on one
extremely important aspect of school desegregation, Other considerations--
the possible effects of desegregation upon self-concept, adaptability to
living in a multi-racial society, educational attainment, and occupational
and income levels, for example--as well as the moral and legal aspects of
desegregation, are important issues that are outside the scope of this
review, '

First, studies on the effects of individual social class, school
social class, racial composition and other variables on academic achieve-
ment will be reviewed. Second, long-term studies of achievement in school
districts before and after desegregation will be examined. Finally, the
critical question of what research shows us about how desegregation works
best will be reviewed,

School Social Class and Academic Achievement

Research findings clearly show the strong relationship between the
socio-economic status (SES) of a student--that is, the social class‘of:
his family--and his academic achievement. Students (especially blacks)
from advantaged families score higher on the average on achievement tests
than students from disadvantaged families. However, if individual SES is
éontrolled, there is strong evidence that disadvantaged black students
achieve higher if they attend schools with more advantaged students. The
educational effectiveness of this ''student body" or school SES effect is
shown in:

(1) The Coleman Report and its many reanalyses, which are remarkably
consistent in this finding.

(2) Alan Wilson's sophisticated longitudinal study, '""Educational
Consequences of Segregation in a California Community' in the
U.S. Commission of Civil Rights report Racial Isolation in the
Public Schools.

(3) A study by J. A. Michael of 35,000 seniors in a nationally
representative sample of 518 high schools.

(4) An unpublished longitudinal study of eight Pittsburgh schools
conducted by Nancy St. John and M.S. Smith.
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The research showing a school SES effect on achievement is remarkably con-
sistent. One of the major arguments against the Coleman school SES finding
is that, because of the cross-sectional design of the study, the school SES
effect may in fact represent a selection bias and not a real educational
effect. Marshall Smith suggests that biases and selection factors may
explain Coleman's stydent body effects, but he does not document his
selection hypothesis. The continued presence of the school SES effect in
the longitudinal studies strengthens the validity of the Coleman findings.

Different studies diverge when they attempt to examine additional
factors such as school quality, desegregation, and school racial climate
effects. These studies will be examined later, but it should now be
emphasized that the attempt to attribute increments of educational gain
to various school quality, desegregation, and social structure factors
can obscure the major policy findings:

(1) Whatever it is that happens in middle class schools, after con-
trolling for individual SES, disadvantaged black students achieve
higher on the average in middle class than in lower class schools.

(2) Middle class schools attended by black students are predominantly
white schools in most cases.

(3) There is an educational value of school desegregation for improv-
ing black student achievement.

Generally, the school SES effect is interpreted as beneficial to disadvan-
taged blacks through exposure to students from homes with higher educational -
backgrounds and higher educational aspirations. Some researchers also
suggest that teachers in middle class schools more commonly have expectations
for success for their students, . Teachers in lower class schools have lower
expectations for their students. '

Differences in school quality could explain some of the school SES
findings. That is, middle class schools could contribute to the better
performance of disadvantaged students because of superior facilities or
staff, However, Coleman found a strong independent school SES effect
(stronger than school quality effects). Re-analyses of the Coleman data
show varying relative importance in school SES and school quality factors
but still support the original finding that school SES is an impor tant
educational variable. Studies using other sources of data provide con-
tradictory evidence on the educational importance of different school
quality factors, providing educational policy makers with little assistance
in the allocation of educational resources. Few studies provide data on
both desegregation and school quality although some desegregetion studies
report observations that segregated and desegregated schools being studied
appear to be equivalent. In many smaller studies, the possibility of school

#Smith does not document the extent to which junior and senior high school
students are selected to attend schools on the basis of achievement test
scores and consequently things correlated with achievement.

ERIC . 174




173

quality differences explaining part or even all of a desegregation effect

exists., ' However, the practical relevance of this argument for students

receiving a better education under desegregation may be nil, Furthermore,
ly turned around by desegregation advocates (and

this argument is frequent :
sometimes courts) as an additional argument in favor of desegregation,

Studies have attempted to examine the question of independent effects

of school and classroom racial composition in addition to the schpol SES

effect. That is, if a disadvantaged black student attends a middle class

" school, is he more likely to achieve higher if his ‘school or his classroom

are predominantly white? Results here are contradictory, at least in part
because of technical statistical problems created by the high correlation
between school social class and school percent white students. Coleman
found no additional desegregation effect while some of the reanalyses of
the Coleman data have found such effects. Wilson found in his California
study "that racial composition of the school, while tending to favor

Negro students in racially integrated schools, does not have a substantial

e ffect--not nearly as strong as the social class composition of the school."
The St. John and Smith study referred to earlier found independent arithmetic
achievement gains through desegregation after individual SES, neighborhood
SES, and sex controls had been introduced, although reading achievement
gains were not found, Given that most middle class schools attended by
blacks are desegregated, the presence of a desegregation effect in addition
to a school SES effect is of relatively small practical consequence,

Because school social class and racial composition are so highly
correlated, studies lacking the former but having the latter data are
useful if reliable individual family background data are also utilized.
Family background data are important because achievement has repeatedly
been shown to be very highly associated with family background, especially
for blacks, Studies _ containing individual SES and racial composition data
are: ‘

(1) .New Haven, Comnecticut (Nancy St. John, 1964 )

A study in New Haven showed that with individual SES con-
trolled, eleventh grade blacks who had attended more desegregated
elementary schools tended to have higher school achievement test
scores (although the differences were not statistically signifieant).

(2) Robert L. Crain (1971)

Data from a random sample of 1,651 black adults living in
northern metropolitan areas showed higher average verbal test
scores for blacks that had attended desegregated elementary
schools or high schools. These relationships were maintained
when controls for sex and four indvidual SES variables (father's
education, mother's education, number of siblings, stability of
parental family) were introduced. A quality of education index
added as a control did not explain the difference between the
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results for adults that had segregated vs, desegregated schooling.
The quality index '"'accounts for none of the difference in the

verbal test score.''
(3) Denver, Colorado (Massarotti, 1969)

A study of elementary school students compared transported pupils,
pupils in receiving schools, and pupils in the sending schools
(i.e., the schools the transported pupils had attended). After
extensive matching including race-ethnicity and family SES
(measured by occupation of family's chief wage earner) and
statistical adjustments for most recent IQ score and previous
year achievement test score, no significant differences in
achievement were found between the comparison groups. However,
statistical problems caused by the high correlation between recent
IQ score, pretest achievement score, and achievement score one
year later could have obscurred desegregation effects.

(4) Gulfport, Mississippi (Goolsby and Frary, 1969)

A study of an experimental education program involving 200
disadvantaged first graders also analyzed differences between
black pupils in segregated and desegregated schools, After con-
trolling for father's occupation and student's mental age,
the desegregated blacks had significantly higher achievement
scores than the segregated blacks.

A large number of additional studies have been conducted which are not
reported here because of technically inadequate designs or other problems.
Although some studies are not reported here because they are too old (pre-
1960), the most common reasons for elimination are: small sample size, no

. or inadequate control on individual SES, use of IQ and/or pretest controls
'in a way that distorts findings, self-selection, longitudinal studies with

high losses of desegregated and/or segregated students, and experimental
studies with non-equivalent experimental (desegregated) and control

(segregated) groups,

The reliance of many studies--including some reported here--on reading
achievement test scores probably underestimates desegregation effects.
Coleman and others have shown that reading achievement test scores are not
as sensitive to school variables as other test scores., Success in reading
is more influenced by non-school factors than is success in other areas of
academic achievement, :

Before-After Desegregation Studies

Some studies without individual SES controls may still be useful because
they contain achievement data before and after desegregation and follow large
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groups or cohorts or a smaller sample of individual students for substantial
periods of time. The major methodological problem with these studies is

the lack of knowledge about possible changes during the time period in the
average social class level of the minority students in the schools, If

the family SES level is going down (through in-migration of poorer blacks

or movement of more advantaged blacks to the suburbs), achievement gains
over time will not be shown in this type of analysis. '

Berkeley, California took voluntary steps from 1968-69 to reduce racial
isolation in its school system, Achievement test scores for blacks
in the elementary grades began to show improvement in 1970 and 1971.
These data show that blacks are still below the norm (and below Berkeley
whites, who have been above the national norms and are now doing about
the same or slightly better than before desegregation) but the normally
observed increasing gap in black achievement as blacks advance to higher
grades is being reduced. (For example, in 1967, second grade blacks were
0.6 grade levels behind the test norm compared with 0.4 in 1970; 1967 third
grade blacks were 1,0 grade levels behind the test norm compared with 0,7
grade levels in 1971,) The achievement of black students at the middle
grades in Berkeley is improving but not as much as in the lower grades.
Black achievement at the upper grades is low but the testing program in
those grades is new and it is impossible to determine whether the current
results represent any change, The favorable results for younger children
are frequently found in desegregation studies and suggest the importance
of desegregation at an early age.

The Berkeley desegregation findings are complicated by the introduction
of numerous programs aimed at improving educational quality during the 1967~
1971 period., On the other hand, the exceptionally high performance of white
students in the Berkeley schools may constitute an unusually severe
psychological threat to blacks. Whites in the lowest quartile in Berkeley
achieve at the mational norm for the standardized test.

In sourthern California, a similar study is being conducted in Riverside.
Desegregation was initiated in 1965 and substantially completed in Fall 1967.
Achievement test data were collected each May from 1965 through 1970.
Research in the first three years of desegregation in Riverside showed no
change in minority achievement. Other analyses in Riverside suggest that
the achievement gap between desegregated minority (black and chicano)
students and the majority group students has remained about constant,
representing an improvement over the usually observed increasing gap between
minority and majority students over time. All Riverside studies show that
majority group achievement has not had any decline since desegregation., The
Riverside longitudinal analyses are difficult to interpret with great con-
fidence because of extreme changes in the types and forms of achievement
tests administered during the time period studied as well as loss of sample

problems.
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A recently completed study of Evanston, Illinois collected baseline
and concurrent achievement data from Zall 1967 through fall 1970, Black
students showed consistent improvement in mathematics achievement in the
primary grades. Other achievement subtests showed no consistent gains
or losses for blacks. White achievement remained at the same level during
this period. A separate substudy consisting of a matched longitudinal
analysis showed that traveling to school by bus had no adverse effect on
blacks or whites, Although the effect was not strong, blacks bused from
formerly segregated schools showed greater achievement gains than their
former black classmates who were walking to their new desegregated schools,

Summary of Findings

The high quality research evidence reviewed here suggests that black
achievement tends to be improved by attending desegregated or middle class
schools., Gains through desegregation are not always found but losses are
not found. Gains sometimes result in reducing the usual increased black-
white achievement gap as both groups advance through the schools. At the
same time, evidence of gains combined with the absence of alternative
educational strategies with demonstrated superior effectiveness, suggests
the high educational importance for desegregation in improving black
academic achievement. There is no evidence that desegregation reduces
white achievement as long as a half or more white situation exists,

Successfully Implementing Desegregation

What happens as school districts, schools, and classrooms desegregate?
One encouraging piece of evidence comes from a massive study of 252
randomly selected southern school districts conducted for the Office of
Education by the Resource Management Corporation in 1971 when a great
deal of desegregation was occurring or had recently occurred in the South.
Oover 9,000 interviews were conducted with school district officials,
principals, teachers and students in fourteen southern States. The study
found that the racial climate in the schools had significantly improved
as the 1970-71 school year progressed, Respondents reported positive changes
in numerous areas of the school racial climate much more frequently than
. they reported negative changes. Furthermore, positive changes were more
frequently reported by respondents who retrospectively rzported the most
negative expectations at the start of the school year. In short, racial
climate improvement appears to have occurred where it was most needed.

LRy

Knowledge about the effectiveness of different policies and practices
in implementing desegregation is limited. Clearly, despite what overall
favorable trends may exist, the process in which desegregation is
implemented in the nation, state, school district, and school must have a
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crucial impact on its success or failure in the classroom. While knowledge
of general trends is vital, the implementation of effective desegregation
by officials at all levels and by students and parents is a critical

policy issue. It-is naive to expect automatic achievement gains through
desegregation quickly and under all circumstances.

The effectiveness of implementing desegregation in a manner that pro-
vides both a middle class student body and a racial composition of at least
50 percent white has been emphasized in the Coleman data.

Psychologist Irwin Katz has developed from his research a four-factor
model which is useful in explaining black performance in biracial situations,
On the negative side, Katz lists:

(1) Lowered probability of success

Where there is a marked discrepancy in the educational
standards of black and white schools, or where black children
have already acquired strong feelings of inferiority, they are
likely to have a low expectancy of academic success when intro-
duced into interracial classes. This expectancy is often
realistic, but it has the effect of lowering achievement
motivation. The policy implication of this factor is to reduce
its impact by beginning interracial instruction in the earliest
grades, This is consistent with the findings of the Coleman
report and its reanalysis by the U.S. Commission on Civil
Rights. Several of the studies discussed in this paper also
find more encouraging academic progress for desegregated blacks
at lower grade levels. On the other hand, the impact of desegre-~
gation upon low ability blacks may not necessarily be negative.
Seeing whites in their classroom make mistakes can dispel
feelings of black inferiority which our society has imposed on
blacks.

The factor of lowered probability of success is also used
by some experts to explain the need for non-threatening compensa-
tory education activities for lower achieving blacks within
desegregated schools, The need to devise such programs to
prevent the full-time isolation of black children within biracial
schools is frequently cited.

A related factor of control over one's enviromment or
destiny (also called "fate control") is important. Fate control
is measured, for example, by disagreeing with the statement,
"Everytime I try to get ahead, something or somebody stops me."
Coleman found that blacks with higher levels of fate control
achieved much higher than blacks without this perception
(independent of family SES, school SES and other factors) ., Further-
more, blacks in desegregated schools were found to have higher
levels of fate control than segregated blacks,
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Social threat

Any biracial situation for blacks poses potential social
threats because of the prestige and dominance of whites in
American society. Rejection of black students by white class-
mates and teachers can solicit emotional responses detrimental
to achievement. This result is consistent with the Commission
on Civil Rights finding that black academic achievement is
highest in integrated schools featuring low levels of racial
tension and high levels of cross-racial acceptance. The social
threat factor is the heart of the argument for the need for
integrated rather than simply desegregated schools. Symbols
of resistance to desegregation such as the discriminatory firing
of black teachers and administrators, discrimination in extra-
curricular activities, segregated classrooms (or segregation
of races in different sides of the same classroom), and similar
symbolic acts and practices can be expected to be detrimental
to black performance but there has thus far been no empirical
test of this hypothesis.

Failure threat

Failure threat arises when academic failure results in
disapproval by significant others: parents, teachers, or peers,
The role of teacher expectations can be crucial in this area.
Eugene Johnson constructed a scale of teacher expectations in
145 Riverside classrooms. He compared teacher ratings of the
ability levels of her minority and white pupils with the pre-
desegregation achievement test scores of those minority and
white pupils. A scale was constructed in which teachers who
accurately perceive the ability of their minority pupils (high
expectancy) are compared with teachers who either underestimate
the ability of their minority pupils or overestimate the ability
of their white pupils (low expectancy). Children with low and
high expectancy teachers did not differ significantly on pre-~
desegregation achievement, In high expectancy classrooms all
race and ethnic groups showed little achievement change from
pre-desegregation levels, but in low expectancy classrooms
blacks showed significant decreases in achievement while whites
showed slight increases. Furthermore, minority children achieving
the highest before desegregation were the most adversely affected
by teachers with low expectancies. The situation for minority
pupils is further exacerbated by the fact that they seem more
sensitive than whites to the interpersonal behavior of their
teachers (Nancy St. John, 1971).
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The RMC study referred to above found that teacher training
activities funded under the Emergency School Assistance Program
were ineffective. School racial climate measures showed more
improvement in schools that did not have ESAP teacher training
than in schools that did. Whether teacher training produced
lowered expectations for black students is impossible to
determine from the data. But, whatever the reason, teacher
training as currently practiced does not seem to be effective
in improving school racial climate in the majority of cases.

The positive side of the Katz model is that acceptance of blacks by
white classmates and teachers often has a: :

(4) Social facilitation effect

Acceptance, Katz observes, has a social facilitation effect on
blacks' ability to learn. The anticipation that skillful
performance will win white approval rather than rejection endows

| scholastic success with high incentive value with the absence of
| severe social threat.

[ The findings by RMC of the improvements in the school racial

| climate during the 1970-71 school year in the South are especially
encouraging from the view of this model. Although the effect of
racial climate on black academic achievement has not been

' sufficiently researched, positive effects on achievement (such

as those referred to above as found by the Commission on Civil

Rights) should be found. Research currently being under taken

by the Office of Education is being directed at this area.

The impressions of some of the Riverside researchers over a
period of years in observing desegregation evolve are instructive,
Noting that some Riverside schools have been more effective than
others over the years in producing achievement gains, they note
that two of the desegregated Riverside schools with the greatest
improvement in minority achievement have: (1) extensive parent
involvement including working in the schools as aides and in
other positions, but also involvement in real decision-making
in school plamning and programming as members of an active
advisory group, and (2) teachers working with the principal and
parents on curriculum but also encouraged to use these inputs
creatively and individually, The educational programs and
curricula of these two successful schools differ considerably;
it may well be the process that is the crucial factor. The
number of teacher aides hired may matter for less than how they
are utilized and involved, Tie curriculum developed may matter
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far less than the climate in which it (or, rather, they) are
conceived, Processes like these may be the long~-term key to
ngocial faciliation" and successful education.

Detailed generalizable research evidence on gsuccessful activities that
schools can undertake to improve minority student achievement in desegregated
settings is virtually non-existent. The RMC report found counseling,
counseling support, student-to-student, and remedial programs effective in
improving school racial climate. As presented above, this could also lead
in a causal chain to improved academic achievement but this cannot be
tested with the RMC data. However, a current Office of Education evaluation
will explore these questions in depth.
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