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INTRODUCT ION

Background and Rationale for Training Program

The proposal for a "Model Pilot Program for Training Personnel to
Develop Solutions to Major Educational Problems" was derived from a ra-
tionale that emphasized several characteristics currently missing from
R & D training programs in education. Most notable among these character--
istics were the recruitment of indigenous I;ersonnel from urban school dis-
tricts and a training format based upon trainee identification of real
operating educational problems. This type of training format represents
a departure from the typical university offering in educationa;l research‘
Programs. Such a design is, correspondingly, open to criticism on the
basis ol conventional criteria for educational research. That is, first
Year trainees in urban school districts are unlikely to "develop solutions
to major educational problems" wl'_len such solutions have eluded university
teams and R & D centers for some years. The prospect, however; that person-
nel from urban districts, especially minority group representatives, with
& commitment to educational program improvement could be trained within the
_contex‘t of their concerns seemed unique and worthwhile.

Thus, the emphasis in the "model pilot program" reported here is
def:'mitély on the "training personnel” aspect. As a consequence of this
training emphasis, the "Description of Training Activities" (page U4) and
"Summaries of Trainee Research Studies" (page- -19) reflect a vesy basic,
and perhaps simplistic, focus on the conceptual and analytical skills of
beginning researchers. These activities and studies should be viewed as
foundation units in what was conceived as a sequence in building competénces

of trainees to undertake "develomment of solutions to major educational



problems in their own urban school districts.

Training Objectives

In terms of the training objectives, then, of the Moiel Educational
Research Traiping (MERT) Program reported here , one may distinguish between
short-term objectives and long-term objectives.

Short term objectives were designated in the approved pf‘opbsal as
constituting a basic training sequence. The primary areas of concentration
for these objectives were:

1. Definitional Skills -~ includes the understanding of how

researchable problems are identified, how previous research
is reviewed and abstracted, use of ERIC system.

2. Conceptualization Skills - includes the competences to
relate educational problems to instructional strategies,
organizational arrangements, previous findings, and implications
for practice.

3. Design Skills - includes the abilities to plan (e.g., PERT
skills) and implement a research strategy. Knowledge necessary
for the development or adoption of tactics (instruments, inter-
views, observations) and modes of data collection must also be
manifested,

b, Quantification Skills - includes basic understanding and
competence in methods of data analysis and statistical inference.

5. Interprefation Skills - includes the abilities to evaluate
results in terms of decision-oriented or conclusion-oriented
situations. Skills in the zyreas of diffusion and dissemination
are also implied. Close coordination will be maintained with
programs training those who will develop new curricula based
on research results.

Long term objectives, althéugh somewhal less explicit in the pro-

. .
posal, were directed toward training small cadres of competent R & D per-
‘somnel to serve in operational settings of urban school districts. Conse-

quen‘bly, the long-range design of a model training program was envisioned

., as consisting of the following stages:



(1972-73) 1. Development of R & D basic competences through Sumer
Institute and academic year program focussed on individual
research problems.

(1973) 2. , Sumer Institute with "advanced" trainees and newly
recruited trainees from same districts. Emphasis on developing
research team competence. )

(1973-74) 3. Identification of major (district wide) educational
problem with cooperation of board and administrative staff.
District support and collaboration in prosecuting research
studies.

Such a longer rangé straining sequence, or some format approximating
this, seems justified on the basis of our single year's experience with the
present program. A more detailed rationale supporting such a sequence is

I .

offered in the "Assdssment of the Research Training Program” (page 32) of

this report. This assessment represents the judgment of the project co-

directors and includes suggestions and recommendations made by the trainees.
\

An independent "Evaluation Report" (page 38) was written by
Professor Dorothy Strickland, Chairman of the Elementary Education Department
of Newark State University. Professor Strickland Ir'l.as received widespread
recognition including a national award for her own research work. Her
observations and interviews with trainees were arranged to optimigze confi-
dentiality and objectivity in assessing the conduct and outcomes of the
research training program,

In addition to the summaries of the trainee research studies included

in this report, five complete reports of studies are included in Appendix XI.



DESCRIPTION OF TRAINING ACTIVITIES

Recruitment and Selectiun of Trainees

Recruitﬁent of participants for the one~year training sequence
began approximately three months before the start of the Summer Institute.
Initial contacts with the thirty-fhree cormmunity school districts in
New York City and several school districts in the broader metropolitan
area vere made by mail and telephone to identify indigenous schéol
personnel for research training. Presentations describing the training
program were made by personal visits to schools and in telephone conver-
sations with prospective applicants. Brochures describing the program
were sent to district offices and to many individual schools (Appendix 1),
These initial rec;ui;ing activities were coordinated with the efforts
of the NYU-based develdpey's training program (''One Year Program to Train
Devélopers.in Public Education S?stems" OEG 0-72-1367).

In mid-June, when more than one hundred applications had been
received, staff members from both training programs met to undertake
final screening of applicants. A plan was worked out for selecting pairs
of trainees, i.e., a trainee in the research program teamed with a trainee
in the dgvelopment proéram for applicants from the same school diétrict.
It was felt that cumulative impact could be made on urban education research
and development problems by clustering trainees in several districts. In
the final selection process, applicants to the two programs were considered
both for their general qualifications and for their suitability for the
respective programs. In some cases, an applicant to oﬁe program ex}ressed
interests that could best be developed in the companion program. By

pooling recruitment and selection efforts, the researcher and developer
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training programs were able to select the most promising of the qualified
applicants for the positions available. |

Forty-nine applicants met the gencral criteria for participation
in the research training program., Candidates were expected to meet the
following requirements:

l. Possess at least a Bachelor's degree from an accrcdited
college or university.

2. Express a commitment to serve in a research and develop-
ment capacity in a schoul district,

3. Provide written approval from appropriate school district
officials of arrangements necessary for participation and
school system intent to support such a role,

Because of the brief period of time availablle for selection of applicants
prior to the be-gix;ning of the training sequence, académic qualifications
wére determined by the possession of at least a Bachelqr's degree and by
experience in teaching or educational administration, rather than by. a
review of transcripts or a;:ader'r}ic recommendations. In many ins_tances it
was possible to get supportive references or recommendations about the
applicant's suitability for this type of program from superiors or school
district officials. Previous experience or training in the behavioral

" sciences, statistics, or research methodology was not required for accep-
tance, although such a background was interpreted as an indication of
interest in educational research.

Much of the time available for selection was devoted to insuring

i:ha'.t p.rospective participants could make arrangements with school admin-
istration to conduct research studies .in their schools and to attenéi NYU

seminars during the 1972-1973 school ¥ear. Prospective participants were

requested to express iheir commitment to the goals of the training prcgram
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(Appendix II) and to obtain approval from the appropriate school or dis-
trict official for their participation in the activities contemplated for
the training period (Appendix III). Distribution of characteristics of
those applicants accepted into the program, including those who declined or

withdrew, is shown in Table 1,

TABLE 1

Applications in Declined or -

Final Screening Withdrew Partic.pants
Male 16 . 3 8
Female 33 8 12
Black 13 3 9
Puerto Rican 6 o 1
White 28 2 9
Oriental 2 1 1

aA ruling issued by the New York City Board of Education affected these
applicants' salary and position only if they obtained specialized admin-
istration and supervision credits prior to September, 1972.

Sixty percent of the applicants selected for participation were women and
fifty-five percent were members of et;hnic minority groups. Recruitment
was specifically directed to encourage applications from qualified mem-
bers of these groups, particularly women, whose traditional role stereo-
types have tended to exclude them from research positions.

The final roster of twenty trainees represented nine school dis-
tricts within New York City and two suburban school districts. (A list of
the trainees, their school districts, and areas of educational expertise
appears in Appendix IV) Of the nine New York City school districts, six aiso
had a participant in the developer's training program. These districts
represented areas manifesting a high incidence of typical and emerging

urban education problems, Aieas of experience and interest ranged from



early childhood to adult education a.nd included science, social studies,
reading, bi-lingual education, drug abuse, mathematics, counseling, and
school psychology. The heterogeneity of interest and experience was con-
sidered an advantage to the participants, as the group was small enough to -
permit a great deal of exchange of ideas and attitudes, and thus provided
a broader view of the domain of educational research. |

Phase I: Sumer Institute

Training began on July 3, 1972 with a six-week Summer Institute
designed to introduce participanis to basic research skills. The institute
was organized into sequences of experiences that were intended to allay 'ap‘—
prehensions about the occult nature of research and statistical processes.

The first week of training was devoted to a workshop approach to the develop-
ment of problem solving and communication skills. The small group interaction
processes employed were based on a modification of the "Research Utilizing
Problem Solving" (RUPS) materials developed by the Northwest Regional La.boré.-
tory. A common hypothetical problem in education served to make participants
conversant with a general research sequence, -Groups identified a problem,
conceptualized a rationale for data gathering, synthesized research and liter-
ature related to the problem, designed or selected appropriate instruments,
received and interpreted simulated data, and drew conclusions and implications
for practice (see Appendixes V and VI for examples). Discussion and critical
feedback from thé training groups and instructional staff provided initial
grasp and insight into the problems and processes of researching educationa.l-
problems. These experiences evoked the group dynamics basic to the acquisition
of certain in'Eez'personal skills and group relationships necessary for institute
activities and were designed to promote an atmosphere of cooperation rather

than competition among the participants.




These initial sessions were followed by a more intense consider-
ation of basic research skills, Definitional ékills were developed by
demonstrating how researchable problems are identified and how previous '
research is reviewed and abstracted. Evaluation studies of compensatory
education programs in the trainees' school districts were used to identify
'problem areas, The Educational Information Consultant model of the Far
West Regional Laboratory was adapted to develop skills of locating and
using available educational information., The E.R,I.C. retrieval sfstém
was employed tolsummarize research in problem areas of interest to trainees.
One session was spent at the "E.,R.I.C.-Dialog" facility of Lockheed
Corporation to conduct an extensive search-of literature relevant to
problem areas identified as potential research interests of the trainees,

After three weeks of daily sessions, when trainees had acqu;red
sufficient definitional and conceptualization skills to identify research-
able problems of their own interest, the focus of thé Summer Institute
shifted to the development 6f instrumentation and data anélysis skills,

At this time, daily sessions were divided into formal presentations of

the principles of measurement and criteria for selection of Appropriate
instruments, and into small-group discussions with staff members on the
research proposals which had emerged from the initial sessions. Trainees
Were given an overview of iresearch design and the utility of the hypothesis-
;testing model of research., L.nastruction and discussion were designed to
refine and clarify problem statements and research designs and to select
existing instruments or to develop ne& instrumentation for individuél
research studies, Formal instruction in analytic techniques provided

experience in using compilations of tests and scales and trainees used a



techniquz-oriented, programmed instruction series in elementary descriptive
statistics to supplement classroom prescntations, |

During this periecd of the Summer Institute trainees were also
oriented to the use of computer facilities and weré afforded opportunities
to worl tﬁrough pre-progravmed s;atistical analysis packages to gain.
experience in computational and analytical skills, After the conclusion
of the six-week Summer Instifute two groups of trainees visited:fhe
Educational Testing Service facility in Princeton, New Jersey to observe
and discuss hasic techniques in test development and standardization.

The activities of the entire Summer Institute phase of training
were designed to accomplish the following:.

-~ identify the twenty trainees as members of a
cooperative researcher group )

-~ bring knowledge of current educational problems
from the school environments of individual trainees

-- relate educational problems identified by trainees
to the systematic nature of research for solutions
to those problems
-~ provide instruction and expexiences to form a
foundation upon which trainees could formulate
and carry out a research study of their design
At the conclusion of the Summer Institute trainees had sufficient
familiarity with the fundamentals of educational research and access to

resource materials and personnel to construct research designs for studies

which could be carried out during the 1972-1973 school year,

)

Phase II: Problem Design

Trainees devoted the three weeks following the conclusion of the
Summer Institute to the development and implementation of proposed research

studies in their schools and school districts, Trainees searched literature
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i
relevant to their problem areas, sought specific approval and support for

research designs, instrumentation, and strategies for‘imglementation. of
the seventeen studies underway at this time, some had reached the direct
implementation stage. 1In these cases, trainees were obtaining instrumeqts,
establishing testing dates, and making arrangements with appropriate school,'
district, and central administration personnel for access to school records
and to the pupil, teacher, and community populations involved iﬁ the pro-
posed studies. Individual conferences with NYU staff were devoted to
facilitation of these arrangements, direction to appropriate school per-
sonnel, and assistance in obtaining district approval.

In other cases, trainees were seeking general approval for proposed
studies, Meétings with school, district, and central administration some-
times led to revisions of the original research design. For example, an
instrument selected by a trainee in consultation with NYU staff might be
replaced by a coﬁparable instrument that was to be administered in connection
with a school or district testing program, In such a case, arrangements
were made to make test results available to the trainees for their proposed
research study. Trainees whose studies had not evolved to tﬁe direct
implementation stage worked with NYU staff and school personnel to plan
research of interest anl relevance to both the student and the participating
schools, NYU staff acted as resources in the planning, development, and
implementation of research designs, but research proposals were essentially
produc;s of the trainees' own efforts. Students were zncouraged to utilize
the NYU training staff as consultants rather than as supervisors orimonitors
of research studies, Similarly, the material resources of the training

program were made available for research studies as well as for training
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supplies., For example, the administrative staff of the training pro-
gram ass&stcd in the acquisition of instruments selected by trainees for
use in the proposed research.

\

During this three week peried of individual work on problem
design trainees began preparing Research Description Summary forms (see
Appendix VII for example) to assist in planning and carrying out their
studies. These forms were submitted to the project office from time to
time as revisions in the proposed research were made. By recording the
contemplated activities and cataloguing the required material needs and
supportive services, trainees wers able to plan effectively data collection,
data analysis, and reporting. Thus trainees maintained managerial control
of their studies while constantly apprising the training staff of the
status of their progress.

At the conclusion of the Problem Design phase of training, Qost
proposed research studies were underway. The training sequence was planned
such that trainees would have'completed the initial planning and "legwork"
involved in implementing their studies prior to the resumption of their
regular employment in Septémber, 1972, Thus, the extensive and time-
consuming work involved in obtaining specific approval for research con-

ducted in the schools was largely completed by the end of August,

Phase III: Inservice Training

Following the development'and implementation of individual research
studies in Phase II, the focus of training shifted to the fefinemen; of
the basic research skills initially introduced in the Summer Institute.

In addition, close attention was given to problems of data collection,

testing and measurement, and research management that emerged from on-going
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trainee studies.

Two series of core seminars were established for training students
in the program. Participants were scheduled for one seminar each week at
a field location and one seminar each week at th: Washington Square campus
of New York University. Because of travel time involved, the field semi-
nars were arranged at two locations: one for trainees located in Manhattan
and the Bronx, and one for trainees located in Brooklyn and Queens. Trainees
received credit for their participation in these core seminars consistent
with School of Education policies at New York University. Thus, the sem-
inars were conducted under established NYU course designations and numbers,
However, since participation in the seminars was limited to members of
the training group, the content and format of the seminars were determined
in part by the needs and interests of the trainees. Much of the direction
of discussion in the seminar meetings was determined by problems and con-
cerns generated by on-going research studies.

To some extent the seminars were orgonized into series of wmini-
courses" on problem areas. Occasionzlly these special sessions were con-
ducted by invited school, district, or university perscennel with expertise
in the field of interest. Although all trainees attended the special
seminars, some students were permitted to register 'n established NYU
courses not conducted for this training program. This occurred if the
student had demonstrated competernce in basic research skills and further
required specialized course work in some aspect of the research studies
underway. For example, a trainee conducting a reading research study whko
had experience in research design and data analysis might participate in

a university course in diagnostic techniques in reading. Nevertheless,
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trainees were expected to attend the special seminars even when registration
in alternate courses was permitted. |

In the Fall term, field seminars emphasized sociological aspects
of educational problems and problem-solving models, Individual student
research endeavors were discusseq and analyzed in their relation to theore-
tical consideration of school organization. School and community personnel
were invited to increase proximity to actual urban education problems, to
inform trainees of school and community characteristics, and to provide
critical feedback and direction to research activities.

The Fall term of the Washington Square seminar of the Inservice
Traiﬁing phase provided exposure to aSpects.of iearning theory, social
psychplogy, reading, personality, and developmental psychology. Selected
readings in these variocus disciplines and consideration of trainee re-
search studies focussed psychological knowledge on field problems, fre-
ferred strategies in psychological research and techniques of mensuration
were elucidated with particular attention to the types of problems in-
stanced by trainee projects. The intensity and duration ¢f concentration
on particular topics was determined by students' nceds and.sfaff assessment
of trainee progress. Substantial emphasis was placed on procedures for
maintaining continuous self-monitoring of the progress of the individual
research studies through extensive problem description statements, flow
chaxts for planning, and logs of progress. Most trainees employed thé
Reéeax;h Description Summary form to record the progress of research studies.
After approximately six weeks of inservice training students had eséablished
adequate admini ;-rative control of their.research projects and thus dis-

continued maintenance of weekly logs of progress and activities.
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At the end of January; 1973, each trainee made an oral presentation
as well as a written report of research progress to staff and fellow trainecs.
These reports were evaluated both for their substantive features covering
aspects of the research and for formal characteristics of report presenta-
tion., The NYU staff constructed master planning charts for monitoring
research projects ?ased on information provided periodically by students
(see AppendixVIII for format) . Trainees used these charts in tﬁeir presen-
tations to indicate the status of research management of their projects.
Presentations were subject to questions”and feedbéck from staff and stu-
dents, and thus provided an opportunity for trainees to demonstrate compe-
tence in.an actual performance.

At the time of the January interim reports, most trainee research -
projects had reached the data collection stage. Some projects had com-
pleted daéa collection and were progressing ta preliminary data analysis,
Other studies had completed collection of pre-test data and were awaiting
collection of post-test data at the conclusion of the school year. However,
some projects which had not been fully implemeﬁted at the conclusion of
the Proslem Design phase did not receive approval from all the school
- officlals concerned until as late as February, 1973. Nevertheless, after
the'January interim reports the weekly seminar classes dealt primafily
with problems in data analysis and interpretation, although individual
conferences were devoted to the special problems of those studies which
_‘had no; yet reached the analysis stages. =

During the Spring academic term, as trainees reached the da;a
analysis and interpretation stages of their research studies, the focus

of the field seminars shifted to community analysis and to the organizational
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pfocesses and persomnel involved in adopting new programs as a consequence
of research findings. At this stage, the formal relationships between
educational researchers and developers, and their interactions with dis-
semination and evaluation persohhel were elicited from actual trainee
experience with research process., The organizational complexities and
corresponding techniques for implementation of program changes were
treated in detail.

In addition to formal training and discussion of individual
research proJjects, fiéld seminars also provided instruction in the pre-
paration of sociological and organizational profiles of the schools or
areas in which student research inquiries were conducted, These profiles
presented data on ethnic distribution, socioeconomic status, apd the
language of the pupil and community populations, as well as data on the
size and composition of lhe school staff and relevant characteristics
of the school organization., These profiles were incorporated into the
trainees' final reports of research (see Appendix IX fof outline of
profile).

In the Spring.Term, the New York University-based seminar dis-
cussed types of problems, data collection and analysis, and ways of pre-
. senting findings., Each class meeting was devoted to a topic of research
with a discussion of those aspects of trainee research exemplifying spe-
cific topics., In addition, there was a review of basic statistical tech-
niques and -a return at an advanced stage to considerations of research
and measurement first introduced in the Summer Institute. A faculty mem-
ber from the Department of Educationa. Statistics was invited to conduct

the intensive sessions in statistical analysis.
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Phase IV: Reports of Trainee Research Studies

After the conclusion of the Inservice Training Phase trainees
prepared final written and oral presentations of their research studies.
Originally, these reports were to be submitted by June 15, 1973. How-
ever, because of the dependence of many studies on post-test data from
school administered tests and instruments, some trainees were unable to
obtain test scores until early June. Therefore, a new deadline of
July 6, 1973 wés established for student reporting.

This phase of the training sequence was a period of intense in-
dividual work in data analysis and interpre%gtion. In completing studies
trainees employed skills that had been learned during the entire preceding
period of training. Close coordination with the training staff enabled
trainees to score test resulls, prepare coding formats, keypunch data
cards, select executive computer programs for data analysis, and inter-
pret computer printouts. The graduate assistant in measurement and data
analysis helped students with computer work and analyéié.

Before submitting written final reports, trainees made oral
presentations of final results for NYU staff and fellow trainees. These
oral presentations were videotaped at New York University's Teaching
Perfomance Cénter and completed videotapes were made available to stu-
dents for individual review. Staff members evaluated each student per-
formance in tﬁese Presentations both for substantive aspects of the report
and for formal characteristics of report presentation (see Appendix X
for sample evaluation form). These videotaping sessions gave students
experignce in report presentation prior to any reporting they might do for

school, district, or comunity groups on their research endeavors., A tally
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of the evaluations of student presentations appears in Table 2.

TABLE 2
Number of Responses

SUBSTANTIVE FEATURES OF THE REPORT Poor Fair | Good.| Excl.
1. TIogical organization of material 0 10 9 5
2. Research nrocedures and findings 3 6 10 L
3. Elucidation of rezearch imvwlications L 6 10 1
I, Approvriate & z2decuate visual displays 9 4 7 1
5. Adeguate responses to questions 0 3 9 3
FORMAL: FEATURES OF THE PRESENTATION

1. "Heads un” oresentation 0 9 9 5
2. Verbal stylistics (vhrasingz, etc.) 0 o 13 5
3. Style avpropriate for laymen 1 0 10 7
L4, Contact in eliciting/answering questions 1 0 o 2
5. Reference to visual displays © 1 o 4
6. Approoriate eye contact 0 5 11 8
7. Appropriste gestures 0 11 10 1
8. General "presence” 0 6 12 6

Administrative Arrangements

Academic Credit., Academic credit accrued to participants con-

sistent with School of Education policies. As participants in this training
program, students were not matriculated in grgduate degree programs.
Therefore, earned crediis in training did not automatically apply towards

‘a graduate degree. However, trainees who entered graduate degree pro-

grams in various departments in the School of Education were generally able
to apply credits earned in training to the degree program they entered.

The entire training sequence consisted of' 20 points of credit. Tuition

and fees were provided by the training program for the 20 point sequence;
students who entered degree programs occasionally registered for additional

courses for which they paid tuition and fees themselves. The schedule of
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course credits and the departments in which credit was received is as
follows:

Phase I: Summer Institute

3 points of credit; Interdisciplinary (Research)
3 points of credit; Educational Psychology

" Phase II: Problem Desimn

1 point of credit; Educational Psychology

Phase III: Inservice Training

3 points of credit; Educational Administration Fall, 1972
3 points of credit; Educational Psychology Fall, 1972

3 pbints of credit; Educational Administration Spring, 1973
3 points of credit; Interdisciplinary (Research) Spring, 1973

Phase IV: Reports of Trainee Research Studies

1 point of credit; Educational Admiristration

Trainee Stipends. During the period of the six-week Summer

Institute trainees received a weekly stipend of $75 to defray living
expenses. During the period of the Inservice Training phase, trainees
were'allowed $10/week for transportation expenses incurred in attending
seminar classes and in conducting research studies. Arrangements were
made to expend these funds for the purchase of supplies and services for
research studies as well as for travel. As students' transportation and
researchisupports needs differed, this allocation policy made reimburse-

meat for student expenditures as equitable as possible.
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SUMMARIES OF TRAINEE RESEARCH STUDIES

0f the twenty trainees who began “he training program in the
sumer of 1972, one withdrew because of injuries prior to the beginning
of the Fall term, and one withdrew at the end of the Fall term because of
a major change in his employment situation. Two participants who had at-
tended sporadically during the Fall term lost interest entirely during
the Spring term and did not carry out their projects; two others who did
carry out their projects had not reported them in writing as of August 20,
1973, and are thus not included in this sumary. One of the reports is a
Jjoint effort of two participants; there are, then, thirtéen reports in all
to be diséussed.

It is interesting, as an overview, that nine of the thirteen reports
used reading improvement as a criterion; two used mathematics improvement
and one used bioclogy achievement as criteria. Eight of the studies were
experimental in form, seven involving a manipulated treatment and one an
.ex post facto categorization. The remaining five studies were correlational
in form, seeking relations more than effects. The overall difficulties en-
_countered, and the paucity.of clearcut findings, especially in the maﬁipulated
treatment, experimental studies, suggests that this form might not be the
most conducive to gaining the information so sorely needed for educational
research. At the time the problems were formulated, however, only a few
6f the participants had the necessary competence and confidence to undertzke
multivariate correlational analyses,appropriate as they are to most signi-

ficant educational problems,
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Jtudies of Reading: Experimental Form

There are six studies in this category. Each involved somewhat
different independent variables.

1. The study involving the greatest number of students arose from
an interest in the participants’ Department of Lansuage Arts in undertaking
more individualized instruction at the junior high school level. A 251-item
test was developed by members of that department with the intention of pro-~
viding diagnostic information; 14t subscales were developed, including sen-
tence recognition, subject recognition, comma nsage, pronouns, and other
familiar components of written language. In general, the subscales appeared
to be reasonably reliable, based on internal consistency estimates, consider-
ing that most were quite short; further work is anticipated to improve the
reliabilities where they are weak. Intercorrelations among the subscales
vary, but a number are rather low, suggesting that knowledge about relatively
independent components of written language is being assessed. Overall,
1,025 junior high school students completed the diagnoetic test. In addition,

the results of a school-wide standardized reading examination (California Achieve-

ment Test--- Level 4), the first quarter Language Arts grade, and the results
+of a Mathematics Fundamentals Test were collected for each subject.

As a second matter of interest, especially with regard to incoming
students, analyses of variance were performed using elementary school as the
ex post facto categorization. Although the F-ratio was significant for some
variables, including sentence recognition, predicate recognition, verb tense,
possessive nouns, antecedents, and total, the corresponding values of omega-
squared are quite small. Thus, no clear indication for classification on the

basis of elementary school resulted from this study. As a general response,
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teachers believe that the information provided them, such as grade and class
profiles, as well as individual score vectors, will be very helpful as they
increase their emphasis on individualized instruction iﬁ language arts.
(This study is presented in full in Appendix XI, page 66.)

2. MAnother relatively large-scale study employed bilingual (English-
Spanish) vs. monolingual as an assigned variable (in an ex post facto sense),
and bilingual instruction for the bilingual students as the treatment. Sev-
eral criteria were thus available: progress in native language, progress
in understanding concepts, and progress in visual discrimination. Subjects

were pre and posttested with the following instruments: the Boelm Test of

Basic Concepts in either Spanish or English; the New York City Prereading

Assessment-Language in either Spanish or English; the New York City Pre-

reading Assessment-Visual Discrimination in either Spanish or English,

the Linguistic Capacity Index for Spanish speaking children and the Test

of Basic Experience-Language for English speaking children. The initial

design had called for a group of monolingual, Spanish dominant children,
but the number of such children was too small to consider in the study. The
criteria are no doubt correlated, but the vagaries of the design as it was
‘eventually implemented precluded a more elsborate analysis, such as a multi-
variate analysis of variance., Among the more striking results were that
| growth in concept kﬁowledge was parallel for the monolingual English children
(instructed in English) and the bilingual Spanish dominant children (instructed
in both languages, post-tested in English), although the former had higher
scores, but that the growth for bilingual English dominant children was sub-
stantially less than for the bilingual Spanish dominant children, although

agein the final scores for English dominant children were higher. One
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implication is supported in par. by the report that the English instruction
program was highly structured while the Spanish instruction program was not,
and that most teachers preferred the former. It is that the Spanish input
in the bilingual instruction program facilitated the Spanish dominant but
inhibited (through interference, perhaps) the English dominant children's
learning of concepts. This possibility should be considered seriously,
especially since concept learning is so highly verhalized in most school
settings. There were no differences in the three groups of children in
progress in native language or visual discriminatiun. The groups were of
size 87 for each of the two bilingual groups, and 85 for the monolingual'
group. (This study is presented in full in Appendix XI, page 92.)

3. Another well-designed study involved manipulating the amount
of oral reading to first grade students at three levels of rated capability
for school work (tracked), The top level included children who had kinder-
garten experience and were rated high on verbalization and "reasoning"; the
second level children had kindergarten, but were ratedlless apt on the two
criteria; the third level children had no kindergarten experience and were
rated low on the criteria. It is likely, although not ascertainable in
this study, that some children in the lower group were "able," but lacked
the acculturation which would have made their ability more visible. The
school population is 60% Puerto Rican and 40% Black; non-English speaking
children were not included in the study, allhough they were allowed to re-
main as members of their classes. The sampling unit, strictly speaking,
is the intact class, although the analysis is at the level of individual
children. All teachers were white, with substantial experience at grade

level, The amount of oral reading specified varied: none, once weekly,
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and daily. Growth was measured by a newly-devised test of picture-word
identification, The pretest was oral, and the posttest-required reading
the word and selecting the appropriate picture. There is some indication
that the posttest proved too easy for the top level children, esPecially'
those in the daily oral reading class. The data were analyzed in a 3 X 3
analy.is of covariance with 21 children in each of the 9 cells. The pre-
dominant differences, both in growth and final level, were attributable to
differences in lével of rated ability. This, of course, is not swprising.
It was a gratifying result that oral reading contributed both to growth and
to final level, although the differences between weekly and daily oral
reading by the teacher were not statistically supportable, There was a
statistically significant interaction, reflecting the greatest responsive-
ness to the Jjoint effecté of level and "being read to" apparently in the
second level children, but perhaps this was a function of the ceiling effect

for the top level children suggested above. Perusal of the means suégests,
though this possibility was not tested, that the overall effect of coming
to school is greatest for the third level children, regardless of the
trea.tmeht. This apparent effect may reflect the acculturation which, for
the other groups, occurred in kindergarten. (This study is presented in full
in Appendix XI, page 120,)

4, To gain some information on the possible effects of providing
teachers with diagnostic information, a study involving six teachers and
their classes was mounted, The manipulation here was providing diagnostic

reading information from a standardized test (Stanford Diagnostic Reading

Test) regarding the teachers' pupils for three of the six teachers, but

not for the others. Teachers given the diagnostic information were also
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given several discussion sessions in its proper use. All teachers were

tested with the Burnett Scale for measuring the diagnostic proficiency of

teachers for knowledge of techniques for teaching reading before the exper-
iment, and were observed weekly during the experiment. Although teachers
who knew.more about techniques of teaching reading, and who had diagnostic
information about their pupils, used small-group instruction more often,
there was no discernible effect on the improvement of the pupils in reading.
One might infer the lack of a linkage from teacher knowledge to its applica-
tion to the individual child's difficulties. The 117 children involved in
this study were Black or Puerto Rican, although all were judged English-
speaking at a level adequate for the purposes of this study. They were
drawn from grades 3, 4, and 5. The participant-researcher concludes that
grouping is not enough, and that the intent to individuvalize instruction is
not ehough; a reading specialist in the school district is a minimum addi-
tional staffing to provide the linkage to practice.

5. This study of individualized training in Eﬁélish as a Second
Language in a vocatlional setting sponsored by the Manpower Development pro-
gram began with great expectations, but foundered when funds for materials

~necessary for the individualized program were denied to the agency. The
study was eroded further by attrition due to illness, pregnancy, loss of
interest, and other influences which reduced the initial group of 50 women
to 30 who finally completed the limited training program. Progress in
basic education skills was measured by pre and posttesting with the Cali-

fornia Achievement Test, student vocational interest was detemined by the

Personal Interest Inventory, and typing ability was determined by weekly

averages of timed typing drilils. Progress in basic education skills was
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greater, but not significantly so, for students in the English as a Second
Language program than for those not needing that progranm (about 50% of the
trainees are of Latin origin). No sipgnificant differences were found in
typing speed between the two groups.

6. Using a set of quite small samples from five grades in a dis-
advantaged area (total N=k9), the effectiveness of a paraprofessional
agssigned to augment classroom teachers' instruction, emphasizing English as
a Second Language, was investigated. It is reported that the rate of re-
tardation appeared to decrease, and that some children made gains during the
year of more than a year on grade-placement norms. The small sample, and
absence of complete data on variability within the groups, preclude making
definitive inferences regarding either the effectiveness of ESL or of the

paraprofessional involvement.

Studies of Reading: Correlational Form

Tvwo of the three studies in this category involve rather small
samples, but the third semple is quite large. All seek relations among
variables rather than effectiveness of treatments, although one study (No. 9)
might elscwhere have been approached as an ex post facto experimental design,
with consequent loss of all-too-scarce information.

T. Quesfioning whether (1) teacher attitude toward individualized
instruction and (2) level of teacher preparation in techniques of reading
contributed to pupil progress in reading, this study used six teachers from
fourth and fifth grade classes totalling some 150 children. To measure
attitude, new items were prepared with a focus on individualized instruction

and inserted in un existing scale of attitude toward education. Amount of

Q teacher preparation was obtained by a self-report on a questionnaire. The
ERIC

IToxt Provided by ERI
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results showed no reletion between pupil growth in reading (as measured by

the Metromolitan Achievement Test) and either teacher attitude toward educa-

tion or attitude toward individwalized instruction. There was a small sig-
nificant correlation between amount of preparation in teaching reading and
pupil growth in reading. As sugzested in Study L4, above, intent to indivi-
dualize instruction is not enough.

8. Another study sought relations to reading growth (measured by

the Metropolitan Achievement Test), in retarded readers, of specific aptitudes

hypothesized to measure visual (spatial) aspects of symbolic coding, verbal
and figural claessification, figural divergent thinking, and some possible
aspects of field dependence. These aptitudes were measured by selected tests
from the Guilford structure-of-intellect model. Through attrition, the study
ended up much smaller in. scope than was initially envisioned. Due in part

to a change in the job level of the participant, the study underwent its

first reduction from several classes to one. Subsequent absenteeism and lack
of data reduced the final usable sammwle to 18 boys in sixth grade, all reading
below grade level. Due to the participent's other new responsibilities, no
substantial use could be made of the information from the specific tests in
‘instruction. Based on the sample of 18, statistically significant correlations
were obtained between the messure of reading performance and several of the
measures of specific aptitudes, but gain in performance was not related to
any of the specific aptitude measures. It is suggestive, for further work,
that significant correlations of MAT reading with divergent thinking, verbal
classification, and two measures of symbolic manipulatioﬁ were obtained.

Correlations of these measures with verbal comprehension per se were low.
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9. The interest in individualized instruction is easily oxtended
to include the non-aptitude aspects of the indiwvidual. rThis study began
wita an expected sample size of 180 or more, based on six classrooms in
fourth and fifth grade of a suburban school., Due to absence on days of
testing and other missing data, the effective sample size is 157. The re-
lations sought, based on this sample, were betweon the 14 personality dimen-

sions measured by Cattell's Children's Personality Questionnaire and reading

performance on the Metropolitan Achievement Test. Somewhat disappointingly,

but consistent with cormmon sense, the major finding was that the child having
more of the personality traits of stand-offish caution and emotional stability
was more likely to show improvement in reading under individual. instruction.
The multiple-R, however, was only .22, although statistically significant.

As an additional interest, measures from the Stanford Diagnostic

Reading Test were also included in the analysis. The SDRT meas ire of vocab-

ulary was positively related to the traits of crystallized intelligence,
emotional stebility, and apprehension (in the sense of keen awareness, but
not anxiety), and the score for blends was related to stability. These

four correlation coefficients were in the low .20's, statistically significant
but hardly large enough to support a strong recomendation for a guidance
counselor or teacher, 5till, the trends are there, and teachers in indivi-
dualized instruction might do worse than to be sensitive to a child's lack

of acculturation, preference for being a member of a group in contrast to

being "on the line alone,"

and tendency to be too much affected by feelings--
his own or those exhibited by the teacher in the individualized situation.
It is of methodological interest that a two-group diccriminant anal-

ysis, in which the groups were defined by achievement above or below historical
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expectatim, failed to show the relations which emerged when the same achieve-
ment information was used as a continuous criterion, adj'usted for previous
achievement. Because the two procedures, 2-group discriminant analysis and
multiple-R, are identical when the criterion is dichotomous, the lack of
findings is attributable to the loss of information _a.é a result of dichoto-

mization.

Studies in Mathematics: Experimental Form

10. The integration of science and mathematics is often alleged
to benefit both disciplines. In this sma.li study, sections of the COPES
(Conceptually Oriented Program for Elecmentary Science) materials emphasizing
measﬁrement at grades 3 and 4 were used in lieu of regular mathematics
instructional materials for the topics of probebility, statistics, mea-
surement, and graphs, which are included in the New York City Board of

" Bducation Lkth grade syllabus. COPES was developed at New York University
through the interaction of the School of Education and the Department of
Physics and emphasizes pupil activity and discovery of conceptual rela-
tions. The criterion was the MAT mathematics concepts test, adjusted for
performa.nce on that test in 1972, The results, after instruétion using
the two sets of materials, showed clearly that the group which had used
the COPES materials perfonnéd significantly better than did their counter-
parts. The COPES group had a gain of 1.2 years (grade equivalent) in
contrast to the 0.7 year gain of the other group. The probability of this
occurring by chance, with N=U2 in the combined groups and an F-ratio of
12.8, is less than 1%-. It is reported by the participant researcher that
several teachers in the school wish to use the COPES materials next year

where possible for mathematics and also for science instruction. (This
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11. Questions frequently arise regarding whether a test involves
reading as a facilitating, and thus necessary component. This is particularly
of concern where non-reading skills are being assessed. In the present
study, a sample size of close to 100 was anticipated; incomplete records
and other sources of attrition reduced the effective sample to 33. The
design is straightforward, involving a comparison of performance on alter-

nate forms of a mathematics test (Uniform City-Wide Examination, Mathematics

7th Year) administered routinely .in silence each year, and experimentally

in this study by reading each question aloud. Although the sample is small,
the results ére significant: seventh grade students did better under the
oral administration than they had done under the silent administration of an
alternate form. This result suggests that reading skills and/or reading
speed may be reflected in scores attributed to non-reading skills obtained

by students who are functioning below grade level.

Studies with Other Criteria: Correlational Form

12. TFrom time to time, it is suggested that teacher-pupil com-
plementarity, in the domain of personality, is important for pupil pro-
gress in subject matter. This study involved 388 students and 11 teachers
in biology classes; all teachers are Caucasian, as are most of the stu-
dents in this middle class commnity. A total of more than 700 students
were tested, but only 388 had all necessary informmation. Students took

Cattell's High School Personality Questionnaire, while teachers took its

adult counterpart, the 16 Personality Factor Inventory. Five of the per-

sonality traits common to the two scales were used in determining a com-
parison index for teacher-student complementarity. The broad factor of

exvia vs, invia (called extraversion vs. introversion by some other
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investigators) was derived for each person, and the index I-E obtained for each
student; this index is his teacher's score on extraversion minus his owmn. Also,
each student completed an attitude scale regarding his attitude toward school
in general. Finally, data on biology achievement were obtained for each stu-
dent. Due to the fact that the biology grades were not available until the
end of the school year, other variables in the HSPQ were not explored in this
study; the data, however, are available for further exploration. The results
are quite clear regarding the effect of teacher-student complementarity on
achievement, at least in high school biology: there is none. Girls who have
extravertive tendencies do better in biologylthan do introvertive boys. Also,
students with more positive attitudes and extravertive tendencies do better
in biology. Of particular interest is another result, in answer to a publi-
cized contenticn lasf year by a member of the New York City Board of Educa--~
tion that compatibility could be assessed (and presumably students assigned)
by zodiacal sign pairing. Complementarity as defined above, when examined
within groups determined by zodiacal sign of student, ﬁas not effective as
a predictor of achievement, MNeither were the achievement means of the 12
sign-determined groups significantly different. So much for the stars.
(This study is presented in full in Appendix XI, p. 185.)

13. The relation of affective components of personality to the
more "problem-solving" aspects of behavior is always of interest. In this
study, a comparison was made between performance on the rod-and-frame
task, taken as a measure of field independence and, by extension, indivi-
duation of one's self as a person, and performence on two Piagetian tasks:
horizontality and conservation of volume. In the rod-and-frame task, a

child was asked to align "up and down" a rod which was displayed in a frame
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which itself was askew, all other visual external cues being mipimized; the
child who positions the rod more near the vertical regardless of the position
of the frame is said to be field independent. In the horizontality task, the
child, who has been shown a bottle partly filled with colored water and dis-
played in different orientations, is asked to draw wvhere the water line would
be when all he is shown is the contour of the bottle, again displayed in dif-
ferent orientations. If he draws & horizontal line regardless of the tilt of
the bottle, he is said to "conserve horizontaliﬁy." In the conservation of
volume task, the child is presented with two balls of clay which are adjusted
until the child agrees that they are equal, apd two identical glasses are
filled with water until the child agrees that the level is the same. ITf,

vhen one ball of clay is rolled into a sausage shape, flattened, or broken

into parts, the child is able to say that the water level in the glass will
rise the same when this peice of clay is put in the glass as when the unchanged
ball of clay is put in a glass, he is said to conserve volume. .In a sample

of 30 first-grade children, comparing performance on thé first two tasks, a
substantial correlation of .63 was obtained, a value statistically signifi-
cant at the .0l level., The correlation of rod-and-frame with conservation

of volume, however, was only .19, clearly insignificant for this sample size.
The question to be asked, which cannot be resolved from these data, unfortunately,
is whether the high correlation reflects a strong bond between affective and
cognitive components of learning the concebt of "conservatiom," or whether the
two tasks are cognitively similar almost to the extent of being alternate forms
for measuring the same trait or aptitude. Further psychological analysis of

these tasks is clearly necessary.
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ASSESSMENT OF RESEARCH TRAINING PROGRAM

The research studies described above range from problems in mea-
surement to models for predicting the most basic of achievements, over small
samples and large, with a few variables and many. It should be clear that
individualization of study was taken seriously as a tenet of our training
program. No claims are made to results of prime significance to the educa-
tional community, but several recurrent notions were rather effectively
laid to rest, a result which might save some time for others. Among these
are the idea that personality variables are very important to school
achievement. In those studies, we attempted to persuade the participants
to include measures of a broader domain of aptitudes and skills as pre-
dictors of differential achievement, but the limitations of testing time
were strong constraints. As a result, several participants of activist
bent who knew what was important, almost to the point of not seeing why
they needed to investigate the question, found out that what they believed
was not the case. We hope they know, now, why statistical logic needs to
be applied to fairly large collections of evidence before a decision is made.

It is our impression that those who began early with a reasonably
defined problem, and attended to the methodological issues as they were
discussed, even in the abstract, ended up with more definitive studies and
clearer results. We would take minor issue with the suggestion reported
by our outside evaluative consultant, to the effect that the statistical
material should be left until after data are in hand. Educational problems
are by nature complex, and students should not expect that simple single-

variable probes will be effective, The capability to analyze the data that
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must be brought to bear on educational problems canmnot be developed over-
night. The collection of data itself depends upon the uses to which they
are to be put in a statistical analysis leading to answers. The matter of
rigor, which some seemed to confuse with difficulty, could have been moder-
ated a bit, with a more concretized approach using extensive examples of
data. It was not feasible, however, to assemble rapidly sufficient exam-
ples of all the different kinds of studies which the participants envisioned,
and thus approyriate generalizations and abstractions were set up and dis-
cussed. Later on, during the Fall and Spring terms, as the studies were
developing, 15 to 20 hours per week of consultation on statistical analysis
and conputer procedures were available to students. Only one or two of
the participants used this service to prepare themselves to analyze thelr
data.. Rather, most waited until data were available in the schools and then,
far behind schedule, asked that their data analysis be supervised by staff,
2 situation which provoked a good bit of the stress characteristic of nega-
tive slack. . |

On the other hand, our participants were scheduled for seminars two
afternoons each week, A few trainees were taking additional courses, and
‘most had great difficulty obtaining additional released time from their school
districts. This constraint must be considered a partial failure of recruit- '
ing., We had hoped that district and school building officials would cooper-
ste to the extent of providing some released time for the research projects
our participants were to develop, but this cooperation did not take place
on the scale we anticipated. Recruiting teachers for such an intensive pro-
ject as ours turned out to be should be premised on district support con-

firmed in advance and, if necessary, accompanied by funds to provide for
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teaching substitutes.

In retrospect, we feel that such a training program should begin
recruiting during the Fall term, assist purticipants in proovolem formulation
and collection of baseline datz during the Spring term, conduct a workshop
using simulated data for computer-based analysis and plan the details of
desired intervention techniques and instructional materials during the sum-
mer, cuwlminating with a full year for intervention, collecting post-intervention
data, and znalysis. In short, a reasonable training program involving in-
digenous school personnel who remain on the job should be scheduled over a
period at least 18-21 months in duration for the participants, preceded by
a fhreeJmonth start-up and recruiting period. |

The longer training period would permit more exposure, especially
through individual study, to foundational information in the behavioral
sciences, with which many of the paiticipants seemel distressingly unfemi-
liar., The other side of the coin, of course, is that the behavioral sciences,
as typically presented, do not often provide the immediate relevancy that
teachers trained in some programs have come to expect. As a result, dis-
cussions of the processes of learning and adjustment, even when focussed
on school settings rather than psyciiological laboratory or psychiatric in-
stitution, tended to become stuck at the introductory level in the attamot
to get evérybody started. This decision, as is inevitable when groups are
heterogeneous, tended to penalize some of the more sophisticated participants.
There is also another influence, deriving from the hierarchy of educational
Jobs, which may have reduced the motivation of some participants for study in
the behavioral sciences: more than half of the participants saw their career

developing in the area of administration rather than in school-based research.
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There are administrative positions in the educational research establishment,

to be sure, but one should be first a researcher before atteméting to admin-
ister such a complex process. This oultcome of our training vepture should
bring reconsideration to an earlier proposal for enlisting those already com-
mitted to educational research; and seeking field placements for them in

school settings where they can work with teachers and administratprs in develop-

ing problems and, hopefully, answers.

Recommendations for kesearch Training

Schedule. A minimum of two years seems essential for effective
training and useful output. We continue to believe, at the level of faith,
that one learns best how to do research by doing it under supervision. We
suggest beginning recruiting in the fall, problem development and baseline-
data in the spring, plus development of intervention techniques and materials
during the first summer; intervention and/or extensive data collection during
the academic year; evaluation, hypothesis testing, reporting during the
second summer, culminating in a fall presentation to district and community.

Recruiting Pool. If indigenous teacher personnel are to be re-

cruited, and they are as unsophisticated in research techniques as were most
of oursinitially, the recruitment should be made with consideration of
similarity of problcms, so that group instruction and peer expectations can
interact in the training process (see following section on Problem).

If students already committed to, and having some sophistication in
research techniques, are recruited, they should be required to spend a sub-
stantial amount of time interacting with teachers, students, and school ad-

ministrators, so that the problems do not end up as messy non-rigorous pale



copies of classical univariate laboratory studics. These are inadequate, in
general, for direct transfer to ongoing probloms in schools,

Regardless of which pool ir selected, some specific kind of accountia-
pility should bc arranged. Yor classroom teachers, rasearch activities should
becoue part of their regular schedule, with a corresponding decrease in class-
room contact hours. Tor research-trained stulents, scme specific intern-
ship arrangement with the cooperating school must be worked out., In either
case, responsible supervision within the school administrative hierarchy
as well as within the uwniversity context is essential. A file folder in the
superintendent's office is probably insufficient.

Problem. As suggested under the previous topic, attempting to en-
courage individual projects by personnel who are unsophisticated in research
techniques and not overly knowledgeable in the behavioral séiences requires
much more in the way of faculty involvement than is likely to be supported,
in fact, almost a on2-on-one pattern. In contrast, if prior liaison could
develop a problem common to several schools, and recruits from those schools
could each share in the same major project, the training would benefit from
overall structure and the motivation provided by responsibili£y to one's -
peers, and the output would be improved because of the opportunities for
greater exploration of the necessarily compléx issues which must be addressed.

If behavioral science oriented recruits are obtained, there mey be
more Jjustification for seperate projects, although even in this instance the
merits of participation in a major team effort are hard to deny.

Academic Credit. Considering the amount of time spent in discussions

among ourselves about which existing courses could be used as part of the

training sequernce, and with participmnts for exceptions to permit them to



37

advance toward non-research-rclated degree objectives, plus the great dif-
ficulty of assigning grades equitably when students are so heterosencous in
prior preparation, we are inclined to suggest that a training program bve
presented and entirely Justified with regard to experience and performance
competency on specified behavioral objectives. Some of our participants
took very lightly the large tuition remission they were recciving, although
others made good use of the opportﬁnity. It seems to us more reasonable to
operate such a specialized program as a special effort; it should be built
upon basic courses now provided by the University, not substitute for them.
A certificate specifying behavioral performance competence could be issued.
Of course, there are many problems involving salary schedules in schools
vhich would require cdministrative creativity and flexibility, but that is

another story,
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EVALUATION REPORT ON RESEARCH
TRATNING PROGRAM

Prepared by:

Dorothy S. Strickland, Ph.D.
Early Childhood Department
Newark State College

Union, New Jersey



TO: Professor Paul A, Cullinan and Professor Philip A, Merrifield
New York University, School of Education

FROM: Dorothy S. Strickland, Ph.D., Chairman, Early Childhood
Department, llewark State College, Union, N.J.

RE: Evaluation: lModel Pilot Program for Training Personnel to
Develop Solutions to lMajor Educational Problems.

DATE : July 16, 1973

The evaluator spent more than ten hours over a period of two days -
June 20 and 21 - gathexring the information upon which the following assess-
ment is based. Sixteen of the students involved in the program were inter-
viewed,. Most of these interviews were conducfed in the presence of Margo
Louria, HEW monitor for the project. Several video tapes of students
presenting the final reports of their research studies were viewed. 1In
some instances, these were viewed and discussed with the student present.
The evaluator also conferred with Professors Cuvllinan and Merrifield along
with Ms; Louria. At that time, questions were answered regarding the mater-
ials (pmposal and project reports), which had been made available before-
hand.

Student opinion of the program was extremely favorable, The reasons
given for their enthusiasm fell into several broad categories which were

constantly repeated by different individuals throughout the interviews.

1. Positive impact on the school districts involved.
Students overwhelmingly agreed that the scope of their involvement
in the program went beyond their own personal needs. Many of the
research projects grew out of problems which had already been pin-
pointed by persons within the school district as being in need of

investigation., Others were developed by the students on the basis
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district problems of which they had personal knowledge and interest.

The following are some examples of the contributions made to the

school districts:

a) A mathematics program will be developed from the results of one
study. It will be geared to the nceds of the district in which
it was developed and used in that district.

b) One study involved daily reading aloud to children as a means to
increasé reading ebility. It not only proved to be a successful
technique for reading instruction, but it also caused a number
of teachers, who rarely read aloud to their classes, to do so on
a regular basis,

¢) An English-as-a-Second Language Program was developed as a result

of one research project. It will be implemented in the district

involved.

d) Another study involved the development of dis nostic and corrective

procedures for reading instruetion, These procedures have been

adopted for use by Project Redesign, a district-wide curriculum pro-

ject,

On the basis of her study, one researcher received a mini grant to

e RTAR SR SRS S e e L
-

develop a guidance program for the junior high school in her dis-

i

trict.
f) The Manpower Development Program for which one student is employed,
has accepted many of the reconmendations resulting from his study

and has already begun to implement some of them in its basic edu-

cation and career skills programs,

g) Another study involving an investigation of the sociological and
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educational characteristics of teenage gang members, has resulted

in the development of a program for parents of such youth,

Personal notice of students as potential leaders in the district,

Most students felt that their contributions tc the district s re-
searchers, brought them recognition as candidates for administrative

and supervisory positions,

Specifically, one student will become administrative assistant to

the principal in her school next year., Another was promoted to the

post of Educational Coordinator. Several others stated that they,will
either receive promotions or é}e being considered for promotions largely
because of the greater visibiliﬁy and credibility afforded them as a

result of their work in this program,

t

Favorable comparison of this approach to research training as opposed

to traditional training progrems.

Students were asked to assess the value of this method of research traint

ing. Typical among the responses given were:

a) The program offered freedom to work in waysother than that of
traditional course work,

b) The program was far more rigorous than any other in which most
students had been involved.,

c) Because of their prabttical nature, the field seminars were cited
as being extremely valuable,

d) Students who had previously been in educational training programs
which lasted for one summer only, stressed the fact that tne one year
length of this program provided for sufficient follow-up and in-

sured greater growth,
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€) Relevancy of the projects and the responsibility to the school
district provided greater motivation than one would ordinarily have.

f) The flexible nature of the program allowed for greater individual-
ization than traditionel approaches, It should be mentioned here,
that students were extremely generous in their praise of Drs,
Cullinan and Merrifiield, They spoke highly of the strong group
feeling which developed during the training period,

g) Students felt that because they were conducting needed research
within their own school districts, other school personnel in-
volved were more cooperative than they might otherwise have been.

h) Learniné in a problem context was considered valuable. Students

favored the problem solving nature of the program.

4. Educational aspirations raised.

Most students have expressed a desire to go on for further study.

At least two have already matriculated in doctoral programs;

5. Suggestions for the future.

a) Students suggested a change in the sequence of courses. Statis-
tics would be delayed until students have a gréater need for such
procedures and a greater understanding of research techniques
rather than offered as one of the first courses,

b) There was a concern that more be done beforehand to insure full
cooperation from the school districts involved. Although these
problems vicre resolved eventually, some research projects were
delayed because of what appeared to be a lack of communication.

c) It was also suggested that prospective candidates be given a clear

understanding of the : rigorous nature of the program, beforehand,
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It was not recommended for the undisciplined person.

Based on the evidence presented above, the evaluator would rate this project
as one which has clearly fulfilled its goals,

Based in urban settings, the trainees involved have identified problems in
need of investigation. They have worked closely with a wide variety of school
personnel in order to develop and implement plans for attacking those problems,
Trainces gained recognition and praise for their efforts. In many instances their
research has been given further support and approval for expansion by the dis-
trict. These students shared a deep sense of commitment and pride in the work

accomplished during this project.
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APPENDIX I

RESEARCH IS FOR ANSWERS. . v v v v v o

To school-based problems, gensrated by schicol-based paopia

Research by whom?
By scheoal-bas=d¢ people, chosen with district coeparation, and
trained for work on individual problems by selected NYU lfaculty.

Vhen does it happen?

July 3, 1972, is the beginning of the fulltime intensive summer
vorkshop; individual reseaxrch problems formulated there will be
carried out during thz school year as part of the participant’s
regular school assignment. Two field seminars weekly will bring
KYU faculty to school districts for cooperative work on problems.

What about expenses and course credit?

During six weeks of the summer, each participant has a $75 weekly
stipend; during the rest of the program, travel cxpenses up to $10
veekly to attend field seminars and come to the Univexsity.

The full program provides 20 points applicable to graduvate degrees,
for qualified participants, in educational administration or in
educational psychology. ALl tuition charges are remitted.

Who are involwved?

Funding is from the U. §. Office of Education,
National Center for Re search and Development

Faculty from New York University School of Education, programs in
Educational Administration, Psychology, and Statistics, and Early
Childhood and Elementary Education; curricular empnasis as desired
at elementary or secondary level in language learning, mathematics,
-science or social studies.

Finally, vou and other participants willing to spend a full summer
and a busy school year learning while doing research.

O

RIC

Aruitoxt provided by Eic:
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SHARING TiE PRODLERX

What's bothering you?

Can you wverbalize vour concerns?

Can you really get down to .cases?

What's in the literature?

Putting your hunches inte hypotheses, and their alternatives.

ASKIKG THE RIGHT QULESTIONS

What do you need Lo know?
What instruments to use?
Confidence in responses.
Utility of responses.
Making your own instTuments.

GETTING IT TOGETHER

Collecting your data from an appropriate sample.

Using the computer to turn data into information.
Answering your questions by testing hypotheses. -

Considering. alternative explanations.

Setting reasonable limits on conclusions.

PRESENTING THE MESSAGE

Significance, relevance, and utility.
Inferences and recommendations for action.
Verbal and graphic communication.
Preparing and presenting your report.

The six-week summer workshop will emphasize I and II above, with
special emphasis on II during individualized study late in August.
Discussions of formative evaluation, interactive development of
researchable problems, and relevant literature will be stressed
in the field seminars during the school year, along with III and
1V above, A xveport will be prepared for presentation to district
personnel and others interested in May 1973, in which IV will be
actualized. ' .

b5
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{ Uniced States shall, on

- July 24-Aug il:

Participants must have the
following requirements:
B.A. from accreditad school
Distvict approval for time to
spend on research

crimination Prohibited
Title VI of the Civil Rights uct
- of 1964 states: "o person in the

tha ground
of race, color, or national origin,
be -excluded from participation in,
be denied the banzfits of, or be
subjected to diserimination under
any program or actiwvity ruc31v1ng
Federal financial assistance.'

The training program here described

' is operated in compliance with this

law. In addition to this, Execu-

- tive Order 11246 (effective October

13, 1963), tine contractor will not
discriminate against any employee or
applicant because of race, color,
religion, sex, or national origin.

SCHEDULE

Summer Workshops Daily, 10-4

July 3-21: Toundations of Research’
{easurement and

A Statistics

Weekly Stipend $75 July 3-Aug 11

Aug 14-Sept 1: Individual work on
researchable problems

Field seminars in methods
and cognate areas

Sept-May:

| May, 1973: Progress 1eport to .

District and communlty
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PROGRAM STALT

Co-Dirvectors

Paul A, Cullinan - adninistration
research studies

Philip R. Merrifield - measurement,
personality tests, ro.carch

Staff
Robert Beech - social psychology,
learning, value systois
Lloyd Bishop - individualized
instruction, sccondary educ.
Bernice Cullinan - languags: arts,
reading, clementary educ. :
Donald Payne - educ. technology
Lenore Ringler - remedial reading,
learning disabilities
Carolyn Saarni - Piagetian tasks,
cognitive developument '
Sharon Weinberg -~ statistical
analysis, research design

Staff names above are fulltime
faculty, School of Education,
New York University.

Colleagues frem other sectors of
the School are available to partic-~
ipants as students.

Computer services will be provided
through the School of Education at
no charge to participants for
program-related problems.

A MODEL PILOT PROGRAM FOR
TRAINING PERSONNEL TO DZVELQP
SOLUTIONS TO MAJOR EDUCATIONAL

PROBLEMS

598-2659 ox 598-2919

[P ——
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Whila these researsi skilil areas rweiless, at least io part, zowe of the
comventicral tfanties taughi in mexhodolony ccurses, thaza iz 3 congelous intent
and planned aporoach o avoid "fitring of suudenis' o existing university
conrs2s. Taz wraining taam Teprageniy za iaterxdlseiplinary srounm of junior
and sanier faculiy who are comalittad to fzductive and prodleme-velatad approachasi
to dlostruciion. :

Por exampla, the in du tior of tTainess o the skillz of pioblen idenid-
fication will b2 threbgh tss us2 of data and fizdingz frem evaluztions of com-

pelsatory programs in thair cwa school dissricia.  Oew Yook Univergity has
conductad suzh studiss in oeavily every district in Eow Foxk City and muliiple
comiss of thssa reporss ave awiilabla.) Tis scurces and denioz of these data
»11ll be discus32d and the skills nesded %o defisa rosesrshstls problems stemming
from such studizs will ba expllcazed. Tralnzex will bhavae resvongibilities fon
dayeloping thaiy own major and ninor vreszeareh studiss of problema thay identify,
and T2porting the raseazch thay conduct oa locally pressing lssuze. Partici-
papis will also rmaiatain a "log" of activities and a;;ariencea ssociated with
ca:gying ouf raszarvceh projesis, o be vaviawzd in zemipnars and ewventually in-
corporated into reswarsh procassz guides,
Tte Progran

The fox: 2 participants will continue ¢o
serve in tha e in the program. The training
a2

ll 1972) Summwer Institute.
stituze to introduss par-
FLtLOE, Gonecantualization,

Phasa 2. {fugust 14, 1972-3zptamber 1, 1972) Problem Desiga.
Pantigipants will identify ressarchable problisms in their own

1 Credit sehool distwict, davelop the inltial conceprualizatlon and
d=23ign, .obtain adminiztrative approval for arrzngements when-
ever ndcaszary. '
Phasa 3. (Septombar 13, 1972-M3 y 25, 1673% 1Inserviee Traininz.
Doting thlis scanol Jear.pailod the particizants would spend two
afzernoons p2a¥ weall in zawinar wotk, at l2ast one of which would
o2 conducied in the sghon) districts with eppropriate partici-~

\ paticn of administrative staff, teachers, and community rapre-

sentatives who mizht bring narspactives and data to b2ar on
‘participants’' research problea. dmphasis vpon Quantitative
and intarpretatioa Skills weould smerge duzrizg this period of
tize. . :

Yhase 4. (May 25, 1973-June 15, 1973) Repcrt of Rascarch JuLch
Traineys will have writtan their Teports on the major proble
3tudiad during tha training period prior teo iay 25. Prasenta-

“tion to district ataif and community reprzsentatives would be
zada along with conclusions and vacommendationz for action.
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lewing criteria:

dised

(3]
w

2. £#pyoey 4 ¢ownl

LE
cana,-”' Ln a 3ai

mefve in a vesearchk and developwment

3. Provids written anprovsl from appropriate wchool dizcrict
ofSfalals of arvrangemaals necsssacy for parvticipation and
sehool avstem inzceasr 3 3upvoert suck & rola.

)

Pariod of Tralning

tr

Thz training program will bazin July 3, 1972 and extend through Juce
30, 1973, Pasticipaams will enroll as vegular or spaeial atudenta at New
Vo‘ﬁ iinlversity, The prograza schedule foliows the Universicy summer and
academic yaar cajendar:

Particicanis will maceive 1.5 pur wask during the six wesk sucmer
s2eslon mnd 510 p2r week travel alicwance during the 8C2d%ﬂiﬂ vaar,
Tuition wil 1 ba walvad for twaaty pointz of acadenic eradit
Hisarinlastion Prohlbltad

vhz2 TIvil Rights Acr of 1964 srates: "o parion in th
, on the zrouad of raca, color, or matiozal origia,
articicaricon i, b2 dapied tha beneiins oZ, or be sub-
imication uadey asy program or 2obivity receiving Faderal
fizancinl essistanca." The traliaing prozraa described here i3 opa2rated
in complisaez with this faw,

In addition to the ab:"e, Laecuti~p ordar 11245 {zffeckive Ostober 13,
zror will not dlswrimipate sgatant any ssployme or appli-
ace, coldow, teliglon, sax, or matioral origla.

"'\-':’x’{')‘ Ehn eopny

a4 1 n

vant bepause of ¢

fci,or, Civisior

cstional Adainistracion
2partzent of Zducariona ' :

P3yshclogy

9

(23
Ho)
.)
| &)

(R 11

s

HY
res (2

LT 4 & . ) ,

Te Rabert Bsach, laavaing Theory and Research on Values

r l!ayd 3ishop, lodividualiosd insiruction asd Sscozdary Eduration

£ Bernice 8,,tuilinan, EFarly Calidhosd and E;Lun tary Zducatioa,
Reading and laaguage Arts o

Q Vﬁ:. Frad Ruzlinger, Pasaacch Dasizn and usthodo]ovy

F l(j' gr. Donald Payuh, E uca*Lotal Te~5aology and &esearch ¥athods
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APFENDIX IX

~

ACCEPTANCE OF PARTTCIPATION IN TIE

MODEL EDUCATIONAY, RESTARCH TRAINITIG PROGRAM

Name.

Social Security No.

I will be a participant in the Model Educational Research Traiwing
Program from July 3, 1972 to June 30, 1973. During this time T

will attend the Summer Training Institute, construct a reseaxrch

design in cooperation with school district persomnel and University
staff, conduct the research with the assistance of University staff,
and present a final report of research to District personnel and the
University staff. If given approval and support by my school district,
I anticipate using the training in a position commensurate with the
research skills developed,.

Signature

Date
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MEMORANKDUM OF AGRERMENT

-  DISTRICT .

SCHOOL ' ¢

On behalf of the District (School) noted above, I agree to
facilitate the research efforts of
during the academic yezr 1972-1973. It is understood that the research
project will be developed with district and/or scheol consultation and
will be appropriate for credit in the Model Educational Research
Training Program at the School of Education, New York University.

Fzcilitation of research is understood te include access to
student records, reasonable access to students for new evaluative data,
and reasonable arrangements for attendance at seminars, to be scheduled
twice weekly in the field, or; upon cccasion, at New York University.

Moreover, if the above named participant successfully completes
‘the training program, consideration will be given to role responsibilitics
for the participant during the 1973-1974 year that will use the training
and skills developed by this program.

Name

y ! Title

Date

FPlease return this form to:

-Model Educational Research

" Training Program - S~
80 Washington Square East, Room 28

New York, New York 10003




APPENDIX IV

MODEL, EDUCATIONAT, RESEARCH TRAINING PROGRAM
ROSTER OF TRAINEES

TRATHEE

' SCHOOI, DISTRICT

AREA

Marlene Bchrends

Digtrict 7 Bronx

Early childhood

Jane Doman

District 2k Queens

Elementory

L, Celestine Evans

Disgtrict 28 Queens

Tarly childhood

Lawrence Glass

District 27 Qucens

High school science

Guendolyn ladley

District 24 Queens

“Elementary

Daniel &. Hill

District 2 Manhattan

School psychology

Jeffrey Hollander

District 2% Queens

Drug education

Anne Ming Leong

District 2 Manhattan

Blementary

Brendan Maiers-McGraw

District 24 Queens

Bi-1ingual, ESL

Andrew Osborne

HManpower Career
Development Agency

Adult education

Kathleen Pfennigwerth

Elwood, Long Island

Reading coordinator

Joseph Powlis

District 7 Bronx

Drug education

Waldemar RoJjes

Distriet 8 Bromnx

Community relations

Nancy Scott

District 23 Brooklyn

Language arts

Rita Siegel : District 24 Queens Guidance
Dorothy Smith District 7 Bronx Administration
Hyacinth Stevens District 7 Bromx Administration
Tonald Teal District 16 Brooklyn Mathematics

Bernice Wiley

District 18 Brooklyn

Black history

William Zuckerman

Great Neck

—

High school science
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HMODEL EDUTATIONAL DRESEARCH
TRATIING PROGTRNL
. g - - -
h et ;‘13. }:Ol }-

Mr, Snith did his master's thesis on "Eiffects of films on attitudes
avout UeS, Asian policy. le properiy sclected his sax 310 fron his roglon and
administerad a pretest, He then showed a sot of three £ilms cvar a monthl's
pavicd and used on alternate form of the attitude test to ma2asure chang2s,
Assuning these proc:dxleu were adequate, what can you say of his study uith
respect to various criteria of internal validity?

f the study had been done in Hay, 1970

~~
-
~
e

{8) if the study had been done in April, 1972

[g)

Example No,

Hypothesis: Intensive counseling can effectively improve the attitudes to-
ward school of extremely negative sivudentse

Procedure:
1, Test of attitudes toward school for all students ia the school

2, Choose lowaest 107 and engage in intensive counscling for a 3-week
period,

3. Re-test the entire school
4, Coxpare the mean change in attitude of the experimental group to
the mean change in attitude of the remainder of the school _

- >

Examle Yo, 3

Hypothasis: High-interest, low-reading level materials are more eiffective in
teaching social studies to slow readers than conventional texts.

Procedure

) . - . '
1. Select teacher volunteers to use the now materials while othar

.. . Tyteachers teach control groups with conventional texts. -
2. Pre-test students and randomly assign to experimental end c atrol
classes, '

3. Post-test students on an alternate»form of the sam= test (a social
studies achievement test). . -

4. Compare the mean rate of improvement .fcxr the two groups.

ERIC )

Aruitoxt provided by Eic:
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Sxannle e, &

A randonmly se ected group of ferzlas tcachers was asked to try a waighk-
raducing pre aratlon. Each worning they wvere weighed and the rate of weignt
loss was three times that of a matched group vhich was weighed ba2fore and after
tho creavment bui which did not take the weight reducing preparaticn,

Twrnmaa o A7
1LNamN e 0o,

5

Yiss

Schools.” T

writing' sub
instruction.
fifty poems

the experimental group.

Brown did a master's thesis on "Creative Writing in Elemasntary
he e:xperimental groups of children, who had been taugint '“crzative
nitted poems aleong with the control groups vho had not had such

To guard against special treatment, her three judges each rezad
from tha control group before reading the sama number of poems from
Since as many or more poems judged “creative' were

from the control group, the experimental program was dropped.

Examnle No.

6

Hypothesis:

Procedure:
1.
2.

3.

4,

Example lo.

-

Multi-media approach is more effectlve in teachlng science than
conventional techniques

100 summer school science students.
Randomly assign to.cach of four classes (2 experimental, 2 control),

Two teachers arc used: each teaches one control and one experimental
class, S '

Pre-test each of the 100 enrollees and post-test each of those who
complcte the course, N s

Comparc changes in the mean achievement test sco*es, control v,
exparimental groups.

Jones wished to study unionized tsachers!
offzred by the Board of Education during 2
thred days H2 intervicwed teachers in soma less pr1v1lcc~d arﬂns of thz city, the
n2xt three days he interviewed teachers 'in £
three days he interviewed teachers at mora
intervieiis werc made on the picket line, tha results sccemed to differ sharply
e concluded that thesc differences were

.

attitudes toward the contract
recent teachevs'! striks. The first

rather "average
"preferred” schoolq

.noo1s, and thz2 la
Although all “

(."‘

attributable to diff

a
arences in-the schools,
'Y N

]
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APPENDIX IX

Model Educational Kesearch Training Program

Report on Social and Organizational Context of Study

Develop for your MERT study a section dealing with the social and ovgan-
izational setting or context within vhich your inquiry was done. The
purpose of this section is to delineate for the reader the distinctive
or uaique chacteristics of the situation where your data were gathered.
In developing this section use a narrative style but cover the wajox
arveas and indicators listed below.

A. The School(s) Community School District Identity

1. Name of school{s)

2. Level or type

3. Size of school (A.D.M. and A.D.A.)
4. Building(s) description

a.
b.
c.
d,

age of building and additions
condition of building

per cent utilization

other interpretive features

B. The School Area

1. Geographic location of school(s)

2, VWNeighborhood descriptioun

3. Attendance area information

4, Relevant school area characteristics
(e.g. near other schools, feeder or fed)

C. School and Community

1, Distribution of pupils

a, Racial and ethnic
b. SES
c. Language (if applicable)
d. Optional Assignment
2, Community population profile e

a., Racial and Ethnic
b, SES
¢. Language
d. Occupational -

D. School Organization -~

1. School Staff

a.
b.
c.

Size
Composition
Special Characteristics



APPENDIX X

MODEL FDUCATIONAL RESEARCH
JAINING PROGRAM

EVALUATION OF RESEARCH REPORT

Student Name: Date:

6k

Report Topic:

Type of Renort:

SUBSTANTIVE FEATURES OF THE REPORT

Poor {Fair |Good

Excl,

Logical organization of material

R.search procedures and findings

Elucidation of research implications

Appropriate & adequate visual cisplays

W £ W] -
.

Adequate responses to questions

FORMAL FEATURES OF THE PRESENTATION

"Heads up" presentation

Verbal stylistics (phrasing, etc.)

Style appropriate for Iaymen

Contact in eliciting/answvering questions

Reference to visual displays

Appropriate eye contact

NI NEOE SR R T
[ ]

Appropriate gestures

o
.

General ‘presenca"

COMMENTS:

Observer:
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APPENDIX XTI
SELECTED STUDENT REPORTS

The five student reports which follow are swmarized above as
Reports No. 1, No. 2, No. 3, No, 10, and No. 12. Some retyping was done
to prepare reports for duplication and to improve format where necessary.
However, no substantive changes have been made, and remarks and notes
which were made by the project co-directors have been deleted, except
where noted. Each report is presented here és a complete document, and

appendixes referred to in the text follow each respective report.
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(This study is sunmarized above as Report No. 1.)

LANGUAGE ARTS DIAGNOSTIC EXAMTNATION
Elwood Junior High School

Submitted to:

Model Educational Research
Training Program

£ :hool of Education

New York University
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FOREWORD

The perspective that I chose to take .during my Model Re‘sea.rch
Training experience was tha.th’”é‘f_;ab classroom teacher looking for pragmatic
applications of the skills to be acqﬁired. I am éonvinced of both the bene-
'fit and necessity of "front line"‘ personnel, teachers, being familiar with
such rudimenfary concepts as Mean, Standard Deviation, etc., and possessing
“the slightly more complex ability of being a‘o]__e to discern when séts of
scores are or are nob statistically significant and why.

In 'bher face of ingreasingly negative criticism of the educational
" processes and increa.se’d ldispari‘ty of skills 1n the student populations that
are dealt with, I believe it is vital that teachers beéin to think in terms
of setting lin»(vlividua.l.:'..zed-goals for'students- and be able fo prove, with some
degree of certitude, that these goals have been achieved. Individualization
and accountability are upon us, and intuitively I feel that it will be far
better for the populations served if local educators determine the Whaj;, and

~ how of their implementation.

ﬁy opportunity to utilize the MERT experience in a practical way
_came early in the academic year 1972-73 when the D'epa.rtment Chairmah. of the
suburba.n Long Isla.nd Jjunior high school where I teach a.nnounced ‘that it wowld
be necessa.ry to devise and administer a Language Arts Diagnostic Examinatim

/to our 1100 students. My resegrch pmagct con31sted of working with other |
m'embez.'s of my dePart‘rnent in planning ‘the test, an extensive analysis of the
“data a.céuired, .ahd pai-ticipation with my colleagues in mapping out specific :
pla.ns for action after due cons:LderatJ.on of what ‘had been learned

In 1971 the Coopera.tlve Rev:.ew Sernce of the New York State Educatlon

f_..Department condu_cted a lengthy and expensive examination of the Elwood Public
Q o N ' ' ‘ . ¢
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Schools, Union Free School District #1, Town of Huntington, New York.
Four, one-sentence indications of the "areas of the Enzlish program in
which most improvement is needed" appeared on page 111 of a 289 page final
report. Many of the language arts teachers voiced mild agreement or dis-
agreement with what had been found, and the recomnendations for areas most
in need of improvement remained on page 111.

From October, 1972 to June, 1973, a varying number of teachers in
the English Department of Elwood Junior High School worked on an anzlysis
of data collected from a self-devised Language Arts Diagnostic Examination.
As a result of that experience a great deal of soul-searching has been done
by the various faculty members inveolved, new norms applicable to our parti-
cular school district will be considered when utilizing standardized tests
in the future, and half of next year's seventh and eighth grade will be in-
volved in a tolally new individualized program. Teachers participating
in this program (LASET), Lenguage Arts Seven, Eight Team, will be familiar-
ized with basic research skills for their record-keeping and evaluation
responsibilities.

The total of this past year's experience has further convinced me
‘of the validity of a pet hypothesis: there is a positive relationship
between the degree to which research or evaluation will effect change in an
educational institution and the knowledge of the formal and informal operations

within that institution the researcher or evaluator possesses.
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INTRODUCTION TO ELHOOD

The following introduction to Elwood has been a.dopted from the
beg_inning chapters of a 1971 report By the Codpezjative Review Service, New
York State Education Department, as it was perceived that a more than ade-

quate jbb was done in deseribing the community and its school district.

Elwood Community

The Eiwood community draws its identity from the Elwood Union Free
School District No. 1, an area of some five ana ane-half square miles,
nestled in the Huntington Towmship. Elwood is basically a residential com-
munity wifh a fpopulation of . approximately 16 ‘000. The life of the community
revolves to a great degree around the schools, |

The Elwood communlty , Synonymous vrbh 'bhe area '-erved by the Elwood
~ School District, is bognded by Clay Pitts Road on the north; Broadway-
Greenlawn"‘ fo the west; Tarkfield Road on the east; and Jerich-o.Turnp.ike
and Daly Road to the south, lThis once pastoral settirig changed drastically -
in the 1950's from an agrarian enviromment to a cormuting conﬁnunity.

" The landscape of fertile faﬁnlands, scattered rural houses , the

‘general store, the vestiges of a simPler, less cmnplgx existence underwent
a metamorphos:.s. Suburi)an housing began to dot the countrysidama'éwfa;niliés '
ﬁufrom the metro_polltan area moved eastward to en,Joy the bucolic advantages of
Western Suffolk Cou.nty_. .

Although the farmlends gava way to verdant lawns, split-levels,
' colonials, and patios, the comunity has retained much of its semi-rural
flavor. No longer does "Clay Pits Path" lead to hepos:.ts of clay nor do

the larks nest in the abundance of fonner years, but the area remains almost
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exclusively residential. A small industrial and businéss zone hugs'tﬁe
heavily-traveled Jericho Turnpike, but this is the extent of industrial
- growth within Elwood's boundaries.
| As a part of the Townshipbof Huntington, the Elwooﬁ community. shares
in the Broade;‘ 6ﬁltural » business, recreational, and religibus opportunities
available in the\Towns..hi-p. Huntington is one of the largest of ten towns
"in Suffolk County, one o:f‘ the fastest groﬁing counties in the United States.
The town occuples about 100 squaré miles, contains seven other school dis-
tricts and is located gbout thifty-five miles east of New York City.
| .The Elwood District is surrounded by;local shopping areas. Huntington's
libraries, musewms, theatre groups, orchestras, and art galleries bear testi-
.mony to the towmspeople’s strong support and interest in cultural pursuits.
Churches of many faiths and denominations.and synagogues provide a spirituai
life for residénts‘;z '
A comnuter railroad puts Manhattan about seventy minutes awa:y. The

e ang'Iéland-Expressway and Northgrn StatelParkway, whiéh are about five .
minutes drive from Elwood, link the community with bustling Nassau County
and New York City. The Town'enjoys miles and miles of sandy beach along
"Long Island Sound with superb facilities for swimming, boaiing, and fishing. -
Twenty minutes to the soﬁth, the Atlantic Ocean duplicates these assets.
Thus, the Elwood coﬁmunity offers a sﬁbquan life still rurél-paced along
with the rich opportun;tieé affoided by the proxiﬁity\to United States'

largest urban center.

~ Elwood School District | o )
The»histofy of the Elwood School District is closely intervoven with

" the development of the Elwood ccrmunity.' The growth of the School System




parallels the changing population patterns of the community. In the early
years of the twentieth century, the sparse population of this rural area
was served by a two-story frame building located on Cuba Hill Road, which
is known today as the "Little Red School House" and is ﬁtilizcd for the
District Administrative Offices,.

The four-room structure was adequate for the educational needs of
the Elwood community until the early fifties when the influx of new residents
began to have an impact on the future requirements for providing an educa-
tional program for the inéaming tide of students. Accustomed to student pop-
wlations of one hundred or less; the District recognized the facility in-
adequacies as studies projected enrollments beyond existing capabilities.

A proposed school centralization of Elwood and Commack was considered and
vetoed by the voters of the two districts. It became apparent that Elwood
woﬁld have to move toward additional facilities to contain its elementary
needs. Secondary students were "farmed out” to three school districts.

Thus, suburbia began:to overtake Elwood along with all the con-
comitant changes associated with this phenomenon. Cuba Hill Elemenfary
School was opened in September, 1955, and two years later an addition was
completed. In the fall ofrl958, the Manor Plains Elementary School opeped,
providing twenty-eight more rooms for elementary expansion. Cuba Hill School
expanded even further with the opening of a very large new unit in 1965.

This addition to Cuba Hill increased thé classroom units to an overall total
of 38.

The newest of the elementary schools, Harley Avenue, was occupied in

September, 1966, with twenty-eight rooms available. Presently, these three

elementary schools contain the District's elementary program with K-6 grades
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housed in each building. During these years of construction, the grade
organization in each school was altered periodically as the District's
housing necds changed.

Grounl was broken in the Fall of 1960 for the construction of
John H. Glenn Junior-Senior High School, the first secondary facility to De
erected in Elwood. The imposing bulilding was opened in September, 1962,
for T7-12. This eventful stage in the growth of Elwood's educational ‘system
climaxed yecars of preparation and for the first time provided the Elwood
community with a District K-12 School System.

As the secondary school population burgeoned, the need for additional .
facilities became apparent. In September, 1968, a separate Junior High
building was completed and occupied. Beginning as a 7th and 8th grade
organization, the Elwocd Junior High School moved to a 7-9 grade structure
in 1.970.

- Currently, the five schools comprise the Elwood School System. Stu-
dent population projections are begimming to stabilize, and facility require-

ments of the future are being studied,
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RESEARCH AND RESULTS

The Lancuage Arts Die.gnos‘oic Exanmination
| "The basic purposc“ of the _Elwéod Scheools is to assist each- c‘rnild
individuallj to achieve his or her full intellectual and social developmént _
consistent w'ith his or her capabilities." This published statanerlt .has
appeared within the context of explaining the educational philosophy of the
Elwood Public Schools. | |
'J.‘here is a strong movement W‘Lthln this dlstrlct toward individualized
instructlon. The first step in 1nd1v:.dua.11zat10n is diagnosis, and that is
why the English teachers in the Junior High were asked early in the school
year 1972)-73 te devise and adninister a Language Arts Diaghostic -Examination.
' Through teacher me'etirlgs and extensi\fe' departmental planning, it
was decided that a test would be prepared which would inciica.t_e student strengths
and weakrress_es 'in.gramﬁar-rxse.ge in fj.i‘i;een skill areas. AThe Jc‘est_.which was
devised a.ppea.rs in Anpendlx I, It is 'compoeed primarily o_.if"ex.cerpts of work-
book materla.ls used wlthln the dlstrlet Unifone administration a.nd ‘scoring.
procedures were utilized. Students were given as long as they needed to com-
_plete the test, in some cases,‘ ué to four days of class time (45-minute
 periods). |
It_';i;s , regrettably, true that time did r'u:ﬂ;‘e:,l:i.o'wf.ir our doing a -thorough
Job :Ln researching the relia‘b:_'Llity or validity of the testAthat was devised.
th'.ie this may seem‘fl_.ike a traumatic statement to the seasoned researcher,
it was ‘porne in m:.nd _that the'ernphaéis of this iea.rnin’g experience was to
'Ira.ve been pre,cfieai. I1’he test would have beeﬁ devised and administered in
©any’ event and had there not been faculty pressure to 1ook at the scores in -

A(‘-some sta.tlstlcauy mea.n:.ngfu.‘l. way, the tea.chers probably would have wound up
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reporting and looking at nothing more meaningful than total scores based‘ on
100%.

Inroads in the Elwood Junior High School, at least in fhe English
Department, have been made into locking at our everyday testing procedures
with more of a critical “research oriented" eye. When the Language Arts
Diagnostic Exemination is administered next year, arrangements have been
made for alternate from relishility testing. This was deemed a better
method, for this particuwlar cxamination, than the Split-Half or Kuder-
Richardson fornmulas., Next year we will also seek to egtablish concurrent
validity for the various subsections by :relating selected student performance
orn. the Language Arts Diagnostic Examination with performance on another,
hopefully standardized, well-reputed test.

Means and Standerd Deviations by Skill
Areas and Grade Levels

In addition to the fifteen graymar skill areas covered with the
examination, it was decided to include in the analysis'the results of a
school-wide standardized reading examination (California Achievement Test-
Level 4), the first quarter Language Arts grade, and the results cof a
Mathematics Fundamentals Test. In the following tables the means and
standard deviations are reported by grade level according to the variable

numbers indicated on the following page.

Analysis of Mean Scores

The following items have been deemed areas for further inquiry,
thought, etc., after consideration of the mean skill scores.

1. A junior high schocl with a mean reading scoi'e of 9.1 in



-+, TABLE T

)
Variable Item Total

No. Pogsible
o1 CAT Total Reading Score {These items
02 CAT Vocabulary Score axre reported by
03 | CAT Comprehensicen Score grade level scores.)
o4 Sentence Recognition 10
05 Subject Recognition ‘ 10
06 Predicate Recognition 10
o7 Comma Usage 30
08 End Punctuation Usage 1k
09 Troublesome Verbs! ) 20
10 . Verb Tense - | 4o
11 Capitalization 15
12 | Plural Nouns 12
i3 Possessive Nouns 06
ik Pronouns 4o
15 Possessive Pronocuns 07
16 Contractions - 03
17 Total of 15 and 16 10
2 Antecedents and cee. 12
19 "Corresponding Pronouns 12
20 Total Raw Score, Language

Arts Diagnostic Examination 251
21 First Quarter Language 06#*

Arts Grade

22 Math Score 100%%*

#Grades were recorded as follows: F-l1, D-2, C-3, C+-4, B=5,
B+-6, A-=7, A+-8.
¥*For 7th and 8th graders, the math scores were computed from
the Math Fundamentals Exam administered by thsa faculty of the
Mathematics Department at Elwood Junior High. This 1s a test
of thirtyfive items that measures basic computational skills.
For the 9th graders, scores were obtained from the XNew York
State P,E.P, test, which contains eighty items. Scores from
both exams were comnverted to a one hundred base.




" TABLE II .76

MEANS AND STANDARD DEVIATIONS - WHOLE SCHOCL

Variable Mean Standard Number of

Number Daviation Students
oL 9.09% 2.52 * 99k
02 9.,19% 2.35 * 986
03 8.80% 2,94 * 98é
oh 9,07 1.48 1096
05 5,78 4,08 1093
06 2,41 ‘ 2.74 1093
07 16.03 6.73 1080
08 10.40 2.96 1092
09 17.25 2.99 1095
10 3k.03 7.01 1089
11 10.76 4,96 1083
12 10.66 2.55 1076
13 "3.72 1.52 - 1076
14 24.26 5.44 : 1671
15 5.42 1.73 1066
16 2,27 1.02 1066
17 7.69 2.43 1066
18 5.88 " k.39 1068
19 ~ 6.11 3.01 1068
20 164,66 30.21 1055
21 5.1k 1.7k | 1030
22 53.82 ** | 22,86 870

*Grade level scores
. ##It should be noted that Means and Standard

- Deviations for Math Scores refer only to the number of

students indicated in the particular analysis, A number

of superior 8th grade students are not required to take

the Math Fundamentals Exane Math scores were included in
tgis analys{f so that ecocrrelations of math and grammar skills




TABLE IIT

Means and Standard Deviations = 7th Grade

VARIABLE WEAN  STANJARD  MINSER OF
. JeVIatiIovw STUDENTS

1 76,20€4 252628 344
2 79,5357 22e2702 336
3 73,3065 28,57¢2 335
4 B,545%6 1e743) 354
5 4,77%0 3.0051 353
6 1.8512 2e174%% 353
7 1b.754 6 ‘
8 10.3?&3 5122?% 3%2
9 15,4944 3.654+ 56
10 31,5409 9.06752 sse
11 10,2385 4,6320 351
12 10,4669 2.469/ 347
15 35,6916 1.5317 347
1% 25,4052 S.0E25 243
15 2,6068 17739 342
18 2,1140 146504 34¢
17 7,12¢5 24452 342
18 6.,1960 3.795n 342
1y 5,8304 20934+ 2u2
2u 15%,5629 29.1897 334
2l S,3703 1.561% 316
22 21,8225 313

41,3087



) TABLE IV

MEANS AND STANDARD DEVIATIONS - 8th GRADE

VARIASLE ME Al STANJIARD MJMBRER JOF
JLVIATION  STUDENTS

1 32,5039 2340353 355
2 35,475y 22,032+ 353
s I6,1152 2T7.3951 25¢
4 9,1189 1.4311 287
) 95,7202 2.692% 385
5 2.23%5 2.5282 236
7 5 18 6+ 5 387
W 130579 63023 357
3 17,4570 27083 257
12 34,4785 3,356:9 257
11 16,6010 3.8915 385
12 10,7150 2,515 35¢
15 35,7527 1.9301 385
1+ 24,1554 5.,320¢ 366
15 5.3 ¢0 1.7622 156
16 2,215¢ 1.0533 3585
17 7.5395 Ze4ysd 358
16 6,2332 4.5517 23z
13 B,02E5 32,1030 386
20 15,2295 22,0753 333
21 2,005 13979 351
22 58,2135  22.0855 281



TABLE V

MEANS AND STANDARD DEVIATIONS =~ 9th Giade

VARIA3ZLE MEAN  StanJdarD HIVMBER OF
CEVIATLON STUDEXNTS -

1 105,733%8  20.2018 295
2 104,338 13,28% 295
5 102,138 24,637} c36
4 7,4197 1.1200 355
5 6,8559 S.5007 354
5 5,1723 301543 34
4 17,8127 6.6673 347
8 10,8569 2.58115 353
9 17,8097 234817 25,
10 55,7623 443833 350
11 11,4942 £+4139> 346
12 LU,3C78 - 2.5735 333
15 53,6939 1.52¢7 343
14 25,24u5 35,5974 242
13 5, 9434 1.5215 338
15 2,4941 «9183 . 33¢
17 B,4379 2.208¢ 33¢
13 S5.13214 T Keb31 Y 341
17 C B,4971 2.952+ T 349
20 172,38517 25,9902 233
21 4,9372 1.9895 353

22 83,5543 17,947+ 276
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October of the academic school year iz not a typical, average, contarvorary
junior high school. The Elwood student population is made up of primarily
middle and upper middie class families. Perhaps in the future when utilizing
standardized tests, norms for this particular population shouwld also be con-
sidered along with the published nomms.

2. TIf the State and the faculty deem the ability to recosnize the
subject and verb of a sentence as a prerequisite sgkill for completion of
junior high school, more attention will have “t_o be given to these items in |
the Lenguage Arts classes in the future.

3. There are graduated increases in_the mean scores of all variables
except nmmber 21, first quarter Language Arts grade. While we remain assured
that many of the 9th graders are at exactly the same skills level as many
Tth graders, and vice-versa, the Language Arts faculty as a whole may have
sone feeling of assurance that something, though we are not certain what,
is oécurring during the three years that our stud_ents are with us in the

junior high.

Correlation Matrices

Correlation matrices were obtained for all of the twenty-two variables
by grade levels 7, 8? and 9, As there is not wide disparity among the sets -
of correlations, it is felt that it is not necessé.ry to inelude the results
by grade level.

Some.‘ of the more interesting correlations that were noted are:

1. Variable No, 1, Total Reading Score, as expected, correla‘bes.
with the other subtests of the CAT, vocabulary and comprehension, Variables

No. 2 and 3, with the total raw score of the Language Arts Diagnostic

Examination, Variable 20, and with the Math Score, Variable 22. As always,
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reading ability is nelpful for success in school.

2. Variables 5 and.6, Subject and Verb .lecognition, Variable 13,
Possessive Nouns, and Variable 18, Antecedents, correlate low with other
subrsections, [Ihis would be an area for further study. Does this usually
happen on standardized grammar tests? If so, why? If not, is there some-
thing peculiir to this test that causes this to hapnen. Or, is this mercly
indicative of the facl that diffcrent skills are being tested?

3. Variable 21, first quarter Language Arts grade, does not cor-
relate as highly ac mizht be expected with reading scores and other skill

subsections of the Language Arts Diagnostic Examination.

Freguency Distributions

Frequency distributions were calculated for each variable by whole
school and grade level. In all, 88 distributions were calculated.

Needless to say, it is soamewhat of a shock to see that despite
good school-wide reading scores, 104 out of 355 8th grade students were
tested as reading belcw grade level at the beginning of academic year,
1972-73. |

The Math Departnent of Elwood Junior High has prepared cumulative
percentages for each of the 22 variables by whole school and grade level.
This is the aspect of the analysis that we plan to make the most use of in
en experimental, individualized program going into effect next year. At
the beginning of the year we plan to test a student in a specific skill area,
and to inform him or her (and to record) the percentile gcored. At a later
date posttesting will be done.

We plan to be able to indicate that in an October testing a 7th grade

student scored at the 4Oth percentile of the 7th grade in Punctuation skill,
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(35th percentile, whole school). Ilopefully, by April, we will be able to
tell that same student that he or she has now scored at the 70th vercentile
for the 7th grade (64th percentile, whole school).

It is felt that these school established norms will be most helpful
to the teachers in individualizing instruction for students, and in becoming

more accountable for student learning,

Analysis of Variance

An analysis of variance for each »f the 22 variables, listed in
Table I above, was calculated for four groups:

1. Students who attended Cuba Hill Elementary School

2. Students who atiended Harley Avenue Elementary School

3. Students who attended lManor Plains Elementary School

L, Students who attended elementary school outside of the district.

It was readily apparent from this analysis that the fourth group,
children who attended school outside of the district, do significantly better
in almost every category., It is not perceived that this should be looked
at in a negative light as concerns the Elwood School District. As explained
in the introiduction, Elwood is becoming an increasingly more affluent sub-
urban community. Whereas perhaps some five years ago, a home in the $20,000
to $30,000 pricc range was not unusual, it is now difficult to purchase a
home in the Elwood area for less than $60,000 to $70,000.

| Many of the newer students in Elwood have more than one residence;

€.8+5 & ski house in Vermont, and have travelled extensively. It is believed
that the differences in achievement are more reflective c¢f socio-economic
1life style than classroom experience, Obviously, howevef, this is an area

for further study and investigation,




It showld also be noted that a further analysis of variance was run
elininating the fourth group, ci:dildren who attended elecmentary school outside
of the digtrict. It was believed cthat perhups because of differences in
organizational patterns within the three elementary schools (Harley Avenue,
for example, has a more traditional approach, while Manor Plains is an "open

' school)} and because of seemingly dissimilar socio-

classroon" or "complex
economic groupings around the three elementary schools, differences might be
found among them,

The following items were significant at the .05 level when the analysis

of variance was run for three groups.

Variable
Nunber Ttem
5 Sentence Recognition
6 Predicate Recognition
10 Verb Tense Usage
13 Possessive Noun Usage
18 Antecedents
20 Total Raw Score, Language Arts Diagnostic Exam,
22 Math Score

A further analysis of variance is in the process of being run. This
one will be broken down into nine groups, the three elementary schools by
three grade levzls, e.g., Tth graders who attended Cuba Hill, Maror Plains,
and the Harley Avenue School. When this is completed, a report indicating
the areas of significant difference and the particular schools ancounting
for the source of the variation encountered in this nractice research excrecise

will prepared and forwarded to those concerned,

Class Profiles

A further analysis of the data was performed in which sorting was done

by period of the day and by teacher. Thisﬁprovided each classroom teacher with
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the mean scores and standard deviations Tor each of the twenty-two variablec

for each of his or her classes.

Teachers rcported this information to be very helpful in plauning

for particular classes.



APTENDIX I 85

ELUOCD JUNIOR HIGH SCHCOL

EHNGLISH DIFARTITNT

DIAGNOSTIC <XILLS TYAMTNATION

GRADES 7, R, ©

1. Recognizinz Sentences ~ On the line before each group of words write S if the

group is one complete sontence, R if the group is two sentences written as one,
or F if the group is not a complete sentence.

Example: F If I {1y to Sen Francisco the week after next.

1. Have you ever visited in a foreipgn country?

2. ‘Reading about the experiences of the pioneer spacemen.

3. Give your suggestions to the chairman of the committee.

4. Laura wrote an interesting story I enoyed reading it.

5. FEach member of the club will display his hobby at the meeting.
6. After seeing all the new models at the automobile show.

75{ There are some books on the table is one of them yours?

8. Members of our cla- are writing to children of several foreign countries.

9, Understanding among the nations of the world.

EEEEEEEEE

10. Betty gave the report of the committee at the last meeting weren't you there?

II. Recognizing Sentence Parts

Tor each sentence wiilz che simple subject on the top line and the simple
nredicate on the bottom line.

Example: train Yhen will the train

will arrive from Cleveland arrive?

1. One boy in our class his 6. Thet picture was painted
his own science laboratory. by a French artist.
2. 1as Harriet finished the 7. Did she see Frank Martin
el ————

-
costumes for the play? in the hall?
3. In the corner of the cage
8. .~ - Janct has been reading an
lay a big lion.
exciting book.
L. Are the boys poing with us
9. That boy in the front seat
to the game? :
._ is her brother.
5. My mother visited school
10. On our way home we saw

{11

last week.

. two brown thrushes.




- DIAGKGSTIC SKILL:Y EYAMTHATION ENGLISH DEPARTHENT

PAGE:_TH0

IIT. Capitalizing and Punctuatinm_ Sentences

At the left of each sentence write each word that should be capitalized or
follawed by a punctuation mark. Include the mark required: comma, period
qugstion mark, exclamatien mark. ‘Irite the words in order. You will re- l
ceive one point for each correct capital or mark supplied.

Examples: me. You - Write to me you
address.  have my address
1. Vhat famous inventor was 7. Yes his name is associated

|

bqr‘n in Milan Ohie with that city Jean

8. What a wonderful Ameri-

|
|

2. He was born on February

11 1847 can he was telllme more

5

3. Miss Brown give me an~ about him

other hint 9. Our teacher said "Read

il

L. He invented a typewriter about him yourself"

the phonograph and the 10, "let's give a program on

|

incandescent lamp inventions" I said

5. Yes Thomas Edison in- 11. Will you talk about the

vented these he also telephone the radio or the

T

jwented a motion-picture

|

airplane
camera P 12, We'll give our program on

6. Did he have a workshop

i

February 11 1966

} at Menlo Park New Jersey

IV. Using Troublesome Verbs - On the lines before the sentences, write in c¢der the
correct form of each pair of verbs underlined.

Example: did I did done my chores and

lay ~ then laid lay down.

1. Jim came comg home early and

o

As I was setting sitting th:

sat set waiting for us,

|

I saw seen him go by.

2. YhenFather sawW seen me, he

~J

Has the postman came come?

raised rose to his feet.

I haven't saw seen him.

3. I laid lay on the desk the book 8. After Sally did done the wov

Bob had pgave given me. she laid lay in the sun.

T

4. What have you did done with 9. Hank has did done his work

the money she gave give you? and has gone weni home.

-

0. Sis came come in and sat af

EMC _ gone went., : - ’ down a big package.

T

5. I'11 lay lie down after he has

|
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DIAGNOSTIC SKILLS EVAMINATION FNGLTSH DEPARTMENT

PAGF. THRTR,

V. USING VFRBS - On the lines before the sentences, write in
S . order the corre
of each pair of verbs underlined. ’ reet torm

Example:

[

et She will leave let me go

eaten _ after I've ate eaten.

1. It doesn't don't scem to have 14, The ‘udre has sooke sroken,

learned taught him anything. and the trial has beran berur

nN
-

Ban May T go after I have 15, %e had drank drunk the milk

written wrote the report? and had ate caten the pie

w
-

You had nught ourht te have i¥g, The words may be sang sung,

chose chosen me. ar they may be spoke spoken.

&~

Ve was were glad that our 17. Have you threw throuwn away

parents hadn't left let us go. the paper I brought brung?

LT

5. These cars are is the only 18. You would have of won if
ones I've driven drove. you hadn't fallen fell.
6. I wish I had knowed known 19. The whistle blew bloved, anc
. that you was were there. the fight besan begun.
7. Doesn't Don't he know that 2, He drank drunk the milk and
I've growed grown up? - then ran yun outside.

He had broke broken into the

o]

barn and had stole stolen it.

0

I would have wore worn the

‘coat, but it was tore torn..

—
o
.

The bells had rang rung, and
the whistles had blew blown.

11, Yas Here you tired after you

LEUHEELELELELE T

had ran run so far?

’ 12, He has ridden rode in a jet,

but he hasn't flew flown one.

13. I had not taken teck a coat

i

and was nearly froze frozen.
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DIAGICTTIC SMTLLA EAAMTIVATION ERGLISH DTPARTMENT

PAGF, FCUP

VI. CAPTTALTZING AND PUNCTUATT!'C SRUTENCTS - On the left of each sentence write
cach word that should be capitslized er followed by a comma. Yrite the words
in order. Count one point for each correct capital or comma supplied.

Example: Henry henry this .s
Mr, Holt wmr holt my uncle.

1. Yes father there is an old 6. This year memorial day and

sea an area.without a land the fourth ¢f july will be

boundary in one acean. on ' tuesday.

2. The sargasso sea a region 7. My father and aunt jo sang

in the atlantic ocean is the - Yhome on the range" a song

area son. of the west.

3. Bill why don't you ask dr. 8. This summer mr. hunt will
€. €. wells your new science direct y.m.c.a. activities.

teacher about the sea? 9. In september my sister en-
4. Sargasso the name of the rolled at mills college in

california.

LT

sea means "seaweed" in the
portuguese language.

‘. Julfweed a kind of floating
seaweed covers this sea Bill
about 20C0 miles west of

the canary islands.

VII. PLURAL AND POSSESSIVE TORMS OF NOUNS - On the lines befo:e each sentence write
in order the correct form of each noun underlined.

Example: men's The men's mens'

’ wives wifes wives agreed.

1, His son-in-laws sons-in-law 6. The farmers farmers' market

repair radios radioes. ' sells turkeys turkies.
2. The babys! baby's loud cries 7. We found .S.h-e_g_w sheegs on

the beaches beachs.

H

crvs alarmed us.

o= e
e ——
D ]

3. The boys boy's fat calfs 8. The ch,efs chieves werc men

calves sold well. not mouses mice.

e

L. The women's womens' job 9. ile read of heros heroes and

is peeling potatos notatoes their ladys ladies.

5. Boy's Boys' books are on 10. Two spoonfuls gpooﬁsful is

']Elsz:‘ i these shelfs shelves. _ the childrens children's dc
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DIAGHOSTIC SHILLS EVAMTNATION FNGLISH DRPARTMENT

FAGE FIVE

VIII. PECUGUN FOLIYS - "n the linss befors each sentence write the carreet form of

each pronour underlined.

Examples she Did you and she her see

me . George and I me?

l. John and he him are geing by

theirselves themselves,

2. HYe Us girls will send you and

they them souvenir post cards.

3. It was she her who told Ann

and I mc.

L. Thé1 Them are much better

tennis players than we us.

5. The President himself hisself

greeted we us students.

6. Frank and you yourself will

ride with Ann and I me

7. Father and he him bought we

us members the badgcs.

8, Vas it he hiap who gave you

and she her the flowers?

9. Certainly 3:_§'_1_1§ boys can play

as well as they them.

10. The new class officers are he

him and she her.

11. Sally and she her gave we us

hoys some good advice.

12. It was tuey them who gave Sam

e
. %
and I me our first chance.

13. The teachers and he him will

help we us students.

14. Your letter gave she her and

I me encouragement.

15. You and I me have more free

time than Hal and he him.




DIAGECSTIC SXTLLS EVAUTHATICH ENGLISH DTVARTI'ENT PAGE SIX

VIII. PRONCUN FORMS (COMT'D.)

16. He Him and I me will gladly

help you two.

17. It was they them who rescued:

_ Bill and he hin.

18, Mr. Hinkle interviewed he him

and I me on the TV program.

19. Jane and I me will lend you

and sh> her our bicycles.

20. It is we us girls who should

thank you and he him.

IX. POSSESSIVES Ai.D CONLRACTIONS ~ On the lines before each sentence write the
correct form of each pronoun underlined.

Example: hers _ Is this coat hers her's

yours cr your's yoursg?

1. This pencil is his his', but

whose whn's pencil is that?

2. Its It's time for that tree to

shed its it's leaves.

3. Their Taey're work is harder

]
than vour you're work.

L. Vho's Yhnse going tn waken

us vhen it's ils time?

5. If the car isn't theirs their's

who's whose is it?




DIAMOSTIC SKILL™ SYAMINATION ENGLISH DEPARTMEAIT

PAGF._55CEN

X AGRETMENT OF PRONOUNS “ITH ANTECTO"NTS - On the first line write the antecedent
of the proncun underlined which agrees with this antecedent.

Y

Example: [ .erybody Evérybody‘ enjoyed
himself themselves\\}_umself.
I T E‘very\member should give this

his their careful attention.

2. Tach of the guests will help
himself themselves.
__ 3. Nobody reported that they he
had lost anything.
ke Someone has fziled to do his
their duty.
5. If anyone h'és more information,
—— he they should tell us.
______ b, Tither Jill or Amn has lef. her
their sweater.
__ 7. Bach girl provides their her
own costume.
8. Neither A) nor Bill has handed
in his their paper.
9. Surely eveyone will do their
' : his best work.
10, One of the passengers has lost
. his their ticket.
1l. She and Sis have their her own
- _ room.
12, Which studeni didn't put bis

their name on the list?
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BILINGUAL-BICULTURAL PROGRAUS

PROGRAM OBJECTIVES

The Bilingual-Bicultural Propram in District 24 had the following
major objectives:

1. To equip children with basic concepts and native language.skills
necessary for the beginning of reading instruction in Spanish and English.

2. To enable children to become functional bilinguals throupgh the
develeprent of strong literary and oral skills in English and Spanish.

3. To initiate opportunities for both Euglish dominant and Spanish
dominant children to experience and share their own and each other's

culture via music, songs, holidays, food, and dance.

EVALUATION OBJECTIVES:

The evaluation of the Bilingual-Bicultural Program was designed to
assess the degree to which program objectives were achieved. The evaluation
obiectives vere: |

1. Given the Boehm Test of Basic Concepts in either Spanish or English

on a pre-post program basis, participants will improve significantly in
their ability to understand concepts basic to performance in a regular
academic progran.

2. Given the New York City Prerecading Assessment on a pre-post program

basis in English or Spanish, program participants will improve significantly
in their performance on native language skills basic to prereading and begin-
ning reading instruction.

3. Given the Lingsuistic Capacity Index to Spanish speaking children

and the Test gf_Basic Experience-Language to Fnglish speaking children on

a pre-post program basis, Spanish speaking children will show significant

Fains in oral.and receptive Engiish while English native speaking children
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will show significant gains in their ability to speak and understand Spanish,

METHODS OF.ﬁATA-COLLBCTION
| Various methods for collecting pertincnt data from the target scho§ls

vere used. The most impoftant means of data collection were pre-post testing,
interviews, and classroom observation, |

Testing. The testing phase of the evaluation provided objective data,
the basis used to determine whether or not the objec;ives of the progranm
were achieved. The testing instruments ﬁsed wvere: )

i. The Boehn Test of Basic Concepts-avaiiabie in Spanish and English.

2. The New York City Prereading Assessment-availablevin Spanish and English.

3. The Linguistic Capacity Index-available in Engiish.

%, The Test of Bzsic Experience-language-available in Spanish and English,
The pretests were administered to all children in the bilingual program
during October, November and Decémber.. The posttests were administered in
May. |

Based on the assumption that children would do better Qhen tegted‘in

their hative‘language, it was important to de;ineafe the procedure used

and what groups were tested in what laﬁguage. The Spanisp dominant children

 were given the Spanish version of the Boehm Test of Basic Concents: and the

New York City Prereading»ﬁssessment while the English.dominant childrgn
were given the English version of the same tests. |

One of the ohjectives of.the program was to enable ghiidren to become
funcfional bilinguals. In order’to assess this objectiye,bthe Spanish.

dominant student was given the Linguistic Cavacity Index and the English

dominant student was-given the Test of Basic Experience-lLanguase in Spanish.

In general, the pfe-post testing procedure provided hard data which was

used to assess the effects of the program on studentsé'! achievement in basic

Y .
concepts, reading, and language skills.



95

Interviews and Observation. In terms of evaluating the program the interviews
anc observations were made by a member of the evaluation team. The intervierws
provided the principal and the bilinrual staff an opportunity to discuss and
share their perceptions on how the program was being implemented. The class-
room ohservation gave the evalua‘or an opportunity to see the program in
operation. The freauency of school visits permitted the evaluator to receive
an overview of program implementation and the problems that were encountered

in each school.

DESCRIPTICHN OF PFOGRAM IN OPERATICH

Program Implementation. During the summer of 1972, the Bilingual-
Bicultural Program was designed; a Bilingual-Bicultural Director was hired{
an inservice training seminar was planned and implemented at the beginning
of September; and the materials and supplies needed to execute the program
were studied, evaluated, and vurchased.

! The Bilingual-Bicultural Progrem was implemented in three schools in
District 24 Queens, namely, P.S. 13, P.S. 89, and P.S. 143 in September of
1972. FEach school initiated the Bilinpual-Bicultural Program in kindergarten
and first grade.

Organization of Program. The Bilinguyal-Bicultural Program was designed
to teach mathematics, reading;'énd¢language by the use of English and Spanish
as the media of instruction. In other words, the students were to receive
instruction in English half of the time and in Spanish the other half of the
time. In order to accomplish this objective a bilingual teacher, a bilingual
professional assistant, and a bilingual educational assistant were hired for
each bilingual class.

Each bilingual class was divided into three subgroups according to the
level of Enplish and Spanish proficiency. The teacher and the assistants

alternated from one group to the other thus permitting the three adults
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to¥interact with all the children in a small group and providing the students
with experiences of three teaching styles. v :

The bilinsual classes were conducted daily, Monda? through Friday,
during‘the entire schcool vear of September through June. The daily horarium
was from 9:00 a:m. to 12:00 noom and 1:00 p.m. to 3:00 p.m. except for the
kindergarten class. The kindergarten class began with the morhing session
at 9:00 and terminated at noon whereas the afternoon session was from 1:00
to 3:00 p.m. )

1. Selection

For the most part children were selected on the basis of parents wanting
their child to participate in a bilingual—bicﬁltural program where Spanish
dominant children and English dominant children would be integrated. Parents
requested the princimals te put their child in the program. However, not
all students viere accepted. This was due primarily-té the program design

\
which delineated the number of students each grade was to service. There

was little deviation from this number. However, during the coursé of the
year there were transfers from other schools into the program. If the étudent
had limited Fnglish proficiency at the time of the transfer the principals
wotild assign the student to the bilingual class. The mobility of student
population in anﬁ out of the program was more or less equal. The transfers>
in and out of the program were due chiefly to parents moving in or out of
a school attendance.area.

There were 40 participants in kindergarten, 20 in the morning session
and 20 in the afterncon session, and 30 in the first grade in each of the
%hree schools of which there were approximately half and half nafive English

speakers and native Spanish speakers, A total of 210 students participated

in the program, 120 in kindergarten and 90 in first grade.
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2. Staff

During the fifét year of operation the selection of the bilingual staff
was made bv the principals of the schools. In a few cases the Apglo—teacher
was not functienally bilingual which was an obstacle to the efféctive and
efficient operation of the Bilingual—Bicultﬁral Program. However, as the
year progressed and more money was made available through special tax levy
funds for additional paraprofessicnal help, the bilingual director was given
sonme influonce in selecting and nominating bilingual educational assistants

[
to the schools.

Staff selection in 1973-74 school vear will be on the basis of a new
set o. criteria which was completed through the efforts of the Bilingual
Director, The Director of State and Federal Programs, and other staff members
of the Distriet Office. The new criteria are especially relevant for the
new positions that arve opvening because of program expansion and for job ~
vacanciesy The initial screening of candiMates will be accomplished through
the District Office and:the Bilingual Office in the district. "Since the
program is desifned to teach the children in both languages, it is of utmost
impoftance that the staff be functionally bilingual.

Staff development was an important, integral part of theBilingual Pfogram
in District 24. It is believed that the success of the bilingual-bicultural
program is dependent upon the degree of skills possessed by the bilingual
teachers. The director conducted an intensive pre-in-service seminar as well
as a monthly on-going in-service training for bilingual teachers and para-
professionals. At these ﬁeetings the staff received special training in the
philosophy and methodology of bilinpgual and bicultnural education. Through
the uée of Title VII funds the bilingual staff was encouraged to further their
profgssiona; growth by enrolling in graduate courses in theory and practice

at Hunter College and the City University of New York. Funds provided by the
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United Federation of Teachers provided the same omportunitv for professional

growth of educational assistants., , -

3. Curriculum
The three participating schools in the Bilingual-Bicultural Program
adopted the Distar instvuctional vrogram in reading, language, and arithmetic

when the medium of instruction was English. The Distar progranm is‘a highly

structured, systematic, sequential and individualized approach to learming.

This program stressed basic language skills, beginning reading skills, ard -

the learning of basic concepts. The Distar approach required special

training for the teachers and the bilingual educational assistants. The
training was provided by Distar consultants ffom Science Research Associates,
(S.R.A.). The Distar propram was conducted according to the specification

of the program. Three adults, the bilingual teacher, the bilinpual professional

assistant, and bilingual educ.tional assistant were in the classroom, each

'working with a gre-ip of 7 to 10 children.

The Redondel instructional prosram was adopted as the program to follow
when Spanish was the medium of instruction. Based on ¢lassrocm observation
there was virtually little Spanish instruction in the bilinguai classroom,
Spanish was used for cultural activities sucnh as learning songs, names of
foods, days of the week, numbers, and other little Spanish phrrases. Other
than that tHere seered to be little systematic, small group development of
the Spanish language.

It is difficult to discern the real reason for the cause of Redondel's
unsatisfactoriness as an instructional anproach in Spanish. The question is,
was it unsatisfactory because of its organization znd "foreign' lirnguistic
style for Spanish speakers in New York City or because it was compared with

the Distar program which was highly structured, systematic and sequential?

The question remained unarswered. In any event, the director of bilingual
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programs, the bilingual staff, and other bilingual consultants all concurred
that the Redondel program as a program for developing the Spanish lanpuage
and Spanish reading skills was unsatisfactory,
Theoretically, the program was designed to teach lanpguage, reading,
and mathematical concepts by the use of English and Spanish as the media of
instruction. Students were to receive lngtvuctlon in Fnglish half of the time
and Spanish the other half of the time. However, this was not fea31ble
in terms of the amount of time available to the teachers 'in teaching these
subject areas in both-laﬁguages. Consequehtly, more time and emphasis was
placed on the Distar curriculum than on the Redondel program of instruction:
The bilingual director and bilingual teachers indicated several reasons
: : | , '
for the emphasis of English as the medium of instruction. -They were:
1. Lack of time for both Spanish and English programs.
2. English was a higher priority because of its objectiva of enhanclng
'COﬂmunlcatloﬂ and competency in the ability to speak English.’
‘ ~ Implicit in the program ebjectives was the reduction and minimi-
. zation of 'the communication.and language barrier,
3. The organization and structure of Distar was preferred over the
Redondel program which lacked rigid structure.
4, The need for a planned program to lend some stability to the
new experimental program of bilingual education in District 24,
4, Physical Facilities and Materials
There was no actnal rating of the physical facilities of the bilingual
classrooms but cogniéancé of the conditions of the physical facilities was
“taken. Two schools, P.S.89.and P.S. 143 Wére in the process of renovating
the school and building mini-schools in which the kindergarten classes were
locatetl ‘in January 1973, The clssroom sizes of the three schools and mini-
schoblsvwere adeguate and there was space available for small group work and
for some individual work. The teachers were ingenious in the ways they

partifioned of f areas for small group work. Lighting, ventilation, and

adequate tullet facilities were above average in the schools.
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The classrooms were especialiy attractive in terms of the feéchers

éxhibifing the wofk of their students. The children manifested a joy and

- were particularly proud of thcif little éontrihuticns. The chalkboards were
more oft;n uﬁilized as bulletin boards than as a visual andfusgful;topl
'in teaching and learning. Severa; classrooms have a need for rore
chalkboard space.

The schools had the necessary materials and supplies fof the
éfficient execution of the Distar and Redondel programs. Howegngwphgre
was not much variety of materials being used because all-availgéle time
was used to accomplish the goals of Distar and Pedondel. This is not

' : X A

a criticism of the teacher’s' competence but the Distar program does

have its own constraints on the system,

5, .Integﬁation éf Bilingual Teachers with Other School Personnel
Bilingual teachers and educatioﬁal assistants were reasonably well
integrated;intp the’regular échdol program. MWost teachers were an integral

part of the‘schobl system prior to workiné in-bilinguai.programs. They
were‘not isolated from the other teachers. However; because of the:
tight séhedule bilinﬁual teachers and paraprofessionals did not have
much»opporfunify to interact Qﬁd com@pﬁicéte with other teachers.

. Children in the bilingual program did éafticipate in the.activites of
-the school, They went to;assembly meetings,”saw movies, participéted
in school programs;»and had access to‘the faéilifies and materials like all
qﬁildren in tﬁe'regular program, :In‘a certain sense, the‘children had
more ¢pportunities to pqpticipété’in learning activities and other'activities
than the:chiidren of the regular program. This.was'due to the bilingual-bi-
cultuéalvdesign which included'celgbration of the two cultures.

In all three schools there was a high level of cooperation by the

T Qo - . T o .. roea s s s ‘
. El{l()”1ﬂ01pal_w;th the teachers, the bilingual director, and bilinpual evaluator.

IText Provided by ERIC
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Communication was oven among the principals, teaéhers, and director of hilinsrual
programs. There were numerous occasions for ipdividualiéed teacher assistance
and for ihmeaiafe feedback with the director which facilitated problcm-solving
as nroblcms were encountered |

The Blllngual Bicultural Proyram was designed in such a way as to nnrmzt

- and encourage peer interaction -among " Spanish dominant children and Engllsh

dowinant children, Spanish dpminant children and EngliSh dominant children
played, télked,'interacted, and studied among themselves. Another important
asset of the program was tﬁe.provision of a model for speaking the second
language., The Spahish dominant child brovided a'model for the ﬁnglish
domihant4child-to speak Spanish and the English dominant child provided a

model for the Spanish dominant child to speak English,

6. Parental Involvemeﬂt - - ' e

The desxpners of the Blllngual-Blcultural Program in Distriect 24, Queens,
realized the importance of parental involvement in the program. They belleved
that if the impact ofrbilingual—bicultural program is to be maximal, thé

expectation of the school must be congruent with the expectation of the local

. community. Pareﬁts of the participating children, as well as other -mefbers

of the éommunity'here involved in the planning and operatioh 6f the program,
Parents participated in workshops and meetings and some were members

of the school's Bilingual Advisory Committee.. The-pu?pose of the

Bilingual Advisofy Committee wa§ to develop in depth community knowledge and

support of the program. Parents contributed to the general positive overtones

. of ‘the propram bv workzng with teachers in planning holiday celebratlons by
: attendxng parent-teacher conference, and by.thelr willingness to contrxbute

'time and energy in order to develop a better undevstandlng of the bilingual-

L
-
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Although it was not always true, by February 1973 the participating
schools had a Bilinpual Teacher in School and Community Relations who
served as a laison between school znd community. This position served as
a bridge for Non-Frglish speaking parents to have some contact with the school,
It also facilitated and encouraged parental communicatién with the school
and it provided an ooportunity other than parept-teacher meetings to discuss
school policies; programs, and activities with a person who understood “.1s

language and culture.

ERIC -

Aruitoxt provided by Eic:
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EFFYLTS OF PROGRAM ON CHILDREEN

Before delineatiny the results of the propram or ifs effects on children,
it is necessary to be aware of some of the factors that have affected the
validity of the study, The presence of these factors had reduced the validity
of the study and consecuently it affected the generalizability of the study.
Somg of these factors are delineated below:

1. The ménolingual group, the control group, was not identical with
the bilingual eroup. The bilingual group, English and Spanish, were selected
inte the prosram on fhe basis of the predisposition of parents to have
their children in the propram. The monolingual froups were intact groups
and there were few nétive Spanish speakers in these classes. Althourh
comparison were made between the two groups, it must be realized that the
conclusions are tenuous, .

2. The proups were not matched on variables that do have an effect on
academic achievement. Such variables are: socio-economic status, intellectual
apility, race, academic achievement, etc.

3. The experiences that were provided for the bilingual group were
not similiar in terms of receiving instruction in the native lanpuage
and the second language. As noted earlier the native Spanish speakers
did not receive the same proportion and same systematic instruction in
their native lanpuage as the native English speakers. The native Spanish
speakers received equal treatment in learning concepts, reading and language
skills as developed by Distar; however, they were learning these concepts
and skills in the second language and not in their native language. At the
time of posttesting the Spanish dominant group were tested in their native
language after receiving systematic and sequential instruction in the secondA|
language. This had put the Spanish dominant group at a disadvantage when

Q
E[{l(: compared with the English dominant group on the assessment of achievement in

Full Tt Provided by ERIC.



1.0
understanding concents, and acquisition of reading and lansuar» skills in
their native lanpunne, The Spanish dominant proup was instructed in the second
lansuape and respended to the tests in their native laﬁruaﬁe. On the other
hand, the Fnplish group was instrucfed in their native lansuare and resnonded to
the tests in their native language. In terms of the Spanish doﬁinant children
the posttest measures assessed more the understanding of the second languapge
than what was learned in the native lanpuace, Perhanrs the Spanish dominant
group would have achieved as well as the Inglish dominant grous or better if
they were instructed in their native ianﬁuage.

Lven thourh cornarisons of the English dominant and Spanish dominant
children in the bilingual and monclingual programs were made, care should be
taken not to make generalizations beyond thié particular group. Comparisons
of groups must be on the same basis of similiar treatment in their native
language and this was not present.

Two statistical procedures were used to analyze the nretest and posttest
data, namely, the correlated t-test and the analysis of covariance., Fach
program objective was analyzed according to:

l. Significant gainz made by bilinpual and monolingual Ss.

2. Comparison of Enrlish dominant Ss and Spanish dominant Ss in
the bilingual promram.

3. Comparison of English dominant Ss in the bilinfual program
and English dominant Ss in monolingual programs.

Because of the small number of Spanish dominant Ss in the monolingual
program, a compariscn of Spanish dominant Ss in bilingual programs and
Spanish dominant Ss in monolingual programs was not possible. The results

would be tenuous,

Grovith in Understanding Basic Concepts. The first objective stated that

given the Boehm Test of Basic Conceots in either Spanish or English on a pre-

post program basis, program participants will improve significantly in their ability
to understand concepts basic to success in a repular academic program. Table 1
indicates the results of the correlated t-tests for all children in the bilingpual

and monolingual proprams for whom complete pre and post data were available,
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Table 1 shows that Fnrlish dominant speakers and Spanish dominant speakers
in both bilinrual and monelinpual programs rade sisnificant pains at the
.0005 level., It also shows that the actual gains made by Spanish dominant
Ss in kindersarten and first grade were larper than those made by English
dominant Ss.

In order to deternine whether the gains made by the Inglish dominant
children were significantly different from those made by Spanish dominant -
children, an analvsis of covariance was performed. The results of that
analysis are presented in Table Z.

TABLE 1

COMPARISON OF BILINGUAL CLASSES AND MONOLINGUAL CLASSES
ON THE PRE AND POST TEST GAINS OF THE BOENHM TEST OF BASIC CONCEPTS

Pretest Posttest
N Mean S.D. Mean S.D. Gain T-Ratio P,
Kihdergarten
Bilingual
English D. 49 31.33 7.24 36.92 6.02 5.59 6.205 . 0005
Spanish D. 52 24,00 7.90 32.75  7.17 8.75 " 8.319 .0005
Monolingual
Lnglish D. Ly 30.64 9,56 39,34 6.28 8.70 6.175 .0005
Spanish D. 11 13.18 5.70 32.18 9,23 19.00 10,3311 .0005
First Grade
Bilingual
English D. 38 35.54 8.63 40,51 5.56 4,97 3.931 .0005
Spanish D. 35 31.05 3.92 36.37 3.04 5.32 8.842 .0005
Monolingual
English D, 41 35.17 8.94 uy,71 4.48 9.54 6.051 . 0005

.Spanish D. . 21.14 1.99 37.79 6.99 16.65 11.262 .0005
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The data presented on Table 2 show the results of the analysis of |

covariaence for Inglish dominant Es5 and Spanish dominant Ss in the bilincual.

classes. According to these results, it is evident that the English dominant

group started out in their achievement of basic concents at a hirher level and
also terminated the program with higher scores than the Spanish dominant
group. It can, thcerefore, be concluded that the English dowinant 8s did signi- -

Ticantly (p< .05) better than the Spanish dominans Ss in their achievement

of basic concepts.l Beecause of the dissimilarity of treatment in using the

native language and second language for English dominant dna Spanish dominant
Ss, the results are tenuous.

TABLE 2

ANALYSIS OF COVARIANCE ON THE BOEMM TEST OF BPASIC COHCEPTS
FOR BILINGUAL ENGLISH DOMINANT AMD BILINGUAL SPANISH DOH;NAHT

Actual Adﬁusted
Pretest Posttest Posttest
N Hean _ Hean fean F~Ratio  p.
Bilingual
English D. 87 33.435 38.716 37.238
4,137 .05
Bilingual
Spanish D. 87 27.526 34,559 35.5853
Source SS DF MS F-Ratio
Pretest BTBC 2650.468 1l 26590.468 101.018
Grade 50,798 1l 50,738 1.947
Group (BIE vs. BIS) 105.998 1 105,988 , 4,137
Interaction + Error 4356.064 1790 25.624

Total 7163.328 173

1Spanish doriinant children showed significantly greater improvement,
although the English dominant children's mean performance was higher, in an
absolute sense. PRM :
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The results of the analysis of covariance on the Boehm Teost of Bazic

\ ————— R e

the I'mplish dominant Ss in the monolingual programs are presented in Table 3.
The results show that the null hypothesis, namely, thaf there is no difference
in achievement for children in the bilinpual and monolingual programs, was
rejccted., There is a significant difference between the two pregrams.
Monolingual English S achieved significantly higher means than the bilingual
English Ss in understanding basic concepts necessary for success in a regular
academic program. The results also reject the hypothesis, that on an English
criterion test, English dominant children in-bilingual programs will do as well

as English dominant children in ronolinpual programs,

TABLE 3

ANALYSIS OF COVARIANCE OM THE BOTHM THST OF RASIC CONCEPTS
COMPARING BILINGUAL ENGLISH DOHINANT AUD HOUOTINGUAL ENGLISH DOMINANT

Actual Adjusted
Pretest Postiest Posttest
N Mean Mean Mean - F-ratio P.
Bilingual : ‘
Fnglish D. 87 33.435 38,716 38.614 :
’ : 17.207 . 001
Monolingual
English D. 85 32.903 32,024 42.046
Source SS DF MS F-Ratio
Pretest B1RC. 1624,181 1 1024,181 30.283
Grade 530.597 1 530.587 17.182
Group (BIE vs MOE) Hgy 1 484,868 17.207
Interaction + Error 4734,013 168 28,179 18,830
Total 6773,63 171
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Growth in ¥ative Lanruase Skills. The second evaluation obiective

of the bilinrcual program stated that siven the New York Citv Pvewgégigj
ﬂiﬁ?}%ﬁ%ﬁi:;IEPﬁEéﬁﬁ_On a pre-post program basis, prosram participants

will improve sisnificantly in their achievement on native languvapge skills.
Apain the correlated t-test and the analysis of covariance were utilized

to analyze the pre-post test data and to compare bilinpual English and Spanish
Ss and to compare bilinpuzal English dominant Ss and monolingual fnglish

Ss.

Pre to post test comparisons are presented in Table 4, The results in
Table 4 give evidence to the fact that thz gain in lanfuare skills was
sipgnificant at the .0005 level for kindergarten children in both bilingual
and monolingual prograrms. The first graders in bilinpual and ionolingual
proarams did make significant ga‘us (p <« .025 and P<.005). Thus, the
objective to increase native language skills of students in the program
was achieved. |

In order to determine if the English éominant Ss and Sganish dominant
Ss in bilingual classes differed significantly in their growth in native

language skills during the program, an analysis of covariance was performed.

The results of that analysis are presented in Table 5,
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TABLE 4

COMPARTSOM OF BILINGUAL CLASSES AND MONOLINGUAL CLASSTS
ON THE PRE AND POST TEST CAINS ON THE NEW YORY CITY PREPEADING

ASSTSSITHT LANGUACE

Pretest Posttest
N Mean S.D. Mean S.Dh. Gain T-Ratio P.
Kinderpgarten
Bilingual
English D. 49 23.45 5.55 27.90 3,99 4,45 6,291 .0005
Spanish D. 52 18.21 5.98 25.88 5.17 6.67 8.227 .0005
Monolirgual
Fnglish D, uy 25,05 6.22 29,88 2,05 4,83 5.924 . 0005
Spanish D. 11 14.55 8.65 23.55 6.25 9.00 6.453 . 0005
First Grade
Bilingual
English D, 38 29,34 2.83 30,34 2.28 1.00 2.123 . 025
Spanish D. 35  23.77 5.08 27.49 4,38 3.72 8,843 .0005
'3
fonolinyual
English D. 41 29.51 2.8Y4 30.72 2.17 1.21 2.380 025

Spanish D. 13 25.77 3.00 28.5H 2.40 2.77 3.640 .005
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The data presented in Table 5 show the results of the analysis of

covariance on the New York City Prerecadings Assessment~ Lansuare subtest.

Table 5 indicates that there was no sipnificant difference in the mean
achieved by the bilingual English dominant Ss and bilingual Spanish dominant
Ss. In terms of actual gains the bilingual Spanish dominant children made

a greater gain. However, when the program terminated and post -est scores
were adjusted the difference in means was not significant between the

two srouns,

_TABLE 5

ANALYSIS OF COVARIANCE CN THE NEY YORK CITY PPRPRADING
ASSESSUENT ~ LANGUAGE COMPARING BILTNGURL EMGLISH VOVI{ATT 2ND
BILINGUAL SPAUISH LOMINANT

. Actual Adjusted
Pretest Posttest Posttest
N Mean Mean Mean F-Ratio P.
Bilinqual
English D. 87 26,395 29.120 28.303
2.313 N.S.
Bilingual
Spanish D. 87 21.492 26.683 27.076
Source SS DF MS F-Ratio
Y
Pretest (NYCPA-L) 759.917 1 759.917 49,346
Grade 4.611 1l 4.611 0.298
Group (BIE vs BIS) 35.491 1l 35.491 2.313
Interaction + Error 2608.662 170 15.345 0.300
Total 3408.681 173
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In Table 6 the results of the analysis of covariance on the New York Citv

Prereading Assessment - Lansuage comparing the bilingual Fnelish dominant

Ss and the monolinpual Englizh Ss are presented. The monolingpual English
dominant Ss performed significantly (P £.05) better than the bilinpual
English dominant Ss. According to this analysis the hypothesis of bilingual
English dominant S§ doing as well as Enplish dominant Ss in monolingual
programs was rejected at the .05 level. The two groups began with fairly
similiar pretest means but after adjustments were made on the actual |
posttest scores, the monolingual Enrlish dominant Ss did sig:ﬁifican’tly better

in achievement of lanzuare skills.

TABLL ©&

ANALYSIS OF COVARIANCE ON THE NI¥ YORK CITY PREREADING
ASSESSIENT - LANGUAGE  COMPARING BILINGUAL ENCGLISH DCMINANT AND
T FONOLINGUAL DHGLISH DOMIMANT

Actual Adjusted
Pretest Posttest Posttest
N Mean Mean Mean F-Ratio P.
Bilingual
English D. 87 26.395 29,120 29.175
_ 6.458 .05
} Monolingual
i English D. . 85 27.279 30.296 30.121
; .
Source SS DF MS F-Ratio
. Pretest (NYCPA-L) 401,620 1 401,620 53.883
. Grade ' 2,719 1 2.719 0.404
. Grouwp (BIE vs HOE) 42,141 1 42,101 6.458
: -
¢ Interaction + Error ©1096.233 . 168 6.525 0.417
Total 1542,719 171
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TABLE 7

COMPARISON OF BILINGUAL CLAGSES AHD MONOLINGUAL CLASSERS
ON THE PRE AND POST TEST GAINS M THE UBYW ¥ORK CITY PREREADING
ASSTSSMANT - VISUAL DISCRININATION

Pretest Posttest
N Mean S.D. Mean S.D. Gain T-Ratio P.
Kindergarten
Bilingual
English D, 49 14,53 6.62 21.10 4,55 6.57 8,700 L0005
Spanish D, 52 13.50 6.87 21.79 4,49 8.2% 9,746 . 0005
Monolingual
English D, by 12.10 6.79 22,15 4,00 10.05 9.805 .0005
Spariish D, 11 B.46 7.69 18.91 7.05 ' 10.45 4,939 .0005
First CGrads
Bilinpual )
English D. 38 22.71 4,03 26.24 1.84 3.53 6,265 . 0005
Spanish D. 3as 21.06 6.35 25.40 2,55 4,34 L,743 0005
.. Monolingual _
English D. 3 23.03 5.01 27,16 1.98 4,13 5.786 . 0005

- Spanish D. 13 2i.62 5.66 25.46 1.82 3.84 2.873 .005
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Growth in Visual P‘fc“Wﬂanat*on. The growth in visual discrimination

—— g

was assessed bv the New York Citv Prereadine Assessment - Visual Discrimination,

subtest., The pre to post test gains made by the Inglish dominant and Spanish
dominant children in bilingual and monolingual prograns were assessed. The
means, gains, and t- ratios are presented in Table 7.

The cecnvparison of the pre and post test data indicate that hoth
bilinpual and neonclingual Enslish deminant Ss end Spanish dominant Ss in
kindergarten and first grade made significant_gains at the 0005 level.

In order to determine whether the groups, bilingual Fnglish deminant
Ss and bilinsual Spanish dominant Ss, differed significantly in the gains made
in visual discriminatiocn, an alavsis of covariance was performed. The
results of that analysis are presented in Table 8 A. There was no sisnificant

differences in rains made by either group.

TABLE 8 A

ANALYSIS OF COVARIANCE OX THE NFW YORK CITY PFTQ?ADIVP
ASSESSMINT - VISUAL DISCRIVINATICH G(HPARING BILINATAL ENGLISH
DOMINANT AND BILINGUAL SPANISH DOMINANT

Actual Adjusted
Pretest Posttest Posttest T-Ratio p.
N Mean Mean Mean
87 17.621 - 23.669 23.683
0.1914 N.S.
87 17.278 23.589 23.602
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Tn Table 8 the results of the analvsis of covariance comparing
bilingual and monolingual Fnplish Ss are presented. It indicates the results
of that analysis. There vere sisnificant ( P Z£.01) differences in the rains
made by monelingual Fnrlish Ss. The monolingual FEnslizh dominant ©a

achieved sipnificently hisher means than the. bilinpual Fnelich deminant Ss.

TABLL 8

ANALYSIS CF COVARIANCE ON THE NHEY YOPK CITY PREREADING
ASSESSHEHT - VISUAL DISCRININATICN COMPARING BILINGUAL RNGLISH
DOMINANT AND MOUOLINGUAL EHGLISH DOMINANT

Actual Adjusted
Pretest Posttest Posttest
N Mean Mean Mean F-Ratio P.
Bilingual
English D, 87 17.621 23.669 23.435
7.759 .01
Monolingual
English D. 85 17.563 24.654 24,701
Source SS DF MS F-Ratio
Pretest (NYCPA-Vis, Dis.) 1311.318 1l 1311.318 122.835
Grade . 186.635 1l 186,635 19.372
Group (BiFE Vs BIS) 71.876 1. 71.876 7.759
Interaction + Error 1556.310 168 39.264 20.145

Total 3126.139
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Phonics
Grammar
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Growth iﬂ_ﬁecentive and Oral Enqlégh: Obiective three indicated that

——t ot e =

given the Linruistic Canacitv Index on a pre-vost program basis, native
Spanish speakers wkll show significant gains in their abilitv to speak and
understand Fnplish. The correlated t-test was the only stistical procedure
utilized to analyze the results of the above measurement. An analysis of
covariance comparing bilingual Spanish children in their ability to understand
and hear English with English children in their\ability to understand and

hear Spanish was not possible because of the limited number of English dominant

Ss who corpleted the pre and post tests of Test of Basic Experience -Languave.

Table ¢ and 10 summarizes the results of the Linpuistic Capacity Index

of kinderpgarten amd first erade. Bilingual Spanish dominant Ss in
kinderpgarten and first grade made significant gains on all subtests. In

reneral their gains were significant at the .005 level.

TABLE 9

TEST OF SIGNIFICANCE FOR NATIVI SPAMISH SPFRAKERS AT THE
-KINDERGARTEN LEVEL ON THE LINGUISTIC CAPACITY IMIDEX FOR ALL SUBTESTS

Pretest Posttest
N Mean S.D. Mean S5.D. Gain T-Ratio P.
24 13,12 2,95 14,63 2.89 1.21 2,7589 . 005
24  10.38 2.26 11.75 2.71 1.37 2,52u2 .01
24 13.25 k,07 15.79 3.40 2.54 54,1020 .0005

24 37.38 7.30 42,29 7.58 h,91 5.0179 . 0005
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TABLE 10
TEST OF SIANIFICAMCE TOR NATIVE SEANISH SPEAYERS AT THE
FIRST GPADE LEVRL NH THE LINGUISTIC SPACITY INDEX FOR ALL SUBTESTS
Pretest Posttest
N Mean S.D. Meean . S.D. Gain T-Ratio r.
Yocahulary 35 15.32 3.82 17.21 1.98 1.89 2.6325 01
Phonics 35 11.86 3,53 13.77 2.89 1.91 3.0638 . 005
Grammnar 35 14,48 3.54 17.29 2,45 2.80 u,8uu2 .0005

Total 35  Hl.43 ©.09 u7.97 6.09 6,54 5.0661 .0005
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Growth in Pecontive and Oral Snanish, As statedin obiective threc,
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native Lnclish speakers will show sisnificant pain in thelir abilitv to speak

and understand Spanish, The Test of Basic Ixperience- Tanruace was the

. 4t 4 ot S st

instrument used to measure the ability of English native speakers to understand

and hear Spanish. Since the Test of Basic Experience - Lancuase was inappro-

-

priate as a test measure for the majority of Enrlish dominant children in the
program, there is little data on the achicvement of Fnglish dominant Ss
in hearing and understanding Spanish.

Téhle 11 shows the results of the data for only those students who took
both the pre and post tests., The means, fains, and t- ratios for Inglish
dominant children in kinderparten and first grade are presented in Table 1l.
This table shows that Kindergarten English dominant Ss di% not make sifnificant
gains in their ability tb understand Sﬁanish. On the other hand, first
grade Fnelish dominant Ss made significant (P<X.0005) gains in understanding

Spanish, the second lanpuage.

TABLE 11

TEST OF SICNITICANCE TOR NATIVE ENGLISH SPEAXEPRS OF
KINDERGARTEN AND FIRST GRADE ON THE TEST OF BASIC EXPERIFENCE-LANGUAGE

Pretest : Posttest Gain T~ Ratio P.
N Mean S.D. Mean S.Dh.
Kindergarten 29 8.79 3317 1¢.00 3.96 1l.21 1,5339 N.S.
First Grade 8 13.63 5.40 21.00 3.38 7,37 4,5384 .0005
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FINDINGS:

The data presented in this report supnort the conclusion that
the major obiectives were achieved. The following findinss support that
conclusion,

1. Both English dominant and Spanish dominant Ss made significant
pre profram to pest orofram sains in understending basic concepts necessary for
success in the nrinmarv srades,

2. The English dominant Ss nade significantly more gains during the
program than the Spenish dominant Ss in understanding basic concepts necessary
for success in the primarv ?rades.2

3. The monolinecual Enplish dominant Sc made significantly hisher pains
in understanding basic concepts than bilinpual Fnglish dominant Ss. The
hypothecis that bilingual English dominant Ss would do as well as monolinpual
Fnglish dominant Ss was rejected.

4, Both Enplish and Spanish dominant Ss in bilinfual and monolingual
programs made sifmificant pre to post-program gaind in native larguase skills
basic to accuiring beginning reading skills.

5. There were no differences between the gains made by English dominant
and Spanish dominant in native language skills basic to acquiring beginning
reading skills.

6. The monolingval English dominant group made significantly more gains
during the program than bilingual English dominant Ss in native lareuage skills.

7. Both Enpglish and Spanish dominant Ss in bilingual and monelinpual
programs made significant gains in visual discrimination basic to beginniag
reading skills,

8. There were no difference between the gains made by bilingual English
dominant and bilinpual Spanish dominant children in visual diserimination

basic to beginning reading skills.
2See Footnote 1 above.



g, The monolingual Euplish dominant Ss made significantly more gains

in visual discrimination than bilingual English deminant Ss
Bilingual
10. Spanish dominant children in kindergarten and first grade made

significaut gains in their ability to hear and understand spoken English
during the program.
11. Bilingual Tnglish children in fivst grade made sipnificant gains
in their ability to hear and understand spoken Spanish during the program.
The gains made by English dominant kindergarten Ss in hearing and understanding

spoken Spanish were not sipnificant.
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(This study is swmnarized 2bove as Report No. 3.)

THE FITECT OF READING ALOUD A HIERARCHICALLY-

STRUCTUREED, SEQUENTIALLY-PLANNED LITERATURE

PROGERAM ON THE ORAL PROFICIENCY DEVELODMENT,

INTEREST IN READING, AND READING ABILITY OF

DISADVANTAGED, URBAN, FIRST-GRADERS OF VARYING
EXPERIENTTAL BACKGROUNDS
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Given that oral language proficiency is generolly accented as the
linpuistic foundation for skill in reading and that the oral lenguage dif-
ferences of disadvantaged Black and Puerto Rican children pose an impediment
in their reading achievement, a nurber of oral language programs have been
instituted in public schools in the disadvantaged areas of our larger cities
in the last five years to alleviate the lansuage difference caused by dis-
advantage. The evidence has been, however, that, while such direct oral
language Pprograms broaden vocabulary and comprehension skills, they do little
to increase reading interest or reading ability. On the other hand, recent
research indicates that young children exposgd to literary pfograms read
aloud daily not only broaden their vocabulary and comprehension skills but
develop an interest in reading and increase their reading ability. There-
fore, the following study was conducted during the acadenic year', 1972-73,
to determine the effect of reading aloud daily a hierarchically-structured,
sequentially-planned literature program on the reading interest, reading
ability, and reading achievement of disadvantaged, urbah first graders of

varying experiential backgrounds.

Operational Definitions

For the purposes of this study, the following definitions apply to
the terms listed below and used hereinafter:

Hierarchically-structured ILiterature Program describes the order in |

which the books were read to the children. They were presented along a
hierarchical continmuum from those easiest to understand in terms of concepts

and literary devices to those of more literary complexity for children at

the first-grade level,
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Sequentially -Planned Litcrature Program refers to the presentation

of the bocks so that the various genre of children's literature were pre-
sented to the children in an ordered seguence,

Oral Lanmuage Proficlency Develomnent defines the broadening of a

basic vocabulary for six-year olds not ordinarily covered in basal readers
and intensified listening and comprehension skills as a result of exposure

to the special Litersture Program.

Reading Ability as used herein does not refer to skills in decoding
but to increasced comprehension resulting from increased oral language develop-

ment,

Basic Assumptions

The study undertaken and described herein wes based on the following
assuaptions:

1. That the primary impediment to the reading achievement of lower
socio-economic disadventaged urban children is in the level of oral language
proficiency development.

2. That the language systems utilized by disadvantaged children can
be most pleasureably and most broadly developed in the context of a planﬁed
literature program.

3. That, while direct oral language development programs broaden
vocabulary, they have little effect on reading ability and reading interest
and achievement,

k., That the appreciative lis'tening experiences of a children's
Literature Program results in more attentive listening, thus increasing com-

prehension,



5. That oral language proficiency increases in relation to the

quantity and quality of books read.

6. That, because expanding vocabulary knowledge and increasing
the level of comprchension is more enjoyable in the context of a Literature
Program rather than in direct instruction, the language experience is better
assimilated and accomodated into the experiential background of children ex-

posed to a planned Literature Program.

Need for the Study

At the.onset of this study, the objections raised to the oral language
development programs being utilized in schools in disadvantaged areas were
that, because their direct-language approach was oul of context, the programs
were boring to the children and, in failing to put the broa@ened vocabulary
into context, made the voecabulary gain difficult to assimilate and accommo-
date into the children's language system and comprehension skills. Thus, it
vas felt that oral-language development for the disadvanﬁzigéd éhould be
placed in the context of good Children's Literature.

Furthex:, studies indicated that in elementary schools in disadvap-
taged areas, teachers abové the Kindergarten level refrain from reading aloud
- to children on the grounds that it takes £00 much time from the teaching of
.reading and. mathematical skills. In light of the evidence that those children
who excel in reading are those to whom bocks have been read aloud at home
prior tu and during their school experience, the failure of first-grade teachers
of the disadvantaged to read to their pupils becomes fundamental in limiting
their reading achievement, The correlation between being exposed to oral
reading of children's books and oral language proficiency and reading develop-

ment is well substantiated. Whether a literature program applied daily in



the school selting could compensate for the absence of such experiences in

the early years was an integral question of this study.

Related Research and Literature

A review of the literature reveals confusion and ambiguity concerning
vhat motivates children to read. It is often proposzed that teachers' atti-
tudes towards reading'are the dominant characteristics determining children's
rcading interest. In general, such studies refer to teachers' private reading
habits; that is, if she reads often she somehow will impart a love of reading
to the children. Accepting Bruner's hypothesis that children learn and assimi-
late the processes to vhich they are exposed, the investigator proposed that
reading interest was directly proportional to the reading experiences to which
the children were exposed--that is, the more the children would be read Lo
orally, the more they would be motivated to read.

Recognition of children's literature--not as a supplement to the
curriculum but as a necessity for oral language development;—hés become
increasingly the subject of study during the last five years. As Farrell (1966)
proposes in his study, "reading literature aloud to students is not only
educationally sound, but for many youngsters, necessary." Concurrent with
individual theorist's findings that the reading of literature is necessary,
especially for bridging the gap in disadvantaged youngsters' language sys-
tems and experiences with those of literature, dominant oral-language deveiop-
ment programs are beginning to incorporate into their programs the reading
of children's literature. For example, the SEL/Project Language of the
Southeastern Education Laboratory, Atlanta, Georgia--an eight-year language
centered program designed to alleviate the language differences of disadvan-

taged children between the ages of four and eleven--has found a direct oral-



languace approach insufficient in developing listening and comprchension
skills and is thercfore incorporating Children's Literature into the DrOSITAM
in order %o develop those skills basic to successful reading achicvement.

In 1954 the Commission on the English Curriculum of the National
Council of Teachers of English classified listening into four various types,

stressing "attentive listening"

as that which is nceded in situations in
which accuracy of comprchension is involved, "uppreciatiative listening” as
that involved when the hearer settles down to enjoy a dramatization, a story,
or a poem, and "analytical listening" as that which takes place when the
listener weighs what is heard against a personal experience or other infor-
mation he has. The fourth category was "paseive listening" involving a
deliberate "tuning out" of what is heard. It was proposed that an effica-
cious children's literature program was the most effective way to develop
the first three listening gkills listed by the NCTE and the program least
likely to produce the last reaction to the listening experience.

The importence of listening skills to reading ability is well
docunented. The ].iterature is replete with studies relating listening to
its effects on reading. Since both are receptive skills concerned with the
intake half of the communication process, they are somewhat analogous. A
comprehensive study by Duker (1965) sumarizes significant research from
some two hundred studies dealing with the relationship between listening
and reading. He maintained that twenty-three major studies have reported
coefficients of correlation between the two skills, most of which show a
strong positive relation.

Directing attention to the question "How is listening related to

Reading," Duker cited two significant factor-analysis studies: one by
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Holmes and Singer (1961) and one by Snearritt (1961), which lecawve no doubtl

of ‘the existence of listening competence as a separate and distinet ability
which plays & vital role in determining reading success or failure.

Devine (1957) reported on reviews by Iollingsworth (1964) and Towmsend (1964)
which stress the relationship bebwesn reading and listening test scores.
Later, Hollinggsworth (1965) emphasized the need for plamning teaching pro-
grams which focus on such a relation.

Given these earlier studies, recent theorists, accepling those
findings, have studied the effects of an oral-literabure program in the
classroom and have found significant gains in oral-language progress. Where-
as most of the studies at the elementary level deal with the middle zrades,
Kellog (1957) investigabed the difference in the effects on reading and lis-
tening of & first-grade structured listening progran as compared with an
unstructured listening program, boi;h of vhich utilized literature., Pre and
posttest scores in listening and reading were analyzed. The significant
differences in achievement in all treatment groups fa\réred the structured
listening progrem. Duker (1965) cited several studices which suggested that
_ listening ebility may be a better predictor of reading potential then are
intelligence tests.

In studying the necessity of reading aloud to students, Farrell (1966)
classified spoken language into categories of reading aloud or "spoken prose,"
monologue, and real conversation. He maintained that the need for spoken
prose 1is essential for children not utilizing the standard English languoge
systems on the grounds that the intonation patterns of spoken prose are highly
standardized vhile those of conversation are not; that spoken prose is even
in tempo vhile conversation is not; and that the pauses of spoken ‘prose are

Ll N
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closely related to the grammatical structure of the sentences whereas in
conversation they are froquently unpredicteble. To attune his ear, there-
fore, Farrell arzued, it is necessary for the child speaking non-standard
Fnglish to hear his teachers read aloud a great deal. Farrell postulated
further than reading comprehension for slow-learning children is difficult
because the child is missing the audible clues to meaning which they are
unable to infer From the print alone,

Such findings are leading to studies in which authors are concluding
that vocabulary development must depend not on conversation exercises of
oral-language programs but on reading good children's literature aloud.
Aaronson (1971) finds that "despite many existing information media, it is
necessary to reintroduce students to reading as the major avenue of infor-
mation." She argues "The students should be carefully introduced to the best
stories written woday so as to rekindle in them an interest in words and
reading."

In light of the importance of children's hearing the written word
spoken aloud, the question might be asked whether the cumulative deficit to
which Deutsch (1963) addresses himself is due to a process in which the
disadvantaged student progresses through primary and secondary school being
constantly limited to a progressive dearth of appropriate listening exper-
iences in the classroom. Aaronson has found that wods contribute to
gaining understanding only in a "meaningful activity, in which motivaticn
improves tramendously.” That finding has been supported by all the recent
studies involving a literature program on the oral proficiency develorment

of children.

In her Review and Critique of the Research from 1966-72 on Teaching



Literature to Children, B. Cullinan (1972) finds that reading children's
literature produces significont gains in children's reading ability. Cullinan
cites Cohen's (1966) study of the effect of a special program in literaturc
on the vocabulary and rcading achievoment of second-grade children which
showed thalt experimental groups gained significantly more than controls on
the criterion measures., Furbher, Cullinan cites Strickland's (1971) study on
the effects of a special literature program on linguistically-different
black kindergarten children and Cullinan, Jaggar, and Strickland (1972)
studies of the same program for kindergarten through grade three. Results
of the two studies indicate that the greatesi; change in language performance
occurred at the kindergarten level and that children who were initially non-
standard speakers did significantly increase their ability to reproduce
standard English structures due to the literature-based oral 1an’guage program.
Cullinan further cites Sirota (1971) as using a pretest-posttest control
group design to see if a planned literature program of daily oral reading

by the teacher would affect the quality and quantity C')f- voluntary reading

of fifth-grade children. She found that the planned program of oral reading
did affect the total number of books children read plus the number of books
chosen from a selected recommended list, A concommitant increase in reading
ability of experimental subjects was ob‘served. Further, Cullinan cites
Burgdorf (1966), vwho found that children who listened to stories read aloud
by the teacher showed a superiority in drawing inferences when compared to
children who read the stories to themselves., Sumarizing the studies of

the effectof literature programs on children's reading, composition, and
language abilities, Cullinan found that the literature indicates fhat "a

special program in literature using daily oral reading by teachers has a
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significant effect on children's rcading ability. (Cohen, 19663 Sirota, 1971;

Lyons, 1972; Forter, 1969)."

Sarmle Ponulation

The present study was carried out in three public elementary schools
in the South Bronx, New York City.  Each school houses gradeg one through
six, has a student enrollment of 1,100, arnd the average daily attendance is
90%. Though one of the participating schools is only two years old, the
other two participating schools are relatively new, being 10 and 9 years old,
regpectively. All three séhoo]_s are attractive, modern plants with pleasant
atmospheres and excellent facilities. The buildings are in excellent condi-
tion, and the curriculum provided includes. gym, art, and music, as well as
after-school drama and art programs.

A1l three schools are designated as Special Service Schools; that is,
the pupil mpuiat_ion is considered both economically and academically dis-
e‘adva.ntaged‘—-economically as the average family income for a family of five
is less than $4,000 and academically as the reading scores indicate that over
50% of the student population of the schools is two years below grade reading
level, The schools are also "project" schools, that is, schools whose neigh-
boring environs are projects rather than tenements, and whose parent popula-
tion, therefore, is socilo-economically more advantaged than those of schools
in the neighboring disadvantaged environs.,

The ethnic composition of the community, reflected in the school
population of all three schools, is 60% Puerto Rican énd o9 Black., Of the
60% Puerto Rican pupil population, approximately 10% are non-English speaking,
while most other children have some command of English, ranging along a

spectrum of fluency from A to D on the New York City English Language
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Proficiency Scsle. The racial breakdovn of the comunity is rcflected in the

local Community School Board, whiéh is composed of nine mambers, five of whom
are Puerto Rican, and four of whom are Black. The staff of the schools does
not reflect the racial and ethnic organization of the comunity as adequately
as the school board does. While cach school has a staff of approximately

70 teachers, of this muiber only 10% are Black and the remaining 90% are white,
However, each school employs approximately 30 paraprofessionals, of whom

70% are Black and 30% are Puerto Rican.

Research Degisn and Methodologzy

For this study, which was initiated in the second week of October, 1972,
. Tthree classes of first-grade students were chosen from each of the partici-
pating schools. Each class was composed of 30 pupils, totaling 270 subjects
in the sample. Each class was serviced by a teacher and a poraprofessional.
A1l the teachers involved in the study were white, ranging in age from 25 to
55 aﬁd in experience from 3 to 30 years.

VGiven that the school district employs tracking (grouping by ability
level) in all its schools, the classes were chosen according to their expon-
ents so that the study involved three bright classes, three average or middl.e
ability groups, and three groups of lower ability. Those children” considered
"bright" are those who have had kindergarten and therein displayed good
vocabulary, good reasoning ability, good verbalization, and good conceptual
skills. "Average" students were those who also had kindergarten experience,
but who displayed less ability in verbalization, reasoning, and conceptuali-
zation. The children in the lower exponent groups had no kindergarten exper-

ience, are less able to conceptualize, reason, or express thoughts verbally.
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To control for second-language harricrs which may introduce a bias
into the study, non-English speaking Spanish students were not part of the
sample population, To eliminate differentiating effects of basal-reading
programs in the participating schools, clagses using similar basal readevs
were sclected to be part of the sample population.

The prosran vas atministered in the following manner: of the
three bricht ‘Eﬁ'ﬁgges, one was read to aloud Tive times a week, one was read
aloud to onc day g week, and one was not read to. The same treatment was
applied to the three classes of the children of average ability, and also
to the three groups of children with lower ability and limitcd experiential
background. The purvose of applying the program in this design was to de-
termine the effect of reading aloud to children of one ability in differing
amounts, but also in differing amounts to children of differing ability to
control for effect across ability levels.

The method of instruction was controlled for constancy across all
groups exposed to the treatment. Experimental classes 'received, in addition
to their nommal reading program, the special literature program of cral
reading by the classroom teacher of books lasting in duration for approximately
20 minutes, The' control groups were read to only occasionally--once a month
or less--and otherwise had resources only in their classroom libraries. As
the program has hieraréhica.lly structured and sequentially planned, the
books presented to the experimental groups ranged in a planned sequence from
those easy in concept presentation and use of literary devices to those which
were much more complex, conceptually and literarily. |

During the first four-week period, the books read to the expérimental

groups were books exploring feelings through fantasy and animal stories.




During the sccond four vecks, the children explored books which used porson-
ification of objects to convey attitudes ebout feelings. The third four-wecek
period concentrated on the values and lit._:.ry devices of fairy tales, the
fourth four-weck period on the concents and literery devices of fables, the
fifth on folk tales, and the sixth on parcdy and satire. Though it had been
planned to devote the seventh four-week period to biography and the eighth

to allusion and allegory, this was not carried out and, in the last six wecks,
a general revicw of former themes with newer works was progranmed.

The treatment was administered by the classroom ‘teachers, who were
provided by the investigator with the books and familiar.zed with instruction
in reading and acking questions about the books in order to ascertain that
all groups were exposed to the same literary models of language through which
the literature program would provide its strongest contribution toward

cral-language nroficiency.

Subordinate Problems

1. To detemine the effect of reading aloud of a planned literature
progranm independent of outside influences. In order to account Tor the effect
reading at hone might have on a child's reading ability, questionnaires
(see Appendix I) were submitted to the parents requesting them to indicate
how often and what kind of books they read to their children. Across all
groups it was found that parents read to the children once a week, with only
three parents in the entire population reading to the children once a day
and five never reading at all. Thus,"oﬁtside influences were considered to
play no significant differentiating effect upon the readiwmg ability of the

sample population.,



2. To determine the effect of reeding aloud of a planned literature
programn upon reading inlerest, Reading interest was measured by placing a
chart in each class, on vhich a child wouwld place a check next to his nume
each time he road a book rather than engaging in some frec-play activity.
The findings were not significant, however, as the children from the begin-
ning of the study to the end were as excited about placing their names on
the charts as in reading the books, and this measures had to be discounted as
inaccurate for revealing the effect of reading on the children's interest in
reading.

3. To determine the effect of reading aloud of a planned literature
progrdn upon oral proficiency development, or the bLroadening of basic vocabu-
lary not ordinarily covered in the curriculum,

k., To determine the effect of rcading aloud of o planned literature
program upon reading ability,

The last two problems were measured by a pretest given on
October 23, 1973 (sece Appendix II) and - posttest given on May 15, 1973 (see
Appendix III). Though 236 subjects were administered the pre and posttest,
the sample was randomly reduced to 189 in order to adjust each cell for the
same number of Z1 subjects. The tests were composed of 28 itcms; a perfect
score of no errors was O, and the lowest possible score was 28. The cor-
relation coefficient between the pre and posttest was .Th (see Appendix V).

It was predicted that the greatest amount of gain would be made
across all groups by those groups exposed to the oral language program five
days per week. It was further predicted that all zroups exposed Lo the
literature program five days a week would show griater gains in oral pro-

ficienecy und reading ability than those groups exposed to the treatment once



a week or not at a2ll. Further, it was expccted that the greatest amount of
gain would be made by the children of lowest experiential background who re-
ceived the treatment five days per week--that is the 15 group. Iastly, it
was predicted that the least amount of gain would be made by the children
who had no expocire to the literature program.

Given the data, a test for homogeneity of regression was made, and
it was found that the regression was not homogencous. However, by setting
the lines parallel, a mcaningful proportion of sums of squares was not lost
and the following results were obtained (see Appendix IV). The analysis of
covariance revealed that across all conditions, there was an effect due to
inteliigence and an effect due to treatment. Iooking at the contrast of
treatment groups versus control, the difference was statistically signifi-
cant with a probability of less than .05 that the effect was due to other
variables than the treatment.

To deltermine where differences were *o be found, the Scheffé test
was used, and it was found that, across all conditioné, the bright group
did better than the middle ability group. It was also found that both the
bright and middle ability groups were significantly superior to the low
ability group, with a probability of less than .01 that this was due to
chance rather than to the treatment.

Looking at the graph of the difference in means scores on the pre
and posttest, it is clear that the prediction that the groups reaa to wéuld
make greater gains than those not read to was borne out. The lines of re-
gression for the L5 group is not as regressed as expected, and the prediction
that the L5 group would make the greatest gains was not borne out ksee

Appendix V). Further, the prediction that those groups read to five days
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a week would do better than those read to onc day a week was also not borne
out. Rather, as computed, the study showed that, across all ranges of intel-
ligence, it made no difference whether the children were read to five days

a weck or one day & week, but that reading did make a statistically signifi-
cant difference, with a probability of less than .05 that the differcnce was
not due to the treatment., However, subsequent analyses revealed that this

did not hold up for the low ability group.

Conclusions

s r———.

From the analysis of the data computed orthogonally, as presented
above, it must be concluded that for bright and average groups, the effect
»f reading aloud to six year olds once a week will produce gains in reading
ability as statistically significant as those achieved by reading five days
a week, Further, reading to children once a week will result in reading
gains statistically significant over ﬁot reading to children at all. How-
ever, for children of lower intellectual cxperiential background, reading
children's literature aloud does not have a statistically significant effect
on their reading ability,

Because the data were compuved orthogonally, it was not possible
to compare the mean gain on the pre aad posttest between any two specific
groups without imbedding the information in equations including the means
of other groups, thus making the comparisons between any two specific groups
less refined., Looking at the means on the pre and posttests (see Appendix VI)
and the Adjusted Mecans (see Appe#dix VII) seems to indicate that other results
might be obtained by computing the data in a non-orthogonal run, thus making
possible refined ccmparisons of any two specific groups' performance. Turther,
a comparison of difference in gain scores must be made before final conclusions

are postulated.,
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APPENDIX T

QUESTIONMNAIRE

Your child’s class has bzan chosen for tha introduction of
a8 forral progrem of Children's Litsrature i{ntoc our First-Grads Curriculum.
To help us assgss the needs of the program, would you pleage answer the

following quastions?

1. Do you read children'e books to your child? If so, how often?

onte a waak once & month

once a day other

2. Do older brothers or sisters read to your child? If so, how often?

orce a wsek once a month

nnce 8 day _other

3. Do2s your child have 8 favorite book or booka? If so. wha® aro they?

4, Doss your child have some books he doss not like? If so, what are they?

5. What does your child most enjoy reading about? Plsase indicate:

animls Fairy tales

sports othar

[ERJ!:‘ Name of child:
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S CHEXT PRGE, PLACE 'YOUR MARKER URDER THEZ FIRST ROW AT THE TOP OF
~THZ PAGE, (Dhmun; , LOGn AT THZ PICTURES I THE FIRST Rw,
CFINDTHE PICTURE OF THE DOS PANTING.  IGAKE AN X" ON THE DOG
:Pﬁ TIPG. f“VL \0 "Fﬁﬂkf 1U THC NEXF PU“ :

.‘.

’r-Loﬂh AT rs PxCIURES MAKEMAN~X UN-THE K@nsanuo.;"muvs YOuR
C FARKER: T THE NEXT ROW, LOOK AT THE PICTURES, FARI AR X" ON
U UTHE DUCK. . SOVE YOUR' FARFER TO. THE MEXT.RONM, LOOK AT THZ PIiCs
COOTURES, K\\»fP _ﬁ‘“_CN T“L‘DUUN ”HILH Is snur. _HOVE YOUR FARKER
VO THE HEXT ROW, . FRR R '

;LG.‘~~pr Ad "x" o TFL»PICTUNF U' 1:2 PAN SKLING,
FOVE YOUR IQHhER'lﬂ THE BEXT RUW, 100K AT VHE :PICTURES, - IMAKRE AN
X" 0N THE PIET COF: THE LEDY. FLUhTIRG. FOVE YULC;ﬁRPV“R T0 THE
CNEXT RO CLODE AT THE PICTURES,  MAKE AN "x" DHOTHE PATKAGE BEING

LDOK’AT THE PIEY

Full Tt Provided by ERIC.




N eay,

u."J on

Now gay,

THD 3EXI REWM,  GAKE AN M0 O THE ;nm KAVE VOUR i

e St L
CTHOVE Yf;.m FARRER 10 THE REXT 20U, lfr.-.\ AT 'HaL eIcy
AR AR GHOTHE BITDAZIAT, ROVE VOUR RKEN TG THE ©
CPUT DO YOUR BANKERS AMD “Lr"}LJ,' 50 TURN YOUR B

er Un" Ti:s.. }"a\[;!.‘o

o 13
DAL anauhcz EAOFICTIERCY TE 5T

IR 111(["‘”(15 70 THE Tif/".C}'!EIP.

PUT VOUR I \“Kl"’. UEDER THE PICTURES I8 TUE CIRST ROW AT THE FOF OF

CTHE PAGE, i'i.'(t' VAN DN THE PICTURE OF THE RAN CAHMPING

CEOVE YDUR FARKER FD THE NEXT ‘“Lu.- PAKE AHL X" UN “u. PICTURE (F

THE FAR LGORIEG AT A f:ulp

L'Tl?f FAKE
e \J'-. f-’n""f" T0

L
AR RER IU THE
+

MOVE YOUR mARKER TO f!‘"‘ !'-/i AR !Ll"’ AT THE P
AN UX" O8 THE PICTURE UV THE HARDURRE STORE, 1OV

e J
b
X
T

.". q“ e 'tl "\l’l ff“. ,«ILTL,‘{P‘ F T]J‘_ (3% E,

BEXT RO RO,
URE s MAKE
EXT RO, LOOK

AT ThE i}]i'ﬁﬁl}ci\. CRAKE AR XM DN THD FIRE BVDRART,

)

DOKS TO THE KEX
PAGE, PUT YOUR IARKES URDER THZ PICTURES 1 THE FIRST

I ROwW AT THE
o :

SEL THE PICTURES OF THE lﬁDY. RUT AN X" ON THE PICTURE 1N KHICH

7 THE Lf'x)Y LCU ) fn’(m\ .

mou; YouR mﬂw%ar TO THE HEXT.ROW, SEE Th’ PIP]J:CS ¥ THE ROAD,
1

FAAKE AN X" O THE RIDEST ROAD. ROVE  YOUR EARKER TO THD REXT RO,

LOOK ".T'THE PI{' TUAES, ~ RARE AR DX DR TUE ihli"‘ ‘:ilPH Ia FURS .Y.

FOVE YOUR RARKER TO THE NEXT ROX. LUGK:AT THE PICTURES, FAKE AW
"X ON THE TRUCK. BHICH. IS BEHIED THETOUT, . FOVE YOUR FARKER TO THE

NEXT PO’.‘J

LOOK AT THE PICTURES 'maks‘nu "X“'UNETHE'PICTURE'UF THE SHORTEST
. GIRE, : I ‘

MDVE YOUR: nzarsé,ru THE MEXT ROW,  LOOK AT THE PICTURES, IAKE AN

e on TH? SCENE OF FﬁLL.<

L mOVE YOUR FARKER TD THE NEXY ROY,  LOOK AT THE PICTURES OF THE JARS .
.OF CANDY. [RKE AN “X" OH THE JAR WHICH IS HALF FuLL, ,

Now say, PUT:)
o U WHILE 1 COLLECT YOUR BUDKS.

PUT-VOUR PEICILS AD WARKERS DO AID CLU°E YOI BOOKS. SIT QUIETLY



139

ORAL LANGUAGE FROFICIZNZY TEST
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APPENDIX ITT

ORAL LANGUAGE PROFICIENCY TEST

PRIMARY LEVEL

NAME 3

NAME OF SCHOOL:
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LOOK AT THE PICTURES IN THE ROW.

MAKE AN X ON THE PICTURE OF THE BANANA,
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LOOK AT THE PICTURES IN THE ROW.

MAKE AN X ON THE PICTURE DOF THE MOUNTAIN,

LOOK AT THE PICTURES IN THE ROW,

MAKE AN X ON THE PICTURE OF THE GIRAFFE,




LOOK AT THE PICTURES IM THE ROW,

MAKE AN X ON THE PICTURE OF THE BARN,
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LOOK AT THE PICTURES IN THE ROM,

MAKE AN X DN THE PICTURE DF THE BARREL.
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LOOK AT THE PICTURES IN THE ROW,

MAKE AN X ON THEZ PICTURE OF THE DOG PANTING,
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MAKE AN X ON THE PICTURE OF THE DUCK.
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LOOK AT THE PICTURES IN THE ROW,

MAKE AN X ON THE PICTURE OF THE LADY FLOATING.
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LOOK AT THE PICTURES IN THE ROW.

MAKE AN X ON THE PICTURE OF THE SAW,
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MAKE AN X ON THE PICfURE Uf" THE JAR WHICH IS HALF FuLL.

‘THE EMD
). .




APPENDIX TV

ANALYSTS OF COVARTIANCE

A

Source Suss of Bguares DF MS F
T

Due to - "

Treatment (Adj) 510.70k20 2 255.35210 *13.1h970

Due to . . y .

Intelligence (843) 1.3k 9178 2 672.45739 #39.23912

Treatment X ~ . . -
tellizence (&d3) 238.36792 b 59.59198 * 3,47730

Within (Adj) 3067.59363 179 17.2.3742

Total (Adj) 5161.58553 187

* p <.01 N =

189
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APPENDIX VI
GROUP X S.D. ¥ S.D.
BS 3.2857 .16169 I, 0000 .29155
Bl L.8095 .22939 7.8095 67369
BC 5.0G176 .302k45 10.3333 50233
145 12,9047 .60076 14,1408 3525k
M1 6.4286 .32645 13.0952 3636
MC 5.4762 39449 13.h285 JArore
15 10.1905 35302 - 17.571h J2612
Ll 8.1.005 .32499 13.9523 37614 ¥
IC 7.6667 .36788 18.0476 .35705




APPINDI VII

ADJUSTED MEANS

B5 5.5749
Bl 8.7570
BC 11.1828
M5 11.7576
ML 13.3761
MC 14,1016
L5 16.3036
L1 13.5080
e 17.8189

1

8



1.

3.

4,

5.

APPEIIDIX VIIT 159

TEACHER OPINIONNAIRE

Reading aloud tu children increases their ability to read
Not at all - floderately

Very littie Significantly Extremsly

Reading aloud to children increases their interest in reading
____Not at all — _Modorately

__Very little —___Significantly _ _ Extremely
Reading to children incresses their languaqe proficiency

. Not et all —_ Noderately -~ __ _ Extremely

Very little Significantly

Only highfquality works of children's literature should be
read in the classroom

Strongly agree Disagree

_____Agren —___Strongly Disagres __;_;No opinion
Children enjoy being read te and the quality of the book,
if enjoyabls, is of little importance
____ Strongly agree ____ Disagree

| Agres —__ Strongly Disagree _____NO opinion
Works of complex literary devices should not bs rerd to
children at the first-grade levsl
___Strongly agree ____ Disagree

Agree Strongly Disagree Ne opinion
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160

Children should be read to for the joy of reading and literary
criticism should not be part of a first-grader’s literary
experiencs

___ _Stronngly agrse _____ Disagree

Agrea _Strongly disagree No opinion

Discussing elemsnts of literature is inappropriate for first=
grade children
__wtrongly agree ___  Disagres

fgres —___Strongly diLagree ______ No opinion
Books which deal with children's prohlems are inapnropriate for
first-grade children
— . Strongly agree __ __ Dicagrss

Agrce _Strongly disagree Jlo opinion

Reading alcud to children should be a daily requirement of the
first~grade curriculum
Strungly agres Disagres

Agree Strongly disagres No opinion

Please rank ordar the types of books most appropriate for

first~grade children: (Assign "1" to the most approprizte, stc.)

Realisti~ fiction Febles Pzarody
Fantasy Animal Stories Allegory
Postry Biography Non=fiction

Fairy Tales Legends Other
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12,

13,
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Children's literature should be used as material for teaching
basic reading skills

Strongly agres _____Disagree
___ _Agree —__ _Strongly Disagree ____ NO opinion
Creative draratics contributes to children's comprehe.sion of
reading material
_____Strongly agres _____Disagres
___ Agres —__ _Strongly Disagrees _____No opinion
If a good classroom library is available, it is less necessary
to read aloud to the children daily.
—____Strongly mgree ______ Disagree
_____Roree w__Strongly Disagree

No opinion

omstaesermnge
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Please 111 in the following information:

Years of teaching experience

Years teaching first-grade

Date of Deqres

Institution from which dsgres earned

Other conferences or workshops you may have attended:

Courses in children's literature you have teken:

List the Children's or Book Review sources that you regularly rsad

or have access tos
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(This study is swenarized above as Report No. 10.)

A STUDY OF IUPIL PERFORMANCE IN MATHEMATICS

Submitted to:

Model Educational Research
Training Program

School of Education

New York University



164
- A STUDY OF PUPIL PERFORMANCE TN z-mmm'zcs

* The Nature of the Problem o -

Mathema‘cice.l 2bility is necessary throughout life, ' There are few

=

si‘tuat'ions that do not have some mathematical implications. It is impera-
_ 'Eive that children know a great deal of math in order to ﬁmc.tion‘jpropeﬂy
in this world. Many'children in District 7 Bronx will be at a great disf ’
advantage later on in life 'because they ha.ve' begun to fall behind in math.
The purpose of this study is to discover how a program of ma.thematicsin-

tegrated with science will affect pupil understanding of mathematics concepts.

Stateament of the Problem

Does mathematics taught in a functional science setting affect
pupil math cohCep'ts scores? Does this type of instruction affect pupil

attitudes toward mathematics?

Specific Problens

How will a program of methematics integrated with science affect pupil
math concepts scores? What effect does this type of program have on student

attitudes tovard mathemabics?

Definition of Terms

! -

Integrated Progi'em; a prbgr_aan in whi_.ch. brénchéé of knowledge a.ré
b;-ought t’og‘eth‘er‘: tobma.ke a whole is integrated. The pfogra.m t6 be used is
(;OPES--Co;lceptuaJ_'Ly Or_iented Program in Elementary Science..

) .CQPES:' Cor}ceptua.ll.y' Oriented Program in Elementary Sc;ience isa
seience curriculum development project of the Center for Field Research and

School .Sebz“'\fices of New York University.
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Math Concepts: the mathamuatical concepts that will be taught through

this progrum will be probebility, statisti es, neasurement, and grovhs,

Hypotheses

Pupils taught methematics with the portions of COPES that are inte-
grated with mathmmatics will score higher on math concepts tests than thoze
pupils that did not receive treabtment.

Pupils will have a more favorable abtitude toward mathematics when

taught in the functionazl setting of COPES.

_Related Research and ILiterature

Some of the problems of mathematics instruction are cited by Kidd,
Myers and Cilley (1970):

"In recent curriculum development more emphasis has been
placed on structuring or organizing the iczas of mathemetics.
In general, however, teachers and auvthors are still attempt-
ing to reveal this organization to the students by exposi-
tory methods., Too {reguently the students are helped to
discover this organization by personal involvementi. Even
the integration and refinement of this knowledge is carried
out by the teacher for the student rather than by the stu-
dent for himself.

Today too little attention is being given to the other goals
of instruction., Many studenls are not getting the type of
experience with objects that would enable them to Torm meaning-
ol mathematical concepts.

We also need to give more emphasis to the development of
favorable attitudes toward mathematics. Regearch tells us
that there is a positive correlation betwc,en a student's
attitude and his achievement in mathematics (MN.C.T.M.,
Twenty-Lirst Yearbook, pp. 55-56). We must facc the fact
that an alarmingly large number of students pousess unfavor-
able attitudes towards mathematics. They have a history
of failure in this subject; they are threatened by math-
ematics and no one expects them to be successful in it.
Their teachers, parents and classmates expect them to fail;
therefore they expect the same. Many of them are disor- .
ganized; they do little planning,actions are random, and
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concern is for irmediate gonls. It has been shown, however,
that the attitudes off underachiecving students can be immroved
and thot such Improvenent will lead to improved perfomance
(I1.C.T.01., Twenty-Tirst Yearbook, pp. 56-57)." (p. 10)

In conclusion, the Nuffield Education Project (1967) states:

"Children are endowed with natural curiosity, which will lead

thenm {o invectizzie an environment that is rich, varied,

ever-changing and quite irresistible. Such cxplorations

will develon o zense of adventure, and lead to the deligid

of achicvement. More than this the children nmay even exper-

ience a sense of wonder and excitement as they gain insizht

into relationshirs that constitute the world of mathematics." (p. 45)

Experimental Design

A great deal of emphasis has been placed on computational skills
in mathenatices learning. Pupils do not always underctand the basic con-..
cepts on which these computations are based. The apnroach to these con-
cepts through science should provide grealer insight for students.

Two equivalent groups of fourth grade pupils who live in the south
Brénx will be studied. One group will be taught the regular mathematics
cyurriculum. The other group will be tausht the integfated mathanatics cur-
riculun with COPES materials used for instruction in probability, statistics,
measurement, and graphs.

A pretest (MAT, 1972)--postiest control group design will be used.
Metropolitan Achievement Tests will be administered in April. The results
will be compared with the pupils’ third grade MAT scores to see whether
there has been a significant difference. A special test of the COPES mathe-
matics concepls will be devised and used as post-test for both groups. A
questionnaire will also be given to the members of both groups to determine

their attitudes toward mathematics.



Statistical thmotheszec to be Tested

There will be no differcnce in math cuncepts test scores between
pupils taught mathematics with the portions of COTES that are intesrated
with mathematics and those Dunils who‘did not receive the treatment.

There will be no difference in attitude toward math in the two
groups of students,

Social end Orsanizational Context
of the Study

The study was wade in Conmaunity School District 7, which covers
the area from the southermmost tip of the Bronx north to 161st Street

enclosed by the East and Harlem Rivers. The Plan for New York City:

-

The Bronx (1969) states:

Bleak tcenements line block after block of the South
Bronx, The teaning residential district is veppered
with shabby warehouses, lofts, garages, marginal
businesses . . . » Major action is urgent and is
now under way. Iuch of the district is included

in the South Bronx iodel Cities area and will
beneflit from now and expanded social prograns as
well as from phyeical redevelopment. A new educa-
tional complex on the northwestern edge of the
district will include an elementary school, an inter-
mediate gchool, a comunity college and a much-needed
high school to serve the area.

Portions of this educational park have already been coumpleted. Other
improvements are constantly being added. There are many public housing
developments in the South Bronx, but still a great many families live in
substandard accommodations. This condition leads to the mobility of the
population., Residents arc constuntly striving to find better places to
live.

The estimated 160,000 fcsidents of-the South Bronx are mambers of

many different ethnic and raciul groups. The element.ry and intermediate

167
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_school vomulaotion of arprozimately 30,000 pupils is about 065 Tuerto Ricon
and Higpanie, 315 Black and 3% other (CGerman, Irish, Jewish. Chinesc, cle.).
The economic level of the district residents is generally low as ig evidenced
by the fact that all district schools are desigmated as Title I schools,
That is, funds are provided by the federal goverrment {to compensate students
Tor educational disabilities caused by econcmic deprivation.

The two clarentary schools in vhich the study was made are near
public housing projects. Some of their students live in the projects,
while others come from neerby tenements. One school was built in 1952 and
ig 103% utilized. It has a student population of about 975 with 38 teachers.
The other school was built in 1961 and is 110% utilized. TIts student

population is 1195 with L6 teachers. Fach school is close to the inter-

mediete school to which its students will be sent,

Theorelical Basic of the Stuvdy

The probler: of teaching mathematics is complex. Iee S. Shulman

discusses scme of the theoreticol considerations in Psychological Controversies

in Teaching Science and'Mathematics, an article in Learning FEnvironments.
Ile presents erome Bruner's theory that the emphasis should be on the pro-
cesses'of_leafning, not on the product--the discovery approach, and Robert
Gagne's theory that the objectives of instruction are capabilities--behavioral
broducts that can be speci?ied in operational terms. A combination of these
theories ﬁould be a "guided discovery treatuent in which the subjects are
carefully directed dowm a particulér path along which they are called upon
to discover regularities and solutions on_thcir osn. They are provided with
cues in a carefully programmed manner, but the actual statement of the prin-
ciple or problem is left up to them.” COIES is an example of this type of
Q treatment,

ERIC
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O

ERIC

Aruitoxt provided by Eic:

{
H
t
1

169

The experiment with COPLS materials used to teach some mathomatical
concepts 15 basced on another of Bruner's theories, the transfer of training.
"Broad transfer of training ocecurs whenAone can identify in the structuwwes
of subject matters basic, fundumentally simple concepts of prinéiples which,
if learncd well can be transterred both to subject matters within that dis-
cipline and to other disciplines as well."

From the idens expressed above, the survey of other related liter-
ature, ag well as personal observation, I believe that children learn mathe-
matics concepls better in a functional setting. A group of Tourth grade
pupils in the South Bronx was selected for thc study.. They were to be taught
probability, statistics, measurcnient and graphs (inpics in the New York City
Board of Education Hathemalics Scope and Sequence for Fourth Grade) using
applicable_portioné of COFES. A control group of comparable students taught
in a regular mathemutics sotling was also selected. There should be a signi-
ficant difference on the 5% level between the understending of these mathe-
matics concepts by the two groups as measurcd by theif.scores on MAT's and
a specially devised test of these concepts.

A test was given to both groups based on the material covered in
COPES--Averaging and Sarpling, Heat Energy and Vater. The mean of the
treatment group was 8, and tha: of the control group was 4. These results
were not une.pected. The students in the trcatment group who had been get-
ting all answers correct made some mistakes. Pupils in the control group
were vnfamiliar with the terminology of COPES, but were able to answer some
questiong. This illustrates an advantage of using COPES: students acquire
an increased science vocabulary as they learn mathematics in a functional

setting. (The COIES test appears in Appendix I of this report, )

+
1 .
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The Arithmetic Inventory uced in EJBA Title 1 Reporl, An Ivaluation

of the Corrcective Mathunatics Scrvices for Diczdvantased Puﬁils in Non-lublic
Schools was given to dizeover student attitude toward aritlmetic., The pupil:s
circled the stgtement thet most clearly interpreted their Tfeelings. The
inventory was scored by using the circlcd nurbers above each staiemcht. The
distance Letween the values is not the same as it was Telt that "never" was

"sometines" is from "most of the time."

more distant frue "sometimes" than
The inventory was given to both treatment and control groups. (This inven-
tory appears in Appendix II.)

The mean of the treatment group was 63, end that Qf the control
group was 66, This shows that both groups had a positive attitude toward
mathematics, as over €0 was to considercd favorable. (The teacher of the
control group stated that the children loved to do computation, but had
diffiéulty with concepts.) ‘ \
To test the hypothesis, an analysis of covariance was perfonnéd.

First, a test for homogeneity of recgression was made. This test was to

determine if the two lines (representing COPES and control) were parallel.

That is, to discover if the initial deviation from parallelism was due to

sampling error. The lines were parallel, therefore, a test on the me ns
that had been adjusted for initial differences on 1972 MATs was made. The
rerults are presented in Table 1.

The table shows that there was a highly significant difference in
performance between-the two groups after adjustments were made. Clearly
the use of COFES material resulted in greater achievement in mathematics

concepts than the use of traditional curriculum materials, Tt
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TABLE 1
Source S1e dar w5 ¥
Between {add.) -
A ao a0 ~ ’)‘ kY
(Group Fesbershin-odi.) 10.02092 * 10.050%2 12,784
Vithin (adj.) 32.23008 L1 0.78629
Total (adj.) L2 ,28900 Lo
¥ p .005
1972 MAT (Covariate) 1973 MAT
by S.D. X S.D.
COPES L.1555 0.6732 5.3833 1,175k
Control 31077 0.60527 k0269 0.6k416
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APFENDIX T

COPES Test

. i :
l.Page A, top. Some childrdn’in a’ class counted how many pen-
cils each child had., The bar graph at the top ol {he pege
shows how nmany p enczl each of five children had. 3Below the
bar ﬂv“ph are one nwibers. One of them shows whet the aver
age nwaber of_peno“lglle.' Draw a eircle around it,

-2, Poge 4, bottom. The names of four c¢hildren are shown at the
botton of the page., The number of brothers that each child
has ic writbsn below ezch name, Malke a bar graph by shoding
the »ectanzlies to represent how many dbrothers esch child ha“.
(Pavse for snout 90 ""conam.) Now determine the average mune
ber of brothers for the group and write it on the dashed line.

JePage B, tons The children in a -class were going to share sone

& merbles which were in & bage EIach child put his hand in the

4 o~~ end tool out some marbles, The number of marbles that each
Chlld took out is shown at the top of the page. The children
are going to share the marbles equally. Draw a circle around
"~ the names of Lho children vho will geot. lesc marbles than they
now have, OIraw an X on the names oi the children who get more
marbles thati they have nov, S .

‘HePage C. middle, A rroup of children had come jelly beans. The
nost any child had was seven beans and the least any child had
was one bean, as shown in the filled-in bars in the niddle of
the page. The children shared the beans fairly. How nany
vwould you.predict ezch child had after charing? Put X's in the
squares in the enpty. bar to show the number of beans,

6.Page C,,bottom. "Arnold and Dorothy wanted.to know which the
thirty children in their class liked betters television or radio.
Arnold asked twelve children and Dorothy asked three children,
HMost of the children Arnold asked like television and most of
the children Dorothy asked like radioc. .If you think most child-
"ren in the class like televigion bebter, draxw an X in {the box
-under the word television., If you think most children like ra=
dio betier, d*au an X in the box under the word radio.

b 7.Pa e D, top. John poured sone water at room temperature into a
pot. He plhced a thermometer in the water. Thermometer A in
the top rov shows what the thermometer looked like. He placed
the pot on & hot stove. A few minutes later, he looked at the

-~ thermometer in the wvater, One of the thermometers below Thermsce—
mete§ A sh%wu vhat the thermometer probably lcooked like. Draw
an on. i%. : : - - o

B 8.Page D, mi&&&es John removed the pot from the heat and waited
- @ few minutés, He then looked at the thermometer in the water .
again.- Drav-an X on the picture of the thermometer in the middle
rov which prob¢b1y shovg vhat the thermometer in the water look=
ed 1ike.~~\ ‘ S .
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COPES Test Continued

oL
\

9. Page B, widdles Tho pictires in the mlddle of the page deal
with an etpC”lHCDt. A child heated. water for five ninutes
and read the zeupcvmbure aiter each ninute, 2s.shovm in nid-
dle. One of the bar graphs below the vorkuheet snovs what
heppened during the experiment. Drum dn X on it,.

10.Pzge 2, bottom. Look at the bar gr aph at tbe'bottom of the
rese. - It represents the changing ¢ cuperatune of water in a
glasse The water. is either getting warmer or eooler It
you thinlz the water is getting warmer, drew an X in the box
wnder the letter we If you think the water is geiting cooler,
draw an X in the box under the letter ce -

. BEach question counted for one point.
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CARITIL IMETIC INVENTORY — GR.
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Very little research haé teen done in the area of pupil
attitude toward school as a function of personality compati-
bility between tcacher and pupil. Among the rcasons for this
is perhaps the conservative nature that characterives American
education, and the resulting reluctanc: to make judzments
concerning a teacher's private personality as measured by
standardived versonality inventories., Whether this conser-
vatism stems from a general distrust of such research or from
the feeling thet many parsonality characteristics dewmand the
ultimate in privacy and are totally irrelevant to thé educa=-
tional process; one can only speculate. But recent research
by Christopher Jencks (1972), the notea Harvard Sociologist,
has lent supporting evidence to the theory that a fector of
primary importance in evaluating s2hools is whether or not <the
teachers and students see the échool situation as a satisfying
ones And in the service of determining the saliencics that
produce such a satisfying view of the school situation, it is
felt that personal’ty studies in the educational setting are
justified,

One approach that might be useful in Improving the class-
room atmosphere is to try to distribute students and teachers
on the basis of interpersonal attraction (pupil-pupil and pupil-
teacher), The attempt to explain interpersonal attractions is
a relatively recent one and one which has produced conflict~
ing data, One explanation put forth by Newcomb (1956) is a

theory cf propinquity., He says, "other things being equal,

‘people are most likely to be attracted toward those in closcst

contact with them." However, in real 1'.fe, although this rule



may have gsone valildity, "other thinzs" are rarely, if cvér,
equal, and a more profoind understanding of the attraction
phenohena should be reached.

One line of thought that is esveciallv appesaling because
of its appareat correlation to common rense is that people
with similar atti*udes will tend to zget along better with each
other than pecple wi*h dicsimilar attitudes« 1In the present
context the rationale for this can be seen as a variation of
Festinzer's Theory of Social Comparison (Griffitt, 1966)
which dea’s with the evaluation of one's opinions and abilities
through comparisons with others, The theory implies that pco=-
ple have a drive to evaluate opinions and abilities. “'hen
no objective criteria for evaluation can be found, people
find that other, similar people ars more precise comparisons
than.people who are dissimilaf, and the similarity functions
as a reward, Therefore, based on the amount of reinforce~
ment provided, similar persons are more attracted to each
other than dissimilar ones (Griffitt, 1966),

Taking off on this line of thought, Newcomb propecses
that the "attraction between individuals is a furction of the
extent %o which reciprocal rewards are present in the in-
teraction," (Newcomb, 1956). Thus, if as Festinger implies,
these revards can be obtained from other people, it is not
unreasonable to assume as Newcomb does that "the possession of
similar chargéteristics predisposes individuals to be attracted
to each other to the degree that those characteristics are

both observable and valued by those who observe them -

insofar as they provide a basis for similarity in-attitudes”
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(Newcomb, 1956). It is then possible to view the mﬁcrgmmonal
attraction. as Byrne does, as a function of the number of
rewards relative to the number of punishments 5btained from

an interpersonal association.(Byrne and Nelsony 1965)..

When Byrne manipulated similarity experlmenually, attraction
was found to increase as the similarity of an nkpnrlmental
stranger increased ( Byrne and Nelson, 1965) In fact, he
found that the relationship between the proportion of similar
attitudes and attraction is a linear one, T™n supporting
studies, Griffitt {(1966) found that regardless of a peréon's
ideﬁl—self concept, he tends to be attracted to people whose
real-self concepts are similar to his own., Izard (1960), using
Edward"‘ Persona 1 Preference Schedule (PPS), found fhat mutual

friends have similar personality prafiles and have significant

_posgitive correlations on some of thé/éeparate'per son nality

characwr1 stics that make up the profile, )

. ' But can there be an emplrlcal law of attractlon that
congiders attr ction as a positive function of similarity?
.Common sense would seecm to answer this guestion with a re-
sounding MNO! It would be difficult; for example, to expect
to find a positive attraction between two individuals with
very domineering natures. Winch et él,(1955) addressing.thém_
selves to'this'problem proposed the concept bf-“complemeﬁtari—
nesé“; They_postﬁiated tﬁo-types df cnmpleﬁenfariggés type I
utlllzlng opp051np afbractlve characteristics that fal1 on the
same contlnuum. For example, "a person hich in need dominance

wou1d be attracted to a person in that need" (Winéh, et al, 1955).

Type 11 comnlemenbarlneqs involves attraotlon based on charac-
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teristics found on different continuums, For example, Winch
et al (19559) hypothesiéed that "a person high in need zbase-
ment viould be attracted to another who was high in need

hostility." (Winch et al, 1955). Newzomb (1956) points out

that Winch's omplementariness can also b2 seen as a form of

imilarity in that both parties agree on who will be the

1]

dorinant and who will not. In a more recént study Hendrick
and Brown (lé?l) foﬁnd that extraverts preferred extraverts
over intraverts as ideal per onallfnos, pweferrcd leaders,
reliable friends, and as being eth;ca_ and honest, On the
other hand, although intraverts preferred intraverts as
reliable friends and as being honest and sthical, they pre-
ferred the dissimilar extraverts as leaders and as ideal per-
sonalitic Se Heridrick and ‘Page (i970)“fodnd similar mixed ‘r:

estilts, :PQSitive relatidnships wWere found between perceived
similarity and positive attraction when considering intelligence,
éophisticétion, sincerity,. happiness, and a éécial distance
scale, However, negative relationships were obtained for two
undaﬁmﬁgble'traits, arrogance and cynicismg The contrauwctory
nature of much of the nqst research is further evidenced by
Izard's study whlch tended to rule out«'complemetarlness.(lzard,
1960). \He.found that the social desi:gbilify of the character-
istics was not‘related to the degree.in which friends are
'allke on -the cna”acterlst1cs. B

Iﬁ_seems then, that in prodlctlnp interpersonal attracflons,

a certain amount of "common sense" is needed in deciding between
‘the doctrlnes of 51mllar1ty and complementariness, for both

have becn supnorted in reoearch vtudlen.




Since the present study has taken place in the schools
it is necéssary to relate the material to the educational .
setting. This trangition is made by thhhan (19 36) who atated
that there is an overall relatiorghin between teacher person-
ality and cer-ain arcas of learning, Fis sfﬁdy‘indicates that
the "teachep effect" can not Be attributed to any one factor,

but involves rather the interaction of several different teacher

oo
(8

calls for a scheme fo-match teachers and

( |

students in terms of some relevant characteristics of+*each

characteristics:

so as to minimize the effectiveness of the student- teacher
interaction of the learning process. Wright (1966) said that

a liked teachef-would be more influenced and effective in

-

producing attitude;changes_in students than a disliked teacher,
'Moreovef, Thelen (1970), found that what is called "teachability”

reéults from the quality of the relationship between child and

teacher.,

of both the theories

‘The prééént study will make use
{similarity and cpmplementariness) by cdmbining them in a
‘realistic,way in‘this particular,situation;. In doing S0,
épecial fefergnce»ié made to Hendrick and Brownié study which

predicted that exiraverts would prefer extraverts over intraverts

as leaders(teachers), and intraverts would feel no major prefer-

N

ence, .
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eral protlems:

1. Whas is the relazionsnip between positive school
atbtitudes and teazcher-student "patchurs" on par-
ticviar personzlity traits?

2. \Wh:zt is the relationship between school attitudes

and school achievement?

5. What is the relationship bhetween schnel achievement
and teacher-stiudert "matchups" on particul&r
personality traits?

Specific’ problems:

1. WVill vhe a“titudes of students toward the school
envircnment become wmore nezative as the teachers!
I-E score becomes more insraversive with recpect
to the gtudent? (An I-E score is an introversion-
extroversion score.)

2. W%ill the student's achievement biecome »oorer as
the teachers' I-Y¥ score becomes more intrqversive
with respect to the student?

3« Will a sbtudént's achieverient improve as his atbitude
toward the schocl envirentent becomes nore positive?

4. Will a student's attitude toward the schoel en-
viromient vary positively with his achievewment?

Ch . T A W .
i livEilon of Qoo

Uiz
1l

Extrovert (extraversive)- Subjects who are so labeled
are considered as those whose attentions and interests
are primarily outside of the self - in otner words,
outzoinzg. rive scales from Cattell's 15 PP test are com-
Lirned to determine a subject's deyree of extrqversicn.
according *o Cattell (1970), tuhese five scales are
‘sffecsothymia (A+), parria (8+), surzency (F+), zroup
dependence (\}2-), and domirance (B+). For simplicity
in combinireg the various frctors, sten scores have been
used. Thus, a combined sten score of 27.5 or more is
considered extraversive.
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Intravert (in*raversive)- Subjects who are so laboeled
will te conusiderci as those whoge atbertions and in-
terests are prim:rily inside tre self - ino-~her words,

ime Five zceles used

o
C‘

the opposite of out-oinz. The
to detersine exbroversicn have been used here except that
introverted sutjects are those whoce combineu gcore

is less than z7.5.

Positive Teeling about the school environment- Since

an adaptoation of a scale by Weaver (1960) which has

not been normed was used in this stuly, attitudes will
be spoken of in relative termsj; that is, groups or in-
dividuals with lower sccres on the attitude scales were

)

considered to have & more positive attitude toward the

'_J
[§)

school environment. The sca csamples the students' attitudes
concerninsg school in general, studyinsz, classrooms,

teachers, énd rules, and scores them on a scale frem

1 to 7, with higher numters indicating poorer attitudes.

I-E difference (intraversion- extraversion difference)-

Each Qtadenk'v extraversicn score was subtracted from

that of his classroo; biolozy teacher to provide & mreasure

of relatvive teachér- student difference in extraversion.

For example, if the teacher had a very low score (intra-

versive) and tne student's score was hign (extraversive
p] 9

ct

the I-E difference would be a rela:ively high nezative
number.

Achievemnent~ Each student's {our marking period rrades
were averaced with his rezents wsrade (if there was one)

and his biolowzy averasze for the year was computed.

&
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General hypothéses; _ )
1. There is & positive relations nln between school
© attitudes and favorable @eacher-student ”matchupé”
{ - on pirticular pe*vonality sraits., |
2.. There is a positive relationsbip between sqhool
attitudes and Schéol achiévement;
2. There isla rositive relz rJonsh between school

-

achievere nt and favoratle tedcher~studenr "matchups"
on particulzr personality traits.l -
Specific hypot® heses: N
1. As a teacher's I-F score becbmes.more intraversive
with respect to that of the student, the student's
éttitude toward ﬁhe school environment will_become
.rore negative. ' |
2. As tnk teacher's I-E score hu ores more ihtr&versive
with re.,pec+ to that of the stui ;'thé-student'é,
‘achievesnent w11‘ become poorer. |
5« As a,;tudent S: autltude toward the -school env1*onment
“becomeg more_poslt;ve, nls'achleve -ent will be
greateri‘-
S "4: As a'studéntfs,achievement becomes higher, his
f55 e éttiﬁude tdﬂard ﬁhe school environinent will become

more positive.,

nESEA crr DE qu' ARD. -w“”ztonou 'Gf

iSample— Tne qatple 1nc¢ndﬁd 98~ blOlO*J stude“Js from John

oChOOl 1n O?Qqe P rk,:Queéns,.NealLork and their

H
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respe ctive teachers. Thim particulur scheool was Slosen
because'of its availotvility as a cooperating awent. The
original saupleltesred was over 700 students bui for only
588 ol them was all the necessary information availrble.
]
- In all, tre sample included ll teschers (all of biolosy),
nine of which were male and two of which were female. The

teachers are all caucazion,as is most of the student sauwple.

the ares is middle class.

l. 15 PerSoﬁality Fa utor‘Que;tionhaire (16 PF);_This test [,
is a seﬁ of 15 juestionraire scales arranged in omnibus fora.
Althoush it is designed to provide inforzation on 25 sep—
“arate personality factors, this research only made use of five
of the primary factors sampled. These were::
a) éffectothymia (A+) ;
i v) parmia (H+)
c¢) surgency (F+)
d) group denv“dnnCP (Qﬁ )
e) domlnanco (E+)
These factors are combined, according teo the 16 PF Handbook,
in order to arrive at a neasure of exvia or invia (extrg-
version or intraversiin). Farther information concerning
the reliability, validity, and nbraing populatioﬁs can be
obtained frem the 16 FF Handbook (Cattell, 1370).
2.  High School gueq ionnaire (HSQ)- This test, also by
Cattell, is analagous to the 16 PF excspt that it is intended
for high school aged children. It was adapted in the sane
way ac the 16 Pr. _
3. The attitudetééale- The scale used in this research is an
ERIC

Aruitoxt provided by Eic:
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adaptation of a scale develoved by Weaver in 1950. The
original scale with 36 items proved bo have a split half
rcliébility of .92 and a standard error of mcdﬁurehent of
.06 of one scale intervzl. The adaptation used in this
study%uses orly 30 of the items, the 1emaining six not having
been deemed relevant. The purpose of the scale is to give
a nmegsure of individual student's abtitudes about the
school environment. L -
Progedure~ In late March, 1375 each bioclogy student in the
gample wazs given Uattellis HSQ personality inventory and
at the came time each of the involved teachers was given ’
& 16 P¥ personality inventory. From fhis data each student
and ﬁeacher ceuld be 1ab¢1éd as extraverfed or intraverted
and I-~HE differences Were_qeterminod,for each student by
subtracting his I-E scors fro@ that of his teacher. The
HSQ's were adminisbered by the classroom teachers, each of
whom wzs briefly trained in test adminigtration;' The 15 PF
guestionnaires were.administered by the researcher.

Early in May the students wére given the attitude sczle
by their pteviously trained classroom beachers in order
to determine the ssudent's attitude toward the school
environnent. ' f | |

At the ¢oupletion of %he school year grading sheets

for each biology class were obbtained and each student's year's

_performance was averazsed with his reseuts score (biology),

if it was available, te determine his level of- achievesent.
Due to the expost facto nature of the project, the three
variables most used (I-E difference, student attitude toward

tlte school environment, and achievement) were set uv in

v’
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Tne study was divilcd into two subprotlers by cinply
manipulating which varisrle would be desienuatoed dependent.
Trn' the first subprovlzm in which attitude Soward the
school eanvircenment was the dependenrnt varlable, neither of
the tvwo hypotheses {ore and two) was substantiated. “'hat

is, nc sisnificsnt rel.ticnship wss found between teacher-

student I-E difference zund scheol sttitudes; nor was 3

significant relstioernship obtained between achigvement and
attitude (R eijualed +117 while the criticsl value at the .

.05 level is .141). OCn thae other hand, it was determined that

S

the sex of %the student wss useful in predicting attitude
toward the school environment: girls' astitudes were

1
significontly more positive than boys' at the 05 level

(F=5.775)

The second subproblen showed more promisinz, thousgh
& SR | NP

/

not spectaculsr results. Although neither of the hypotheses
concerped with subproblesn two (hbhree and four) were con-

firned, it was found that extraverted people with better

school attitudes achieved betfer in biolozy. Interestingly,
attitude by itself wzs not found to te a valid predictor,

but the combination of attitude aﬁd extraversion with en

F value of 6.4795 exceeded the critical vulue at the Ll

level (4.65) anz was thus a significant predictor at this level.
Astrologzical signs were not found useful os predictors of

)
I-& score, attitude,.or achievement,



:pO§CLUSIOﬂ5 AND IRIQIC‘?I(M. FOR_FUETHER RESEARCH
L N Invconclusién it'c?uld te said that extraverts.wﬁS

are girls and thus have better attitudeé toward tne school en-
'vironment are most liz61y-to achieve well.iglgcpool. Since
none cf the hypotne es was confirmed, it is likeiy that slop-.

piness of dlesign is at least Fartially- re°pons:b1e. It

is suzge t 4 that sn sttitude scale be used which is mors ..o ;v
nedrly validated for such worx and that a simple extraversion-

intraversion scale such as Eysenck's be used. In the .

L s e,

meantime the positive results obtzined covuld be somewha®
use1u1 as a start in the d1avnos1' of some children who

have d1 xlcultv achleVlnT.

. \ .‘ | N
SUriAni TABLS FUK LUEPLUBLu 3
R~ Variance accounted for F
Attitude {1125 - .0127
. ’ : ’ . - . .. . b
Intra- e;ctra 01705 - +0290 : o i 6.4‘795
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