DOCUMENT RESUME
ED 087 845 o UD 014 083
TiTLE Evaiuation of Title I Decentralized Umbrella and

Title I Optional Assignment Programs for
Disadvantaged Pupils. District 24, New York City.

INSTITUTION New York Univ., N.Y. Center for Field Research and
- School Services.
SPONS AGENCY New York City Board of Fducation, Brooklyn, N.Y.
~PUB DATE 31 Jul 73
NOTE 343p.; Function Number 79-31653, 31359, 31681
"EDRS PRICE MFP-$0.65 HC-%$13.16 e
DESCRIPTORS *Early Childhood Education; Educable Mentally

Handicapped; English (Second Language) : Guidance
Programs; Nonpublic School Aid; Paraprofessional
School Personnel; Preschcol Programs; *Program
Evaluation; Remedial Reading Programs; School
Community Relationship; *School Districts; *Urban
Education

IDENTIFIERS Flementary Secondary Education Act Title I; ESEA
Title I; *New York City

ABSTRACT n _
During the 1972-73 school year, Community School
District 24 in New York City supplemented its regular school program
with specfal educational services, funded under Title I of the 1965
Elementary Secondary Educatior Act. A primary objective of the
Pre-Kindergarten Program was to develop children's understanding of .
basic concepts through a systematlc program of guided
pre-kindergarten experiences. A primary objective of the Strengthened
Early Childhood Program was to develop an understanding of the basic
concepts of quantity, space .and time needed for success in the
primary grades. The Bilingual Community Liaison Program attempted to
develop positive relationships among community members, parents, and
school personnel. The objective of the Educational Assistant for the —
Trainable Mentally Retarded Program was to extend individualization
of instruction to CRMD pupils at P.S. 19 through the assistance‘of a
‘paraprfofessional as a means of promoting growth in specific
behavioral areas related to academic performance. The Non- Public
School program was developed in response to the needs of Our Lady- of
Sorrows and Transfiqguration schools. The primary objective of the
Title I English as a Second Language Program was to increase
participants! oral language fluency in English. A primary objective
of the Corrective Reading Program was to provide corrective reading
diagnostic and prescriptive services for each participant. The
objective of the guidance program for Optional Assignment pupils was
. to improve the behavior of pupils in academic and social skills.
(Author/JH) '




L™

oo

ED 087

i

U5 DEPARTMENT OF REALTH,
EDUCATION & WELFARE
NATIONAL INSTITUTE OF

IS DOCUR FEDUCATlON

) UMENT HAS {EE RE PR
DUCED EXACILY A% RECE’!‘\;‘ED Efug?.\
THE PERSONTR URGANIZATION ORIGIN
ATING 1T POINTS QF VIEW OR OPINIONS
STATED DO NOT NECESSARILY REPRE
C:ENI OF FICHAL NATIONA | INSTIIVITE (OF
EDUCANION POSITION O POLICY

Function Nos,-.-

79-31653

79-31654
79-31655

... 79-31656
- 79-31657

79-31658
79-31659
79-31681

AN EVALUATION OF TITLE I DECENTRALIZED UMBRELLA AND

TITLE I OPTIONAL ASSIGNMENT. PROGRAMS
FOR DISADVANTAGED PUPILS

 DISTRICT 24 NEW YORK CITY

An evaluation of a New York City school district
educational project funded under Title I of the
Elementary and Secondzry Education Act of 1965
(P1 89~10) performed under contract with the
Board =f Education of the City of New York for
the 1972-73 schoocl year.

2

Project Co-Directors

Paul A, Cullinan
Angela M. Jaggar

CENTER FOR EDYCATIONAL RESEARCH AND FIELD SERVICES
School of Education .
New York University

July 1973



ACKNOWLEDGEMENTS

The directors of the project wish to express -
appreriation to the following members of the professional
staff of the evaluation team:

Professor Bernice E. Cullinan, New York University
Professor Harold.Kindy, City University of New York
Professor Joan Henry Kindy, New York University
Professor Harvey Nadler, New Yofk University
Professor Stephen Weiss, New York University

and the thé Research Assistants:

Laurei“iadaro, Dian2a Leo, Brendan Maiers McGraw,

Michal Pelzig, Maggie Ramsay, Bella Reiss, Carroll

Seron. and Jean Weiss
™ We gratefully acknowledge the assistance of the Title I
and Optional Assignment staff in all aspecis of this evaluatlon.:ﬂ
The cooperstion of the pre-kindergarten ard early chiidhood =~
staff, the corrective reading teachers, the teachers of English
to speakers of other languages, the guidance.counselors,
coordinators and the project director made this report possible.

Finally, we would like to thark the liaison officers,
teachers, principals and pupils for their continued support
and cooperatlon.



TABLE OF CONTENTS

Page

¢

LIST OF TABLES s .+t evesoensensonsnsnsnnsenssssasnonens iv
EXECUTIVE SUMMARY;..;................,........Q......; Cxi
INTRODUCTION..........a................{;;............ xoaxviii
PRE-KINDERGARTEN PROGRAM...............;....1....,«... 1
STRENGTHENED EARLY CHILDHOOD-PROGRAM...Y}............; 13
BILINGUAL COMMUNITY LIATSON PROGRAM. .. .:oenesesseennon 60

EDUCATIONAL ASSISTANT FOR THE TRAINABLE MENTALLY _
RE.FARDED PR%RAM.l..l.......l.»..........C............. 71

NON=-PUBLIC SCHOOLS PROGRAM. :ucossceveoccsconssoccsocss 80
ENGLISH AS A SECOND LANGUAGE PROGRAM............;...3. ¢9
CORRECTIVE READING PROGRAM....euseeenrosnsossssonsanan 118
GUIDANCE SERVICES.cscescccsccccocsescsccocosossscscsoscons | 180
APPENDICES.....;....;.....................;...;....... 195
i. Pfe-Kindergarten Program.......;...f....a...... 195
2. Strengthened Early Cﬁildhood Program.ceeeseceee 200
3. Bilingual Community Liaison Program.....cseeeee 250
4. English As A Second Language Program........... 255
5. Corrective Reading PrOgram.........;........... 260

6. Guidance Services.......l...3.‘........’......... 286




List of Tables {(Continued)

Table 9,

10,

11.

12,

13.

15,
16,

17.

18.

19,

20,

21.

Page

Comparison Of Pre- And Post-Program Scores On
The Boehm Test Of Basic Concepts For Kindergarten,
GradeslAnd 2........‘;;“.......'.....l....’.......'. 31

i

Comparison. Of Kindergarten Pre- And Post-Program
Scores On The New York City Pre-Reading Assessment. 33

Comparison Of Distar And Non-Distar Grade Equivalent
Scores For First Grade On The Metropolitan

Achievement Test Using The New York City Pre-Reading
Assessment Score As The Covariate....sveecccosccess 35

Comparison Of Distar And Non-Distar Grade
Equivalent Scores For Second Grade Students On The
Metropolitan Achievement TesSt.eciccoeesccssssssosns 36

Comparison Of Distar And Non-Distar Grade
Equivalent Scores For Third Grade Students On The
Metropolitan Achievement TeSt..eecvecoscesssosseasee 37

Comparison Of Distar And Non-Distar First Grade
Students® Math Gains On The Metropolitan Achievement

Test...I.r................:0..0...O..o..t......'.... 39

Comparison Of Distar And Non-Distar Second Grade
Math Gains On The Metropolitan Achievement Test... 40

Comparison Of Distar And Non-Distar Math Gains On
The Metropolitan Achievement TeSt...ieoseecsconess 11

Analysis Of Second Ana Third Grades Actual And
Anticipated Gains Using The Historical Rate Method
With Grade Equivalent Scores .In Reading And Math.. 43

Comparison Of Pre- And Post-Program Academic
Ratings And Behavior Problems Of Students Receiving
Guidance SerViceS At P.S. 143. e 0 0 00 0 00 06 06 0 8 9 % 0 000 0 0 . 45

Comparison Of Pre- And Post-Training Ratings Of
Kindergarten Teachers On Use Of Dominative/
Integratj-ve BehaVior e 0 00 0 0 © 0 006 & 00 9 0 0 0 00 0 6 00 0 O 0 00 00 47

Comparison Of: Teachers' And Judges®' Ratings Of
Teachers' Integrative/Dominative Behavior......... 48

Ratings Of Paraprofessional Skills And Services... 50



LIST OF TABLES

Page

'Pre-Kindergarten Program

Table 1. Comparison Of Pre- And Post-Program Scores
For Pre-Kindergarten Students On The Boehm
Testg-g' Basic ConceptS..oo.o.o......a.....o.o.qoo. 4

2. Comparison Of Pre-Kindergarten and 5 Year 01d
Kindergarten Post-Program Scores On The Boehm
Testg_f_Basic conceptso.......I.l.'.............D.. 5

3. Comparison Of Pre-And Post-Program Ratings By
Teacher, Educational Assistant, And Family WOrker
On The NYU Growth In Independence Rating Scale.... 7

4, Correlations Between Ratings By Staff On The NYU
Growth In Independence Rating Scale And The Boehm
Test -O_.f- Basic COnceEtSl...ﬂ.......................

O

5. Comparison Of Pre- And Post-Program Scores For
Parental Involvement And Attitude......cocvcieeens 10

Strengthened Early Childhood Education Program

Table 1. Ratings Of Inservice Training.ececceccceccosssocsoce 16
2. Ratings Of Program OrganizatioN....ecececsessceces 19
3. Ratipgs Of Physical Facilities And Materials...... 20A
4, _Ratings Of Program OperatiON..e.cscecscesosssscsss 22
| Ratingé Of Program Effe;tiveheés.................. 24

5
6. Ratings Of paren; Attitgde And In?olvément........ 26
. L D

. vRatlngs ,‘TFL........ 28

8." staff Comparlsons ‘Between 1971 272 And '1972-73
Programs And Interest In 1973-74 ‘Program
Partlclpatlon.........I........'O..............U.. 30

iv




List of Tables (Continued)

Table 22. Level Of Spanish And English Speaking Parents’
I ITnvolvement In School Activities - Percentage

/‘Datal....l.l.l..-.lllllll.l..l.l'l'.llll..l.ll..l.t‘..
| ;
23,  Comparison Of Pre-~ And Post-Program Mean ‘Scores
For Parental Attitude And Involvement....sceoseaoe

Bilinqual Community Liaison Program

Table 1. Spanish Parents®' Level Of Contact With And Ratings
Of The Bilingual Community Liaison (Percentage

Data)....(o..........l.l.‘)..»..........l.....l....

2. A Comparison Of Pre- And Post-Program Scores For
Spanish Parents®' Contacts With The BCL, Ratings
Of BCL's Services And Attitude Toward School......

3. Comparison Of Academic Performances Of Non-English
Students Whose Families Had Contact With BCL With
Non-English Students Whose Families Had No Contact
With BCL, P.S. 143 First Grade..eccsseescscsssvoces

The Non-Public School Program

Table 1. Analysis Of Covariance For First Grade On The
Boehm Test Of Basic ConceptS.ceeeeeesceccccccssccns

2. Analysis Of Covariance For Second Grade On The
Boehm Test Of Basic ConceptsS.ciesceeeccoscccccencs

3. Comparison Of Our Lady 0f Sorrows First Grade Distar
And Non-Distar Students On The Post-Scores Of The
Reading Subtest Of The S.R.A. Assessment Survey...

4, Comparison Of Our Lady Of Sorrows Second Grade ﬁistar
And Non-Distar Students On The Post-Scores Of The
Reading Subtest Of The S.R.A. Assessment Survey...

5. Comparison Of Our Lady Of Sorrows Second Gfade Distar
And Non-Distar Students On The Post-Scores Of The
Language Subtest Of The S.R.A. Assessment Survey.. -

vi

Page

53

55

62

65

68

87

88

89

90



" List .of Tables (Continued)

Page

Table 5. Test Of Significance For Actual And Above Antici-
pated Gains On The Gray Oral Reading Test For
Children At Transfiguration..cceeecscoscacccscscas 92

7. Test Of Significance For Actual And Above Antici=
pated Gains Oh The Metropolitan Reading Test For
Children At Transfiguration...eeeeseesecccscsssacse 92

8. Test Of Significance For Actual And Above Antici--
pated Gains On The Total Score Of The Math Subtest
Of The Metropolitan Achievement Test For Students .
At Transfiguration. cveeeescossscosvcsscecsosssosnnonns 94

9, Comparison Of Pre- And Post-Scores On The Math
~ Subtest Of The Metropolitan Achievement Test For
Third Grade Students At Transfiguration........... 94

10, Comparison Of Pre- And Post-Scores On The Math
Subtests 0f The Metropolitan Achievement Test For
Students In Other Grades At Transfiguration....... 96

English As A Second language Program

Table 1. Comparison Of Elementary And Junior High School
Students' Gains On The English Oral Langquage _
AbiliHscale (OI-AS)G.IO..IIOF.I..Is‘ll.lI..l..l'll.. 107

2. Comparison Of Number Of Subjects At Each Oral
Language Fluency Level At The Beginning And End
OfThe Programllll.lﬂ.lll...ll.I..I.I.......I.I... 109

3. Comparison Of Elementary And Junior High School ,
Gains On The Linquistic Capacity Index (ICI)...... 113

Corrective Reading Program

Table 1. Schools, Number Of Teachers And Number Of Students
I In The Title I And Optional Assignment Corrective
Reading ProgramS..ceeoneeessscscsecerscossossessossaocsecs 120

2. Corrective Reading Teachers' Evaluation Of Inservice
Training Program.l.llllllll.llllll_lllll..l;...lll.. 126

vii




List of Tables (Continued)

Page
Table . 3. Comparison Of Teachers', Principals*', And

Coordinator's Overall Evaluation Of Inservice

Training Program.ll'll'.l'l.!..lll..-o.......ll.... 12{‘
4, Mean Ratings For Program Organization, Physical

Facilities And Materials.'..'...ll.l.....'..ll.... 130
5. Mean Ratings For Pupil Selection, Diagnosis And

Evaluation ProcedUreS..cccecessesscesossscssssssses . 134
6. Mean Ratings For Student And Parent Attitudes :

Toward Pr%ram'...\'.........0............l...l...l 138--'“’:-'
7. Mean Ratings For Personnel SuppoOrt....secesecsecces 140

8. Number And Percentage Of Optional Assignment Students
Showing Gains Below, The Same As And Above Antici-
pated Post-Test Scores On The Metropolitan Achievement

Test....lllsl.l.ll0............................... 146

9, Tests Of Significance For Optional Assignment Students'
Actual And Above Anticipated Gains On Vocabulary
Subtest Of The Metropolitan Achievement Test...... - 149

10. Tests Of Significance For Optional Assignment Students'
Actual And Above Anticipated Gains On Comprehension
Subtest Of The Metropolitan Achievement TeSteoeeeos 150

11. Tests Of Significance For Optional Assignment Students'
Actual And Above Anticipated Gains In Total Reading
Score On The Metropolitan Achievement Test........ 151

12. Number And Percentage Of Optional Assignment Students
Showing Gains Below, The Same As, And Above Antici-
pated On The Grade Level Score Of The Stanford ’
Diagnostic Reading TesSt.:.eeeeececccecssocsccenacss 154

13. Tests Of Significance For Optional Assignment Students'
Actual And Above Anticipated Gains On The Grade Level
Score Of The Stanford Diagnostic Reading Test..... 156

14. Tests Of Significance For Title I Students' Gains
Above Anticipated On The Metropolitan Achievement

Test.l..l‘.....l.l...l............................. 158




Table

Table

List of Tables (Continued)

15.

16.

17.

18,

19.

20,

21.

Number And Percentage Of Optional Assignment
Elementary Students In The More Severely And lLess
Severely Retarded Groups Making Gains Below, The
Same As, And Above Anticipated On The Metropolitan
Achievement TESt..eevececeosescssesoscessssssooscs

Comparison Of Gains Of More Severely And Less
Severely Retarded Optional Assignment Elementary
Students On The Metropolitan Achievement TesSt.....

Pre- To Post-Test Gains Of Optional Assignment
Students On The Stanford Diagnostic Reading Test..

Pre- To Post-Test Title I Gains On The Stanford -
Diaqnostic ReadinqT&Stl.."........lll.....l.ll..

Pre~ To Post-Program Change In Optional Assignment
Students‘Readinq Attitude‘;.l.lﬂ.'..ull......"ll

Pre/Post Difference In Title I Students' Reading

.Attitude.l.ﬂ..‘...l..‘k‘l.....ll...l..........l..ll..

Comparison Of Optional Assignment Program With Tax

LevYProgramll.l\......l'l...l.l.....'....'..‘...‘...

Guidance Services

1.

Significant Differences In Academic And Social
SKills For The Total O.,A, GrOUPeccecsoevossceococses

Comparison Of Gain In Academic Skills For O.A.
Pupils In Counseling Groups And Those Not In
counselingGroups.........’..l.......'...l.....l...

Significant Differences In Social Skill Areas For
O.A. Pupils Not In Counseling GroUPS.::e:resscooess

Comparison Of Teacher Ratings Of Academic Skills Of
O0.A. Children In Corrective Reading With Those Not
In Corrective ReadiNg. . ceeeeeeecececsssosscenssocsss

Significant Gains In Negative Social Skills For
O.A. Pupils Not In Corrective Reading....eeesecoees

ix

Page

159

161

163

165

167

168

170

185

186

187

188

189



Table

List of Tables (Continued)

Page
6. Comparison Of Elementary O.A. Pupils With Junior
High School 0.A. Pupils On Academic SKillS.eesecee 190
7. significant Differences For Junior High School 0.A. |
Pupils In SOCial Skills Rating..-........l........ 191
8. Comparison Of O.A. Pupils In Groups With Residents

In Groups On Academic Skills RatingS.eeceeseccccce 191



EXECUTIVE SUMMARY

During the 1972-1973 school year, CoMmunity'SChool District

24 in New York City supplemented its regqular school program with
special educational services. funds received under Title I
E;S.E.gi\yg:e applied under two headings: District Umbrella
which inclﬁded a Pre-Kindergarten Program, a Strengthened Early
Childhood Program, Bilingual Community Liaison, an Educational
Assistant for the Trainable Mentally Retarded, Non-Public School
Programs and an English as a Second Language Programj; and Optional
Assignmént Services for open enfollment pupils which .inciuded a
Corrective Reading Program and Guidance Services. |

' The méjor ob jectives, findings and reéommendations of

each program are summarized below.

PRE-KINDERGARTEN PROGRAM
Program Objectives. The primary objectives of the Pre-

kindergarten Program were:

1. To develop children's dﬁderstanding of basic concepts
through a systematic program of guided pré—kindergarten experi-

ences.

2. To develop children's independence in their care of
gself and personal property.
3. To impfove participants' communication skills of

speaking and iistening.

xi



4, To develop participants' proficiency in manipulation
and purposeful use of learning materials.
| 5, To stimulate growth of participants in perceptual
and classificatory skills related to intellectual development.
Specifically, these skilis include discrimination of color,
form, and quantitative attributes of concrete objects and pictorial
representations, |

6. To enhance growth in social and emotional development.

7. To.increase'parent involvement in the educational
program and to change educational attitudes in a positive directicn.J

Findings and.Recomﬁéndafions. The data presented in
this report support the conclusion that the'objectives were
achieved. The following findings support that conclusion.

1. Standardized testing results indicate that children
in the Pre-kindergarten Program significantly increased the level
of their knowledge of basic concepts necesséry for success in
the primary grades.

2. Subjective ratings of pupil behavior indicaté that
children increased the level of independence in personal care,
communication skills, manipulation of materiéls, intellectual .
skills and social and emotional skills.

3. A comparison between the post-program scores of the
Pre-kindergarien children and the five year old kindergarten

children show the Pre-kindergarten scores to be significantly

xii



higher than the scores for the five year oid kindergarten. This
indicates that the nature of the Pre-Kindergarten Program is
effective for teaching chiidren an understanding of basic concepts .
necessary for success in the primary grades. It is recommended
that the Pre-Kindefgarten Program ﬁe examined and appropriately
extended into the five year old kindergarten.

4, Staff ratings of pupil behavior are more reliable
at the end of the year than they are at the beginning of the year
aﬁd generally are not trustworthy measures of pupil growth.

5. The program for involving parents and incfeasing the
positive nature of their attitudes appeared to be successful.

6. It is recommended that the Pre-Kindergarten Program

be continued.

STRENGTHENED EARLY CHILDHOOD PROGRAM

Program Objectives. The primary objectives of the
Strengthened Early Childhood Program were:

1. To develop an understanding of the basic concepts

of quantity, spacé and time needed for success in the primary

grades. Q\
2.//§6§develop basic skills related tc reading competence.
\\ LJ/ j - :
\M”aiv @d/Aevelop basic math concepts and computation skills,
~ ' -

4, To screen children who méy have special learning

problems and provide guidance services in deailing with those problems.
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5. To'improve teachers' awareness of interactive skills
toward providing a positive ciassroom atmosphere for developing
independence and deéiéion making among kindergarten chiigren;

6. To expand the educational rolé of the paraprofeséional,

through training and experience, as complementary to the teacher

~and thus more effective in the Strengthsned Early Childhood

Program.

7. To increase (a) parental involvement in the child's
educational program and to change (b) parental attitudes
toward education.

‘'Findings. The data presented in this.report suppbrt the
conclusion that the objective for ﬁnderstanding basic concepts
was not achieved. The objective for increasing kasic reading
skills was achieved. The objective to develop basic math concepts
was achiéved for grade 3 but not for grades 1 and 2. The objective
related to guid;hce services was achieved.for P.S. 143 but not
for P.S. 19. The objective related to teachers' awareness of
interactive skills was achieved. The objective for expanding
paraprofessional services was achieved. The”9pjectiv¢>of '
increasing parental involvement was achieved but the objective to
in&fease the positive nature 6f parents' attitudes was naot achieved,

The following findings support these conclusions.
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1. The process data showed that paraprofessionals rated
all aspects of the program higher than the teachers did.

2. The Distar Reading Program was rated higher by
Strengthened Early Childhcod staff than the Distar Language and
Math Programs. | . .

3. The Strengthened Eariy Childhood staff rated the _
level of parental involvement lower than other aspects of the
program. | »

4, The level of perséhnel suﬁport, as viewed by the
Strengthened Early Childhood staff, is well above aVerage.

5. The majority of the Strengthened Early Childhood
staff found the 1972-1973 program to be superior to the 1971-
1972 program and want to participate in a similar prbgram next
year.

6. Objective one, to develop students' understanding of
basic concepts necessary for success in the primary grades,
was not achieved. The Distar Language Program did not produce
significantly higher scores for children in the program than
comparable children achieved in a regular program. .

7. Objéctive two, to develop basic reading skills, was
achieved for kindergarteh. grades 1, 2, and 3, Students in the
bistar Reading Program achieved significahtly more in reading

than comparable students in a regular program,




8. Objective three,to develop basic math concepts and
computation skills,was not achieved in grades 1 and 2, but was
achieved for grade 3, Students in the Distar Math Program in
grades 1 ané 2 gained significantly less in math concepts and
éomputation.skills thanlcomparable students in a regular program.
Students in the Distar Math Program in the third gfade gained
significantly more in math concepts and computation skills than
comparable students in a regular program, |

9, Using the historical rate of growth method to analyze
students' current performance compared to their preyious per-
formance, students in the control and experimental second and
third grades made significantly greater gains in reading and
math than those anticipated for them. Students in the experi-
mental groups in the second grade did not make higher gains above
anticipated in math than students in a regulér second gradé
program. Students in the experimental groups in the third grade
made higher gains ébove those anticipated in math than students

~in a regular third grade program, Students in the experimental
groups in the second and third grades made higher gains above
those anticipated in reading than students in regular second and

third grade programs.
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10. Students who received guidance services at P.S. 143
made a significant increase in teachers®' ratings of their
academic performance and a significant decrease in teachers’
ratings of their behavior problems.

11. Kindergarten teachers who received training in the
analysis of classroom atmosphere became significantly more aware
of their dominative and-integrativebehavior.

12. Paraprofessionals are involved in a full teaching
role in the Dista; Programs, Strengthened Early Childhood staff
associated with paraprofessipnals‘view their services és above
~average. Nine of the 20 paraprofessionals are bilingual.

13. The level of parentai involvement increased signifi-
cantiy during the sch601 year, but the nature of parents®' attitudes
did not change.

Recommendations. Based on the above findings, the following

recémmendations are made:

1. The Distar Reéding Program should be continued and
refined. Teacher preference for using the Distar Reading Program -
should be considered in selecting staff for the program.

2. The Distar Language Program should be discontinued.
The content of the program does not appear to meet the language

needs of the population in District 24,
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3. The Distar Math Program shéuld be continued at the
third grade level. The Distar Math Program at grades 1 and 2
should be discontinued. The math program used in the control
school should be examined for possible use in the experimental
schools., |

4, Guidance services of the type provided at P.S. 143
should be continued and expanded. A guidance program must be
initiated and evaluated at P.s, 19.

5. Use of video tape analysis for training teachers to
* become aware of their dominative and integrative behavior should
.bé'continued and expanded.

6. Parapmofessionais appear to be a vital part of the
Strengthéned Early Childhood Program. Use of their services
should be increased and their training continued. The addition
of more bilingual paraprofessionals should continue.

7. The program for parental involvement should be
continued and expaﬁded; A program of parent education to in-

crease the positive nature of pafents' attitudes is warranted.

BILINGUAL_COMMUNITY LIAISON PROGRAM
Program Objectives. The program nbjectives for the- -
Bilingual Community Liaison (BCL) were as follows:
1. To develop positive relatiohships among community
members, parents and school personnel and to promote positive

attitudes toward education,
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2. To improve the academic performance of non-English
speaking children. »

Findings. The data presented in this report support the
conclusion that parental involvement increased but parents®’ level
of satisfaction with the Bilingual Community Liaison and their
positive attitudes toward education did not increase. The
objective to improve academic performance of non-English speaking
children was not achieved. The following findings support these
conclusions.

1. The number-of cortacts between Spanish speaking
parents and the Bilingual Community Liaison increased signifi-

. cantly during the 1972-1973 academic year.

2. The level of parental satisfaction with the services
of the Bilingual Community Liaison did not change substantially
from the beginning of the prograﬁ to the end.

3, Spanish speaking parents did not significantly
increase the positive nature of their attitudes toward the schools
during the year.

4, The acadenic performance of non-English speaking
chiidren was not increased significantly by comntact with the
Bilingual Community Liaison.

5. Less than 15 percent of the non-English speaking
population in P.S. 19 and P.S. 143 had direct contact with the

Bilingual Community Liaison,



Recommendations
i. On the basis of the findings of this evaluation,
it is recommended that the Bilingual Community Liaison Program

be drastically revised or discontinued.

EDUCATIONAL ASSISTANT FOR THE TRAINABLE MENTALLY RETARDED PROGRAM

Program Objective. The objective of the program was
to extend individualization of instruction to CRMD pupils at
P.S. 19 through the assistance of a paraprofessiohal as a means
of promoting growth in specific behavioral areas related to
academic performance. _
éindings. The Educatioﬁal Assistant with TMR pupils at
P.S. 19 provides valuable services to those pupils,

1. Evidence from teacher ratings, work of pupils, and -
observation/interview procedures indicate that pupils are
receiving additional individualizedfinstruction because of the
Assistant's presence and that such instruction leads to pupil
learning. In large part, the succesd’of the program is due to
the amount and quality of supervision offered to the Assistant

and to the personality characteristics of the individual in that

role. |
2. The Educational Assistant is now used only with TMR
pupils. This is an important, positive change from 1971-1972 and

follows recommendations made in the evaluation at that time,.




Recommendations. The following recommendations may

by made on the basis of the above findings.

1. The Edﬁcational Assistant shoﬁld‘be encouraged -
to take course work relevant to her role with TMR pupils to gain
additional technical instructional skills.

2. Greater use of the Educational Asgsistant's skill

|
i

in seﬁing and homemaking could be made with TMR pupils.
3., An additional Educational Assistant for EMR pupils

should be employed. Those children would require é person with

different personal and professional skills but would profit

from supplemental remedial instruction.

NON-PUBLIC SCHOOL PROGRAM

Program Objectives. In response to the needs of Our Lady

of Sorrows and Tranfiguration schools, the following objectives
were delineated,

Our Lady of Sorrxows

1. To develop understanding of basic concepts of quantity,
space, and time needed for success in the primary grades.

2. To develop reading skills of firsﬁ and second grade
children through a systematic instructional program (Distar).

Transfiquration

3, To provide corrective reading, math and English as a

Second Language instruction to children who are reading below
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grade level, who are in need of correcfive math, and who need
English as a Second Language.

Findings. The evaluation of the non-public school program
resulted in the identification of some trends but not conclusive
evidence of the program's effectiveness. Problems associated
with the initiation of a new program and late bre-testing combine
to produce results that are tenuous. The following statements
drawn from the data presented in this report should not be
considered as conclusive ones,

1. The first and second grade Non-Distar groups at Our

~Lady .of Sorrows gained significantly more than the Distar groups

RN N
Nepdeeind

in understénding basic concepts of time, space and quantity.

2. The Non-Distar groups at Our Lady of Sorrows achieved
significantly higher post test scores on a reading and language
test than did the Distar gfbups. Pre-~-test measures were not
available té see if the groups were comparable at the beginning
of the program.

3. Students in the corrective reading program at
Transfiguration in grades 2, 3, 4, 5, and 9 made significant gains
above those anticipated for them in reading as measﬁredaby“the

Gray Oral Reading Test. Students in Qrade 7 did not make

gains above those anticipated.
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4, Students in the corrective reading program at
Tranfiguration in grades 2, 3, 4, 5, and 9 made significant gains

in reading when actual pre to post test scores on the Metropolitan

Achievement Test were compared, however, only the ninth grade

students méde significant gains when their anticipated post test
scores were compared to their actual post test scores.

5. Students in the corrective math program at Tréns-
figuration made significantly larger gains than those anticipated
for them,

Recommendations. Based on a recognition of the tenuous
nature of the conclusions drawn above, and observation and inter-
view data, the following recommendations are made.

1. The Distar Programs should be continued at Our Lady
of Sorrows and the effectiveness of the program should pe tested
adequately. The results of this evaluation cannot be uééd as
definitive evidence of their effects on students.

2. The corrective reading and math programs at Trans-
figuration should be continued. By reducing staff chanées,
increaséd stability can be brought to the program.

3. The English as a Second Language Program was not
evaluated since no adequate growth measures were obtained. The
continuation of this program is a decision to be made by the staff

involved until a complete evaluation is conducted.



ENGLISH AS A SECOND LANGUAGE PROGRAM

Program Obiective. The priméry objective of the Title I
English as & Segond Language Program was to provide instruction
in'English as a second language in order to increase progfam
participants' oral language fluency in English.

Findinqs. Program records, observations by the evaluation
team, and interviews with the staff revealed that the ESL Program
implemented at_eéch school represented substantial modifications
in the structure of the proposed program, These modifications
did result in a greater number of students beihg serviced by
Ithe program, however, they also resulted in a c&nco@itant re-
duction in the amount of Emglish.language instrﬁétign receivéd
by program participants. |

Two language measures were used to assess pupil growth
in English language proficiency. Analysis of pre and post
program scores on the two measures resulted in the following
findingss |

1. Both elementary and junior high school students in
the program made significant gains in receptive and productive

English language'skills as measured by the Linquistic Capacity

Index (LCI) and by teachers' ratings on the "A-F" QOral Lanquage

Ability Scale (OLAS).
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2. Elementary school children made significantly greater
gains than junior high school students in knowledge of English
structural patterns and in their ability to use English to
interpret situations as measured by teaéher.ratings on the OLAS,.

‘Junior high school students showed the greater gains in the speech
skills of pronunciation and intonation. Although elementary
students showed élightly greater gain in vocabulary and in total
oral English fluency, their gains in these two areas were not
significantly greater than those of the junior high studenté.

3. Elementary school children manifested gains in all
receptive English language skills measured by the LCI that were
significantly and substantially greater than the gainé of the
junior high school students. |

4, Examination of the number of children at each oral
fluency level at the beginning and at the end of the program,
revealed that, according to teacher ratings, children at the
lowest oral fluency level a£ the_beginning of the program are
the ones who made the greatest gains, 1In addition, teacher ratings
on the OLAS éuggested that most children who were rated at the

" higher levels initially ("D" and "C") made no gains in their basic
oral Engiish fluency scores. Rather than reflecting tﬁe‘actual
1angﬁage situation among program participants, it is more likely

that these findings reflect the basic inadequacy of using teacher
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ratings as a measure of language growth, Teacher ratings are
subjective and, in general, are least adequate for measuring
gains among children with gome facility in English where measure-
ment of increases in language facility requires more refined
instruments. As indicated in }ast year's evaluation report,-the

Oral -Lanquage Ability Scale can be used "to identify F-rated

children, those who are unable tc respond satisfactorily. It is
less appropriate for discriminating among "E,” “D" or "C" level

children."

e Although the fin&ings cited above indicate that children
in the ESL Program manifested significant pre to post program
gains in English language proficiency, no conclusive statements
can be made about the program's effectiveness. Since no comparison
group was available as a control, it is difficult to determine
if the gains made by program participants were greater than might
have been expected withou:t special instruction,

Recommendations. Based on the above fihdings the following
recommendations are made for the English as a Second Language
Program.

1. Efforts should be made to structure the ESL Program
so that students receive a sufficient amount of daily instruction
in English on a regular basis. In general, growtﬁ in language

skills is related to the amount of instruction received.




2. A study should be made of the nature and extent of
fluctuation in the tafget population at each school. There is a
need for g:eﬁgé} stability in the program population., Efforts
should be made to provide English instruction to new students
admitted during the yea: without transferring other students
to mainstream-classrooms before they have developed facility in
English that is adequate for sugceasfﬁl achievement in the regular
classroom curriculum.

3. Because of the subjective nature of teacher ratings,
it is suggested that vhenever possible more objeétive measures,
such as the Linguistic Capacity Index, also be used. Multiple
measures provide more accurate information for pupil selection,
for diagnosis of children'sAlanguage strengths and weaknesses,
and for assessment of pupil achievement in learning English as
a second language.

4, Analysis of pre and post program scores did indicate
that the elementary school children made substantially greater
gains in Engiish than did the junior high stuééﬁégj Although the
greater language learning facility generally found among younger
children may account for this difference, other factors such as

_ differences inrinstructional approach, program structure or
teacher effectiveness may have been operating. ‘These and other

factors should be examined in order to determine how the effective-

ness of the program might be increased.
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5. As recommended in last year's evaluation report,
although proficiency in oral English is essential, it isnot
sufficient fof total school success. The program should be
extended to include the development of skills in writing and

reading English.

CORRECTIVE READING PROGRAM

Program Objectives. The primary objectives of the:
Corrective Reading Program were: )

1. To provide corrective reading dfégnostic and pre-

scriptive services for each participant so that he will increase

.

his competence in reading.
2. To increase individualization of instruction for
program participants through the services of paraprofesionals

as a means of increasing pupil growth in reading,
~oulilhe

'Findings for Growth in Reading Achievement. The data pre-
sented in the report support the conclusion that the Optional

Assignment and Title I Corrective Reading Programs were generally
successful in achieving the first objective. The following findings
supbort this conclusion.

1. When actual post-test performance was compared to
anticipated performance, 68 percent of the Optional Assignment
children achieved gains higher thah expected in word knowledge,

54 percent achieved gains higher than expected in reading compre-

hension, and 62 percent achieved above anticipated in total reading.




Thus, more than half of the Optional Asgsignment students exceeded
performance Harmally expected of them in each of the three areas

measured by the Metropolitan Achievement Test. Similar results

obtained for the grade level score on the Stanford Diagnostic
Reading Test, indicating that 60 percent of the Optional Assignment
students achieved gains above expected in reading comprehension.

. 2. Grade level comparisons showed that the word knowiedge
gains made by the Optional Assignment students were significantily
above anticipated for all grade levels except the ﬁhird grade,
However, only the fifth, sixth and ninth graders achieved gains
significantly above those anticipated for them in reading compre- .
hension. The fourth, seventh and‘eigth graders averaged post-
test reading comprehension scores higher than expected but their
gains were not significantly above those expected, The third
graders achieved only at their expected rate of growth based on
previous performance. The results indicate the program was more
effective at developiny Optional Assignment students’ reading
vocabﬁlary than it was at developing skill in reading comprehension,
as measured by the Metropolitan Reading Test.

3. On the total reading score of the Metropolitan Achieve-

ment Test, all grade levels in the Optional Assignment Program,
except the third and the seventh grades, made gains significantly

above those anticipated for them. This finding highlights further

HXIX




s

e
the weaknesses in the program at the third grade level.

4, Analysis of pre-to post—program scores on the
Stanford Diagnostic Reading Test revealed that Optional Assign-
ment students at all grade levels made average gains that were
significantly above those anticipated for them in reading
comprehension as measured by this test.

5. Comparison of total group pre-and post-program per-
formance on the Metropolitan Achievement Test showed that students
in the half year Title I Program made gains that were significantly
above expected in word knowledge, comprehensior,, and total readiny.

6. Comparisons of the gains of the more severely and
1esé‘severe1y retarded elementary readers in the Opticnal Assign--
ment Program revealed that approximately the same percentage of
children in each group made gains above anticipated in comprehension
and in total reading; however, a larger percentage of the more
severaly retarded readers achieved gains above anticipated in
word knowledge.

7. Both groups, the more severely and less severely
retarded readers, achieved gains significantly above. anticipated
in word knowledge and total reading; howev¢:, only the more
severely retarded readers achieved significantly above anticipated
in r;ading comprehension. There was evidence that the program was
more effective with the more seriously retarded readers, suggesting
a direct relation between amount of iastruction and improvement

in reading.




Findings for Growth in Specific Reading Skills. The

second objective of the Optional Assignment and Title I Corrective
Reading Program was to provide diagnostic and prescriptive
reading instruction in order to increase pupils' ébility in
specific reading skills. The fiﬂdings presented in this report
support the conclusion that the program objective was met. The
findings were:

1. eptional Assignment students who were administered

Level I and Level II of the Stanford Diagnostic Reading Test

manifested significant gains in all skill areas measured.

2. Title I students exhibited significant pre-to post -
program gains in all skill areas measured by the Level I Stanford,
and in all areas, except.one, that are measured by the Level II
Stanford. The exception was in rate of reading where the inter-
mediate school children achieved a post—test score that was -
lower, but notsignificantly different from their pre-test score.

Findings for Improvement in Reading Attitude. The third

objective of the Corrective Reading Program was to increase
students' positive attitudes toward reading. The data reported
support the conclusion that both the Optional Assignment and the
Title I_Correétive Reading Programs did little to change program
participants®' attitudes toward reading and that, in fact, this

program cbjective was not achieved.

xxxi




Findings for Impact of Paraprofessional Services. The last

objective of the Corrective Reading Program was to increase
individualization of instruction through the services of para-
professionals as a means of increasing pupil growth in reading
at the elementary level. The findings that there were no signi-
ficant differences in the performance of the two groups indicate
that the additional services provided by the paraprofessionals
did not lead to significantly greater improvement in reading.
achievement and attitude toward reading.

Recommendations. Again this year there was evidence that

the Correntive Reading Program was generally effective in
improving program participants' level of réading achievement. The
recommendations which follow are made toward the goal of continued
improvement of the program. It should be noted that many re-
emphasize recommendations previously made,

1. The repeated low achievement of third graders deserves
careful study. This was the only grade lavel group that showed no
sgnificant gains above those expected for them based on previous
performance.

2. There was evidence that the program was mére effective
in improving reading word knowledge than it was iri developing
comprehension skills, Every effort should be made to improve

instruction in reading comprehension.
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3. There was evidence that the more severely retarded
readers made greater gains than the less severely retarded
readers, suggesting that'improvement in reading is directly
related to the amount of instructional time. The staff should
continue to make every effort to accurately assign the more
“severely retarded readers to tﬁe instructional groubs that meet
more frequently.

4, Continued use'of more than one measuring instrument
for selection and diagnosis is highly recommended.

5. Approximately one-third of'tﬁb retarded readers still
did not achieve at their expected rate of growth indicating that
there are some weaknesses in providing appropriate instruction
to all children in the program. Every effort should be made to
determine the causes for this weakness as a basis for making
improvements in the instructional progtam.

6. Continued effort is needed to select well trained
teachers for the program which requires specialized skills in
the teaching of reading. Specific criteria must be identified
and used in corrective reading teacher selection. If this is
presently not possible, them there is evidence for the continuation
of a strong inservice training program to upgrade the skills of

the present staff.
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7. If a program objéctive is to provide individualized
instruction through the services of a paraprofessional as a means
of improving students® reading achievement, then the role of the
paraprofessional should be primarily an instructional one. To
achieve this the paraprofessionals need §pecialized training in
reading instruction, and the teachers need training in working
with paraprofessionals. If paraprofessiona;s are not used in
instructional roles, then this aspect of the program should be
reassessed.

8. There is again evidence that additional time is
needed for the Corrective Reading Teachers to confer with parents
and classroom teachers who should play a significant cooperative
role in the resolution of reading problems.

9. The District 24 staff should continue to move in
the direction of strengthening the developmental reading program
so that the separate Corrective Reading Program can be phased
out. The reading specialist in each school could then assume
the role of a reading resource teacher in assisting classroom

teachers with their reading program.
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GUIDANCE SERVICES

Program Objective. The objective of the guidance program

for Optional Assignment pupils in District 24 during 1972-1973
was to improve the behavior of pupils in academic and social

skills,

Findings for Improvement of Academic and Social Skills.
The data in this report support the conclusion that the objectivé

of improving the academic and social skills of students was
achieved. The following findings support that conclusion.

1. In examining the data, it was found that there were
gtatistically significant increases in ali academic skills areas
in all comparisons made. Thus, teachers perceived Optional
Assignment pupils and residents who participated in groups as
having made gains in reading, math social studies, creative
expression and science. The only exception was in the science
area for the comparison of Optional Assignment pupils in counseling
groups with resident pupils in counseling groups, where the gains
were not statistically significant for either subgroup. It is
also noteworthy, that Optional Assignment pupils who participated
in counseling groups made greater gains than those who.were not in
counseling groups. The conclusion can be drawn that Optional
Assignment pupils in District 24 increased their skills in
academic areas, based upon ratings of the teachers who were most

familiar with their work during the academic year. It can




also be concluded that group counseling had an impact upon gains
in academic skills,

2. In summarizing the data with regard to the social
skills areas, Optinnal Assignment pupils' behaviors generally
did not change in the desired direction. Whereas the negative
social skill areas were hopefully to have decreased, in most
cases there were generally more incid2nts of these behaviors
at the end of the year than at the beginning. Whereas the
positive social skills hopefully would have increased, there was
not evidence of significant increases in most cases.

3. One significant set of results with regard to the
counseling prograh was that, when the Optional Assignment pupils®
who participated in counseling groups were compared to Optionél
Assignment pupils' who did not participate, the group partici-
pants increaéed significantly in only one negative area whereas
the non-group participants increased in all seven negative areas,
The conclusion can be drawn that group counseling contributed
positively in the social skills area.

4, Another significant set of results can be seen
when Corrective Reading pupils were compared to thosé' not in
Corrective Reading. The feelings of Corrective Reading partici-
pants were less easily hurt at the end of the year,.and there

were no increases in the negative areas. However, there were
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significant increases in all negative areas for pupils not
in Corrective Reading. The conclusion can be drawn that the
Corrective Reading prngam contributed positively in the
s:cial skills area.

5. Finally, the comparison of elementary and junior
high_school Optional Assignment pupils yielded interesting
results. Whereas, all negatiVe gsocial skills areas increased
for junior high pupils, as did the positive area of following
directions, no areas increased for elementary pupils. In' fact,
teachers reported elementary pupils as becoming less inattentive
and as having their feelings less easily hurt.

Recommendationg. The following recommendations, based
on the data, are made for future consideration by District 24
personnel:s ‘

1. The group counseling asééct of the guidance program
should be continued; |

2. The Corrective Reading Program should be continued;

3. Further study should be made of the relationship
betweeh the above two programs and social skill development.

The following recommendations, based on professional
knowledge of the evaluatoers, are also made for future consider-
ations

1. The position of Coordinator should be maintained;

2. Guidance services for all Optional Assignment pupils

should be reinstituted.
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INTRODUCTION

During the 1972-73 school year, the regular educational
programs in District 24 New York City were supplemented with
special educational services funded under Title I of the Elementary

-and Secondary Education Act of 1965. This evaluation report
treats the programs funded under the following headings:

I. Pre-Kindergarten Progfam at P.S. 143 (79—31653)

II. Strengthened Early Childhooa EQUCEATION™ " vmme
Program - -7 (79-31654)
III. Bilingual Community Liaison Program (79-31655)

IV. Educational Assistant for the Trainable
Mentally Retarded (TMR) Program at

P.S. 19 (79~-31656)
V. Non-Public Schools Program (79-31657)
VI. English as a Second Language Program (79-31659)

ViI. Diagnosis and Treatment of Reading
Disabilities Program (Corrective Reading)

Title I Program (79-31658)
Optional Assignment Program (79-31681)

VIII. Guidance Services for Optional
Assignment Students (79-31681)
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PRE-KINDERGARTEN PROGRAM

PROGRAM OBJECTIVES

The objectives for the District 24 Pre-Kindergarten
Program were as follows: |

1. To develop children’s understénding of basic concepts
_throth a sysﬁematic program of guided pre-kin&ergarten experiences.,

2, To develop,children's independence in their care of
self and personal property.

3. To improve participants' communicatio;.skills of
speaking and listening.

4, To develop participants' proficiency in manipulation.
and purposeful use of learning materials.

5. To stimulate growth of pafticipants in perceptual and
classificatory skills related to intellectual development.
Specifically, these skills include discrimina€ion of color, form,
and quantitative attributes of concrete objects and pictorial
representations.

6. To enhance growth in social and emotional_development.

7. To increase parent involvement in the educational

program and to change educational attitudes in a positive direction.,




EVALUATION OBJECTIVES

In order to assess progress toward the program objectives,
the following evaluation objectives were delineated:
1. Given pre-test/post-test scores on the Boehm Test

/:
/'/ . (] . . . ] . 13
of .Basic Concepts, children in the program will manifest signifi-

cant growth in understanding basic concepts.

2, Given the New York University Growth in Independence

Rating (GIR) Scale, Section A, on a pre-test/post-test basis,

children in the program will demonstrate significant gains in
their care of personal property.

3. Given the New York University GIR Scale, Section B,

children in the program will demonstrate significant gains in

v communication skille of speaking and listening.

4. Given the New York University GIR Scale, Section C,

4
children in the program will demonstrate significant gains in
their manipulation and purposeful use of learning materials.

5. Given the New York University GIR Scale, Section D,

on a pre-test/post-test basis, children in the program will
demonstrate significant gains in their perceptual and classificatory

skills related to intellectual development.

6. Given the New Yzik University GIR Scale, Section E,
on a pre=test/post-test basis, children in the program will

demonstrate significant gains in social-emotional development.




7. Given a pre-test/post-test index of parental attitudé and
involvement, parents will manifest demonstrable change in

(a) involvement, and (b) educational attitudes,

METHODS OF DATA COLLECTION
Data used to assess pupil growth were coliected from the
administration of a standardized test and teacher ratings on the

New York University GIR Scale (see Appendix A). The level of

parental involvement and the nature of parental attitudes were

assessed through the use of a questionnaire (see Appendix B).

PROGRAM EFFECTIVENESS

_____ L v s

Students® Understanding of Basic Concepts. The primary

objective of the Pre-Kindergarten Program was to develop children's
understanding of basic concepts considered to be necessary for

success in the primary grades. The Boehm Test of Basic Concepts

| which assesses concepts of time, space and quantity was used to
measﬁre progress toward this objective. Comparisons were made
between the pre- and post-program scores of children in the program.

~ Sample size, means and standard deviations for the pre- to post-test

comparison are given in Table 1.




TABLE 1

CCHvPARISON OF PRE-AND POST-PROGRAM SCORES
FOR PRE-KINDERGARTEN STUDENTS ON THE BOEHM TEST OF BASIC CONCEPTS

(N=27)
Pretest Posttest Mean F-
Mean S.D. Mean S.D. Difference S.D.  Ratio
18.89 7.57 42.78 4.26 23,89 6.11 412.72%*~<—

*p (.000

An analysis of variance for correlated groups was
performed on the pre- and post-program scores of the Pre~Kindergarten
students. The F-ratio shown in Table 1 indicates that the post-
program performance differed significantly from the pre~program
pe;fprmance. This indicates that participation in the Pre-Kinder-
garten Program significantly increased childrén's understanding
of basic concepts considered to be necessary fo: success‘in the

primary grades.

~ Further evidence of. the effects of the Pre-Kindergarten
Program can be seen in a comparison between the posttest means of
the Pre-Kindergarten and the 5 year old kindergarten children in
the same school. Table 2 shows the means, samplé size, and

standard deviatjions for these two groups.



TABLE 2

COMPARISON OF PRE~-KINDERGARTEN AND 5 YEAR OID
KINDERGARTEN POST~PROGRAM SCORES ON THE BOEHM TEST OF BASIC CONCEPTS

-
Group N Posttest S.D. t- P
Mean Ratio
Pre-Kindergarten 27 42.78 4,26
7.06 . 0005
5 Year 014 Kindergarten 38 33.53 6.17

A t-test for differences between two independent means
was computed and the results are shown in Table 2. It is evident
in Table 2 that the post-program scores of the Pre-Kindergarten
and 5 year old kindergarten children differ significanéiy in
favor.;f the Pre-Kindergarten. This indicates that the Pre-
Kindergarten children démonstrated a greater knowledge of basic
concepts at the end of the year than did the 5 year old kinder-
garten children. ‘This trend toward the higher performance of the
younger children was observed during the two preceeding years and
further supports the extension of practices from the Pre~Kinder-

garten Program into the regular 5 year old kindergarten.

Students' Growth in Independence. Objectives 2 through 6

of the Pre-Kindergarten Program were (2) to develop children's
independence in their care of self and personal property, (3) to

improve participants®' communication skills of speakihg and 1istening,



(4) to develop participants' proficiency in manipulation and
purposeful use of learning materials, (5) to stimulate growth of
participants in perceptual and classificatory skills réi#EZd to
intellectual development, and (6) to enhance growth in social

and emotional development. The New York University Growth in

Independence Rating Scale which assesses pupil behaviors related

to the areas of personal care, communication skills, manipulation
of materials, intellectual development, and socialfemotional'
development was used to measure progress toward objectives 2
through 6. In order to obtain a more representativé assessment ,

all three staff members (the teacher, the educational assistant

er) rated each child's behavior on the GIR

- A
and the

Rating Scale during the first month of the program and again

during the last month of the program. The pre- and post-program
means, the difference scores and the F-ratios for the teacher's,
educational assistant's and the family worker's ratings are |
shown in Table 3.
Table 3 shows that the differences between children's
pre-and post program behavior as rated by the teacher, the educational
agsistant and the family worker were significant for each of the
skill areas. It is clear that each of the staff.members perceived

marked changes in children’s behavior on each of the dimensions

- :
e
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assessed on the New York University Growth in Independence Rating

Scale. It can be noted, however, that all but one of the F-ratios
for the teacher's ratings are sizeably larger than those for the
educational assistant or the family worker. This suggests that
the addition of other raters did prqvide a more representative
picture of the participants' behavior., Nonetheless, it is evident
that the staff perceived the Pre-Kindergarten Program to be highly
successful in developing the cognitive and social skills of
participants., |

In an effort to check the advisability of continued use of
subjective ratings of pupil behavior as measures of progress,

correlations between the staff ratings and the scores on the Boehm

H

est of Basic Concepts were established. Results for three areas
on the GIR Scale (communication skills, manipulation of materials,
and intellectual development) most closeiy related to the areas
assessed by the Boehm Test of Basic Concepts are shown in Table 4.
The six matrices presented in Table 4 indicate that

correlations between staff ratings of pupil behavior in communi-
cation skills, manipulation of materials and intellectual
development with the Boehm Test of Basic Concepts were much higher
for the posttest than for the pretest. The correlations among the

staff ratings on the GIR Scale appear to be fairly consistent with
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some fluctuation in specific areas. These data suggest that staff
observation énd ratings are more appropriate at the end of a
program than at the beginning. Thus, as suggested in previous
evaluation reports.-subjective rating scales are unreliable
measures of growth, particularly,as Table 4 shows, pre-program
ratings are iess accurate,

It should be noted that the ratings by the two parapro-
fessionals fairly consistently correlated higher with the gggﬁm
Test of Basic Concepts than did the teacher's ratings. This
suggests the need for obtaining assessment of pupil behavior
from staff working with children in a variety of roles in order
to obtéin a more accurate picture of the children's ﬁerformance.

Parental Attitude and Involvement. The final objective

of the Pre-Kindergarten Program was to increase th@ level of
parental involvement and the positive nature of #heir attitudes.
In order to assess tﬁe degree of attainment of this objective,
the Parental Attitude and Involvemeﬁt Scale (see Appendix B) was
administered during the first and last month of the program.
Table 5 shows the sample size, means and difference scores for
the pre- andpost-program administrations of the scale.

TABLE 5

COMPARISON OF PRE-AND POST~PROGRAM SCORES
FOR PARENTAL INVOLVEMENT AND ATTITUDE

Pre~-Program Post-Program S
-9 g Mean t-

N Mean Mean Difference Ratic
Involvement 14 9.71 20.64 10.93 6.32%

Attitude 14 28,36 34,43 6.07 5.14%

‘*p £ .0005

IToxt Provided by ERI
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A t-test for correlated data was performed and results
are shown in Table 5, Scores for both the level of parental
involvement and the positive nature of their attitudes increased
significantly during the program. These data support the conclusion
that the Pre-Kindergarten Program did achieve objective 7. The
final question asked of parents was whether they would rather have
their child attend a full day in a daylcare center than in the
pre-kindergarten class. At the beginning of the year 11 parents
agreed that they would rather have their child in a day care
center whereas at the end of the year; only 2 parents stated this
to be true. It is evident that the parents of participants

believed that the program was a pogsitive influence on their child.

SUMMARY AND RECOMMENDATIONS
1. Standardized testing results indicate that children
in the Pre-Kindergarten Program significantly increased the level

of their knowledge of basic concepts necessary for success in

the primary grades.
2. Subjective ratings of pupil behavior indicate that

children increased the levelof independence in personal care,
communication skills, manipulation of materials, intellectual
skills and social and emotional skills.

3. A comparison between the post-program scores of

the Pre-Kindergarten children and the 5 year old kindergarten
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children show the Pre-Kindergarten scores to be significahtly
higher than the scores for the 5 year 9ld kindergarten children.
This indicates that the nature of the Pre-Kindergarten Program
is effective for teaching children an understanding of basic
‘concepts necessary for success in the primary grades. It is
recommended that the Pre-Kindergarten program be examined and
appropriately extended into the 5 year old kindergarten.
| 4, sStaff ratings of pupil behavior are more reliable at
the end of the year than they are at the beginning of the year
and therefore are not trustworthy measures of pupil growth.

5. ;he program for involving parents and increasing the
positive nature of their attitudes appeared to be successful,

6., It is recomménded that the Pre~Kindergarten Program

be continued.
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STRENGTHENED EARLY CHILDHOOD EDUCATION PROGRAM

PROGRAM OBJECTIVES

The program objectives for the Strengthened Early Childhood
Program were as follows:

1. To develcp an understanding of the basic concepts of
quantity, space and time needed for success in the priﬁary grades.

2. To develop basic skills reléted to reading competence.

3. To develop basic math concepts and éomputatibn skills,

4, To screen children who may have special learning
problems and p:ovide guidance services in dealing with those
problems.

5. To improve teachers' interactive skills toward providing
a positive ciaséfégﬁvatmoéphere for developing independence and
decision makinguéméﬁé'kindergarten children.

6. To gxpanqéthe educational role of the paraprofessioral,
through training and experience, as complementary to the teacher
and thus more effective in the Strengthened Early Childhood Progranm,

7. To increase (a) parental involvement in the chiid's
educational program and to change (b) parental attitudes toward

education.

- EVALUATION OBJECTIVES
The following evaluation objectives were designed to

assess progress toward the program objectives:
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1. Given the Boehm Test of Basic Concepts on a pre~ post-

program basis, students in the program, when compared to a control
group, will show sgignificantly greatér understanding of basic
concepts.

2. Given a pre- and post-test for assessing growth in
appropriate grade level reading skills, the target population will
manifest significantly greater gains in reading achievement when
compared to a control groub.

3. Given a pre- and post-test for assessing growth in math
concepts ahd computational skills, students in the program will
manifest significantly greater gains in math achievement when
comﬁared to a control group.

4, Given a checklist as a guide in identifying specific
learning problems, children receiving guidance seivices will
exhibit significantly fewer problems when rated on the checklist
again at the end of the school yvear,

5. Given the Anderson Cbservational Instrument on a pre-

post-training-program basis, kindergarten teachers will have
significantly changed their behavior toward providing a classroom‘
atmosphere which facilitates children's independence and partici-
pation in decision making.

6. Given a questionnaire asking for role description and
participation in instruction, paraprofessionals in experimental

classrooms will exhibit a significantly greater degree of involvement
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‘in instructional activities than paraprofessionals'in control
classrooms.

| 7. Gi%enaapre-<post-program index of parental invoxvementA
and educational attitudes, parents of program participants will
manifest demonstrable change in (a) involvement and (b) attitudes

toward'education,

DESCRIPTION OF PROGRAM

The primary feature of the Strengthened Early Childhood
Program in District 24 was instruction through the Distar Reading,
Language and Math Programs. The Distar Progféms were used in grades
1, 2 and 3 at P.S. 192 and in grades kindergarten, 1 and 2 at P.S. 143,
The staff included teachers, paraprofessionals, coordinators,
guidance counselors and principals. The process aspects of the
program which were evaluated include the imservice training, program
organization, facilities and materials, program operation, program
effectiveness, parental attitﬁde and involvement, and personnel
support. Data were collected through'questionnﬁires to teachers
(see Appendix A), paraprofessionals (see Appendix B), coordinators
(see Appendix C), principals (see Appendix b)‘and guidance counselors
(see Appendix E). The summaries of the process evaluation appear
in the following sections.

Ingervice Training. The inservice training program
developed by the coordinators focused on the implementation of the

Distar Programs. Teachers and paraprofessionals who had not worked
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wvith Distar previously were given a two day workshop at the beginning
of the vear and continued training by the coordinators throughout

the year. Consultants from the Distar Program were used to demonstrate
techniques and to make recommendations abcut the use of the programs.
Using a 1 to 5 scale ranging from uhsatisfactory (1) to very
satisfactory (5), the teachers and paraprofessionals rated the
adequacy of the coverage of specific items related to the Distar
Programs. {he mean ratings of both groups appear in Table 1.

TABLE ‘1
RATINGS OF INSERVICE TRAINING

Items Teachers Paraprofessional
(N=17) __(N=20)
1. Objectives and raticnale 2.9 4.1
2. Basic premises of Distar 3.8 4,1
'3, Techniques of Distar 3.5 4,0
4, Use of take homes 3.3 4,0
5. Plans for grouping 2.8 4.0
6. Procedures for evaluating 2,6 3.8
7. Working with collieagues 3.1 4.4
8. Records of progress ‘ 2.4 4.1
9. Parent involvement 2.5 3.8
10, Activities for children 2.1 . 3.9
11. Voice and hard signals 3.5 4.1
12. Skills in reading 3.0 4.4
13, Skills in language ‘ 3.4 3.9
14. Skills in math 3.2 4,1
15. Supplementary learning
activities ’ 2.8 4.1

16, Overall rating of in- :
service training ' 2.5 3.9
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The means appearing in Table 1 show that the paraprofessionals
rated the adequacy of the coverﬁge in the inservice training program
higher for each item than the teachers did. The higher ratings
by paraprofessionals is a trend vhich can be observed throughout
the process data and is established here in Table 1. The teachers
rated activities for children not in Distar groups as the area least
adequately covered and paraprofessionals rated techniques for parent
involvement and procedures for evaluating progress as the areas they
observed to be least adequately covered. The areas that teachers
observed to be most adequately covered in the inservice training
were the basic premises of Distar, techniques for using Distar and
the voice and hand signals needed in.Distaf. The paraprofessionals
rated the training in working with teachers and the sequence of
reading skills as the most adequately covered aspects of the in-

' service'training program. It is apparent in Table 1 that parapro-
fessionals rated all aspects of the inservice training program above
average while teachers' ratings ranged from below average to slightly
abo#efaverage.

In~addi£ion to the teachers and paraprofessionals, the
guidance counselor and princpals were asked to rate the inservice
training provided. The guidance counselor rated the inservice
training as 4.0 (above average) and the principals rated it as 4.5
(well above average to very gatisfactory). It appears that partici-

pants in the inservice training program as well as observers found
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the program to be satisfactory.
Program Organization. The organization of the Distar
Program was evaluated by teachers, paraprofessionals and coordinators
for the reading, language énd math programs separately and by
the principals and the guidance counselor for all Distar Programs
combined. The means of the ratings on the 1 (unsatisfactory) to 5
(very satisfactory) scale by each rating group appear in Table 2.
The means presented inTable2 show that the paraprofes‘s“:'i.';nals"
rated the organization of the reading, language and math programs
higher than the teachers rated them and the cocrdinators rated
them higher than both the -paraprofessionals and teachers did. It
is also evident that all groups rated the organization of the
reading program higher than they did the language or math programs.
The organization of the math program was rated lowest by all groups
'combined. |
The principals and the guidance counselor rated all aspects
of the Distar Programs as well above average to very satisfactory.
Their ratings compare most closely with those of the coordinators.
The lowest group of ratings were given to the math program by the
teachers who found_the math program to be little more than barely
satisfactory for nearly every aséect evaluated.
The overall evaluation of the Distar Program Organization
shows that all rating groups found it " to be average or above average.

The principals, the coordinators and the guidance counselor found

“ 3
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the program organization to be very satisfactory. The least satis-
factory program organization was in math and the teachers rated all
programs lower than any other rating group.

Facilities and Materials. The physical facilities and
_materials used in the Distar Programs were rated by the teachers,
paraprofessionals, coordinators, principals and the guidance counselor,
The summary of the ratings appears in Table 3. The means are based
on the 1 (unsatisfactory) to 5 (very satisfactory) rating scale used
in the evaluatien.

TAELE 3 _
RATINGS OF PHYSICAL FACILITIES AND %ﬁEERIALS

Item Tchr Para Coord Princ Guid. Couns,
N=17 N=20 . N=2 N-2_ N=1

size of classroom 2.6 2.9 5.0 4.5 3.0
Physical Facilities in

room 2.4 3.0 3.0 4.5 3.0
Distar Xits 3.7 4.4 5.0 5.0 —
Teachers guides 3.7 4.1 5.0 - _—
Ynstructional materials 3.7 4.4 5.0 ——— ———
Student materials 3.7 4.0 ‘4,0 ——— —
Supplementary materials 2.3 3.7 4,0 —— -—
Collection of children's

literature 300 3.7 2.0 4. 0 btk
Availability of materials

at Btart 3.6 4.3 500 4.5 1 am oo
Quantity of Distar } '

materials ——— —-—— -—— 5,0 ——
Distribution of Distar :

materials . ——— == —— 4.5 ——
Safety & health factors

in class - —— - —-—— 3.0
Stimulating lrning. environ,~= «-- — -— 5.0

Overall rating of -
facilities & materials 3.2 3.8 4,0 4,5 4,0
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The means presented in Table 3 show that all rating groups
found the physical facilities and the materials related to the
program to be above average. The lowest ratings were given by the
teachers and the highq%t ratings were given by the principals. It
is evident that the sﬁ%ff involved in the Strengthened Early
to the Distar Progr#ﬁéito be above average.

Program Operation. The operation of the reading, language
and math programs was evaluated by the teachers, paraprofessionals
and the coordinators. The operation of all Distar Programs com-
bined was evaluated by the principals and the guidance counselor.
The 1 (unsatisfactory) to 5 (very satisfactory) rating scale was
used on each questionnaire and ratings were summarized to obtain
the means presented in Tabile 4.

The means presented in Table 4 show that the operation
of the reading program was rated as more satisfactory than the
language or math programs., The ratings for the operation of the
math program were lowver than those for ﬁhe reading or language
programs., The coordinators rated the operation of.the programs
higher than the paraprofessionals and thé teachers. The para-
professionals rated the operatioh of the programs higher than
the teachers. The principals and the guidance counselor rated
the operation of all Distar Programs as well above average Or very

satisfactory.
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It is evident that the operation of all Distar Programs
was considered to be average, above average or very satisfactory
by most rating gfoups. The single exception to this trend appeared
in the teachers' rating of the operation of the math program,
Voluntary commeﬁts on the questionnaires support the lower assess-
ment of the content of the Distar Math Program. Comments which
reflect the teachers®' assessment of the math program were "math
program leaves out many skills," "Pacing of math program is slow
and very repetitious,"” "The math program did not cover enough
areas of the math curriculum,” and "The language and math programs
are totally uninspirihg.“ The pupil performance data for grades
1 and 2 presented later in this report support the teachers®
assessment of the math program.

Program Effectiveness. The effectiveness of the reading,
language and math programs was rated by teachers, paraprofessionals
and coordinators. The effectiveness of all Distar Programs com-
bined was rated by the principals and the guidance counselor.

The 1 (unsatisfactory) to 5 (very satisfactory) rating scale was
used by each rating group. The summary of their'ratings appear
in Table 5.

The means shown in Table 5 indicate that the teachers,
paraprofessionals;and the coordinators judged the reading program
to be more effective than the math or language programs. The trend

to be more positive about the reading program than the other programs.
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has been evident throughout the evaluation of the preceding

aspects reported. A reversal of the ordering of the language

and math program occurs in the judgment of program effectiveness
from the order established in other aspects of the evaluation. In
Table 5 it can be cbserved that the combined ratings of all groups
show that these groups believe the math program to be more effective
than the language program; The pupil pg;formance data presented

i
later in this report show no differences' between the Distar and

S

Non-Distar groups on the Boehm iégg of Basic Concepts used to assess
the language program and only differences between Distar and Non-
Distar groups on the Metropolitan Achievement Test math scores at
the third grade., The math scores at the third grade do favor the

. Distar groups.

Teacher and paraprofessional comments which reveal the
nature of their lower level of satisfaction for the language program
were volunteered on several questionmaires. Some were as follows:
"Much of the Distar II Language Program was too difficult for non-
English speaking>ch11dren." “The language program did not include
topics and areas appropriate for first grade children,” My
students can verbalize everything and understand nothing,"

"The language program is extremely'boring."

The information presented in Table 5 indicates that the

overall ratings by the teachers showed their judgment of the

effectiveness of the reading program to be above average and their
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judgmenﬁ of the language and math programs to be below average.
The paraprofessionals judged the reading program to be more
effective than either the language or math program, but judgments
about the language and math programs were mixed. The coordinators
concurred that the reading program was more effective than the'
language and math programs but believed the math program to be
more effective than the language program. The principals and the
guidance counselor judged the effectiveness of all the Distar
Programs to be well above average.

Parental Attitude and Involvement. The teachers, parapro-

fessionals, coordinators, principals and the guidance counselor were
asked to rate the extent of parental involvemen£ with and their
attitude toward the Distar Programs. The 1 (unsatisfactory) to
5 (very staisfactory) rating scale was used to indicate their
assessments. The means of the ratings by each group appears in
Table 6,
TABLE 6
RATINGS OF PARENT ATTITUDE AND INVOLVEMENT

Item : Tchr Para Coord Princ Guid. Couns.

N=17 N=20 N=m2 N=2 N=1

Parents' knowledge of
program 1.8 3.5 5.0 3.0 5.0
Extent of invelvement 1.6 3.0 4.0 2.5 5.0
Parents' attitude 2.1 3.5 5.0 3.0 5.0
Time for parent confs, 2.7 3.3 4.0 4,5 5.0

Parental cooperation
with problems R —— —— 4,0

Overall Rating 1.8 3.0 4.0 3.0 4.0
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The means shown in Table 6 indicate that most staff
members judged parental attitude and involvement to be less
satisfactory than other aspects of the program. The coordinators
and the guidance counselor believed the parents' level of involve-
ment and their attitude to be above average while other groups
‘judged these aspects to be average or below average. The teachers
judged parents'}involvement and knowledge of the program to be ‘
barely satisfactory or less than barely satisfactory. Comments
vhich were volunteered on the questicnnaires indicated that many
parents are very favorable toward the Distar Programs; The comments
further indicated that parents who attended the workshops were
very khowledgeable about Distar and generally very favorable. The
sumnaries of the ratings presented here conceal the wide variation
that exists among the level of parents' involvement.and the nature
of their attitudes, It should be noted that ﬁhe information pre-
_sented in this section of the report is based on staff assessments
and not on actual tallies of parents'’ responses. The report of
actual parent respdnses appears in the last section of the report
under Program Effectiveness. The data reported there for assessment
of objective seven indicates that the level of paréntal involvement
did increase significantly during the year but the nature of their
attitudes did not change significantly,

The resulté of the staff assessment_of parental involvement

and attitudes presented in Table 6 show that teachers, parapro-
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fessionals and principals are not satisfied with the level of
parental involvement in the program or with the general nature
of attitudes expressed by parents. |

Pergonnel Support. In order to determine the level of
- support from their colleagues the staff observed, a rating of
personnel support was elicited from each group. The 1 (unsatis-
factory) to 5 (very satisfactory) rating scale was used to indicate
the level of support recognized. The summary of the results appears
in Table 7.

TABLE 7
RATINGS OF PERSONNEL SUPPORT

Item Tchr Para Coord Princ Guid.’ Couns.
_ N=17 N=20 N=2 N=2 N=1
Principal's support 3.7 4.5 4.5 - 5.0
Helpfulness of BCL 2.8 4.5 4.5 g‘g i 2.0
Assistance from ’
coordinators 3.8 4.5 ——— 5.0 5.0
Teachers® willingness - - 5.0 —— -
5.0 1 500 1 - - ow
Help from guid. couns. 2.6 4.0 oot o0t
Para. willingness ' ——— === 5,0 - -
Teacher attitude/para _——— - —~— 4.0 ———
Teacher cooperation in
resolution of problem ——— -——— 4.5 - 4.0
Teacher use of para. ———  mme | ee- 5.0 ——

Overall rating 3.5 4.3 4.5 - 4.0
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.

The means presented in Table 7 indicate a generally high
level of satisfaction among the staff in relation to personnel
support. Nearly all ratings of the support from colleagues
observed by the various staff groups were well above average,

The few exceptions which can be seen by lower ratings in Table 7
were due to inappropriate assignments, staff abgeQS?s or illnesses
and staff changes during the year. These eventé reéu}ted in less
than satisfactory ratings for specific roles in the Strengthehed
‘Early Childhood Program. The principals, the coordinators, one-
Bilingual Community Liaison and one guidance counselor received
very satisfactory ratings from their colleagues.

Overall Ratings of Programs. The final section of the

staff evaluation report deals with a comparison between the

Strengthened Early Childhood Program of 1972-73-and that of 1971-72,

Teachers, paraprofessionals, coordinators, principals and the

guidance counselor were asked if they participated in a-similér

program last year, how this year's program compared with last

year's, and whether they would choose to participate in a similar

program next year. The answers to these questioné appear in Takle 8.
The frequencies presented in Table 8 show a majority of

the staff has now had two Year's experience in the Distar Programs,

It further shows that a majority ofvthe staff wants to participate

in a similar program next year. It must be noted that several
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respondents qualified their answers by saying they wanted t? use
only the Distar Reading Program-next year. There were 28 s‘!taff
members who had participated in the 1971-72 program; 17 of these
believed the 1972-73 program to be superior to that year and 11

believed it to be the same. No one regarded this year's program

'+ as inferior to the prior program.

TABLE 8

STAFF COMPARISONS BETWEEN 1971-72 AND 1972~73 PROGRAMS
AND INTEREST IN 1973-74 PROGRAM PARTICIPATION

Teachers Para. Coords. Principals Guid. Couns.
N=17 N=20 N=2 N=2 N=1

Yes No Yes No Yes No Yes No Yes No
Did you parti-
cipate last 4
year? 11 6 13 7 2 0 2 0 0 1
Are you inter- .
ested in parti. :
next year? 12 5 17 3 2 0 2 0 1 0

How did this
year's program S=Superior 8=Superior 2=Superior 2=Superior (No basis

compare with 6=Same 5=Same O=Same . O=Same for rating
last year? O=Inferior O=Inferior O=Inferior O=Inferior

N
4
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PROGRAM EFFECTIVENESS

Students' Understanding of Basic Concepts. The first

objective of the Strengthened Early Childhood Program was to develop
students' understanding of the basic concepts of time, space and
quantity considered to be necessary for success in the primary
grades. Progress toward this goal was assessed by measuring
students® pre-and post-program performances on the Boehm Test of
Basic Concepts. An analysis of covariance was performed on the
pre-test and post-test scores of kindergarten, first and second
grade children in experimental (Distar) and control (Non-Distar)

groups. The results of those analyses are presented in Table 9.

TABLE 9

COMPARISON OF FRE-AND POST~PROGRAM SCORES 'ON THE
BOEHM TEST OF BASIC CONCEPTS FOR
" KINDERGARTEN, GRADES 1 AND 2

Pre Post Adjusted F-
Group N Mean Mean Post Mean daf ratio p
Kindergarten
Experimental

Control

First Grade

Experimental _
(Distar) 141 31.06 38.91 = 39.61

Control
_(Non-Distar) 81 35,07 40.33 39.12

1/219 .55 NS

‘Second Grade

Experimental
(Distar) 137 42,02 44,77 44,70

Control 1/222 1.47 NS
(Non-Distar) 88 41.55 45.06 45.16
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The F-ratios presented in Table 9 indicate that there were
nc differences between the performance of the.experimental (Distar)
grpups and the control (Non-Distar) groups, The Distar Language
Program is the part of the experimental program most closely

related to the concepts asggssed in the Boehm Test of Basic Concepts.

Therefore, it can be concluded that objecti&e one was not met;

the students in the experiméntal program did not show significantly
‘éreaﬁer'understanding of basic concepts than a comparable group

of students not exposed to the experimental program,

Students' Reading Achievement. The second objective of

the Strengthened Early Childhood Program was to develop reading
skills appropriate to each grade level. Assessment instruments
wax2 selected that were suitable for children at each grade level.
The kindergarten stu&ents' progress was méasured at~££e’beginning

and end of the program with the New York City Pre Readimg Assessment.

.
wen

First grade students were given the New York City Pre Reading

Asgessment at the beginning of the year and the Metropolitan

Achievement Test, Primary I at the end of the year. Second grade

students were given the Metropolitan Achievement Test, Primary I

at the beginning and end of the prog am and third grade students

were given the Metropolitan Achievement Test, Primary II at the

beginning and end of the program. The results for each grade

level are presented in Table 10.

-
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TABLE 10

COMPARISON OF KINDERGARTEN PRE-AND POST-PROGRAM SCORES ON
THE NEW YORK CITY PRE READING ASSESSMENT

Pre Post Adjusted F-
Group N Mean Mean Post Mean arf ratio p

Lanquaqge
Experimental 38 18.53 26,16  27.38

éD§St?§; . ' 1/99 5.39 .05

_Control 64 23.17 25.16 25.43
(Non-Distar)
P.S. 19

Visual
Discrimination
Experimental 36 11.47 20.06 21.40

gnést?zg .- 1/97 5.17 .05

.Controel 64 15.31 20.05 19.29
(Non-Distar)
P.S. 19

The.analysis of covariance performed on the kindergarten
students' scores resulted in F-ratios that were signifiéaﬁﬁyfor
both the language and visual discrimination subtests of the New

York City Pre Reading Assessment. This indicates that the objective

to develop basic reading skills was achieved for the kindergarten
students in the experimental program (D;star). It should be noted
that in the 1971-72 evaluation report, both P.S. 19 and P.S. 143

studenfs were given the Distar Reading Program. In the comparison

of those programs, kindergarten students at P.S. 19 outstripped the
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performance of students at P.S. iﬁB significantiy. During the
current year, P.S. 19 dropped the Distar Reading Program in the
kinderga;pen and served as the control group for P.S.'143. As

shown in Table 10, the Distar groups at P.S. 143 made significantly
greater gains than the Non-Distar groups at P.S. 19, It must
therefore be concluded that the Distar Reading Program was used
successfully. to develop the basic reading skills at the kindergarten
level,

The Distar Reading Program was used in the first grades at
both P.S. 19 and ?:S. 143+ 1In order to compare the progress of
students in the experimental program with students in a regular
program, a cbntrol group was obtained at P.S, 81. The results of
the first gradé comparisons are shown in Table 11. For this |
comparison, the New York City Pre Reading Assessment, language
gsubtest, was used as the covariate with the Metropoljitan Achieve-
ment Test, Primary I used fo;'the post-test scores.

The results of the analysis of covariance presented in
Table 11 show that the F-ratios are significant for two of the

subtests on the Metropolitan Achievement Test, Primary I, as well

as for the total reading score. The differences between the

Distar and Non-Distar groups were not significant for the word
knowledge g;bﬁest, It can be concluded, therefore, that the
_reading objéctive for the first grade studénts in the Distar Program

was met, with the exception of one subtest. The Distar groups




achieved significantly higher grade equivalent post-program scores

than Non-Distar groups in word analysis, reading and total reading.

-

TABLE 11

COMPARISON OF DISTAR AND NON-DISTAR GRADE EQUIVALENT SCORES
FOR FIRST GRADE ON THE METROFOLITAN ACHIEVEMENT TEST
USING THE NEW YORK CITY PRE-READING ASSESSMENT SCORE

~  AS THE COVARIATE

Covar, Adj. F=-
Metropolitan Reading N _ lang. Post Post as ratio p

Word Knowledgé'

Exper. (Distar) 140 25.01 1.99 2.00 |
Cont. (Non-Distar) 81 26.30 1.88 1.84 1/218  3.72 NS

Word Analysis

Exper. (Distar) 140 25,01 1,83 1.85 , ..
Cont. (Non-Distar) 80 26.48 1.64 1.61 17217 14.19 .01

Reading
Exper. (Distar) 140 15.08 1.76 1.78 1/218 10.75 01

Cont. (Non-Distar) 81 26.30 1.54 1.51
Total Reading

Expe.. (Distar) 141 25.01 1.89 1.91
Cont. (Non-Distar) 81 26.30 1.72 1.9 17219  8.13 .01

The Distar Reading Program was implemented in the second
grades at both P.S. 19 and P.S. 143. 1In order to compare the
progress of second graders using Distar with second graders in
a regulér'reading porgram, a control group was obtained from P.S. 81.

The raw scores from the pre-test and post-test on the Metropolitan

Achievement Test were converted into grade equivalents. The
R
grade equivalent comparison was made by an analysis of covariance

o d the results are presented in Table 12.
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TABLE 12

COMPARISON OF DISTAR AND NON-DISTAR GRADE EQUIVALENT SCORES
FOR SECOND GRADE STUDENTS ON
THE METROPOLITAN ACHIEVEMENT TEST

_Grade Equivalents
Pre Post Adj. F-
Group N Test Test Post daf ratio P

Word Knowledge

Exper. (Distar) 137 1,65 2,61 2.63

1/222 12,40 .01

Word Analysis

Exper. (Distar) 137 1.67 2.28 2.
Cont. (Non-Dis.) 86 1.59 2.18 2,

© 1,220 0.31 Ns

Reading

Exper. (Distar) 136 1.49 2.68 2.72

Cont. (Non-Dis.) 86 1.62 2.33 2.25 1/221 20.77 .01

Total Reading

Exper. (Distar) 137 1.58 2.63 2.69

Cont. (Non-Dis.) 88 1.70 2.28 2,19 /222 33.86 .01

The analysis of covariance for the second grade scores
resulted in F-ratios that were significant for two of the subtests

and for the total reading score on the Metropolitan Achievement

Test. The Distar and Non-Distar groups did not differ signifi-
cantly on the word analysis subtest. It can be noted that only

in the word analysis section of the Metropolitan Achievement Test

did the experimental group have a pre-test mean higﬁer than the
control group. In both other subtests and the total'reading
score the experimental groups started the year at a lower level of

performance than the control groups.
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The post-test means for the experimental groups exceeded
those of the control groups in each subtest score, however, the
difference was not significant for the word analysis subtest.
These data support the conclusion that the Digtar Reading Program
was used suécessfully in the second grade to achieve the reading
objective proposed for the program. The Distar groups gained
significantly more than Non-Distar groups in word knowledge, »
reading and total reading on the Metropolitan Achievement Test.

The Distar Reading Program was used in the third grades
only at P.S. 19, therefore, the controls used to compare Distar
and Non-Distar groups were selected from P.S. 143, The results of
the analysis of covariance using the grade equivalent scores from
the Metropglitah Achievement Test, Primary II are presented in
Table 13.

TABLE 13
COMPARISON OF DISTAR AND NON-DISTAR GRADE EQUIVALEN’I‘ SCORES

~ FOR THIRD GRADE STUDENTS ON THE
METROPOLITAN ACHIEVEMENT TEST

Pre Post Adj. F-
Group N Test Test Post daf ratio o)

Word Knowledge

Exper. PS 19 67 2,09 4,03 4.36 |
Cont. PS143 48  2.52 3.53 3,07 /112 38.24 .01

Word Analysis

Exper. PS 19 67 2.34 3,68 3,73 ‘

Cont. PS143 48  2.44 3,29 3.22 /112 14.59 .01
Reading o

Exper. PS 19 67 1.88 3.44 3.58

Cont. PS143 52  2.25 3,02 2.s¢ /116 28.77 .01
“otal Reading '

Exper. PS 19 67 1,97 3.61 3.80 ...
ont. PS143 52  2.35 3.23 2,98 /116 32.47 .01
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The F-ratios obtained in the analysis of covariance for
the third grade were significant at the .01 level for each subtest

as well as total reading on the Metropolitan Achievement Test,

Primary II. In each of th« subtests, the Distar groups started
the year at a lower performance ievel than the Non-Distar groups.
By the end of the year, however, the Distar groups' performance
exceeded that of the Non-Distar groups in ail areas of reading.
It can be concluded from these data, therefore, that the Distar
Reading Program was implemented successully at the third grade so
that the reading objective.was achieved. Distar groups at the
third grade achieved significantly more than Non-Distar groups on

word knowledge, word analysis, reading and total reading on the

Metropolitan éghievement Test, Primary II.

Studentg' Math Achievement. The third objective for the

Strengthened Early Childhood Program was to develop basic math
concepts and computation skills. The measuring instrument used to
assess progress toward the math objective wms the Metropolitan

Achievement Test, Primary I and Primary II. Since first and

second grade students at P.S. 19 and P.S. 143 both received Distar
Math, the controls for the first and second grades were obtained

at P.S- 810

The Metropolitan Achievement Test, Primary I, was in-

appropriate to use with first graders at the beginning of the

year so the Boehm Test of Basic Concepts scores were used as the
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covariate scores. The results of the analysis of covariance for
the first grade math scores appear in Table 14,
TABLE 14
COMPARISON OF DISTAR AND NON-DISTAR

FIRST GRADE STUDENTS' MATH GAINS ON
THE METROPOLITAM ACHIEVEMENT TEST

Boehm  Post  Adj. : F-
Group N Covar, Test Post ar ratio p

 Computation

Exper.(Dis.) 133 31.42 9,81* 10,07+
Cont., (Non=D) 79 34.94 11.84% 11.39* 17209 3.99 .05

Concepts

Exper.(Dis.) 141 31.06 16.45% 16.77%
Cont.(Non-D) 81 35.07 19.73* 19.16+ 1729 11.70 .01

Total Math

Exper, (Dis.) 141 31.06 1.34 1.36
eont.(Nen-D) 81 35.07  1.52 1.a8 17219 9.84 .01

*Raw score
The results seen in Table 14 show that the.F-ratios for the
subtegts on computation and on concepts as well as the total math
gscores were significant. The direction of the difference, however,
was in favor of the control or Non-Distar groups. This indicates
| that the Distar Math Program was not as effective as the regular
 math program in contributing to pupil progress in math., It must
be concluded, therefore, that the mhth objective for grade 1 was
not achieved. '
The Metpopolitan Achievement Test, Primary I, was used
to measure progress in math at.the second grade level. The

results of the analysis of covariance are presented in Table 15,
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TABLE 15

COMPARISON OF DISTAR AND NON-DISTAR SECOND GRADE MATH GAINS
ON THE METROPOLITAN ACHIEVEMENT TEST

Pre Post Adj. F=-
Group N Test Test Post af ratio D

Computation
Exper. (Distar) 137 10.62* 17,85* 17.,92%* 1/222 47.01 .01

cont. (Non-D.) 88 10.94* 21.55% 21.45%

conce EtS

Exper.(Distar) 137 17.79* 25,25%* 25,73%

Cont. (Non-D.) 88 20.70%* 27.01* 26.26% 1/222  0.65 NS
Total Math .

Exper.(Distar) 137 1.44  2.14 2.18

Cont. (Non-D.) 88 1.52  2.38 2.3 /222 - 5.34 .05

*Raw Score

The results shown in Table 15 indicate that the F~-ratios
for the computation and total math scores were significant. The
 F-ratio for the concépts subtest was not significant. The
differences were in favor of the control groups who did not receive
the Distar Math Program, however, This indicates that the exveri-
mental Distar Math Program was not as effective in promoting pupil
growth in math as the regular math program. Therefore, it must be
concluded that the math oﬁjective for the second grade was not

achieved.

Progress in math at the third grade was measured by the

Metropolitan Achievement Test, Pi-imary II., The experimental

Distar Math Program was implemented only at P.S. 19, so students
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in a regular math program at P.S. 143 were used as control groups.
The pre- and post-program scores fo: the Distar and Non-Distar
groups wvere coﬁpared by an analysis of covariance. The results
are presented in Table 16. _

TABLE 16

COMPARISON OF DISTAR AND NON-DISTAR MATH GAINS ON THE
METROPOLITAN ACHIEVEMENT TEST

Pre Post Adj. F-

Group N _Test Test Post 4af ratio p
Computation . :
Exper. PS 19 64  2.29 3.52 3.76
Cont. PS 143 51  2.67 3.92 . 3.62 /112 91 NS
Concepts _
Exper. PS 19 64  2.14 3.91 4.07
Cont. PS 143 51  2.42 3.75 3.54 1/112 8.57 .01
Problem Solving
Exper. PS 19 63 2.42 3.53 3.58
Cont. PS 143 50  2.53 3.52 3.45 /110 .76 NS
‘Total Math -
Exper. PS 19 64  2.19 3.6l 3.81 ... 6.96 .01

Cont. PS 143 51 2.47 3.69 3.45

The F=ratios in Table 16 show that differences between the
scores were significant for the subteet on concepts and for the
total math scores but not significant fér the snbtests on compu-
tation and problem solving. The differences that were revealed
favor the experimental Distar groups. These gata show that the
math objective for the third grades was partially achieved,

The Distar groups achieved significantly more in math corncepts

and total math than Non-Distar groups.
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In order to determine whether the experimental program
had an effect on students which was more beneficial than previous
programs of instruction‘they had received, the historical rate of
growth method of analysis was performed. Since kindergarten and
first grade children had not established an historical rate of
growth, the analysis was performed on secénd and third grade data
only. The results of the historical rate of growth analysis appear
in Table 17.

It is evident from the t-ratios in Table 17 that students
in the second and third grades in both the éexperimental Distar.
classes and the control Non-Distar classes exceeded the poét-test
scores anticipated for them. It can also be seen that the gains
above those anticipated from previous performances, were greater
for the Distar classes in'all areas except math at the second
grade. In second grade math, the control gfoup gains which were -
abcve those anticipated were larger than thé gains of the experi-
mental group. ‘The gains above those anticipated were larger
for the Distar classes in reading at the second grade and in
both feading and math at the third grade than they were for the
Non-Distar classes. It can be concluded, theréfore, that the
Distar Reading Program contributed to a higher level of achieve-
ment from children in the second and third grades and the Distar
Math Program contributed to a higher level of achievement from

children in the third grade than the regular programs.




S000° €b°L 88" I12°1 82°T 89°'t S8° 88°Z 99° Lb°T
S000° 9¥°9 0G°* 88 ° 68°0 €7°€ 88" EL'T 69° SE‘T
pa
S000° Zb'€l 60°1 Zr°1 .€6°0 19°€ GS* IS'T €b°  61°C
S000°* €T°'el 8e'l  ¥9°T  LO'T 19°t 29° €2°CT s8p° (L6°'l
: | L9
29ay], opeIo
S000° 91'11 8s"* 98°0 Lb® 8E'T £§° 6L°T SE€*° ST
S000° ¥8°'F A 8S°0 €S° 8Z'T Ob' 90°T 9Z° OL'T
| . 88
S000° -06°0T 9b* _  0OL'0 69° -PI'Z 19° 89°T 6£° b1
S000° (8°TI eL” G0°T 98° €9°Z 6S° 06°T 8tc° 8S°1
LET
- OM], apex9
d oT3ed  DOIcdIOTIUV UTeD G5 uesW  as uedi  as deaW N
-3 3A0QVY UTRS Tenjdy  3IS9L IS0gd IS8T IS04 IS 2ad

Tenjoy *OT3UY

HLVW ANV DNIAVdd NI

1

yaeW Telor.
Burpesay Hmuopwv
. aOH%&OWT@

U3eH Te30l
Butpeay Te3lOL

amu:weﬂumaxm

U3jen Te304

Putpesy Te301L
TOoX3U0D

U3en Te3loL

butpeay te30l
TejusautIadxy

STY00S INATVAINDT JAVEO HLIM JOHLIW JLVY TVOIYOLSIH IHL ONISA
SNIVO GILVAIDILNY ANV TVLLOV SHAQVYD QEIHL ANV ANODIS d40 SISATUNY

LT J1dYL




-44-

Guidance Services For learning Problems. The. fourth

objective for the Strengthened Early Chiléhood Program was to
screen children who may havé special learning problems and to
provide guidance services in dealing with these problems. In
order to assess progress toward this objective, teachers were
asked to complete an SEC Behavioral Checklist (see Appendix F)
for each child referred tb the Guidance Counselor. The SEC
Behavioral Checklist completed when a child was referred to the
Guidance Counselor was used as the ére-test me#sure of a child's
academic rating and summary of his behavior problems and the SEC
Behavioral Checklist completed at the end of the year was used as
the post-test. A desirable change in a child's academic ratings
‘would be reflected in an increase in his academic scores while a
desirable change in his béhévior rating would be reflected in a
decrease in the number of.behavior problemS-obserVed. It was not
possible to. obtain guidance records from P.S. 19, so no data.
appear here for that part of the program. The results for stddents

at P.S. 143 appear in Table 18.

et
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TABLE 18

COMPARISON OF PRE- AND POST-PROGRAM ACADEMIC RATINGS AND
BEHAVIOR PROBLEMS OF STUDENTS RECEIVING
GUIDANCE SERVICES AT P.S. 143

Pre Post .
N Test Post D t. 2
Academic :
Problems 65 7,31 10.95 3.65 " 9,68 .01
Behavior | |
Problems 65 30.22 18.65 11.57 9.81 .01

The t-ratios in Table 18 show that children who received
guidance services made a significant increase in their academic
ratings and a significant decrease in thelnumber of behgvior
prbblems teachers observed. The direction‘of the changes was
favorable for each area Qf performance., Further evidence of the
effects of the guidance sérvices at P.S. 143 was Trecorded on the
SEC Behévioral Checklist submitted for the evaluétion. The dates
of contacts with students, parents and referral agencies and notes
about the nature of the problems indicated a thorough program
directed toward the resolution of children's behavior problems.

The results of the evaluation of the guidance services at
P.S. 143 show tha£ children receiving gquidance services significéntly
increased in the academic ratings made by their teachers. Further-
more, the data show that children receiving guidande“SerVices

significantly decreased the number of behavior probiems observed

//’
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by their teachers. It can, therefore, be concluded that thér s
objective to screen children with s;ecial learning problems and

to implement'a program to help resolve thg_}earning problems was
achieved at P.S.-%ﬁ3. There are ne racords to suggest that a
similar program was implemented at P;S.zi%_althqugh the same
evaluation plan was initiated., Staff changes and irregular
attendance preven#ed the éﬁééessful completion of the evaluation

of the guidance services at P.S. 19,

Teachers' Interactive Skills. The fifth objective of the

Strengthened Early Childhood Program was to improve teachers'
interactive skills toward providing a positive classroom atmosphere
for developing independence and decision making among kindefgarten
children. In order to assess progress toward this objective, the

kindergarten teachers were video taped before and after training

in self analysis using the Anderson Ohservational iInstrument (see
Appendix G). The teachers estimated the amount of cdntrolling

(dominative) behavior and the amount of integrative behavior they
exhibited prior to receiving training in the use of the Anderson

-Observational Instrument {see Teacher Estimation Form in Appendix H).

Following the training, each teacher agair rated her own video

tape on the Anderson instrument. - The categories of the Anderson

Observational Instrument represent a continuum of teacher behavior
from integrative to dominative. Integrative behavior is facilita-.

tive of children's initiative, responsibility and decision making.
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Dominative behavior is teacher directed behavior in which the -
4&eacher imposes hey decisions on children, that is she tells

rather than asks.

The teachers®' scores on the Anderson Observational

Instrument were computed into an I/D ratio (Integrative/Dominative)

and subsequently into a percentage of integrativenessi. The larger
the percentage the more integrative the score. The differences

between the teachers' initial estimates and their final estimates

are shown in Table 19.
.TABLE 19

COMPARISON OF PRE-AND POST-TRAINING RATINGS
OF KINDERGARTEN TEACHERS ON USE OF
DOMINATIVE/INTEGRATIVE BEHAVIOR

-

: _ Teachers' Mean Ratings t-
Group N _Initial Estimate Final Estimate ratio p
* Kindergarten ' :
Teachers 7 2,88 1.45 . 2.07 . 05"
ag=5

In Table 19 it can be seer: that the teachers’ final
estimate of‘their integrativeness was significantly lower after
they received the training than it was initially. The teachers
became more aware of their controlling behavior and rated the’
percent of their integrative«behav}or_lower. The t-ratio of 2.07
is éignificant at the .05'1eye1.'
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In order to see whethér the teachers' ratings of their
video tapes differed significantiy from more obj€ctive ratings
of the_estimate of the domiﬂgtive/integrative behavior, their
video tapes were rated by a panel of £rained judges. ‘Eie results
of the comparison of ratings are shown in Tabléuzo.
TABLE 20.

COMPARISON OF TEACHERS' AND JUDGES*' RATINGS OF
TEACHERS' INTEGRATIVE/DOMINATIVE BEHAVIOR

- -

Mean Ratirgs of Video Tapes
Teachers ... Panel of Judges t p

.68 .36 1.6 NS

df=12

It is apparent in Table 20 that the ratings by the panel
of judges did not differ significantly from the teachers' ratings
of their own video tapes, . This sugéests that the teachers‘Were
objective in analyzing their own video tapes, From these data it
can ke concluded that (1) teachers ﬁho receive training in analysis
of their dominative/integrative behavior become significantly more
awvare of the percent of integrativeness, and (2) the teachers who
received training 4id not differ significantly from a panel of
trained judges in the ratings of their déminative/integrative
behavior. This preliminary pilot program suggests that video taping

and guided self analysis can be used to imprcve teachers'awareness
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of their controlling behavior aé a step toward improving classroom
atmosphere for developing independence and decision making among
childfen. Although the program was tried only at the kindergarten
level, it could be used at other grade levels.

Expanding the Educational Role of the Paraprofessional,

The sixth objective of the Strengthened Early Childhood Program

was to expand the educational role of the paraprofessional,

The evaluation plan envisioned was to compare the functions of
"baraprofessionals in Distar claésrooms with those of paraprofessionals
in Non-Distar classrooms. It was impossiblé to carry out the
evaluation_plans as devised since all paraprofessionals in the
StrengtHened Early Childhood Program participated in the Distar
Programé. Some paraprofessionalé were assigned to a Distar élass?
room full time while others were trained to serve as a floating
cluster of Diétar.instructcrs. In order to describe the roie of .
the paraprofessionals and to determihe the assessment df services
provided by the paraprofessionalé, itéms'were included on the
questionnaires to teachers, paraprofessionals, coordinators,
principals and guidance counselors to elicit necessary information.
Ail 20 paraprdfegsionals responding to the questionnaires reported
teaching Distar groups. Fifteen teachers reported full timé
instruction in Distar groups by paraprofessionals while only one
mentioned clerical tasks and four listed supervising, tutoring

and remedial work with students as fthtions of the parabrofessionals.
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It should be noted tiiat the two teachers who omitted listing the
instructional role of the paraprofessionals were teachers paired
with a regular ratio teacher and therefore did not receive assistance .
from a paraprofessiohal.

The assessment of the paraprofeésiqnals' services were
obtained from teachers', coordinators!', principals'.and the
guidance counselors' ratings on the questionnaires used in. the
Description of the Program section. The rating scale attributed
l=unsatisfactory, 2=barely satisfactory, 3=average, 4=above average
and S5=very satisfactory. The summary of the mean ratings from
the staff groups appear in Table 21. |

| TABLE 21

RATINGS OF PARAPROFESSIONAL SKILLS
AND SERVICES

. : Guidance
Teachers Coordinat.or Principal Counselor
v N=17 N=2 N=2 . N=1
Adequacy of
parapro- . ,
fessionals' 3.5 : 4.5 —— ———
preparation :
and skills
Overall rating
of services AR e e
provided by 3.5 520
paraprofessional
Shared teaching -
by teacher and 4.0 5.0 5.0 4.0

paraprofessional
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The means of the ratings of the paraprofessionals'services

’seen in Table 21 are all above average. -The teachers' assessments

of the services provided were lowest at 3.5 (slightly above average),
while the other rating groups evaluated them as above average to
very satisfactory. These data suggest that the majority of the
professional staff considered the services of the paraprofessionals
to be valuable and a necessary part of the Strengthened Early
Childhood Program,

Based on information repor..a by teachers, paraprofessionals,

coordinators, principals and the guidance counselor, it can be
oncluded that the paraprofessionals in the Strengthened Early

) Chlldhood Program were fully involved in. an instructional role
and their services were judged to be above average.

The paraprofessionals were asked to list any languages they
gpeak in addition to.English. Eleven reported that they spoke no
language in addition to English, seven reported they spoke |
Spanish, one re‘ported she spoke Grqek. énd one reporf:ed she spoke
French and Spanish. It appears that a slight increase in the
number of bilingual paraprofessionals has occurred since ‘the 1971-72

evaluation.

Parental Attitudes and Involvement. The final objéttive

of the,Stgengthened Early Childhood Program was to increase the

level of p?rental involvement and to improve the positive nature
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of parents' attitude toward the schools. - In order to measure
possible changes in parents' level of involvement or changes in
their attitudes toward schools, the Parental Attitude and Involve-
ment Scale was administered at thé?beginning and énd of the program
(see Appendices I zand J). . The frequency of éarental contacts
with the school vwas assessed for Spanish and English speaking
parents and converted to the percent responding at each level,
The perceﬁtages are reported in Table 22.

It can be noted in Table 22 :hat the percentages reporting
a higher level of involvement with the school increased during the
yeér for both Spanish and English speaking parents. It is aiéo
‘evident that Spanish speaking parents had a higher level of
involvement than English speaking parents generally. The only
exception to this trend was in talking with the school principal
and in knowing what one's child does in his class. For thésé
two questions, the English speaking pafents' level of fesponse'
equalled or exceeded the level of reépbnse given by Spanish
speaking parents. |

The data in Table 22 show that the level of parental
contact ﬁith the tqapher is.generaliy high, however, there are 17
percent of the_Spanish speaking parents and 13 percent of the
English speaking parents who had not discussed their{child's

progress with the teacher at the end of the year. Furthermore,

Cesnt)
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there were nearly 50 percent‘(47 percent ofFSpénish ahd 57'
percent of English) who had nggmgg;ggq_with the educational
assistant dgring the year. These aaté reveal a continuation of
a trend noted in prior evaluation reports that educational
»éssistants are not included in parent-teacher conferences,
Although the involvement. of paraprofessionals in the instructional -
role appears to have increased, it does not appear that they are
involved to a greater degree in contacts with parents.

The positive nature of parents' attitudes toward the
school was measurazd by their responses to the items on the
attitude scale dealing wi?h their belief that théy-couid change
the schools and teachers' willingness to see parents. The
rating scale was such that a high score indicated a more positive

“attitude than a low score (1=negativé attitude to 5=positive_
attitude). The responses were tallied and analyzed tb obtain the
diféeréhces between their attitudes at tﬂe 5eginning of the year
and the end of the year. 'These data plus the analysis of the
involvement scores for Spanish speakiﬁg and Englisﬁ speaking

parents appear in Table 23.
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TABLE 23

COMPARISON OF PRE-AND POST-PROGRAM ﬁEAN SCORES
FOR PARENTAL ATTITUDE AND INVOLVEMENT

Pre-Program Post~ Program
fh"ww»m”"! ’ Do
Spanish N Mean SD N Mean SD Diff. Score p

Parents

Involvement 94 11.04 3.66 127 13.09 3.20 +2.05 4.33 .01

Attitude 87 7.67 7.71 113  6.83 2.31 -0.84 1.61 NS
English . z=-
Parents N. . Mean SD N Mean 51 Diff, Score o)

Involvement 137 11.34 3,53 155 12.75 3.74 +1.41 3.33 .01
Aty tude 134 8,19 6.32 152 7.89 1.63 -0.30 0,53 WS

The z~scores shown in Table 23 indicate that there was
-avsignificant>change in the level of involvement for both
Spanish speaking and English sp;;king parents during the year
but that there was not a significant change in their attitudes.
The difference scores for attitudes show that the direction of
change was toward a more negative attitude toward‘the schools,
although the extent of the change was not statistically signifi-
cant, These results suggest that the schools can increase the

level of paréntal,involvemeht without increasing the positive

nature of parents' attitudes toward the schools.

Kd
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SUMMARY AND CONCLUSIONS

1. The process data showed that paraprofessionais rated
all aspects of thé program higher than the teachers did.

2. The Distar Readiﬁg Program was rated higher by SEC
staff'than the Diétar Language and Math Programs.

3. The SEC staff rated the level of parental involvement
lower than other aspects of the program,

4, The level of personnelrsupport, as viewed by the SEC
staff, is well above average.

5. The maJorlty of the SEC staff found the 1972—/3
program to be suverior to the 1971-72 program and want to parti-
ciééée 1n a s1milar program next year.

6. Objective one,to develop students' understanding
éf‘basié concepts nécessary for‘succeés in the p:imary grades,
was not achieved. The Distar Language Program did not produce
significantly higher scores for children in the program than
éomparable children achieved in a regular program.

7. Objectiﬁe two,to develop basic reading skillé,was
achieved for kindergarten, grades 1, 2 and 3.- Students ihmfhe
Distar Reading Program achieved significantly more in reading_
than comparabdle students in a regular progfam.

8. Objective taree, to deveiop basic math concepts and

computation skills was not schieved in grades 1 and 2; but was




achieved for grade 3. Students in the Distar Math Program in
~grades 1 and 2 gainea significuntly less in math concepts and
computation skills than compaféble studehts in a regular program.
Students in the Distar Math Program in the third grade gained
significantly more in math concepts and'bomputation skills
‘than -omparabla students in a regular program.

9. Using the historical rate of growth method to
analyze students' current performaﬁée ccmpared to their previous
performance, students in the control and experimental second
and third gradesVmade:significantly greaﬁer gaihs in reading and
math than those anticipated for them. Students in the experi-
:mentai groups in the second grade did not make higher gains above
antiéipated in math than studentsiin'a regular second grade program.
Studenﬁs in the experimental groups in the third grade made higher
gains above those anticipated in math than students in a regular
third gr&de ﬁfogram. Students in the eXperimental grbups in the
second and thifd‘grades made higher éains ébove those anticipated
in reading than students in vegular econd and third grade
""""iSngfams . | |
10. Students who received guidancé serviceé at P.S. 143
'made a significant increase in teachers'’ ratingé of their academic
performancé and a significant decrease in teachers' ratings of

their behavior probiems.
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11. Kipdergarten teachers who received training in tha
analysis of classroom atmosphere became significantly more
aware of their dominative and integrative behavior.

12, Paraprofiessionals are involved in a full teaching

role in the Distar Frograms. SEC staff associated with para-

[

\\grofessionals view their services as above average. Nine of the
éb paraprofessionais are bilingual.
13, The level of parental involvement increased signifi-
cantly during.the school year, but the nature of parents*

attitudes did not change.

RECOMMENDATIONS

1. The Distar Reading Program should be continued and
refined. Teacher preference for using the Distar Reading Program
should be considered in selecting staff for the program.

2. The Distar Language Program should be discontinued.
The content of the program does not appear to meet the language
needs of the population in District 24. |

3. The Distar Math Program should be continued at
the third grade levei.’ The Distar Math Program at grades 1 and 2
should be discontinued. The math progrzm used in the control
school should be examined for possible use in the experimental

schools.




4, Guidance services of the type provided at P.S., 143
should be continued and expanded. A guidance program must be
initiated and evaluated at P.S. 19,

5. Use of video tape analysis for training teachers to
become aware of their dominative and integrative behavior should
be continued and expanded,

6. Paraprofessionals appear to be a vital part of the
SEC program. Use of their services should be increased ari
their training continued. The addition of more bilingual para-
professionals srould continue. .

7. The program for parental involvement should be con-
tinued and expanded. A program of parent education to increase
" the positive nature of parents’ attitudes is warranted.



BILINGUAL COMMUNITY LIAISON PROGRAM
PROCRAM OBJECTIVES

The program objectives for the Bilingual Community
Liaison (BCL) were as follows:

1. To develop positive relationships among community
members, parents and school personnel and to promote positive
attitudes toward education.

2. To ;mprove the academic performance of non-English

speaking children.

EVALUATION OBJECTIVES

In order to assess progress in the accomplishment of the
program objectives, the following evaluation cbjectives were
developeds

1. Given a Spanish version of the Parental Atcitude and
Involvement Scale (see Appendix A) on a pre- and post-program
basis, Spanish speaking parents will show a significant increase .
in the level of invoivement in school related activities and in
the positive nature of their attitudes toward education.

2. Given a pre-test and post-test of academic per-~
formance (basic concepts, reading and math), non-English speaking
children whose families have direct contact with the Bilingual
Comaunity Liaison will perform significantly better than non-English
speaking children whose families do not have direct contact with

the Bilingual Community Liaison.
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DESCRIPTION OF PROGRAM

The Bilingual Community Liaison Program/functioned in
P.S. 19 and P.S. 143 during the 1972-73 academic year. The two
staff members who filled the BCL role were fluent speakers of
Spanish which is the dominant second language in both school
communities. The BCL wbrked directly with students, teachers,
parents, guidance counselors, administrative staff and community
agency staffs. The BCL frequently served as a translator during
parent conferences, parent meetings and home visits. In addition,
the BCL translated notices and correspondence sent to the homes
of Spanish speaking students and taught a class in Spanish to
teachers in tﬁé school.

PROGRAM EFFECTIVENESS

contacts With Spanish Speaking Parents. The first
»objective of the Bilingual Community Liaison Program was ﬁo
develop positive relationships among community members, parents
and school bersonnel and to promote positive attitudes towar?
education. This program objective wvas assessed iy administering
'a Spanish version of the Parental Attitude and Involvement Scale
to Spanish speaking parents during the first and last months of
the program. The results of that survey are presented here.

The Spanish speaking parents' report of the level of

contacts with the BCL and their ratings of the BCL services are
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shown in Table 1. It is evident that 70 percent to 88 percent of
the Spanish speaking parents had no contact at all with the BCL
during the first month of the program vhereas the percentages
having no contact at all were reduced to 35 to 54 percent at the
end of the year. The changes in the percent of parents having
some or quite a lot of contact with the BCL show the ways most
Spanish speaking parents benefited from the program. The BCL
activity for which the greatest percent of parents reported
quite a lot of contact at the end of the year (44 percent) was
that of translator in conferences with other school personnel,
The BCL activity which received the lowest report of parental
contacts was discusging non-sc¢hool related problems. These data
suggest that the primary role fulfilled by the BCL was that of
translator. An indication that translating is an important
function as viewed by Spanish speaking parents can be seen in
the final ratings of the BCL services At the end of the year 53
percent of the parentsvere very satisfiec? with the BCL services
and 27 percent were satisfied. It should be noted, however,
that at the end of the year 35 percent of the Spanish speaking
parents had not met the BCL, 42 percent had not discussed their
child's progress vwith the BCL, 44 percent had not discussed
school related problems with the BCL and 38 percent had not had
the BCL serve as a translator in conferences with other school

personnel, Despite these sizeable percentages who had no contact
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with the BCL, it should be noted that more than half had some
contact or quite a lot of contact with the BCL,

in order to test the significance of the differences
reported in parents' pre- andpost-program ratings of the BCL and
changes in their attitudes toward schoéls, a t-~test for uncorrelated
data was performed on the scores. Responses were weighted by
agsigning values of 3, 2 and 1 to the level of contact fesponses
and the ratings of satisfaction with BCL services. The nature of
parental attitudes was assessed through responses to the items
eliciting their opinion of the responsiveness of the school to
parental activity. The most positive response (strongly disagree)
was veighted as 5 decreasing to a value of 1 for the most negative
response (strongly agree). The results of the analysis of the
pre-program and post-program responses by pareﬁts are presented
in Table 2, |

The t-teat for uncorrelated data show that the numbers
of contacts between Spanish speaking parents and the BCL did in-
crease significantly during the year. The t-ratio of 2.68 is
significant at the .01 level. The analysis of the ratings of
satisfaction with the BCL services, however, did not change
significantly from the pre- tothe post-program ratings. Further-
more, the parents' attitudes toward the schools did not change
significantly during the year. Both analyses resulted in t-ratios
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that were not significant. These data support the conclusions
that (1) the number of contacts between Spanish speaking
parents and the BCL did increase during the program, (2) the
Spanish speaking parents d;d not consider the services provided
by the BCL to be any more satisfactory at the end of the year
than they did at the beginning of the year, and (3) Spanish
speaking parents did not significantly increase the positive
nature of their attitudes toward the schools during the year.
Academic Performance of Non-English Speaking Students,
The second objective of the Bilingual Community Liaison Program
was to improve the academic performance of non-English speaking
students. Records of student and parent contacts were kept by
the BCL to indicate the date of the contact and the nature of
the problem. In addition to the student contact records, one
BCL kept a daily log of activities. From these records, non-
English speaking students who had direct contact with the BCL
or vhose families had direct contact could be separated from
non~-English speaking students vho had no direct contact with
the BCL. Due to the limited number of children at each grade
level who had direct contact with the BCL, adequate data for
analysis were available for the first grade at P.S. 143 only.
The pre- and post-program scores for non-English speaking students
vho had direct contact with the BCL (or whosé families had direct

contact) were compared to scores of non-English speaking children
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who did not have direct contact with the BCL were compared by
an analysis of covariance. Since the reading and math test
could not be administered to first graders at the beginning of

the year, the language subtest of the New York City Pre-Reading

Test and the Boehm Test of Basic Concepts were used as covariates.

The results of the analysis of covariance presented in
Table 3 show that the scores of non-English speakiﬁg children who
had direct contact with the BCL did not differ significantly
from the scores of non-English speaking children who did not
have direct contact with the BCL, Thereforé.‘it is evident that
the academic performance (basic concepts, reading and math) of
non-English speakingkchildren was not improved perceptibly by
contact with the Bilingual Community Liaison.

In order to account for the extremely small number of
children for whom data were available for analysis and to
describe the way the two BCLs spent their time, the student contact
records and the daily log were examined. Only 41 student contact
records were submitted by one BCL who serves a school with several
hundred non-English spgaking students. Furthermore, the records
indicate that the majority of contacts with students dealt with
behavior problems suggesting that this BCL functioned as a Spanish
speaking assistant principal. The other BCL submitted student
information cards on more than 300 non-English speaking children
in the school, however, the records indicate that direct contact

was made ﬁith only 44 children or their families. This represents
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less than 15 percent of the Spanish speaking population in the
school. It should be noted that the daily log included references
to contacts or conversations with several people which were not
recorded on student record cards. There is nro way to ascertain
whether these were parents of non-English speaking children in the
school,

The daily log of one BCL indicated that time was spent
teaching Spanish to teachers and English to parents., This appears
to be a valid contribution even though the results did not visibly

affect the academic performance of the non-English speaking students.

CONCLUSIONS AND RECOMMENDATIONS

1. The number of contacts'between Spanish speaking parents
and the Bilingual Community Liaison increased significantly during
the 1972-73 academic year.

2. The level of parental satisfaction with the services
of the Bilingual Community Liaison did not change substantially
from the beginning of the program to the end.

3. Spanish speaking parents did nct significantly'increase
the positive mature of their attitudes toward the schools during
the year.

4. The academic performance of non-English speaking
children was not increased significantly by contact with the
Bilingual Community Liaison,

5. Less than 15 percent of the non-English speaking
population in P.S. 19 and P.S. 143 had direct contact with the

Bilingual Community Iiaison,
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6. On the basis of the findings of this evaluation,
it is recommended that the Bilingual Community Liszison Program

be drastically revised or discontinued.
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EDUCATIONAL ASSISTANT FOR THAINABLE MENTALLY RETARDED
(TMR) PROGRAM AT P.S. 19

e -

PROGRAM OBJECTIVE

To extend individualization of instruction to CRMD pupils
at P.S. 19 through the assistance of a paraprofessional as a means
of promoting growth in specific behavioral areas related to

academic performance,

EVALUATION OBJECTIVES

1. Given pre-post teacher ratings on the Devereaux
Elementary School Behavior Rating Scale (DESB), CRMD pupils will
manifest significant improvement in behavioral areas initiailly
diagnosed as problem areas,

2. Given at least two unannounced classroom observations
and two interviews, inferential professional judgment will indicate
expansion of individualized instruction for CRMD pupils and the

degree of pregram effectiveness

DESCRIPTION OF PROGRAM IN OPERATION
According to the proposal, the program obiective was to
be achieved in the following manner:s |

The Educational Assistant together with the TMR rescurce
teacher of the school and the two TMR teachers will
participate in daily and long range plannings work

with instruction of small groups or individual children
in reading and mathematics according to the plans

made with the TMR teachers; accompany individual children
or groups &s necessary; assist with audio-visual aids

and the utilization of instructional materials; assist
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in their lunch period. The Educational Assistant

will also aid the pupils by giving more individualized

attention and encouragement to the T™R pupils, The

Educational Assistant will service approximately

25-30 ™R children at P.S. 19.

Results of the evaluation indicate that the program generally. .-
adhered to the described procedures with the result that effective
services were provided to the TMR children.

Program Organigation. P.S. 19 serves a total of 56
Children with Retarded Mental Devalopment (CRMD). Of these, sixteen
children are considered to be Trainable Mentally Retarded (TMR)
with scores cn intelligence tests of at least three standard
deviations below the mean. Goals for such children frequently
include development of language and self-care skills; development
of self-awareness and social behaviors; and development of
functional academics and occupational skills., The remaining 40.
children, classified as Educable Mentally Retarded {EMR), show
greater potential in those capacitiss which comprise intelligence
and are functionally more advanced than TMR pupils.

Currently, the role of the Educational Assistant has been
clearly delimited to TMR pupils. This was 2 positive change from
1971-72 when the evaluation found that the Assistant's job included
'groups of EMR children 23 well. The present role permits the
Aggistant to focus her attention on a more homogeneous pupil
population a&nd to make better use of her personal strengths as
wvell as meeting the stated program objective that the service be

based on needs of TMR pupils.
The TMR pupils are organized in two classes of eight children

each. The younger group ranges in age from nine to 14 while the
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older class ranges from 14 to 17. The Educational Assistant's
schedule provides for time with each of the TMR groups.

Staff. The Educational Assistant at P.S. 19 is the same
person who held that position in 1971-72. She is a grey-haired,
sturdy woman of 58 years who came to the G;ited States from Cuba
in 1955. As noted in the last evaluation, her "...soft-spoken,
evenly-paced appearance transmitted grandmotherly qualities of
maturity, patience and nurturance" (p. 112). Further, she is
bilingual which permits her to communicate well with Spanish
speaking TMR pupils and their parents. She is frequently used
in this capacity when home contacts need to be made. Since
several children speak only Spanish and possess severe language
and speech handicaps, the bilinguail &bility is particularly |
valuable,

Prior to her employment in the TMR program, the Educational
Assistant worked for approximately six years in various parapro-
fessional roles in the Headstart Program at P.S. 146, Manhéttan.
She came to her current job in 1971 with neither training nor
experience in the field of mental retardation. While the
Educational Assistant expresses desire to improve her competence,
she has not yet undertaken professional preparation to supplement
the supervision vhich she receives from the TMR resource and
classroom teachers. The Educational Assistant has not made plans

for completion of coursework as part of the "Career Ladder"

program for paraprofessionals.
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Program Content. Although the duties of the Educational

Assistant include aiding in the arrival and departure of pupils
on the school bus, accompanying groups on trips into the community,
and helping during lunch, the majority of her time is spent
assisting with diréct instruction of pupils under the guidance
of the TMR teachers.

Particularly, the Educational Assistant works with those
pupils vho require a high degree of supplemental remedial attention
beyond that given by the teacher. 1In that capacity, she vas
observed working with non-English speaking pupils who werz recent
arrivals to the United States. Emphasis was blaced on the
development of receptive and expressive oral language. Speech
was elicited through presentation of auditory and visual dis-
crimination tasks and perceptual-motor training experiences.
Activities observed includes

1. Identification and oral labeling of various parts of
the body

2, Identification, oral labeling, and discrimination of
primary colors

3. Using markers to color within prescribed boundaries

4, Matching, sorting, and sequencing of wooden numerals

The Educational Assistant works with certain TMR pupils
who ére at a comparatively advanced level and, thus, frees the

teacher to offer more basgic instruction where necessary. She was




observed assisting twvo adolescents in functional academic areas of
vriting and arithmetic. One pupil learning to write her own name
had made substantial progress as evidenced by samples of earlier
efforts.

The Educatijonal Assistant also wvas observed helping the
teacher during instructional and recreational large group activities,
During a period stressing rhythm development, she assisted pupils
in imitating rhythmic patterns using percussion instruments while
the teacher played a piano. Similarly, for a task of throwing beanbags
into a small pox shews translating directions into Spanish and
aiding a pupil who was keeping score.

PROGRAM EFFECTIVENESS

Observations and Interviews. BPased upon the observational
and interview format specified, the evaluator found that the
program led to significant expansion of individualized instruction
for TMR pupils. Reports by TMR teachers indicate that the pre-
sence of the Educational Assistant permitteé them to plan more
flexibly for the needs of individual pupils, to implement several
levels of instruction to small groups, and to organize more varied
large group experiencea, Additionally, the TMR teachers cited
evidence that the Educational Assistant’'s effect upon pupils’
language development., self-care skills, and knowledge of functional

academics varied in relation to her type and degree of conﬁinuous
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contact with the individual pupil. Those pupils regularly scheduled
with the Educational Assistant for focused purposes tended to
derive the greatest benefit.

The resource teacher and TMR classroom teachers held an
evaluation session with the Educational Assistant during the Spring.
At that time, her current functioning was discussed and plans for
future directions formulated. All parties felt that the meeting
was productive.

Professional judgment is that the role of Educational
Agsistant was implemented in & manner which led to pupil growth,
The Assistant’s greatest strengths are her personal characteristics
of flexibility, and genuine concern for the pupils. She enjoys
her work with T™MR pupils and feels that a contribution to their
development is being made. She communicztes in an open, non-
threatening manner; is highly supportive to pupils' 2fforts;
rarely is critical and never is punitive.

The frequent, high quality supervision provided to the
Educational Assistant over the past two years has led to her
development in the instructional role. She is now more familiar
with learning materials and procedures used in the TMR classes.
Yet, the instructional role remaing her most serious limitatiocn.
While she is quite intuitive, the Educational Assistant lacks .
many of the technical skilis needed to help pupils get the most
from educational activitles. Since she probably will not take
relevant academic coursework, it is likely that the Assistant

will continue to be totally dependent upon teacher supervision
and will takxe little initiative for program planning.




On balance, the Bducational Assistant is very much an
assistant. She relates well to pupils and teachers, partipipgtes
in all aspects of the program, uses supervision well, and seems
quite dedicated to the work. Despite her lack of formal training,
evidence of pupil work and teacher ratings suggest that she is
effective in helping TMR pupils to learn. |

Measurement of Pupil Progress. As indicated in the
Interim Report, the decision was made not to utilize the Devereaux
Elementary School Behavior Rating Scale (DESB) in evaluating the

TMR pupils on pre-post-program bagis. Rationale for the decision
included:

1. One of the two TMR teachers went on a semester's
sabbatical leave in February 1973, Her replacement was a teacher
who had never before worked with retarded children. It was
believed that a pre- post-program evaluation based on teacher
reports in such a situation would have limited reliability.

2. The DESB was originally formulated for use with
children functioning above the TMP level. While useful for EMR
pupils, it wvas believed that the behavioral descriptors of the
DESB were unrelated to the problems 6f the TMR pupil and would not
serve.as appropriate items in an evaluation instrument.

While anticipating that a gelf-concept scale utilizing
pupil reports would be substituted for the DESB, it was found
that the language ability required to respond to the simplest
questions was far above the level of most TMR pupils. This plan

wvas also discontinued.
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Future evaluations should consider use of the Adaptive
Behavior Scale available from the American Association on Mental
Retardation. This scale was formulated for use with the severely
retafded and is a teacher report schedule based on classroom
observation of pupils.

SUMMARY AND CONCLUSIONS

The Educational Assistant with TMR pupils at P.S. 19
provides valuable services to those pupils. Evidence from
teacher ratings, work of pupils, and observation/interview pro-
cedures indicate that pupils are receiving additional individualized
instruction because of the Assistnat‘'s presence and that such
instruction leads to pupil learning. In large part, the success
of the program is due to the amount and quality of supervision
offered to the Asaistant and to the personality characteristics
of the individual in the role.

The Educational Assistant is now used only with TMR pupils.
This is an important, positive change from 1971-72 and follows

recoomendations made in the evaluation at that time,

RECOMMENDATIONS

Several recommendations may be mades

1. The Educational Assistant should be encouraged to
take coursework relevant to her role with TMR pupils to gain
.additional technical instructional skills,




2. Greater use could be made of the Educational Assistant's
skill in sewing and homemaking with TMR pupils.

3. An additional Educational Assistant for EMR pupils
should be employed. Those children would require a person with
different personal and professional skills, but would profit frum
supplemental remedial instruction.
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THE NON-PUBLIC SCHOOL PROGRAM

PROGRAM OBJECTIVES

In response to the needs of Our Lady of éorrows and
‘Transfiguration schools, the following objectives were delineated.

Cur Lady of Sorrows

1. To develop understanding of basic concepts of quantity,
space, and time needed for success in the primary grades.

" 2. To develop reading skills, of first and second grade

children through a systematic instructional program (Distar).

Transfiquration

3. To provide corrective read{ng, math and Eaglish as a
Second Language instruction to childreﬁ vho are reading below
grade ievel, who are in need of corrective math, and who need

English as a Second Language,

EVALUATION OBJECTIVES

The evaluatiocn of the Non-Public School Program was designed
to assess the degree to which program objectives were achieved.
The objectives of evaluation weres

1. Given the Boehm Test of Basic Concepts on a pre- post-
program basis, first and second grade students in the\%gygram at
Our Lady of Sorrows will show significantly greater gains in

understanding basic concepts when compared to a contrpl group.

AN
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2. Given a post-test on the S.R.A. Assessment Survey in

Reading and Lanquaqe Arts, first and second grade students in the
program at Our Lady of Sorrows will show significahfl?"dreatef”'"'
gains in reading and language achievement when campared to a
control group.

3, Given pre- post-test scores on reading and math
achievement tests, students in the classes served by the para-
professionals under the guidance of Title I teachers will show

B \Eéins beyond those expected from the normal classroom program.
|

METHODS OF DATA COLLECTION

In order to achieve the evaluation objectives, it was
necessary to use various methods for collecting pertinent data from
the target schools. Thg three ma jor means of collecting data were:
interviews, observations and pre- post-testing.

Interviews and Observations. Interviews and observations

were made by a member of the evaluation team. The data gathered
from these sources were used to describe and evaluate the program
in terms of the principals', Title I teachers' and paraprofessionals'
perceptions of the program. The observations of classes in progress,
in a certain sense, served to validate some of the perceptions
and inferences of principals and teachers.

Testing. The testing phase of the evaluation provided
objective data on whether or not the objéctives of the program

wvere achieved. It assessed the effects of the program on students'
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achievement in basic concepts, reading and language skills.

At Owr Lady of Sorrows the Boehm Test of Basic Concepts

and the S.R.A. Survey Assessment in Reading and Language Arts vere

the instruments utilized to measure the effects of the program on

students' achievement in concepts, reading, and language. At .

Transfiguration,the Metropolitan Achievement Testsin reading and

math were used to measure the effectiveness of the corrective
reading program and the corrective math program. In addition, the

Gray Oral Reading Test was used to measure oral reading proficiency.

Unfortunately, no specific measure of growth in English oral
language proficiency was used for children in the ESL Program, however,
implications about proficiency in English can be drawn from the

reading data.

DESCRIPTION OFF PROGRAM IN OPERATION

The Non-Public School Program functioned in twe schools,
namely, Our lLady of Sorrows and Transfiguration. Each school
developed a program to facilitate and enhance 1learning for a
particular target population.

The priority at Our Lady of Sorrows was to provide a systematic
instructional program in reading and language for children in thﬁ‘
first and second grades. To this end, the Distar program from
Science Research Associates was adopted. This program involves

highly structured reading and language techniques and is predicated

<
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on various assumptions, such as, some subject matter areas and
some modes of learning are better than others; and if learning
is to occur; concepts and ideas must be presented sequentially.

The Distar reading and language program was conducted
daily, Monday through Friday, frdm December to the close 6f schboi
in June. This program was conducted according to the specifi-
cations of the Distar consultants; that is to say, that three
adults--the Title I teacher and two paraprofessionals--were in
the classroom, each working with a group of ten to 12 children.
The three adults functioned as a team and had on-going inservice
training and evaluation from the District and Distar consultants,

It must be noted that from the time of Distar'g inception
at Our Lady of Sorrows, the teachers did not feel compelled to
comply completely with all of the specific directives of the
program. This had no apparent negative effects because the teachers
had initiated and built in a certain kind of flexibility that
enhanced active student participation and also counteracted |

: student boredom which is often a by-product of repetition of
patterns.

Sixty students from the first and second grades were the
subjects of this systematic reading and language program at Our
Lady of Sorrows. The 30 students at each grade level were divided
into three subgroups of ten students each. The selection of

eligible students to be serviced was based on the fact that they
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were originally identified and serviced by Distar programs in
neighboring public schools from which the parents transferred
their children to Our Lady of Sorrows. These parents had requested
the principal to continue with the Distar program at Our Lady of
Sorrows. They believed that through Distar their children had
the beginnings of a firm foundation for reading and language skills
and they did not want to take chances on another technique. The
administration conceded to the parents' request. Although the
acceptance and implementation of the Distar program at Our Lady of
Sorrows was never a problem, during the course of the year the
principal and teachers became even more convinced of the apprcpri-
ateness of the Distar methods for getting children to read and to
develop language skills, especially for children who are handicapped
in the use of English. |

The priority at Transfiguration was corrective reading,
corrective math, ani English as a Second Language for students in
grades 2-9 who were reading below grade level, who were in need
" of corrective math, and who were'in need of Engiish as a Second
Language. Two paraprofessionals were assigned to work with
Centralized Non-Public School (N.P.S.) Title I Teachers at Trans-
figuration. One worked daily from 9100 to 3:00 and the other
worked two hours daily. The paraprofessionals assisted the
Centralized N.P.S. Title I Corrective Reading Teacher (CRT),
Math Teacher, and Egnlish as a Second Language Teacher (ESL).
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The Title I CRT spent two days per week at Transfiguration, the
math teacher was assigned one day per week, and the ESL teacher
vas assigned two days per week.

A total of 50 students participated in the three programs
at Transfiguration, 17 in corrective math programs and 33 in
corrective reading and ESL progfams. The corrective math prcgram
served four groups of four students per group one day a week,
whereas the correcti.~ 7Teading and ESL component of the program
served six groups of approximately six students per group two
days per week. Selection of students was based on past reading
scores and on recommendations of the teachers to the principal.

Based on interviews, observations, and textbook examination,
the CRT and ESL teachers with the assistance of paraprofessionals
focused on three areas: oral language proficiencv, word skills,
and comprehension. Language development was given ma jor emphasis
because of the participants® need to understand and to speak English.,
The children who were in the ESL and corrective reading program
came from homes where Greek was the native language and English
was not spoken in the home.

Individualization at Transfiguration was a high priority
in all three programs. However, teachers did instruct the chikiren
in groups as well as individually. Students, too, were given
opportunities to work individuvally on projects related to reading,
language arts, and math. Children were able to choose areas of

interest and had opportunities to be self-directed and creative.
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The teachers at Our Lady of Sorrows and Transfiguration
were experienced and trained teachers and all but one had worked
in these schools previously. Their work was very much facilitated
by the assistance of the paraprofessionals in the two schools.

In both schools,the paraprofessionals did have some training and
prior experience as teacher aides or educational assistants.
Paraprofessional and teacher turnover at Our Lady of Sorrows and
Transfiguration was virtually nonexistent. There was one exception,
the CRT at Transfiguration. There were three changes in teachers
in the corrective reading program due to health reasons.

In summary, the teaching staff at Our Lady of Sorrows and
Transfiguration was qualified and seemed highly competent. Their
competency was manifested in their interest in student achievement,
in their awareness of the children's difficulties, in their use of
a variety of teaching techniques and audio visual aids, and in

their orgamization and coordination of classroom activities.

EFFECTS OF PROGRAM ON CHILDREN

Our Lady of Sorrowvs

Growth in Understanding Basic Concepts. Objective one

states that given the Boehm Test of Basic Concepts cn a pre- post-test

basis, the students in the program will show a significant gain
on the post-test. The statistical technique of analysis of co-

variance sas the method used to assess the gains of the Distar
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and Non-Distar groups. In this method, the difference between
groups on the pre-test is taken into account in assessing the
gain made during the program.
Table 1 shows the mean data and the results of the analysis

of covariance for grade 1 on the Boehm Test of Bagic Concepts.
It is evident that the Distag group on the pre-test measure began
with a mean greater than that of the Non-Distar group. However,
the Non-Distar group on the post-test and adjusted post-test per-
formed better and the gain was significantly greater than the
Distar group at the .01 1level.

| TABLE 1

ANALYSIS OF COVARIANCE FOR FIRST GRADE
ON THE BOEHM TEST OF BASIC CONCEPTS

Actual Adjusted
Pre-Test Post-Test Post-Test F-
N Mean Mean Mean df Ratio p
Distar 29 37.8621 39.5517 39.1589 1/55 7.2210 .01

Non-Distar 29 36.7931 41.1724 41 .5652

Table 2 shows the results of the analysis of co-
variance for grade 2 on the Boehm Test of Basic Concepts. At the
second grade level, also, the Non-Distar group performed signifi-

cantly better on the post-test than did the Distar group.
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TABLE 2

ANALYSIS OF COVARIANCE FOR SECOND GRADE
ON THE BOEHM TEST OF BASIC CONCEPTS

. Actual Ad justed
Pre-test Post-test Posgt-test Fe
N Mean Mean Mean df Ratio
Distar 29 39,2414 41,1379 42.8397 1/57 5.7877
Non-Distar 31 44,2903 45 .7097 44,4177

In summary, the anticipated projection that the Distar
group would perform better and have significantly greater gains'
than the Non-Distar group was not supported. In both grades, the
'Non-Distar group at Our Lady of Sorrows performed better than the
Distar group.

Growth in Reading Achievement. The second evezluatior -
objective stated that given a post-test on tne S.R.A. Assessment
Survey in Reading and Lanquage, first and second graders in the
Distar program will show significantly greater gains when compared
to a control group. Tables 3, 4, and 5 show the results of the t-
tests for independent samples for grades 1 and 2 on the S.R.A.
Survey Assessment in reading and language. All Non-Distar groups
achieved significantly higher post-test scores than did the Distar
groups (p € .0005 level). However, caution should be taken in
making a generalization concerning the effectiveness of Distar
versus Non-Distar. The results cannot be attributed conclusively

to the treatment program sinhce a pre-test control measure was not

P

.05
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available. The groups cannot be assumed to be equivalent since
there arze differences in prior educational experiences andlthe
socioeconomic background of the children. In addition, the lack
of English proficiency among the children in the Distar group
must be considered.
TABLE 3
COMPARISON OF OUR LADY OF SORROWE FIRST GRADE

DISTAR AND NON-DISTAR STUDENTS ON THE POST-SCORES
OF THE READING SUBTEST OF THE S.R.A. ASSESSMENT SURVEY

Mean t-
Group N Mean S.D. Difference Ratio P
Distar 33 1.7 .49 1.1 8.2777  .0005
TABLE 4

COMPARISON OF OUR LADY OF SORROWS SECOND GRADE
DISTAR AND NON-DISTAR STUDENTS ON THE POST-~SCORES
OF THE READING SUBTEST OF THE S.R.A. ASSESSMENT SURVEY

Mean t-

Group N Mean S.D. Difference Ratio p
a.Non-Distar 32 3.3 .77 .90 4,9149 ,0005*
b.Distar 30 2.4 .65 .90 5.5583  ,0005%*
c.Non-Distar 31 3.3 .62

*Comparison between a and b.
**Comparison between b and c.
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TABLE 5

COMPARISON OF OUR LADY OF SORROWS SECOND GRADE
DISTAR AND NON-DISTAR STUDENTS ON THE POST-SCORES
OF THE LANGUAGE SUBTEST OF THE S.R.A. ASSESSMENT SURVEY

Mean t-
Group N Mean S.D. Difference Ratio p
a.Non-Distar 32 3.3 .78 XY 1.1 6.7171 ,0005%
b.Distar 26 2.2 .48 .9 6.6878  .0005%*

c.Non-Dister 31 3.1 .52

*Comparison between a and b.
*¥Comparison between b and c.

Transfiguration

In ordér to assess the effectiveness of the corrective
reading and English as a Second Language programs at Transfiguration,
it was necessary to use the historical rate of growth and the
correlated t-test methods to ascertain whether the gains were
significant. The historical rate of growth procedure takes into
consideration the individual’s own rate of growth. In this method,
the student is his own control because the student‘’s anticipated post-
test score is compared with his actual post test score. The antici-
pated post-test score is predicted from his past rate of academic
achievement. It is assumed that if a student has an historical
rate of growth of .9 he will make similar gains and that these
gains cannot be ascribed necessarily to the special program.

Hypothetically, then, if a student obtained a 5.2 on the pre-test
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and has a ,9 historical rate of growth, his anticipated post - test
score can be predicted to be 6.1, If the anticipated post-test score
is exceeded by his actual performance, then it can be affirmed

that the gain beyond the anticipated post-test score is the result of
the reading program. If, on the other hand, the actual post-test
performance is equal to or less than the anticipated post-test score
the program cannot be considered any more effective than the
regular classroom program.

Growth in Read.ng Achievement. Using the historical rate
of growth procedure and correlated t-tests (on the Gray Oral Reading
Test scores) for children in the corrective reading program at
Transfiguration, the results show that the children in grades 2,

3, 4, 5 and 9 made significant gains above anticipated whereas
children in grade 7 did not. For the total group the average

actual mean gain as determined by pre-~- post-scores was 2.5 years which
is significant at the ,0005 level and thé average mean gain above
anticipated post-scores was 2.1, also significant at the .0005 level,
Table 6 delineates and summarizes the findings for the Gray Oral
Reading Test.

Table 7 summarizes the corrective reading program data as
measured by the Metropoiitan Achievement Test. Again using the
historical rate of growth and the correlated t-test methods to
assess the significance of gains in reading, it can be seen that .

children in grades 2, 3, 4, 5, and 9 made significant gains when their
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actual pre- and post -scores wvere compared.“The actual gain made

in grade 7 was not found to be significant. When comparisons

were made between the anticipated post- aad actual post-scores,

only the ninth graders were found to have made significant gains.
Although studeﬁts in grades 4, 5, and 7 averaged gains above
anticipated, their gains were not sigrnificantly above those anti-
cipated. The third graders achieved post-test scores significantly
below expected. For the group as a wvhole, the average gain of .2
above expected was not significantly above the gain expected for
children in the program.

Growth in Math Achievement. The students in the corrective

math program at Transfiguration achieved gains above those which
were anticipated as measured by the Metropolitan Achievement Test.
Table 8 shows that there was a 2.1 mean gain above the anticipated
score for the total group which waé significant at the .0005 1level.
Table 8 also delineates the result of the pre-, post-,and anti-
cipated post~comparisons and the t-ratios for two grade level groups.
In Table 9 a summary of the results of third grade students
on three subtests for mathematics can be found. The gains of the
third graders vere significant in all areas: computation, mathe-
matical concepts, and problem solving. According to the post-test
results it can be affirmed that program participants are achieving
on or above grade level. Therefore, becaugse of their progress,
the students are ready tc be transferred to the regular math

program in the school. The mean gain for third graders was 3.0,
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Table 10 indicates the results of other grades who
participated in the corrective math program. The gain mean
of 2.0 was significant at the ,0005 level. However, it should be
noted that these participants are still at a disadvantage and

need to continue the program or a similar one.

SUMMARY AND CONCLUSIONS

The evaluation of the non-public school programs resulted
in the identification of some trends Lut not conclusive evidence
of the programs' effectiveness. Problems associated with the
initiation of a new program ~t Our Lady of Sorrows and some late
.pre-testing. combine to produce results that are tenuous. The
following statements, drawn from the data presented in this report,
should not be considered as conClusive ones,

1. The first an2 second grada Hon-Distar groups at
Our Lady of Sorrovws gained significantly more than the Distar

groups in understanding basic concepts of time, space and

quantity.

2. The Non-Distar groups at Our Lady of Sorrows achieved

significantly higher post-test scores on a reading and language

test than 4id the Distar groups; however, pre-test measures were

not available to see if the groups were comparable at the beginning

of the program.
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3. Students in the corrective reading program at
Transfiguration in grades g,'3. 4, 5 and 9 made significant gains
above those anticipated fér them in reading as measured by the
Gray Oral Reading Test. Students in grade 7 did not make
gains above those expected.

4. Students in the corrective réﬁding program at
Transfiguration in grades 2, 3, 4, 5, and 2 made significant gains
in reading when actual pre- and poast-test scores on the Mei_:romlitan

Achievement Test were compared, however, only the ninth graders made

significant gains when their anticipated post-test scores were
compared to their actual post-test scores, '

5. Students in the corrective math program at Trans-
figuration made significantly larger gains than those anticipated

for them.

RECOMMENDATIONS

Based on a recog;ition of the tenuous natura of the
conclusions drawn above and observation and interview data,
the following recommendations are made,

1. The Distar Programs shouid be continued at Our
Lady of Sorrows and the effectiveness of the program should be
tested adequately, The results of this evaluation cannot be

used as definitive evidence of the. program effects on students.




=98~

2., The corrective reading and math programs at Trans-
figuration should be continued. By reducing starf changes
increased stability can be brought to the program.

3. The Engliéh as a Second Language Program was not
evaluated since no adequate growth measures were obtained, The
continuation of this program is a decision to be made by the

staff involved until a complete evaluation is conducted.
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ENGLISH AS A SECOND LANGUAGE PROGRAM

PROGRAM OBJECTIVE

The primary objective of the Title I English as a Second
Language Program wasst

To provide instruction in English as a second lianguage
in order to increase program participants’ oral language fluency

in English.

EVALUATION OBJECTIVES

In order to assess program effectiveness, the following
evaluation objective was useds

Given oral English fluency ratings on a pre- and post-test
basis, pupils will manifest significant gains in ability to use

English,

METHODS OF DATA COLLECTION

Two measures were used to assess pupil growth in English
as a second language. The Scale for Rating Oral Lanquage Ability
,22 Pupjls (see Appendix A) provided a measur2 of pupils' productive
facility in English and is based on teacher ratings of children's
oral skills ir several language areas. The Linquistic Capacity
Index, developed at the Southwest Educatiorial Development Laboratory,
was used as a measure of the pupils' receptive competence in English.
Both tests were administered to students on a pre- and post-~program

L

basis.
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In addition, observations were made of the ESL teachers

and interviews were held with the program coordinator,

DESCRIPTION OF PROGRAM

The Title I English as a Second Language (ESL) Program
wvas implemented in January, 1973 as a half year program to
service children in the target population at three schools,

P.S. 68, P.S. 81, and I.S. 61. One ESL teacher was assigned to
each of the elementary schools and two were assigned to the
intermediate school.

Program Desigqn. Based on recommendations from the previous
year's evaluation, an effort was made to design a carefully planned
program that was structured to provide students with consistent
and intensive daily instruction in English over the entire treat-
ment period. The proposed design called for 48 pupils to be
serviced by each of the elementary ESL teachers and 50 to be
serviced by each ESL teacher in the intermediate school. Thus,

196 students were to be serviced by the program.

At the two elementary schools, the 48 students were to
be divided into three groups. Two groups of 16 pupils each were
to meet five times a week in one and a half hour sessions for a
total of seven and a half hours of instruction each we;i. These
32 pupils were to be drawn from among the students in the target

population who were rated lowest (categories F, E and D) in
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English proficiency based on the Scale for Rating Oral Language
Ability of Students. The third group of 16 pupils was to meet
four times a week for one hour and 15 minute sSessions, a total of
five hours of instruction weekly. This group was to comprise
students in categories "F," "D," and "E" who could not be serviced
in the first two groups. Remaining places could be used to
service students who received a "C" rating on the oral fluency
scale.

At the intermediate‘BChool. the design called for each
teacher to divide the 50 pupils into five groups of ten students
each. Each group would meet for 45 minutes per day, five days a
week, a total of three hours and 45 minutes of instruction weekly.
Three of the five groups were to be comprised of students most
in need of instruction in Englishj; those rated "F," "E," and "D"
on the oral language scale. The remaining two groups were to
be selected primarily from the "D" and "C" categories,

Five preparation periods per week were built into the
program structure to be used by the TESL's (Teachers of English
to Speakers of other Languages) for program related activities
such as lesson planning, screening, placement and orientation of
new pupils, record keeping, administering tests, and conferences
with teachers, parents, guidﬁnce counselors, supervisors, etc.

In addition, the TESL's could use these periods to provide
further individualized instruction to students in the "F"

language category.
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The program was coordinated by the District English as a
Second Language Specialist wvho was responsible for conducting
monthly inservice teacher training sessions and providing ongoing
program supervision.

Program Implementation. Examination of class rosters,
observations in the schools, and interviews with the staff revealed
that the ESL Program was not implemented according to the design
described above. Scheduling difficulties, the number of studénts
actually in need of instruction versus the number planned for,
the fluctuation in the target population, and administrative
preferences were factors which brought about substantial changes
in the structure of the program at each school. In general, the
result was that each teacher had more groups, of varying sizes,
meeting differing amounts of time durinyg the week than originally
planned.

For example, at one of the elementary schools, instead of

" the 48 students called for in the design, the ESIL teacher serviced
approximately 80 students who were organized into seven instructional
groups varying in size from ten to 14 students. Each group met
for only 45-minute instructional periods, with one %{gup meeting
five times a week, while two groups each met four, thrééxgpﬁ twvo
times a week. At the other elementary schocol, the ESL teacher had
eight instructional groups varying in size from five to 15 students.

The amount of instruction received by these groups ranged from a
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total of 20 minutes per week for two groups to a total of six hours
per week for other groups. Modificationrs were made at the inter-
mediate school also, but the program was more similar to the
proposed design in that each teacher had five groups receiving
instruction for sessions of approximately 45 minutes. However,

one of the groups met only twice a week while another had two
sessions per day five days per week. In general, however, those
children rated lowest in English at each school did receive the
most instruction.

The modifications that were made at each of the three
schools did result in a larger number of students being serviced
by the program than originally planned. However, the changes also
meant that the average amount of time each student received in-
struction was diminished considerably. Clearly, the District 24
staff must weigh the gains tc be derived from servicing a large
number of students with less instruction against the gains to be
derived from providing a smaller number of students with more
instruction.

Another problem erountered in the program, relates to
the relatively high amouni. of fluctuation in the student population.
As children who spoke no English were admitted to the school, it
was necessary to transfer program participants to other ESL
classes,if available,or to move them into mainstream classrooms

in order to provide new arrivals with instruction in English,



=104~

In addition, a number of participants®' families moved and their
places in the program were filled by new arrivals or other non-
native speakers in need of English instruction,

To determine the extent of fluctuation in the program
population, the evaluators established a system whereby teachers
wvere to submit a New Entrant, Exit, or Transfer Information Form
(see Appendices B, C and D) when a program participant‘'s status
was changed. Data from these records revealed that approximately
half of each Title I teacher's original group was exited or
transferred during the term and replaced by new entrants. The
transient nature of the non-English speaking populations in New
York City is well known and presents a difficult problem for those
trying to design instructional programs for children from these
populations. 1In District 24, instability in the program population
further reduced the amount of instruction students received.

Too often children had to be moved into mainstream classrooms
before they had sufficient proficiency in English to successfully

achieve in the regular classroom program.

EFFECTS OF PROGRAM ON CHILDREN

Data collected from the teachers indicated that 13 different
native languages were represented by children in the ESL Program.
The highest percentages spoke Spanish (43 percent of the children),
Italian (27 percent), and Yugoslavian (16 percent). The remaining

14 percent of the children spoke ten other languges.
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' pistrict 24's aim is to develop non-native children's
language facility in English so that they will be able to function
adequately in school. To this end, the oral-aural approach was
emphasized in teaching English as a second language. This section
of the report presents data on the children's growth in English
language skills,

Two measures were used to assess the extent to which the
program objective was achieved. The results are based on data for
all children in the program for whec:: pre and post program scores
were available on both of the evaluation measures. This was a
total of 121 pupils. _

Productive Enqlish lLanquage Proficiency. 'Tn assess children's
growth in productive English language skills, teachsr ratings on
the Qgé; Lanquage Ability Scale (OLAS) were used. This scale is

a modification of the "A-F" N.Y.C. Board of Education Language

Rating Scale which was prepared and tested last year by the

District ESL staff. Each child is individually tested and rated

in five language areast: structural patterns, vocabuiary, pro-
nunciation, situation interpretation, and intonation (see Appendix A),
In each area the child is rated on a six-point scale from A=6 to

F=0, with "F" reﬁresenting “Speaks No English.” The ratings in

each area are summed and divided by five to obtain the child's

English oral fluency score,
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The Oral Lanquage AkLility Scale (OLAS) was used initially
to screen children in the target population at each school.

Children in the "F" to "C" category vwere selected for the program,
however, pupils in the lowest categories were to receive priority.
Teachers' pre-program ratings on the OLAS were compared to post-
program ratings for evaluation purposes. Because no control group
was available for comparison, a groups by test analysis was done

in order to derive as much information from the data collected as
possible. The subjects were divided into two groups: the first
included children in grades kindergarten to five, and the second
included children in grades seven and eight. No data were available
for children in grades &ix and nine.

The sample sizes, pre- and post-program mean ratings, the
mean gains and the results of the analysis of variance for each
OLAS language area and the total JlLAS oral fiuency score are
presented in Table 1.

Table 1 shows that at the beginning of the program elementary
children were rated higher than junior high school students in |
four areast vocabulary, pronunciation, intonation and total oral
fluency, however, at the end of the program they had higher mean
ratings in all the areas. The data also show that the elementary
children made the greater gains in structural patterns, vocabulary,
situation interpretation, and total oral fluency whereas the junior

high students made the greater gains in pronunciation and intonation.
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These data suggest that there were systematic differences in the
English language learning that took place among children in the
two groups. This is confirmed by the results of the analysis of
variance,

As Table 1 shows,all F-ratios for Tests (T) are highly
significant (p €.001) indicating that for the total Title I ESL
sample, regardless of grade level, children in the program made
significént pre- to post-program gains in each language area and
in total<oral fluency in English as measured by teacher ratings.
However, the interaction (GxXT) F-ratios highlight éhe differences
in group gains. As can be séen. the interaction F-ratios for
structural patterns, and situation interpretation are highly
significant (p ¢ .001) indicating that the elementary children
far exceeded the junior high échool students in achievement in
these two skiil areas. The differences in mean gain in intonation
and pronunciation favoring junior high school- students are also
significant but the F-ratios for these two subtests are sub-
stantially lower than those for structural patterns and situation
interpretation, and reach significance only at the .05 level.

The F-ratios for vocabulary and total oral fluency were not
statistically significant at the .05 level indicating that the
greater gains made by the elementary children were not signifi-
cantly higher than those made by the junior high school students.

The -data do indicate that based on teacher ratings

elementary children, in general, made the greater gains in English
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language skills even though they were rated as having more pro-
ficiency in English at the beginning of the program than the junior
high students. This finding is not inconsistent with general
knowledge in the field of language learning. Language learning

is generally greater among younger children.

Another finding is worth consideration by the District 24
staff. Although both groups made significant gains in all areas,
the elementary children made the greater gains in skills related
substantively to communication in the second language, that is,
knowledge of structural patterns and situation interpretation,
wvhereas the older children made the greater gains in speech skills,
that is pronunciation and intonation. These results may reflect
differences in program emphasis at each level and should be
studied by the staff.

The total scores on the OLAS were used in another analysis
which compares the number of pupils at each oral fluency level at
the beginning of the -program with the number at each level at the
end of the program. The findings are presented in Table 2,

TABLE 2
COMPARISON OF NUMBER OF SUBJECTS AT EACH '

ORAL LANGUAGE FLUENCY LEVEL AT THE
BEGINNING AND END OF THE PROGRAM

Pre-Oral Post -Oral Fluency Level
Fluency Level N F E . "D C
F (0- .8) 18 0 9 9 0
E (1-1.8) 53 0 12 35 6
D (2-2.8) 45 0 1 31 13
Cc (3-3.8) 5 0 0 2 3
Total 121 0 22 77 22
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As Table 2 shows, only 18 children (15 percent) in the
evaluation sample were rated "F" in oral language fluency at the

beginning of the program, while 53 children (44 percent) were rated

"E" and 45 (37 percent) were rated '"D." The remaining five (4 percent)
children received "C" ratings. 7his data do suggest that, although
most of the children selected for the program did fall within the
“F to D" priority criterion range, a relatively low number were
rated at the category given highest priority, the "F" category.
These data must be viewed with caution, however, since the evalu-
ation sample may not be trily representative of the program
population. The instability in the program population mitigated
against the use of sampliny techniques that would have been more
representative,

The data in Tables 2 do show that based on teacher ratings,
half of the 18 children rated "F" initially moved one level to "E"
and half moved two levels to the 'D" category. Of the 53 children
rated "E" initially, 12 (23 percent) remained at the same level,
35 (66 percent) moved one level to "D,*" and six (11 vercent) two
levels to "C." For those with "D" ratings at the baginning of
the program, one (2 percent) received a lower rating at the end
of the program, 31 (69 percent) received the same rating, and 13
(29 percent) moved only one level to the "C*" category; The five
children rated "C" at the beginning of the program showed no gain

in their oral fluency rating. 1In fact, two of the five were rated
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one ‘level lower by their teachers at the end of the program.

The data in Table 2 reveal a definite trend in favor of
those children rated lowest in English at the beginning of the
program. The pattern that evelves is one in which teachers rate
more of these childrén as having moved up mor; levels in English
proficiency than those who began at higher levels of proficiency.
This may in fact be the case, but since children who speak no
English at all at the beginning of the program likely will appear
to have made extensive gain if they speak any English at all at the
end of the program, one does need to consider that teachers' post
ratings for children in the "F" category probably are inflated,
Consider, toc, that based on the teachers' own ratings (see Table 2)
the conclusion could be drawn that most children in the "D" or “C"
category at the beginning of the program made no gains in oral
language flﬁency in English. These findings do suggest that
teachers' subjective ratings on language measures such as the OLAS
are inadequate measures for assessing pupil growth in English as
a Second Language.

Receptive English Lanquade Proficiency. In order to obtain
a more objective measure of pupil growth in English as a second
language, arrangements were made to administer the Linquistic
Capacity Index (ICI) on a pre- and post-program basis. This test
was developed as a measure of English language readiness and has
been used to assess pupil achievement in learning English as a

foreign language.
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The ICI is a receptive language measure consisting of
three sections: vocabulary recognition, contrastive phonology,
and contrastive grammar. A total score is derived from the sum
of the three subsection scores. Table 3 presents the sample sizes,
pre- and post-program means, the mean gain and the results of the

groups by test analyses of variance for each subtest and the total

score on the Lingquistic Capacity Index.

The data in Table 3 show that the elementary children had
slightly lower pre-test mean scores but higher post-test scores
than the junior high school students on each of the three subtests
and on the total ICI score. As the table shows, the elementary
children more than doubled the gain made by the junior high school
students in each area, suggesting again that there were systematic
differences in language achievement among children in the two groups.
This is substantiated by the results of the analyses of variance.

As the F-ratios for Test (T) indicate, children in the
ESL Progr>m, regardless of grade level, did make statistically
significaﬁt (p £.001) pre-to post-program gains in each of the
language areas measured by the Linquistic Capacity Index.

However, as the interaction (GXT') F-ratios show, the elementary
children made significantly (p £ .001) greater gains in all areas

than the junior high school students.
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SUMMARY AND CONCLUSIONS

The English as a Second Language Program was designed to
provide program participants with intensive déily instruction in
English. Program records, observations by the evaluation team,
and interviews with the staff revealed that the ESL Program imple-
mented at each school represented substantial modifications in the
structure of the proposed program. These modifications did result
in a greater number of students being serviced by the program,
however, they also resulted in a concomitant reduction in the
amount of English language instruction received by program parti-
cipants.

Two language measures were used to assess growth in English
language proficiency. Analysis of pre and post ﬁrogram scores on
the two measures resulted in the following findings:

1. Both elementary and junior high school students iﬁ
the program made significant gains in receptive and productive
English language skills as measured by the Linguistic Capacity Index
(LCI) and by teachers’ ratings on the "A-F" Oral Lanquage Ability
Scale (OIAS). |

2. Elementary school children made significantly greater
gains than junior high school students in knowledge of English
structural patterns and in their ability to use English to interpret
situations as measured by teacher ratings on the OLAS. Junior high

school students showed the greater gains in the speech skills of
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pronunciation and intonation. Although elementary students
showed slightly greater-gains in vocabulary and in total oral
English fluency, their gains in these two areas were not signi-
ficantly greater than those of the junior high students.

3. Elementary school children manifested gains in all
receptive English language skills measured by the LCI that were
signifiéantly and substantially greater than the gains of the
junior high school students.

4, Examination of the number of children at each oral
fluency level at the beginning and at the end of the program)
revealed that, according to teacher ratings, children at the lowest
oral fluency level at the beginning of the program are the ones
vho made the greatest gains. In addition, teacher ratings on the
OIAS suggested that most children who weré rated at the higher
levels initially (D" and "C") made no gains in their basic oral
English fluency scores. Rather than reflecting the actual
‘language situation among program participants, it is mofe likely
that these findings reflect the basic inadequacy of using teacher
ratings as a measure of language growth. Teacher ratings are
subjective and, in general, are least adequate for measuring gains
among children with some facility in English where measurement
of increases in language facility requires more refined instruments.
Ae indicated in last year's evaluation report, the Oral Language
Ability Scale can be used "to identify F-rated children, those
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wvho are unable to respond satisfactorily. It is less appropriate
for discriminating among "E,” "D" or "C" level children."

Although the findings cited above indicate that children
in the ESL Program manifested significant pre-to post-program
gains in English langquage proficiency, no conclusive statements
can be made about the program's effectiveness. Since no comparison
group was available as a control, it is difficult to determine if
the gains made by program participants were greater than might have
been expected without special instruction.

RECOMMENDATIONS

1. Efforts should be made to structure the ESL Program
so that students receive a sufficient amount of daily instruction
in EngliSh on a regular basis. In general, growth in language
skills is related to the amount of instruction received.

2. A study should be made of the nature and extent of
fluctuation in the target population at each school. There is a
need for greater stability in the program population. Efforts
should be made to provide English instruction to new stwdlents
admitted during the year without transferring other students to
mainstream classrooms before they have developed facility in
English that is adequate for successful achievement in the regular
classroom curriculum,

3. Because of the subjective nature of teacher ratings,

it is suggested that whenever possible more objective measures,




-117-

such as the Linguistic Caracity Index, also be used. Multiple
measures provide more accurate information for pupil selection,
for diagnosis of children's language strengths and weaknesses,
and for assessment of pupil achievement ir learning English as a
second language.

4. Analysis of pre-and post-program scores did indicate
that the elementary school children made substantially greater gains
in English than did the junior high students. Although the greater
language learning facility generally found among younger children
may account for this difference, other factors such as differences
in instructional approach, program structure and teacher effective-
ness may have been operating. These and other factors should be
examined in order to determine how the effectiveness of the program
might be increased.

5. As recommended in last year's evaluation report,
although proficiency in oral English is essential, it is not
sufficient for total school success. The program should be
extended to include the development of skills in writing and

reading English.
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CORRECTIVE READING PROGRAM

PROGRAM OBJECTIVES

The full year Optional Assignment (O.A.) and the half
year Title I Corrective Reading Programs had the following as
primary objectivess

1. To provide corrective reiding diagnbstic and pre-
scriptive services for each participant so that he will increase
his competence in reading.

2. To increase individualization of instruction for
program participants through the services of paraprofessionals
as a means of increasing pupil growth in reading.

EVALUATION OBJECTIVES

To assess program effectiveneas, the following evaluation
objectives ware delineated:

1. Given pre-and post-test scores, program participants
will manifest significant improvement in (a) total reading
achievement, (b) specific reading skills, and (c¢) attitude
toward reading. 5

2., Given pre-and post-program scores for reading

achievement and reading attitude children in the Corrective
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Reading Program will manifest significantly better improvement in
reading wvhen compared to students in a parallel program vwhich

does not use paraprofessionals,

METHODS OF DATA COLLECTION

In order to assess the effectiveness of the program in
achieving the stated objectives, the following methods were used.
Questionnaires eliciting the background preparation of the
Corrective Reading Teachers, their assessment of the inservice
training provided, and their assessment of the effectiveness of
the program (see Appendix A) vere administered. 1In addition, the
opinions of the principals, the program coordinator, and class-
room teachers with students in the Corrective R-eading Program
vere elicited through questionnaires (see Appendices B, C, and D),

Three measures vere used to assess pupil gréwth in reading.
Scores on the Metropolitan Achievement Test were used as the
measure of pupils' total reading achievement. Growth in specific
reading skills wvas assessed by scores on the subtests of the
Stanford Diagnostic Reading Test, and pupils®' attitude toward
reading was measured by the Index of Reading Attitude (see
Appendix E). The three measures were administered on 2 pre-and

post-test basis,
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DESCRIPTION OF PROGRAM IN OPERATION

Program Implementation. In September, 1972, District 24

implemented a full year Corrective Reading Program for Optional
Assigmment pupils in nine schools, six elementary schools and
three junior high schocis. Then, in January, 1973, additional
corrective reading services were provided for children in the
Title I target populations at three schools, two elementary and
one intermediate school. Table 1 shows the schools, the number
of teachers and the number of students in the Optional Assignment
and Title I Corrective Reading Programs.
TABLE 1
SCHOOLS, NUMBER OF TEACHERS AND NUMBER OF STUDENTS
IN THE TITLE I AND OPTIONAL ASSIGNMENT
CORRECTIVE READING PROGRAMS

Number Number of

School Teachers Studentg Program _
P.S. 68 1 55 Title I
P.S. 71 ) | 55 Optional Agsignment
P.S. 81 1 55 Title I
P.S. 87 1 55 Optional Assignment
P.S. 88 1 55 Optional Assignment
P.S. 91 1 55 Optional Assignment
P.S. 113 1 55 Optional Agsignment
P.S. 153 1 55 Optional Assignment
I.S. 61 2 110 Title I
J.H. 93 1 55 Optional Assignment
J.H. 119 1 55 Optional Assignment
J.H. 125 ] 55 Optional Assignment
Total 13 15
TITLE It : OPTIONAL ASSIGNMENT:
Elementary 110 Elementary 330
Intermediate 110 Junior High 165

Total 220 Total 495
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As Table 1 indicates, a total of 715 pupils received
corrective reading instruction, 495 in the full year Optional
Assignment Program and an additional 220 in the half year Title I
Program. Of these, 440 were elementary school students in the
target populations and 275 were intermediate and junior high
gschool students. |

Program Organjzation. This was the second year of
operation for the Corrective Reading Program, the basic structure
of which was carefully planned and successfully tested during
the 1971-72 school year. Based on the evaluation of the first
year's program, some modifications were made in the orgaﬁization
of the 1972-73 program. These modifications brought about a
needed reduction in the Corrective Reading Teacher's workload.

This year, the design of both the Title I and the
Optional Assignment programs called for each reading teacher to
service five (5) instructional groups of approximately eleven
(11) students each, a total of 55 pupils per teacher. From the
target population at each elementary school, 33 students who
vere two or more yvears retarded in reading and 22 students who
vere less than two years but not less than one ymar retarded in
reading were selected for the program. The 33 more seriously
retarded readers were divided into three groups, each of which

met three times a week. Two of these groupa met for one and a
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half hour seésions or a total of four and a half hours of
instruction a week. The third group of more severely retarded
readers met for one hour and 15 minute sessions or a total of
three hours and 45 minutes per week. The 22 students with less
severe reading problems vere divided into two groups, each of
vhich met two times a week for one and a half hours, a total of
three hours of instruction weekly.

Each intermediate and junior high school reading teacher
met each of the five instructional groups on a daily basis. All
pupils in the program at this level received 45 minutes of
instruction per day, five days per week, for a total of three
hours and 45 minutes per week. Efforts were made to have three
of the groups consist of more severely retamdedyreaders. and the
other two groups, to conélét of lass severely retarded readers,
Organizing iustructional grours into more and less seriously
retarded readers as the design called for was more difficult to
do at the junior high schools than at the elementary schools,
because of scheduling difficulties.

In the Optional Assignment Corrective Reading Program,
three 45-minute periods a week were set aside for teachers to
provide additional individualized instruction to program partici-
pants in need of special attention in skill development or
reading in the content areas. In addition, teachers had two

45-minute preparation periods a week for program related activities
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such as lesson planning, record keeping, preparation of materials,
and conferences with parents and teachers. In the Title I Program
(p.s. 68, P.S. 81, and I.S. 61) teachers had five 45-minute pre-
paration periods per week in accord with the contract with the
United Federation of Teachers,

Prgggam Staff. The program was coordinated by the
District's reading specialist for reimburseable programs. His
responsibilities included conducting an initial orientation and
the biweekly inservice training sessions. Based on last year's
evaluation, the elementary and secondary staffs met on alternate
weeks so that the inservice training sessions could focus on the
special needs and problems~of the staff at each level. In
addition, the program coordinator was fesponsible for the on- =
going supervision of the program. |

1. Corrective Reading Teachers

The eight elementary and the five sacondary cOrrecti§e
Reading Teachers represented a wide range of teaching experiences
and background preparation for the task. Of the ten who responded
to the Corrective Reading Teacher Questionnaire (see Appendix A),
three indicated they had obtained the Bachelor's degree since 1970
and seven had obtained the degree between 1960 and 1969, but none
had majored in reading. Of the six who have cbtained a Master's
degree, only two had reading as their major field of study.
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When asked to indicate courses they had taken that were
relevant to teaching corrective reading, seven reaponded they
had taken a course in Foundations of Reading Instruction, five““.’
had taken a course in Reading in the Content Areas, two had
taken courses in Diagnostic Readiny Techniques and Corrective
Reading Instruction, and one had a course in Individualized
Reading. Thus, while some teachers had almost no basic pre-
paration in reading, a few had had extensive training.

The ten teachers reported a range of experience in
teaching corrective reading. The group as a whole reported
from ore to four years of experience teaching corrective reading
in the public schools, three reported they had done private
tutoria} work in reading and three had taught in after-qghool
tutoriai reading programs.

Based on the teachers' own reports of their background
preparation, and on the fact that six of the ten respondents
indicated this was their first year in the District 24 progranm,
it appears that the decision to provide ongoing inservice teacher
training as a part of the program was appropriate. In additicn
to providing needed inservice training, the district should make
every effort to recruit corrective reading teachers wvho have

adequate professional preparation for the program.
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2, Pa;aprggggg;onals

To provide further individualization of instruction to
program participants, one full time paraprofessional was assigned
to each elementary school Optional Assigmment Corrective Reading
Teacher. At the Title I elementary schools, four full time
paraprofessionals were assigned to the program at P.S. 68 and
two were assigned to the program at P.s. 81.

The paraprofessionals were to participate in daily and
long range planning, provide assistance with individual and small
group instruction, assist with record keeping and preparation
of materials, and escort students to and from their classes.
Every effort was to be made to recruit the paraprofessionals
from the optional assignment sending communities and from the
district®s Title I target population.

Evaluation of igsgg!;ge Training. The inservice training
program for the District 24 éorrective Reading Teachers was an
attempt to raise the level of teacher effectiveness and thereby
increase the possibilities for’the success of the program. Bi-
weekly sessions conducted by the program coordinator focused on
program organization, selection of students, diagnosis, and
remediation of reading problems. New materials were demonstrated
and problems relaied to the p:og:am were discussed. The Corrective
Reading Teachers at the eiementary level and those at the junior

high school level met with the program coordinator on alternate
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weeks so that the discussions could be more specifically directed
toward concerns that were crucial to each group.

The Corrective Reading Teachers were asked to evaluate
the adequacy of the informaticn presented in the inservice
training program on the Corrective Reading Teacher Questionnaire
(sae Appendix A). Ten of the 13 teachers responded. The rating
scale used wass l=unsatisfactory, 2sbarely satisfa?tory,
S;Average. 4=above average and 5=very satisfactory. Items that
were not covered were assigned NC. The tabuiation of the ratings
appears in Table 2.

TABLE 2

CORRECTIVE READING TEACHERS® EVALUATION
OF INSERVICE TRAINING PROGRAM

(N=10)
Frequency for
Each Rati
Topic NC* 1 2 3 45 Rating

Organization, administration &

supervision of the program 0 00234 4.3
Program objectives & rationale 0 00226 4.4
Criteria for selection of participants 0 01243 3.9
Procedures for selection of participants 0 00253 4.1
Specific procedures for diagnosis 0 00433 3,9
Knowledge of reading skilis 0 01444 3,5
Methods of corrective instruction 0 03511 3.0
Use of ingtructional materials 1 11501 3,0
Selection & evaluation of materizils 1 o0711 3.3
Organizing class for instruction 1 00441 3.7
Techniques for evaluating progress 1 00342 3.9
Record keeping policies & procedures 0 01324 3,9
Techniques for using paraprofessionals 3 01510 3.0
Techriques for parent involvement 2 01520 3.1

*NC=Not covered
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The frequencies and mean ratings shown in Table 2
indicate that the Corrective Reading Teachers found the in-
formation in the inservice training program related to program
objectives, rationale, organization and pupil selection to be
well above average. Furthermore, it should be noted that no
topic presented was rated below 3.0 (average). In comparison
with the ratings of similar components of the inservice training
program during 1971-72, this year's assessment by the Corrective
Reading Teachers is markedly more positive, Particularly
noticeable is the increased rating given to the topics of record
keeping (2.7 to 3.9), criteria and procedures for selection
(2.8 to 3.9 and 4.1) and organizing the class for instruction
(2.9 to 3.7). It is evident that teachers in the program were
considerably more positive about the adequacy of the inservice
training program during the current year than they were during
the previous year. Techniques for using paraprofessionals
received the lowest rating (3.0) and even this is higher than
the 2.5 rating from the previous year.

The principals, Corrective Reading Teachers and the program
coordinator were asked to evaluate the amount and the quality of
this year's inszrvice training program and to compare it with the

previous year. A comparison of thefr responses can be seen in

Table 3.
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TABLE 3

COMPARISON OF TEACHERS', PRINCIPALS', AND COORDINATOR'S
OVERALL EVALUATION OF INSERVICE TRAINING PROGRAM

_ Corrective Program
Item Reading Teachers Principals Coordinator
- (N=10) (N=9) (N=1)
Was the amount of
inservice training
sufficient?
NO 2 2
YES 8 1
DON*T KNOW 0 1
On a scale of 1 to 5
give your rating for
this year's inservice
training:
MEAN RATING 3.6 3.6 4.0
Did you (your teachers)
participate in the
program last year?
NO 6 1
YES 4 8 1
Compared to last year
this year's training
was:
INFERIOR 0 1
ABOUT THE SAME 2 3
SUPERIOR 2 3 1
NO RESPONSE 0 1l
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The responses seen in Tasle 3 show that the program
coordinator and a majority of Corrective Reading Teachers and
the principals found the amount of inservice training to be
sufficienil’ These groups found the quality of the inservice
training to be well above average. Only one principal, among all
those participating the previous year, found the inservice training
to be inferior, vhereas two teachers and three principals thought
it was about the same and two teachers and three principals thought
it was superior to the prior year.

The overall ratings of the inservice training program
were generally positive and showed a marked increase over the
ratings of the previous year. Comments which were writtén on
the questionnaires suggested a need for more demonstration teaching
by fellow teachers and the coordinator, more demonstrations of
diagnostic techniques and specific skill remediation techniques,
and more opportunities for new teachers to observe experienced
teachers. Ic should be noted that six of the ten Corrective
Reading Teachers who responded were new to the program this year.
The new teachers indicated they would benefit from additional
guidance in the implementation of the program,

Evaluation of Program Oxganjzation, Facilities and Materials.
The ozganization of the Corrective Reading Program and the

facilities and materials used in its operation were evaluated by
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ten Corrective Reading Teachers, nine principals, the program
coordinator, and 63 classroom teachers who had students in the
~ program. The same 1 to 5 rating scale, used throughout all
- questionnaires, was used to indicate the level of satisfactioﬁ'
for each topic. The mean ratings for program organization,
facilities and materials appear in Table 4,
TABLE 4

MEAN RATINCS FOR PROGRAM ORGANIZATION,
PHYSICAL FACILITIES AND MATERIALS

Reading Program Classroom
Teachers Principals Coordinator Teachers
Item (N=10) (N=9) (N=1) (N=63)
P Organ o)
Organization
(scheduling, number .
of classes, etc.) 4.3 4.6 5.0 3.5
Amount of time
allotted for
reading instruc-
tion 3.9 4.6 5.0 3.6
Number of pupils :
in each group 3.3 4.6 4.0 ——
OVERALL RATING 4,1 4.7 5.0 3.6

Physical Fa \ and Materials

Size of room pro-
vided for corrective

reading 3.2 4,2 3.0 ———
Physical facili-

Types of instruc-~

tional materials

provided for

pr”ram 3.3 : 4.6 5.0 - -~
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Reading Program Classroom
Teachers Principals Coordinator Teachers
Item (N=10) (N=9) (N=1) (N=63) °
Quantity of
materials
provided 3.3 4.4 5.0 —
Availability
of materials
at start of

The mean ratings shown in Table 4 show that the general
level of satisfaction with the Corrective Reading Program
organization is well above average. The 1tem receiving the lowest
rating, number of pupils in each group, averaged 3.3 (slightly
above average) as rated by the Corrective Reading Teachers. The 3.3
rating is well above the 2.2 rating given this item in the 1971-72
evaluation. The programmatic change from servicing 78 pupils per
teacher to servicing 55 pupils per teacher undoubtedly accounts
for the increased ratings. One Corrective Reading Teacher did
propose that eight was.an even more desirable size for th: groups,

The overall ratings of .program organization by Corrective
Reading Teachers, principals, classroom teachers and the program
coordinator were well above average to very saglsfactory. Some
classroom teachers remarked that the scheduling of students
disrupted their classrooms and that missing one and a half hours

of regular classroom work was difficult for students who vere

remedial readers. The general tone of comments volunteered was
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P
positive, however, and the ratings confirm the favorable attitude
toward the Corrective Reading Program organization.

The ratings of physical facilitiea and materials are
generally above average. The Corrective Reading Teachers themselves
do not regard thgir facilities and materiails asﬂfivorably as others
related to the program regard them, The comparison of current
ratings with the 1971-72 ratings shows an increase in all areas
except for physical facilities in the room. There has evidently
been little improvement in the conditions under which some teachers
are working.

One discrepancy between ratings occurs in the quantity of
materials provided. The Corrective Reading Teachers believe the
quantity of materials to be slightly above average (3.3) while
the program coordinator believes they are very satisfactory (5.0).
The perspective from which the teachers and coordinator view
the materials differ. Also, perhaps differences in the distri-
bution of materials occurred so that some teachers were less
satisfied. A listing of materials available in the prcgram collated
by the program coordinator supports the higher rating of adequacy
and variety in materials.

The overall ratings of the physical facilities and
materials show the same trends evident in the individual item
assessments. The Corrective Reading Teachers rate their level

of satisfaction lower than the coordinator or the principals.
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The principals rated physical facilities and materials higher
than anyone else rated them.

Evaluation of Pypil Selection., The procedures used to
select students for the Corrective Reading Program involved
averaging students' scores from the Metropolitan Achievement Test

and the Stanford Diagnostic Reading Test. The use of two scores,

rather than the one previously used in the program, was an attempt
to arrive at a more realistic assessment of students needing
remediation. The single achievement score used in previous years
tended to inflate actual performance or show the frustration
level at which a student could work rather than his instructional
level.

The Corrective Reading Teachers, principals, program
coordinator and classroom teachers were asked to rate the
procedures used for pupil selection, diagnosis and evaluation.

The summary of their ratings appears in Table 5,
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JTABLE 5

MEAN RATINGS FOR PUPIL SELECTION, DIAGNOSIS
AND EVALUATION PROCEDURES

Reading Program 01a§sroom
Item Teachers Principals- Coordinator Teachers
(N=10) _(N=9) (N=1) (N=63)
Pupil Selection
Criteria used to
select pupils 4.3 3.6 4,0 2.7
Procedures used
to select pupils 3.5 3.8 4.0 3.0

Assigmmenc to

groups on basis

of severity of

retardation 3.2 4,3 4.0 -

Number of students .
gserviced compared /
to number who need
corrective reading 3.2 2.8 4,0 2.7

OVERALL RATING 3.5 3.8 4,0 2.9
Diagnosis & Evaluation

Use of informal

reading inventory 4.1 —— 4.0 ———
Use of Metropolitan
Reading Test 3.6 3.3 3.0 ———

Use of Stanfordi
Diaggoat!c Reading
:l_‘j_s_t_ 3.8 404 4.0 - o

Materials provided
for diagnosis &

evaluation 3.2 4,2 4,0 ———
Record keeping
systen 3.1 4,7 5,0 ———

OVERALL RATING 3.5 4.2 4.0 ———
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- The mean ratings that appear in Table 5 highlight a major
area of disagreement among District 24 staff associated with the
Corrective Reading Program. The ratings of the Corrective Reading
Teachers and the program coordinator are often higher than those
of principals and classroom teachers. This trend is most notice-
able for the item which asked respondents to rate tye number of
students serviced compared to the number who need corrective
reading. The classroom teachers' rating (2.7) and the principals’
rating (2.8) show a much lower level of satisfaction than the
Corrective Reading Teachers® rating (3.2) and the program coordira-
tor's rating (4.0). The substance of the disagreement surrounds
the issue of giving priority for selection to Title I and Optional
Assignment students due to funding requirements. The classroon
teachers commented that some children selected for the program
did not need remediation as much as other children who were
excluded because they did not meet the poverty criterion. One
principal suggested that classroom teachers should be consulted
during the selection process. While some recognition must be’
made of the validity of these arguments, it should be noted that
guidelines for funded programs are very explicit in this regard
and there is a legal requirement to direct the additional services
to the target population. The potential dilution of the effects
of the program by giving less instruction to more students could

result from spreading the services to a larger group.
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The overalil ratings of the pupil selection procedures
ranged from slightly below average'(2.9) by the claasroom teachers
to above average (4.0) by the program coordinator. The issues
involved in the disparate ratings perhaps cannot be resolved
but at least should be understood by staff associated with the
program. The same disparity existed in the 1971-72 program
evaluation and perhéps suggests wider distribution of requirements
for funded programs.

The summary of the diagnosis and evaluation procedures
resulted in above average ratings for nearly every aspect assessed,
The combined use of the Metropoljtan Achievement Tegt and the
Stanford Diagnostic Reading Test has increased the overall ievel
of satisfaction with diagnosis and evaluation procedures from the
1971-72 evaluation report. The continued recognition of the need
to use the Informal Reading Inventory is supported by the 4.1
and 4.0 mean rating of Corrective Reading Teachers and the program
coordinator.

The Corrective Reading Teachers indicate that they want
more materials for aiagnosis and evaluation which ié in accord
with their assessment of materials in the preceding section.

The record keeping system was rated lowest by Corrective Reading
Teachers (3.1) and highest by the program coordinator (5.0). The
revisiongs made in the procedures for keeping the daily logs
apparently have increased the level of satisfactiom since the
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1971-72 evaluation. The 2.4, 3.0, and 4.0 ratings of the record
keeping system in effect during 1971-72 has changed to 3.1, 4.7
and 5.0 for the current record keeping system. One teacher
commented that improvement in record keeping is needed and
suggested uniformity and reduction of repetition.

The overall ratings of pupil diagnosis and evaluation are
vwell above average., The revisions made in the present Corrective
Reading Program have noticeably increased the level of satisfaction
of the staff associated with the program.

Evaluation of Student and Parent Attitudes Toward the
Program. The objective to improve students®' attitude toward the
Corrective Reading Program was assessed directly from student
data, however; the Corrective Reading Teachers, principals, program
coordinator and the classroom teachers were also asked to judge
students' attitude and progress as well as parents' attitude
toward the program. The summary of their ratings appears in

Table 6.
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TABLE 6

MEAN RATINGS FOR STUDENT AND PARENT ATTITUDES
TOWARD PROGRAM

Reading Program Classroom
Teachere Principals Coordinator Teachers
Item (N=19) (N=9) (N=1) (N=63)

Students

Students’ attitude
toward corrective
reading classes 4.1 4.3 4.0 3.7

Observable
improvement in
pupil performance 3.8 4,2 4.0 3.2

Parents

Extent of parent
involvement in

the program 2.9 2.2 4,0 —
Parents® attitude :
toward program 3.7 3.5 4.0 3.7

Time for teachers
to confer with

The mezn ratings in Table 6 show a generally high
assessment by Corrective Reading Teachers, principals, program
coordinator and classroom teachers of students' and parents’
attitude toward the program, The ratings range
near the 4.0 level indicatiné that the associated staff believes
that the program is viewed above average by students and their
parents. Voluntary comments made by several classroom teachers

verify the positive nature of students' attitude. Comments such
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as, "My students like their Corrective Reading Teacher very muéh
and are anxious to go to her room," apd “The students in the
program have shown a great increase i; their desire to read,"
are indicative of the teachers' assessment of student attitude.

The staff assessment of the ocbservable improvement in
pupil performance is nearly as favorable as their assessment of
attitudes toward the program. The Corrective Reading Teachers'
and the classroom teachers' ratings were 1ower'than the other
raters. Many comments by the classroom teachers indicated that
.thelr students had made very good progress in reading this year,
although one questioned attributing the improvement entirely to
the Corrective Reading Program.

. The item rated lowest in the staff evaluation of parents’
attitﬁde and involvement dealt with the extent of parental in-
volvement in the program. Both Corrective Reading Teachers and
principals believe tﬁat parents' involvement is little more than
ha;ely satisfactory. Both groups believe that parents®' attitude
'toﬁérd the program is well above average and that time for parent
confe-rences is above average but it appears they are not satisfied
.with the extent to which parents actually do become involved.

The staff's ratings of student and parent attitude toward
the Corrective Reading Program are generally very positive. The
classroom ter ~hers were least positive about this area and even
their ratings fell well above average (3.7). All ratinés improved
when' compared to the 1971-72 evaluation.
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Evaluation of Persomnel Support. The Corrective Reading
Teachers, principals, program coordinator and classroom teachers
_evaluated the level of cooperaﬁion. communication and interaction
(' among school personnel in relation to the Corrective Reading
| Program.. The Title I and Optional Assignment Corrective Reading
/  Programs included the use of paraprofessional services at the
elementary school level, therefore, an evaluation of the quality
of thoge services is incorporated here. The Optional Assignment
Corrective Reading Program was also supported by gquidance counselors,
however, since their services are evaluated in a geparate section
of this report, the guidance services are omitted from this part
of the evaluation.
The summary of the ratings made of the personnel support
by the associated staff appears in Table 7,
TABLE 7

MEAN RATINGS FOR PERSONNEL SUPPORT

Reading Program  Classroom
. Teachers Principals Coordinator Teachers
Item (N=10) (N=9) (N=1) . (N=63)
Cooperation of
school personnel

Communication

between reading

teacher & classroom

teacher 3.3 3.3 4.0 3.4

Adaption of

corrective reading

techniques by

classroom teachers 3.3 2.9 4.0 3.1
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Reading Program Classroom
Item Teachers Principals Coordinator Teacher
(N=10) (N=9) (N=1) N=63)

Time for correc-

tive reading

teachers to confer

with classroom '

teachers 2.0 2.9 4.0 2.5

Classroom

teachers'

attitude toward

program 4.1 3.2 4.0 ————

Paraprofessionals*
preparation &
Skills 3 . 9 - e aw - e e - e -

Quality of
services provided

by the parapro-
fessionals 4,6 4.1 4,0 ——

Teachers' ability

to use parapro-

fegsional effec-

tively —— 4.1 4,0 ———

Reading teachers’
preparation &
Bkilla bt 4.2 40 0 - e w-

Quality of in-

struction pro-

vided by the

Corrective Reading

Teacher ——— 4,2 4.0 -

Ongoing super-
vision by .
coordinator 4.2 3.6 - —— ———

The ratings shown in Table 7 indicate a generally high .
level of satisfaction among the staff related to the Corrective
.Reading Program. The Corrective Reading Teachers, the principals,

and the program coordinator believe that the cooperation from
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school personnel is well above average. A slight variation occurs
in the ratings of communication between the Corrective Reading
Teachers and the classroom teachers vwhere the ratings drop from
above 4.0 to 3.3 and 3.4. An explanation for this decrease is
clearly evident in the ratings of another item--~time for Corrective
Reading Teachers to confer with classroom teachers. The ratings

of 2.0, 2.9 and 2.5 assigned to this item by Corrective Reading
Teachers, principals and classroom teachers, respectively, show
that very few people are satisfied with this aspect of the program.
Clearly, more staff conference time is desired.

The ratings ascribed to the quality of paraprofessionals’
services, the interaction between the Corrective Reading Teachers
and paraprofessionals, and the level of preparation of parapro-
fessionals are very positive., Obviously, all groups view the
contribution cf the paraprofessionals to be a valid and worthy
aspect of the program.

The ratings of the quality of instruction provided by
the Corrective Reading Teachers and the ongoing supervision pro-
vided by the program coordinator vere rated well above averaye.

The level of satisfaction toward the central staff of the Corrective

Reading Program appears to be high.
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Summary Evaluation of the Corrective Reéding Proqram,

The Corrective Reading Teachers, principals, procgram coordinator
and the classroom teachers were asked to compare the 1972-73
program with the 1971-72 program. The overwhelming ma jority of
the staff involved the preceding year (four Corrective Reading
Teachers, eight principals, one coordinator, and 33 classroom
teachers) believed the current program is superior. When asked if
they would be interested in participating next year ir a similar
program, $Seven of ten Corrective Reading Teachers, all principals,
and 60 of 63 classroom teachers said yes. It is evident that
District 24 staff recognizes the quality of the Corrective Reading

Program they have.

EFFECTS OF PROGRAM ON CHILDREN

This section discusses the effects of the program on
pupil growth in reading and is organized into four sections:
growth in reading achievement, growth in specific reading skills,
iaprovement in reading attitude, and the impact of paraprofessional
services.

Growth in Reading Achievement. The first objective of the

Corrective Reading Program was to improve participants®' level of
reading achievement beyond that which would be expected from the
O

regular classroom program.

To assess the extent to which this objective was achieved,
children's scores on the Metropolitan Achjevement Test were
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analyzed using their historical rate of growth as a control
against vhich to compare the effects of the Corrective Reading
Program. In this procedure, a pupil becomes his own control in
that his historical rate of growth, vhich is calculated from his
previous performance record, is used to predict his expected

level of perforuance if he had received no special instruction.
f;e procedure for determining his rate of growth up to the onset
of the special program is to subtract 1.0 fr: n his pre-program
achievement score and divide the remainder by the number of months
the child has been in school, inecluding the number of years retained,
For example, if a fifth grade student scoras 4.0 in September,
then based on his 40 months of previous schooling, his historicail
growth rate would be 3.0 divided by 40 or .075 per month, or .75
per school year. By using this historicail rate of growth, the
child's achievement level at the end of fifth grade can be pre-
dicted, i.e., he should be readiné at 4.75 according to his .
previous performance. If, in fact, his anticipated level of
performance is exceeded by ﬂia actual performance, than it can

be claimed with some assurance that the gain beyond that antici-
pated was due to tl.e effects of the special instructionzl program.
This procedure was used t» determine whether theCorrective Reading
Program in District 24 had a significant effect on participants’

reading achievement levels,




-145-

Scores from the April, 1972 administration of the
Metropolitan Achievement Test were obtained from school records
as tthe pre-program measure and were used as the basis for
anticipating students®' post-test performance the following April,
1973, when the test was again administered on a Jdistrict-wide
basis. Complete pre-and post-test data for the Metropolitan

Achievement Test were available for 376 students or approximately

76 percent of all participants in the full-year Optional Assignment
Program, Complete pre-and post-test data for the same test were
available for 134 students or approximately 61 percent of all
participants in the half-year Title I Program. The size of the
evaluation samples is more than sufficiently large to permit
generalizations about the effectiveness of the two programs,

A second measure of reading achievement was provided by
the comprehension sustest of the Stanford Diagnostic Reading Test.
The pre-and post-test grade level scores for achievement in
comprehension were also analyzed using the historical rate of
growth method. Most students' pre-program scores were available
in school records from the May, 1972 administration of the test,
Those new to the program this year wers administered the Stanford
Diagnostic Reading Test in Cctober as a pre-test measure. Adjust-
ments were made accordingly in calculating the studepts' post
test performance anticipated for May, 1973 when th;”test was again

administered on a district - wide basis. Complete pre-and post-test




-146-

data on this measure were available for 4C7 students or 82 percent
of the Optional Assignment Program population. and for 128
students or 58 percent of the Title I Program population.

L\

1. Optional Assignment Total Group and Grade Level Results

Using the historical rate of growth method, anticipated

post~test scores for the Metropolitan Reading Test were caiculated

for Optional Assignment students in tﬁe Corrective Reading Program.
The number and percentage of students at each grade level and in
the total group vho obtained actual post-test scores below, the
si.me as, or above anticipated in word knowledge, reading compre-
hension and total reading were compared. The results are presented
in Table 8.

_ TABLE 8

NUMBER AND PERCENTAGE OF OPTIONAL ASSIGNMENT STUDENTS
SHOWING GAINS BELOW, THE SAME AS AND ABOVE

ANTICIPATED POST-TEST SCORES ON THE
METROPOLITAN ACHIEVEMENT TEST

WOKQ;KNOQLEDGE COMPREHENS ION TOTAI READING
Grade N Below Same Above Below Same Above Below Same Above
3 78 32 5 41 35 8 35 3 7 35
(%) (41) (6) (53) (45) (10) (45) (46) (9) (45)
4 66 14 1 51 29 3 34 16 1 49
(%) (21) (2) (77) (44) ( 4) (52) (24) (2) (74)
5 86 19 3 64 34 5 47 26 8 52
(%) (22) €3) (75) (38) ( 6) (55) (30) (9) (61)
6 53 14 2 37 20 1 32 12 7 34
(%) (26) (4) (70) (38) ( 2) (60) (23) (13) (64)
7 20 6 0 14 9 2 9 6 1 13
(%) (30) (0) (70) (45) (10) (45) (30) (5) (65)
8 43 15 2 26 19 3 21 14 2 27
(%) (35) (5) (60) (44) ( 7) (49) (32) (5) (63)
9 30 6 0 24 5 0 25 4 2 24
(%) (20) (o) (89) (17) ( 0) (83) (13) (7) (80)

\)Total 376 106 13 ~57 151 22 203 114 28 234
EJKU;‘(%) (28) (4) (68) (40) (6) (54) (30) (8) (62)
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In Table 8, it can be seen that in grades 3 through 8 more
children made gains above anticipated in word knowledge than in
reading comprehension. The one exception is at the ninth grade
level where more children made gains above anticipated in reading
compréhension than in woré knowledge. At each grade level, more
than 50 percent of the children achieved post-test scores higher
than anticipated for word knowledge. The results for reading
comprehension, however, show that only in grades 4, 5, 6 and 9
did 50 percent or more of the children achieve above anticipated
gains. In grades 3, 7, and 8 only 45 to 49 percent of the children
obtained post-test score. ave their anticipated scores.

Table 8 also indicates that from 60 to 80 percent of the
program participants in grades 4 through 8 achieved gains above
anticipated in total reading achievement. The third graders were
the exception. Only 45 percent €howed gains above anticipated in
total reading. Their low gain in total reading can be accounted
for by their low performance as a group in both word knowledge
and reading'comprehension. This same phenomenon of lower achieve-
ment among the third grade students was observed last year,

In summary, the data in Table 8 indicate that for the group
as a whole a greater percentage of the program participants made
gains above anticipated in word knowledge (68 percent) than in

reading comprehension (54 percent). For total reading achievement,
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62 percent made gains above anticipated, eight percent made
gains the same as anticipated, and 30 percent made gains below
anticipated.

Tables 9, 10 and 11 present the tests of significance
for the ;ctual and abocve anticipated gz ins on the vocabulary and
conmprehension subtests, and the total riiading scorez of the
Metropolitan Achievement Test. As Table 9 shows, children at all
grade levels, except the third and eighth, made average actual
gains of more than one yeaf in reading vocabulary. These gains
are greater than might be expected from average readers. The
eighth graders made an average gain of almost one year, however,
the third graders averaged only seven months gain in word know-
ledge. '

Table 9 also shows that the mean gains in word kxnowledge,
as measured by the Metropolitan Achievement Test, were significantly
above those anticipated for program participants in the fourth
through the ninth grades. Only the third graders did not achieve
gains above those anticipated. 1Instead, their actual average
gain in word knowledge was almost exactly the gain that would
have been expected without special instruction, based on their
higtorical rate of growth. For the group as a whole, however,
students in the program achieved an average gain of four months

above anticipated in word knowledge.
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Table 1N shows that children at each grade level made
average gains in reading conprehension that ranged from approxi.-
riately six montbs for the third and fourth graders to gains of a
vear and a half for the sixth and ninth graders, As the t-ratios
indicaie, all actual gains were statistically significant. This
was not the case for gains made above those expected for each
grade level. ... fact, only the fifth, sixth and ninth graders in
the program obtained gains that were significantly above each
group's anticipated adhievemeht. Although the fourth, seventh
and eigth graders also averaged gains above those expected for
them, their gains were nnt significantly above their expected
gains., Only the third graders, again, did not achieve gains
abcve anticipated, having actually achieved at about their expected -
rate of growth on reading comprehension also.

For the group as a whole, children in the program averaged
gains of two months above their expected achievement level in
reading comprehension. It should be noted, however, that the
data in Tables 9 and 10 éupport the conclusion that the program
was more effective at developing participants' reading vocabﬂlary
than it was at developing participants' skill in reading comprehension
This same pattern of results was reported in last year's evaluation,
suggesting again tbat more emphasis should be placed on instruction

in reading comprehension.
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As Table 11 shows, for the group as a vhole, total reading
achiaovement vas improved significantly above that anticipated
based on ‘.« childran's prsvious rate of growth. For the total
group the average actual gairi wvas .93 months,: .2 gain of .33 months
above expected and very similar to the achievement rate that might
be expected of non~-remedial readers. However, the data peint
again to tha program's lack of success in helping children in the
third grade achieve in reading beyond their previous ratc of
growth. In addition, the data in Table 11 suggests that there
may have been program weaknesses at the seventh grade -level,
as is indicated by the F-ratio which is not significant for
the gzoup's gain above anticipated. This may be due to their
relatively low achievement in ccmprehension, however, since the
gseventh grade sample was small, the results may not be representa-
tive of all children at this grade level. The seventh graders in
the evalugtion sample did achieve an average of three months above
expacted, suggesting that the sample may have been too small for
the results to reach an acceptable level of significance.

In gen~—al, the results ;1.' the analyses of pre-and post-
program scores on the Metropeiitan Readipng Test support the
conclusion that the Corrective Reading Program was effective in
helping Optional Assignment students improve in total reading
achievement. This conclusion is supported by the results of
analyses of pre-and post-program grade level scores on the compre-?

hension subsection of the Stanford Diagnogtic Reading Test.
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Table 12 shows the numbeil: and percentage of Optional
Assignment students who achieved post-test scores below, the
same as, and above expected in comprehension. The table includes
results for a small sample of second graders for whom data were
available. Although the program proposal called for only children
in grades 3 through 9 to be selected for the program, one group
of second graders was included in the program on a trial basis
in the hope that children identified as exhibiting reading
difficulties this early could be helped before their difficulties
became too serious.
TABLE 12
NUMBER AND PERCENTAGE OF OPTIONAL ASSIGNMENT STUDENTS
SHOWING GAINS BELOW, THE SAME AS, AND ABOVE

ANTICIPATED ON THE GRADE LEVEL SCORE
OF THE STANFORD DIAGNOSTIC READING TEST

STANFORD GRADE SCORE

Grade N Below Same Above
2 9 2 1 6
(%) (23) (10) (67)
3 80 29 ) 41
(%) (36) (13) (51)
4 68 20 7 41
(%) (30) (10) (60)
5 89 29 6 54
(%) (32) «7) (61)
6 56 23 0 33
(%) (41) ( 0) (59)
7 30 7 4 19
(%) (23) (13) (64)
8 39 13 1 25
(%) (33) ( 3) (64)
9 36 7 2 27
(%) (19) ( 6) (75)
Total 407 130 31 246

Percent (32) ( 8) (60)
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Table 12 indicates that mcore than 50 percent of the
children at each grade level obtained actual post -test scores
that were higher than anticipated post-test scores on the Stanford
comprehensiéh subtest, Again, the largest percentage to do so was
in the ninth grade and the smallest percentage was in the third

aqrade, The Stanford Diaqnostic Reading Test results for the total

group, which shows that 60 percent achieved above expected, eight
percent achieved the same as anticipated, and 32 percent achieved
velow anticipated, are more favorable but still similar to the

comprehension subtest results from the Metropolitan Achievement

Test, vhich indicated that 54 percent achieved above, six percent
achieved the same as, and 40 percent achieved below expected (see
Table 8).

Table 13 presents mean data and the results of tests of
significance for actual and above anticipated gains on the Stanford

Diagnostic Reading Test qgrade level score for program partici-

pants' achievement in reading comprehension. There, it can be
seen that children in the evaluation sample at each grade level,
including the third grade, made gains significantly above those
expected. In general, the mean gains above anticipated in

reading comprehension when measured by the Stanford Diagnostic

Reading Test were higher than when measured by the Metro-

politan Reading Test. This may be due to the fact that pre-

program 3tanford Diagnostic Reading Test results were used as a
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pasis for determining student needs and planning for instructional

purposes. Thus, the findings from the Stanford Diagnostic Reading

Test may more directly reflect the effects of program instruction
on students' achievement in reading comprehension than do the

findings from the comprehension section of the Metropolitan Reading

Test.
In summary, the results of analyses of pre-and post -

program comprehension scores on the Stanford Diagnostic Reading

Test further support the conclusion that the District 24 Optional
Assignment Corrective Reading Program was successful in achieving
its first objective, to improve students®' level of tntal reading
achievement beyond that which would be expected from their pre-
vious reading performance.

2. Title I Total Group Results

The historical rate of growth method was used to assess
growth in reading achievement in the Title I Program also,
however, the procedure was modified to allow for the fact that
this was a half-year instead of a full-year program. In order to
avoid concealing the treatment impact by gains made during the
September through December nopwtreatment period, an extrapolated
pre-test score was calculated Qh the basis of the
students' previous rate of growth. Then, employing the usual
procedure, the child's anticipated post-test score was derived by

multiplying his previous rate of growth by the number of months
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of corrective reading instruction and adding the result to his
extrapolated pre-test score.

Table 14 presents the mean data and the results of tests
of significance for Title I students' performance on the Metro-

politan Achievement Test.

TABLE 14

TESTS OF SIGNIFICANCE FOR TITLE I STUDENTS' GAINS
ABOVE ANTICIPATED ON THE
METROPOLITAN ACHIEVEMENT TEST

(N=134)
: Gain
Actual Extrap. Antic. Actual Above t-
Subtest Pre Pre Post Post Antic, Ratio p
Word Knowledge 3,09 3.40 3.60 4,06 +.46 5.61 .01
Comprehension 3.17 3.48 3.69 4,15 +.46 5.70 .01
Total Reading 3.08 3.39 3.59 4,07 +.48 6.42 .01

Table 14 shows that program participants made gains of
approximately four months above expected in the three areas measured,
word knowledge, comprehensicn, and total reading. As the t-ratios
show, these gains were all significant at the .0l level indicating
that the program was effective in achieving the first objective,
to improve pupils' level of reading achievement. In fact, when
the actual pre-test and actual post-test scores are compared, we
find that the Title I corrective reading students achieved
approximately one year in each reading skill area during the total

year from April, 1972 through April, 1973. The gains are comparable
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to those that would be expected from average readers during a

regular school year.

3. Level of Retardation Group Results

The Corrective Reading Program in District 24 was structured
so that elementary school students who were two or more years
retarded in reading received three periods of instruction a week.
Those who were less than two years retarded in reading received
two periods of instruction a week. The two groups were compared
to determine which group showed the greater gains in reading
achievement.

Table 15 presents the number and perczntage of more
severely and less severely retarded readers in the Optional
Assignment Program who obtained actual post-test scores above,
the same as, and below their anticipated post-test scores on the

Metropolitan Achievement Test.

TABLE 15

NUMBER AND PERCENTAGE OF OPTIONAL ASSIGNMENT ELEMENTARY STUDENTS
IN THE MORE SEVERELY AND LESS SEVERELY RETARDED GROUPS
MAKING GAINS BELOW, THE SAME AS, AND ABOVE ANTICIPATED

ON THE METROPOLITAN ACHIEVEMENT TEST

WORD KNOWLEDGE COMPREHENSION TOTAL READING

Group N Below Same Above Below Same Above Below Same Above
More
Severely 173 43 6 124 70 12 91 53 17 103
Retarded

(%) (100) (25) (3) (72) (40) (7) (53) (30) (10) (60)
Less
Severely 110 36 5 69 48 5 57 37 6 67
Retarded

(%) (100) (33) (4) (63) (44) (4) (52) (34) (5) (sé1)
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2s the data in Table 15 show, more pupils in each of the
two groups made gains above anticipated in word knowledge than in
reading comprehension., A greater percentage of the more severely
retarded readers than the less severely retarded -eaders obtained
gains above anticipated in word knowledge; however, about the same
percentage in the two groups achieved gains above anticipated in
comprehension (53 percent and 52 percent) and total reading
achievement (60 percent and 61 percent).

Table 16 shows the means, gains, and the results of the
tests of significance for the more severely and less severely
retarded readers' performance on the two subtests and the total

reading score of the Metropolitan Achievement Test. There it

can be seen that both groups obtained actual post-test scores
above their anticipated post-test scores in word knowledge,
comprehension and total reading. The t-ratios for the gains above
anticipated reveal, however, that only the gains made by the more
severely retarded readers are significant for all three areas.
Although the gains above anticipated in word knowledge and total
reading made by the less severely retarded readers were signifi-
cant, their above anticipated gain in reading comprehension was
not.

In summary, the t-ratios in Table 16 indicate that the
program was more effective with the children who were more severely

retarded in reading. This same trend was reported in last year's
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evaluation and it again suggests that the amount of improvement
in reading is related directly to the amount of instructional
time provided.

Growth in Reading Skills. The second objective of the

District 24 Corrective Reading Program was to provide individualized
instruction so that participants would increase their performance
in specific reading skills. The measure used to evaluate this

objective was the Stanfcrd Diagnostic Reading Test. Level I of

this test was administered to participants in grades 2 through 4

and to some students in the higher grades whose previous reading
achievement levels indicated this was the appropriate test. The
Level II test was administered to children in grades 5 through 9.
Pre-program scores on this test were made available to the Corrective
Reading Teachers for use in diagnosing pupil waaknesses and planning
instruction.

1. Optional Assignment Program Results

Table 17 presents the pre-to post-test gains for the
Optional Assignment pupils on the Level I and Level II subtests

of the Stanford Diagnostic Reading Test. Examination of the data

shows that gains on all subtests were highly significant (p <.0005).
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In general, the younger children in the program (grades 2
to 4) made their largest gain in reading comprehension, blending
and auditory discrimination as measured by the Level I Stanford
Test. Least gains were made in the skill of syllabication. The
older children in the program (grades 5 through 9) also showed
their greatest gain in blending and their lowest gain in
syllabication as measured by the Level 1I test. The findings
reported in Table 17 may very well reflect program emphasis
on instruction in basic word skills like blending.

In summary, the data in Table 17 support the conclusion
that the program was effective at significantly increasing
Optional Assignment pupils® specific reading skills. Although
there was no contzsl ﬁgctor against which to compare the gains,
the findings reported in the previous section on gains in
reading achievement provide additional support for this con-
clusion since growth in total reading achievement is highly
related to growth in spvecific reading skills.

2. Title 1 Program Results

The pre- to post-test Title I gains in specific reading
skills are presented in Table 18 where, again, the t-ratios show
that all Level I subtest gains were significant. These results
indicate that the elementary school children in the Title I

Program significantly improved their reading skills in each area
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measured by the Level I Test as a result of the combined instruction
provided in their regular classroom program and in the Corrective
Reading Program. The pattern of gain is the same as that found
for Optional Assignment students whiich indicates that the largest
gains were made in reading comprehension, auditory discrimination
and blending, and that the lowest gain was made in syllabication,
The students in the intermediate school also exhibited
significant gains in the specific skill areas measured, with one
exception. The exception was their achievement in reading rate.
As Table 18 shows, the Title I students' post-program performance
in this area was lower than their pre-program performance.
From teacher reports, there is some indication that little
emphasis is placed on reading rate in the instructional program.
The data in Table 18 again points to the relatively high gain in
the skill of blending and the relatively low gain in the skill of
syllabication.
In summary, pre-to post-comparisons indicate that children
in the Title I Program also increased their achievement in specific

reading skills.
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Improvement in Reading Attitude. The third objective of

the Corrective Reading Program was to increase students' positive
attitudes toward reading. This objective was assessed using pre-
to post-program scores on the Index >f Reading Attitude (see
Appendix E). This scale is constructed so that the lower the
child's score the more positive is his attitude toward reading.

1. Gradz Level and Total Group Optional Assignment Results

Changes in Optional Assigmment students' attitude toward
reading at each grade level and for the total group are presented
in Table 189.

TABLE 19

PRE- TO POST-PROGRAM CHANGE IN OPTIONAL ASSIGNMENT
STUDENTS* READING ATTITUDE¥*

Pre-Test Post-Test t-

Grade N  Mean SD Mean SD Difference Ratio*+
3 68 37.49 9,95 39.35 8,87 +1.86 1.26
4 60 39.55 7.65 40.15 8.79 +0.60 0.59
5 81 41.06 8,38 39,76 8.49 -1.30 1.38
6 S0 40,80 9.06 41.64 8,63 +0.84 0.69
7 20 40.25 8.25 40,20 9,12 -0,08 0.03
8 40 42,08 11.66 43.83 10.64 +1.75 1.42
9 25 44.24 7.36 47.04 9.33 +2.80 1.44

Total

Group 345 40.32 9.17 41 .03 9.156 + .71 +1.46

*A decrease in the Reading Attitude Index score represents an
improvement in reading attitude,

**No t-ratios are statistically significant at the .05 level.
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The pre-to post-test mean differences in Table 19 show that
only the chiidren in grades 5 and 7 manifested some improvement
in reading attitude as indicated by their lower post-program
reading index mean scores. Participante at all the other grade
levels, the third, fourth, sixth, eighth and ninth grades,
exhibited attitudes toward reading at the end of the program that
vere somewhat less favorable than they were at the beginning of
the program. All the t-rztios are not significant, however, which
suggests that the changes in reading attitude at each grade level
and for the total group, as measured by the Reading Attitude Index,
wvere no greater than might have been expected by chance along.

The data in Table 19 support the conclusion that the
Corrective Reading Program had 1littl=s, if any, effect on Optional
Assignment students' attitude toward reading and that, in fact,
the program objective to develop students®’ positive attitudes
toward reading was not achieved.

2. Title I Program Results

The change in reading attitudes among Title I participants
is reported in Tablie 20 below.
TABLE 20

PRE/POST DIFFERENCE IN TITLE I STUDENTS'
READING ATTITUDE

(N=117)
Pre-Test Post-Test t-
Mean sD Mean SD Difference* Ratio o)
39.71 9.69 38079 9.79 -.92 1.12 NS

*The iower the Reading Attitude Index score the more positive
the child's reading attitude.
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As seen in Table 20, program participants exhibited some
improvement in their attitude toward reading; however, the mean
difference of -.92 from the pre-to the post-test was not significant,
This finding suggests that the Title I Corrective Reading Program
also had little discernible effect on the improvement of students'
attitude toward reading.

Impact of Paraprofessional Services. The final objective
of the Corrective Reading Program in District 24 was to increase
individualization of instruction through the s«rvices of parapro-
fessionals as a means of increasing pupil growth in reading at
the elementary level. In order to assess the impact of paraprofessional
services on pupil growth in reading achievement. and on improvement
in reading attitude, the evaluation desdgn called for childrer in
the reimburseable Corrective Reading Program to be compared to
children in a parallel corrective reading program that was
supported by tax levy funds but which did not use the services of
paraprofessionals, There was a change in the tax levy program
and paraprofessionals were assigndd to Corrective Reading Teachers
in this program at the elementary schools in March of the school
year. However, since this meant that the tax levy program
included only one to one and a half months of service from the
paraprofessionals before the post-tests were administered,
compared to the seven months of service provided in the Optional

Assignment Program, the decigion was made to proceed with the

proposed comparison.
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In each elementary aschool vhere there was an Opbional
Assigmment Corrective Reading Program, data also were collected
for children in a similar tax levy program. The two groups of
corrective reading students were compared using an analysis of
covariance on their pre-and post-program total reading scores on
the Metropolitan Achievement Test, the grade level scores on the
Stanford Diagnostic Reading Test and their scores on the Reading
Attitude Index. The results of the znalyses of variance are
presented in Table 21.

TABLE 21

COMPARISON OF OPTIONAL ASSIGCNMENT PROGRAM
WITH TAX LEVY PROGRAM

Pre Post Adj. F-
Group N Mean Mean _ Post Af  Ratio*
TOTAL READING
(Metropolitan)
O.A. 283 3.03 3.89 4,02

Tax Levy 225 3.30 4.31 4.15 /505 3.350

GRADE LEVEL SCORES
(Stanford)

O.A. 301 2.75 3.58 3.72

Tax Levy 229  3.13  3.90 3,71 1/527  0.006

READING ATTITUDE
0.A. 260 39,67 40.09  40.47 ~
Tax Levy 215 41.77 42.39 41,92 /472 3.480

*No F-Ratio is statistically significant.
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As expectéa, the Optional Assignment students exhibited
lower mean scores than the tex levy children in reading achievement
at the beginning of the program. However, their pre-test mean on
the Reading Attitude Index suggests that their attitudes toward
reading were slightly more positive than those of children in the
tax levy program. Taking these initial group differences into
account, the results of the analyses of covariance on each measure
indicates that there were no significant differences betwaen the
two groups in reading achievement and attitude toward reading at
the end of the program. The groups performed equally well on the
post-tests.

The findings in Table 21 suppert the conclusion that the
additional services provided by the paraprofessionals did not lead
to significantly greater improvement in reading achievement and
attitude toward reading. The reader should exercise caution,
however, in interpreting this finding. Although the original
program proposal called for paraprofessionals to serve in an
instructional role assisting individual students and small groups,
responses on Section C of the Corrective Reading Teacher Questionnaire
(see Appendix A} suggest that most teachers assigned paraprofessionals
to roles that were not directly instructional in nature. These
included preparation and organization of materials, supervising
the distribution of audio-visual equipment and other materials,

bookkeeping, filing and correcting student papers.
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Although half of the teachers indicated that paraprofessionals
also provided assistance to individuals and small groups, it is
obvious that their roie was not primarily instructional. According
to the majority of the Corrective Reading Teachers, the parapro-
fessionals provided needed and much appreciated services. It is
apparent, however, that if the program objective is to increase
individualized instruction through the services of paraprofessionals,
as a means of irncreasing atudent achievement in reading, then the
paraprofessionals’ primary role should include providing instruction
under the guidance of the Corrective Reading Teacher. The impli-
cation is, of course, that paraprofessionals need adequate training
for this role and the teachers need adequate training in working

with paraprofessionals.

SUMMARY AND CONCLUSIONS

The summary and conclusions are arranged in an order
corresponding to the presentation in the report.

Growth in Reading Achievement. The first objective of
the full-year Optional Assignment Corrective Reading Program and
the half year Title I Program was to improve pupils‘' level of
reading achievement beyond that expected from a regular classroom
program. Pre-and post- program grade level scores on the Metropolita:n

Reading Test and on the comprehension section of the Stanford

Diagnostic Reading Test were used to determine if this objective
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was met. Based on each child's previous rate of growth, anticipated
post test scores were calculated and used as measures of how well
the child would have achieved if he had not received special
instruction in reading. At the end of the program, the children's
actual post-test performance was compared to their anticipated
performance to see if they had made gairs significantly above

those expected for them.

The data presented in the report support the conclusion
that the Optional Assignment and Title I Corrective Reading Programs
were generally successful in achieving the first objective. The
following findings support this conclusion:

1. When actual post-test performance was compared to
aanticipated performance, 68 percent of the Optional Assignment
children achieved gains higher than expected in word knowledge,

54 percent achieved gains higher than expected in reading vompre-
ehnsion, and 62 percent achieved above expected in total reading.
Thus, more than half of the Optional Assignment students exceeded
performance normally expected of them in each of the three areas
measured by the Metropoclitan Achievement Test. Similar results
obtained for the grade level score on the Stanford Diagnostic
Reading Test, indicating that 60 percent of the Optional Assignment

students achieved gains above expected in reading comprehension.
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2. Grade level comparisons showed that the word knowledge
gains made by the Optional Assigmment students were significantly
above anticipeted for all grade levels except the third grade.
However, only the fifth, asixth, and ninth graders achieved gains
significantly above those anticipated for them in reading compre-
hension. The fourth, seventhand eighth graders averaged post-test
reading comprehension scores higher than expected but their gains
were not significantly above those expected. The third graders
achieved only at their expected rate of growth based on previous
performance. The results indicate the program was more éffective
at developing Optional Assignment studenta® reading voeabulary
than it was at developing skill in reading comprehension, as

measured by the Metropolitan Reading Test.
3. On the total reading score of the Metropolitan Achieve-

ment Test, all grade levels in the Optional Assignment Ppogram,
with the exception of the third and seventh grades, made gains
significantly above those anticipated for them. This finding
highlights further the weaknesses in the program at the third grade
level.

4., Analysis of pre- to post-program scores on the Stanford
Diagnostjc Reading Test revealed that Optional Assignment students
at all grade levels made average gains that were significantly
above those anticipated for them in reading comprehension as

measured by this test.
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S. Comparison of total group pre-and post-program

performance on the Metropolitan Achievement Test showed that

students in the half-year Title I Program made gains that were
significantly above expected in word knowledge, comprehension,
and total reading.

6. Comparisons of the gains of the more severely and
less severely retarded elementary readers in the Optional Assign-
ment Program revealed that approximately the same percentage of
children in each group made gains above anticipated in comprehension
and in total reading; however, a larger percentage of the more
severely retarded readers achieved gains above anticipated in word
¥nowledge,

7. Both groups, the more severely and less severely
retarded readers, achieved gains significantly above anticipated
in word knowledge and total reading: however, only the more
severely retarded readers achieved significantly above anticipated
in reading comprehension. There was evidence that the program
was more effective with the more seriouslv retarded readers;
suggesting a direct relation between amount of imstruction and

improvement in reading.

Groewth in Specific Reading Skills. The second objective
of the Optiocnal Agsignment and Title I Corrective Reading Programs

was to provide diagnostic and prescriptive reading instruction in
order to increase pupils' ability in specific reading skills. Pre-

and post-program scores on the Level I and Levei II Stanford
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Diagnostic Reading Test were used to evaluate this objective.

The findings based on this test support the conclusion that the
program objective was met, The findings were:
1. Optional Assigmment students who were administered

Level I and Level 1I of the Standgrd Diagnecstic Reading Test mani-

fested significarnt gains in all skill areas measured.

2. Title I students exhibited significant pre-to post-
program yains in all skill areas measured by the Level I Stanford,
and in all areas, except one, that are measured by the Level 1I
Stanford, The exception was in rate of reading where the inter-
mediate school children achieved a post-test score that was lower,
but not significantly different from their pré-test score.

Improvement in Reading Attitude. The third objective of
the Corrective Reading Program was to increase students' positive
attitudes toward reading. Pre-and post-program scores on the
Reading Attitude Index were used to measure this objective. The
data reported support the conclusion that both the Optional Assignment

~
and the

itle I Corrective Reading Programs did little to change
program participants’ attitudes toward reading and that, in fact,
this program objective was not achieved.

Impact of Paraprofessional Services. The last objective
of the Corrective Reading Program was to increase individualization
of instruction through the services of paraprofessionals as a means

of increasing pupil growth in reading at the elementary level.
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In order to assess the impact of paraprofessional services,
Optional Assignment students in the reimburseable Coprective
Reading Program were compared to students in a parallel tax

levy corrective reading program which did not use the services of
paraprofessionals, Using analyses of covariance, the two groups®

pre- and post-program scores on the Metropolitan Achievement Test,

the Stanford Diagnostic Reading Test and the Reading Attitude

Index were compared. The findings that there were no significant
differences in the performance of the two groups indicate that

the additional services provided by the paraprofessionals did not
lead to significantly greater improvement in reading achievement

and attitude toward reading.

RECOMMENDATIONS

Again this year there was evidence that the Corrective
Reading Program was generally effective in improving program
participants' level of reading achievement. The recommendations
which follow are made toward the goal of continued improvement
of the program. It should be noted that many reemphasize recommenda-
tions previously made.

1. The repeated low achievement of third graders deserves
careful study. This was the only grade level group that showed no
significant gains above those expected for them based on previous

performance.
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2. There was evidence that the program was more
effective in improving reading word knowledge than it was in
developing reading comprehension skills. Every effort should be
made to improve instruction in reading comprehension.

3. There was evidence that the more severely retarded
readers made greater gains than the less severely retarded
readers, suggesting that improvement in reading is directly
related to the amount of instructional time. The staff should
continue to make every effort to accurately assign the more
severely retarded readers to the instructional groups that meet
more frequently.

4. Coritinued use of more than one meas *g instrument
for selection and diagnosis is highly recommend ..

5. Approximately one-third of the retarded readers still
did not achieve at their expected rate of growth indicating that
there are some weaknesses in providing appropriate irnstruction to
all children in the program. Every effort should be made to
determine the causes for this weakness as a basis for making
improvements in the instructional prcgram.

6. Continued effort is needed to select well trained
teachers for the program which requires specialized skills in the
teaching of reading. Specific criteria must be identified and
used in Corrective Reading Teacher selection. If this is presently
not possible, then there is evidence for the continuation of a
strong inservice training program to upgrade the skills of the

present staff,
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7. If a program objective is to provide individualized
instruction through the services of a paraprofessional as a
means of improving students' reading achievement, then the roie
of the paraprofessional should be primarily an instructional one.
To achieve this the paraprofessionals need specialized training
in reading instruction and the teachers need training in working
with paraprofessionals. If paraprofessionals are not used in
instructional roles, then this aspect of the program should be
reassessed.

8. There is again evidence that additional time is
needed for the Corrective Reading Teacher to confer with parents
and classroom teachers who should play a significant cooperative
role in the resolution of reading problems.

9. The District 24 staff should continue to move in the
direction of strengthening the developmental reading program so
that the separate Corrective Reading Program can be phased out.
The reading specialist in each school could then assume the role
of a reading resource teacher in assisting classroom teachers

with their reading program.
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GUIDANCE SERVICES

PROGRAM OBJECTIVE
The objective of the guidance program for optional
assignment pupils in District 24 during 1972-73 was to improve the

behavior of pupils in academic and social skills.

EVALUATION ORBJECTIVES

In consonance with the program objective, the evaluation
objective was:

Given pre-post .program teacher ratings of pupils’
academic and social skills on the Behavior Checklist, students

will manifest significant gains.

METHODS AND PROCEDURES

In order to assess gains in academic and social skills,
it was necessary to develop the Behavior Checklist, determine the
sample to be used, collect the data and analyze the data collected.

Development of the Behavior Checklist. The Behavior

Checklist was developed by the evaluators to reflect those
academic and social skills most characteristic of children in the
age range of the optional assignment pupils (see Appendix A).

In addition to providing data for the evaluation, the Checklist
was designed to be of assistance to guidance counselors in their

receord keeping. Thus, the back of the Behavior Checklist provided
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a place to keep notes to which the counselors could readily refer
in their work with pubils, parents and teachers.

Sample. All optional assignment pupils in the schools
which had the services of guidance counselors from October through
May were the subjects for the evaluation. There were 383 optional
assignment pupils for whom pre-and post-program data were available,
Of these, 191 were in three elementary schools, P.S. 153, P.S. 91
and P.S.87, and 192 were in one junior high school, J.H.S. 193.
Comparisons were made between O.A. pupils who participated in
counseling groups and those who did not. Numbers included 130
in the group category and 253 in the non-group category. For the
comparison between O.A. pupils in corrective reading and those
not in corrective reading, there were 167 in the former group and
216 in the latter.

A final comparison was made between a randomly selected
number of C.A. pupils who had participated in groups and an equal
number of resident pupils who had participated in groups. Since
only 24 resident pupils participated in group counseling, an equal
number of children from the O0.A. grcup were selected on the basis
of grade level and schools represented by the resident rupils in
order to match the comparison groups as closely as possible.

Data Collection. Behavior Checklists were distributed

by the guidance counselor to the classroom or homeroom teachers of

all O.A. pupils and resident pupils who were participating in
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group counseling. The teacher returned a completed checklist for
each student in early December and again in early May. Thus, the
pre- post-comparisons were based on data from the two checklists
fof each pupil.

Treatment of the Data. A t-test for correlated data

was computed on pre-and post- program ratings for each pupil.
Comparisons were made between elementary and junior high pupils;
optional assignment pupils in group and non-group counseling; O.A.
pupils and resident pupils in groups; and, O.A. pupils in the
Corrective Reading Program and O.A. pupils not in the Corrective
Reading Program. The ,05 level was considered minimal for

statistical significance.

DESCRTPTION ‘OF PROGRAM IN OPERATION
L4

The gquidance program for Optional Assignment pupils in
District 24 can best be described by discussing personnel involved,
the actual program and operational problems,

Personnel. In the two elementary schools, the guidance
counselors were assigned half-time to work with Optional Assignment
pupils. Both counselors had been in the same schools during the
previous year in similar assignments. In the two junior high
schools, the counselor for O.A. pupils was assigned half-time to
each school. Thus, he worked only with the 0.A. pupils in those

schools. He spent one full week in one school and the next week
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in the other school and repeated the pattern throughout the year,
The junior high school counselor was new to the schools and to
working with O.A., pupils.

In addition, a full-time Guidance Coordinatcr was employed
throughout the year. The O.A. counselors and Coordinator met
with the evaluators several times during the year.

Program. The counselors began working with the Coordinator
early in the year to develop objectives for the guidance program.
Problems identified in the 1971-72 evaluation report formed the
basis for planning the grour counseling program established during
the 1972-73 year. Counselors were participants in training
sessions under the ieadership of Professor Ariiold Buchheimer of
C.U.N.Y. and conducted counseling groups throughout the year.
Approximately one-half of the O.A. pupils participated in these
groups, however, there were five times as many O.A. pupils in the
groups as resident pupils. Most O.A. pupil counseling was done on
an individual basis, as has been true in the past as well.

Operational Problems. Despite a real attempt to improve

guidance gervices for Optional Assignment pupils, the most serious
problem was the reduction in guidance staff during the course of
the year. In September, there were seven O.A, counselors,
servicing seven schools in the District. Services for 0.A.

pupils in P.S. 88, P.s. V1, P.S. 91 and J.H.S.'s 119 and 125

were discontinued during the course of the year, representing a
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discontinuance of special guidance services for approximately 500
children. The case load is especially high in J.H.S. 93 for a
half-time counselor on a bi-weekly basis. Counselors expressed
some difficulties encountered in scheduling pupils for groﬁp

counseling sessions, especially in the junior high schools,

EFFECTS OF THE PROGRAM ON CHILDREN

This section of the report describes the results of the
evaluation procedures. Included are analyses of pre- and post-test
Behavior Checklist data, summaries and conclusions. All results
relate to the objective of increasing academic skills ard improving
social skills of O.A. pupils, as perceived by classroom or home-
room teachers. Correlated t-teste were used for all analyses.

Results for Total O.A.Group. In the academic skills of

Reading, Math, Social Studies; Creative Expression and Science,

the total group made significant gains. All increases were
statistically significant at the .01 level. With regard to social
skills, there were four areas of statistically significant
increases in negative behaviors: "easily led by peers," '"dis-
rupting class,” "peing negative and aggressive toward authosity,"
and “"destrcying property." There was a significant positive
increase in "following directions." Table 1 shows the means,
t-ratios and probability levels for these statistically significant

areas.
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TABLE 1

SIGNIFICANT DIFFERENCES IN ACADEMIC AND SOCIAL
SKILLS FOR THE TOTAL O.A. GROUP

(N=383)

Category Mean Difference t-Ratio b
Reading +.53 8.19 .01
Math +.37 5.88 .01
Social Studies +.41 6.35 .01
Creative Expression +.45 6.39 .01
Science +.44 7.16 .01
Easily Led by Peers +.43 3.48 .01
Disrupts Class +.17 1.68 .05
Neg. & Aggress.

to Authority +.26 2.31 .05
Destroys Properiy +.22 2.83 .01
Follows Directions +.29 2.08 .05

Results for 0.A.'s in Groups and 0.A, 's Not in Groups.

When O.A. pupils who participated in counseling groups were com-
pared to O.A. pupils who did not participate in groups, the

data showed that both sub-samples increased significantly in

all academic skill areas. Ratings for O.A.'s in groups on

the pre-rating were lower than for those not in groups; and,
whereas significant gains were found for all, the pupils in
groups showed greater gains. The data are presented in

Table 2.
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TABLE 2

COMPARISON OF GAIN IN ACADEMIC SKILLS FOR O.A. PUPILS 1N
COUNSELING GROUPS AND THOSE NOT IN COUNSELING GROUPS

0O.A.'s in Groups

PRE POST

Academic Skills N Mean _S.D. Mean S.D. Diff, Ratio p
Reading 130 2.81 1.43 3.37 1.36 +.56 5.64 .01
Math 130 2.81 1.37 3.28 1.34 .47 4,27 .01

Social Studies 130 2.92 1.38 3.38 1.24

Creative Express. 130 2.89 1.47 3.38 1.23
(art, music, writing)

Science 130 2.90 1.39 3.41 1.21 +.51 4,21 .01

.46 4.16 .01
.49 4,27 .01

+ + +

O.A.'s Not in Groups

PRE POST

t-
Academic Skills N Mean s.D, Mean S.D. Diff, Ratio p
Reading 253 3,28 1.38 3.79 1.41 +.51 6,13 .01
Math 253 3.24 1.41 3.55 1.40 +.31 4.14 .01

Social Studies 253 3,20 1,36 3.59 1.36 +.39 4,82 .01

Creative Express. 253 3,16 1.58 3.60 1.51 +.44 4,85 .01
(art, music, writing)

Seience 253 3.25 1.30 3.65 1.27 +.40  5.85 .0l
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In the social skills areas, the only significant difference
for O.A. pupils who participated in groups was an increasc in
"destroys property." The mean difference was +.32, the t-ratio was
2.48, and the difference was statistically significant at the .01
level., For the pupils who did not participate in counseling
grouvs, there were significant increases in all negative social
skill areas and in "following directions." Data are presented in
Table 3.

TABLE 3

SIGNIFICANT DIFFERENGES/TN\SQCIAL SKILL AREAS FOR O.A.
PUPILS NOT IN COUNSELING GROUPS

(N=253)
Category Mean Difference t-Ratio D
Inattentive +.27 2.03 .05
Easily Led By Peers +.57 3.70 .N1
Feelings Easily Hurt +.28 2.07 .05
Disrupts Class +.24 1.93 .05
Neg. & Aggress. to Authcrity +.30 2.29 .05
Fights With Peers +.24 1.72 .05
Destroys Property +.17 1.72 .05
Follows Directions +.39 2.28 .05

The comparison data indicate a definite trend favoring
the group counseling approach,

Results for O,A.'s in Corrective Reading Compared With

Those Not in Corrective Reading. In all of the academic skill

areas. there were significant gains for both groups, with the
Corrective Reading group making the most gains based on higher

positive mean differences. Data are presented in Table 4,
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TABLE 4
COMPARISON OF TEACHER RATINGS OF ACADEMIC SKI1LLS OF

O0.A. CHIIDREN IN CORRECTIVE READING
WITH THOSE NOT IN CORRECTIVE READING

O.A.'s in Corrective Reading

PRE POST ‘o
Academic Skills N Mean _S.D. Mean _S.D. Diff, Ratio p
Reading 167 2,62 1.30 3.26 i.31 +.64 7.08 .01
Math 67 2,5¢ 1.34 3.13 1.34 +.54 5.93 .01
Social Studics 167 2.57 1.33 3.19 1.24 +.062 5.90 .M

Creative Express. 167 2.65 1.40 3.19 1.32 +.54 4,62 .01
(art, music, writing)

Science 167 2.72 1.27 3.26 1.16 +,54 5.44 .01
O.A.'s Not in Corrective Reading
PRE POST e
Academic Skills N Mean S.D. Mean S.D. Diff, Ratio p
Reading 216 3.51 1.38 3.95 1.40 +.44 4.90 .01
Math 216 3.48 1.34 3.72 1.36 +.24 2.80 .01
Social Studies 216 3.51 1.25 3.76 1.33 +.25 3.13 .01
Creative Express. 216 3.39 1.58 3.78 1.45 +.39 4.42 .01

{(art, music, writing)
Science 216 3.45 1.30 3.81 1.27 +.36 4.69 .01
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In the social skill areas, there was a significant decrease
for Corrective Reading children in the "feelings easily hurt"
category. The mean difference was -.32; t-ratio was 1.78, and
p £.05. For the 0.A, children not in Corrective Reading, there
were statistically significant increases in all negative areas.
Meither group gained significantly in the positive areas. Data
for the non-corrective reading group are shown in Table 5. The
results of this analysis suggest a trend in favor of those
children in the Corrective Reading Program.

TABLE 5

SIGNIFICANT GAINS IN NEGATIVE SCCIAL SKILLS FOR
0.A. PUPILS NOT IN CORRECTIVE READING

Category Mean Difference t-Ratio _p_
Inattentive +.41 2.59 .01
Easily Led By Peers +.53 3.39 .01
Feelings Easily Hurt +.56 3.76 .01
Disrupts Class +.27 i.%4 .03
Negative & Aggress. to

Authority +.39 2.70 .01
Fights With Peers +.34 2.24 .05

Results of Comparison Between O.A. Pupils in Elementary

srades and Those in Junior High Grades. Again, both elementary

and junior high pupils made statistically significant gains in

all academic skill areas, as rated by teachers. The data are

presented in Table 6.
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TABLE 6

COMPARISON OF ELEMENTARY O.,A, PUPILS WITH JUMIOR HIGH SCHOOL
O.A. PUPILS ON ACADEMIC SKILLS

Elementary J.H.S.

Mgan t- Mean t-~

Cateqgory Diff, Ratio p Diff. Ratio P
Reading +.63 8.24 .01 +.43 4,13 .01
Mat +.45 5.57 .01 +.28 3.00 .01
Social

Studies +.54 6.31 .01 +.29 2.94 .01
Creative Exp. +.57 6.39 .01 +.33 3.05 .01
Science +.59 5.02 .01 +.28 3.25 .01

(N=191) (N=192)

When examining social skills data for elementary pupils,
there were significant decreases in the areas of "inattention"
and "feelings easily hurt." Both were significant at the .01
level. For "inattentive," the mean difference was -.33; the t-
ratio was 2.43. For "feelings easily hurt,"” the mean difference
vas -.43; the t-ratio was 2.82.

On the contrary, all negative social skills areas
increased significantly for junior high 0.A. pupils. One
positive area, "follows directions,” also increased significantly

for this group. The data are presented in Table 7.
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TABLE 7

SIGNIFICANT DIFFERENCES FOR JUNIOR HIGH SCHOOL O.A.
PUPILS IN SOCIAL SKILLS RATING

(N=192)

Category Mean Difference t-Ratio _P_
Inattentive + .68 3.79 .01
Easily Led By Peers +1.02 5.99 .01
Feelings Easily Hurt + .79 4,83 .01
Disrupts Class + .34 2,19 .05
Neg. & Aggress. to

Authority + .39 2.34 .01
Fights With Peers + .48 3.06 .01
Destroys Property + ,27 2.73 .01
Follows Directions + .44 1.95 .05

Results of Comparison of 0.A. Pupils in Groups With

Residents in Groups. When a random sample of 0O.A. pupils in

groups and resident pupils in groups were compared, all academic

skills areas increased for both groups with the exception of

science, which did not increase significantly for either. The

statistically significant differences are presented in Table 8.
TABLE 8

COMPARISON OF O.A. PUPILS IN GROUPS WITH RESIDENTS
IN GROUPS ON ACADEMIC SKILLS RATINGS

0.A. (N=24 Resident (N=24)
Mean t- Mean t-
Category Diff. Ratio P Diff, Ratio p
Reading +.54 3.19 .01 +.33 1.88 .05
Math +.41 2,00 .05 +,54 3,00 .01
Social Studies +.29 1.57 .05 +.33 1.78 .05

Creative Exp. +.41 1.74 .05 +.34 1.99 .05
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EXE 2 3

When these same groups were compared in the social skills
areas, only two statistically significant differences were found.
For the O.A. pupils in groups, there was a significant decrease
in the "easily led by peers®" category. The mean difference was
-.70; the t-ratio was 1.813 and the probability level was .05.
For the resident pupils in groups, there was a statistically
significant increase in the "inattentive"” category. The mean
difference was +.46; the t-ratio was 2.03; and the probability

level was .05.

SUMMARY AND CONCLUSIONS

In examining the data, it was found that there were
statistically significant increases in all academic skills areas
in all comparisons made. Thus, teachers perceived Optional
Assignment pupils and residents who participated in groups as
having made gains in Reading, Math, Social Studies, Creative
Expression and Scienca. The only exception was in the Science
area for the comparison of O.A. pupils in counseling groups with
resident pupils in counseling groups, where the gains were not
statistically significant for either sub-group. It is also
noteworthy that O.A. pupils who participated in counseling
groups made greater gains than those who were not in counseling
groups. The conclusion can be drawn that Optional Assignment

pupils in District 24 increased their skills in academic areas,
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based upon ratings of the teachers who were most familiar with
their work during the academic year. It can also be concluded that
group counseling had an impact upon gains in academic skills.

In summarizing the data with regard to the social skills
area, O.A. pupils' behaviors generally did not change in the
desired direction. Whereas the negative social skill areas were
hopefully to have decreased, in most cases there were generally
more incidents of these behaviors at the end of the year than at
the beginning. Whereas the positive social skills hopefully
would have increased, there was not evidence of significant
increases in most cases.

One significant set of results with regard to the counseling
program was that, when the 0.A. pupils who participated in counseling
groups were compared to O0.A, pupils who did not participate, the
group participants increased significantly in only one negative
area whereas the non-group participants increased in all seven
negative areas. The conclusion can be drawn that group counseling
contributed positively in the social skills area,

Another significant set of results can be seen when
Corrective Reading pupils were compared to those not in Corrective
Reading. The feelings of Corrective Reading participants were
less easily hurt at the end of the year, and there were no

increases in the negative areas. However, there were significant
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increases in all negative areas for pupils not in Corrective
Reading. The conclusion can be drawn that the Corrective Reading
program contributed positively in the social skills area.
Finally, the comparison of elementary and junior high
school O.A. pupils yielded interesting results. Whereas all
negative social skills areas increased for junior high pupils,
as did the positive area of following directions, no areas in-
creased for elementary pupils. In fact, teachers reported
elementary pupils as becoming lesx inattentive and as having

their feelings less easily hurt.

RECOMMENDATIONS
The following recommendations, based on the data, are
made for future consideration of District 24 personnel:
1. The group counseling aspect of the guidance program
should be continued.
2. The Corrective Reading program should be continued.
3. Further study should be made of the relationship
between the above two programs and social skill development.
The following recommendations, based on professional
knowledge of the evaluators, are also made for future consideration:
1., The position of Coordinator should be maintained.
2. Guidance services for all O.A, pupils should be

reinstituted,
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APPENDIX A and B

PRE-KINDERGARTEN PROGRAM




NAME :
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APPENDIX A

PRE-KINDERGARTEN G.I.R. RATING SCALE

Personal Care

1.

4.

Can manage own
clothing (put on
coat, hang up, tie
laces, etc.).

Cares for self in
toilet

Can handle food,
liquids, and utensils

properly.

Has coordination of
small muscles.

Language Development

1.

Uses appropriate
names of objects,
places, and people.

Follows simple
directions.

Uses complete
sentences.

Converses with peers
and adults.

0

Asks questions that show

curiosity.

0

DATE:




-197-

Manipulation of Materials

1. Experiments with
materials. 0

2. Identifies and uses
materials properly. 0

3. Works independently
with materials. 0

4, Shows original
expression through
use of materials. 0

5. Uses a wide variety
of material, 0

Intellectual

1. Identifies objects
and events accurately. O

2. Classifies objects,
persons, and events
properly. 0

3, Sees relationships
between objects and
their functions, 0

4, Uses logic processes
in problem solving. 0

5. Remembers story and
repeats in proper
sequence. 0

Saocial and Emotional
1. Participates easily
in small groups. 0

2. Exercises reasonable
self-control. 0

3. Expresses emotions
verbally, 0

4, Makes friends easily. 0

5, Satisfied with a
reasonable amount of

attention. 0

N



~198-

APPENDIX B

PRE-KINDERGARTEN PARENTAL INVOLVEMENT
AND ATTITUDE SCALE

Please answer the following questions about your involvement and
attitude concerning your child's school. It is not necessary for
you to sign your name. Thank you.,

INVOLVEMENT
3 2 1
Quite a 1lot Somewhat Not at alil
1. Have you discussed your

child's progress with the
teacher?

2. lHave you attended parent
meetings at the school?

3. Have you attended programs
in which the children
varticipated?

4. Have you talked with the
educational assistant?

5. Have you observed in the
program in your child's
pre-kindergarten class?

6. Have you talked with the
principal or the assistant
principal?

7. Do you know what your
child does in the pre-
kindergarten program?

- D = B U G D D D D — S M s T D D M D e P - G SIS G S S = YD S D D ) G G D e I D G - - - - G = . - —— - -— -

ATTITUDES

(NOTE: Please circle the number which most closely tells how you
feel about each of the statements listed below.)

Strongly Don't Strongly
agree Agree know Digagree disaqgree

1. Most teachers probably
like quiet children
better than active ones. 1 2 3 4 5




10.

Strongly
agree
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Don't
Agree know

Disagree

Strongly
disaqree

As a parent there is
little I can do to
improve the schools.

Most teachers do not
want to be bothered by
parents coming to see
them.

Children in pre-kinder-
garten do not learn from
playing in school.

Once in a while it
should be OK for parents
to keep their children
out of school.

Teachers who are very
friendly are not able to
control the children.

Pre-kindergarten is not
very helpful for children
of this age.

My child does not enjoy
pre-kindergarten.

Most children have to be
made to learnm.

I would rather have my
child attend for a full
day in a day care center
than in the pre-kinder-
garten class.
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APPENDIX A through J

STRENGTHENED EARLY CHILDHOOD PROGRAM
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APPENDIX A

STRENGTHENED EARLY CHILDHOOD - DISTRICT #24

New York University
The Center for Field Research and School Services

Strengthened Early Childhood Teacher Questionnaire

SECTION A - EVALUATION OF INSERVICE TRAINING

The follow1ng questions are aimed at an assessment of the in-
service training provided for the Distar Teachers as a part of
this year's program. We ask for an honest appraisal of this
aspect of the program.

1. Instructions. Listed below are tovpics which may have been
covered during the training sessions or in staff meetings.
Use the rating scale below to evaluate the adequacy with
which each area was covered durlng training sessions.

Put your rating in the space provided before the topic.
For any item that was not covered, write NC.

Scale: 5=Very Satisfactory, 4=Above Average, 3=Average,
2sBarely Satisfactory, l=Unsatisfactory, NC=Not Covered

Rating Topic
(a) Objectives and rationale for the programs
(b) Basic premises of the Distar programs
(c) Techniques for using Distar programs
(d) Instructions for using take homes
(e) Plan for grouping and regrouping
(£) Specific procedures for evaluating student progress
(g) Working with educational assistants
(h) Keeping records of individual progress

(i) Techniques for parent involvement
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Rating Topic
(j) Learning activities for children not in groups
(k) Voice and hand signals
(1) Sequence of skill development in reading
(m) Sequence of skill development in math
(n) Sequence of skill development in language
(o) Supplementary learning activities for children

Other (Please specify)

2. In your opinicn, was the amount of inservice training
sufficient?

1. No 2. Yes

3, Please give your overall ratino of the inservice training
provided for Distar Teachers this year,

1. Unsatisfactory __ 2. Barely satisfactory
3. Average __ 4, Above Ave) ige
5. Very Satisfactory ___
4, Did you participate in the Distar Program last year (1971-72)7?

1. No 2. Yes

5. If your answer to question 4 is yves, how would you evaluate
this vear's training program in comparison to last year's
sessions? On the whole, this year's training was:

1. 2. 3.
Inferior About the same Superior

Please feel free to write additional comments about the inservice
training provided by the program and your suggestions for Improvement.
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SECTION B - DISTAR TEACHER EVALUATION OF PROGRAM EFFECTIVENESS

1. Listed below are items related to the Distar Reading, Language,
and Math in the Strengthened Early Childhood program. Use
the following rating scale to evaluate the quality and/or
effectiveness of each aspect of the brogram.

1=Unsatisfactory, 2=Barely satisfactory, 3=Average,
4A=Above Average, S5=Very satisfactory, NA=Not applicable

Program Organization

Reading Language Math
Rating Rating Rating Item

(a) Size of classroom group

(b} Size of small instructional groups

(c) Number of adults in classroom

(@) Amount of time devoted to program

(e) Procedures for recycling or regrouping

children

(f£) Structure of Distar Programs

(g) Overall Rating for Program Organization

Physical Fac

ilities and Materials

(a)
(b)
(c)
(a)
(e)
(£)
(a)
(h)
(i)
(3)

Size of classroom

Physical facilities in classroom

Distar kits

Teacher's Guides

Instructional materials (presentation)
Student materials (take homes, etc,)
Supplementary practice materials

Collection of children's literature
Availability of materials at start of program

Overall Rating for Facilities and Materials
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Program Operation

Reading Language Math
Rating Rating Rating

(a)
(b)
(c)
(a)
(e)

Program Effectiveness

Reading Language Math
Rating Rating Rating

(a)
(b)
(c)

(d)

(e)

Management of groups

Record keeping

Sequencing of skill development
Pacing of new skills introduced

Overall Rating for Program Operation

Student enthusiasm for programs
Student progress in skill acquisition

Student progress in application of
skills

Student independent reading, language,
math activity

Ooverall Rating for Program Effectiveness

Parental Involvement and Attitude

(a) Parents' knowledge of Distar programs

(b) Extent of parental involvement in program

(c) Parents' attitude toward the program

(d) Time for parent conferences

(e) Overall Ratina for Parental Involvement & Attitude
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Personnel Support

(a) Support of principal for program

(b) Helpfulness of bilingual community liaison
(c) Assistance from early childhood coordinator
(d) Help from guidance counselor

(e) Overall Rating for Personnel Support

2. Did you participate in the Distar Program last year?
1. No 2. Yes

3. If your answer to question 2 is yes, what is your overall
impression when vou compare this year's program to last
year's program? This year's Distar Program is:

1. 20 3.
Inferior About the same Superior

4, Would you be interested in participating in a similar program
next year?

1. Yes 2, No 3. Not sure

Please feel free to write additional comments about the program

and suggestions for improvement. (We would be interested especiaily
in your comments about those aspects of the program you rated low
in item #1 above.)

5. What other approaches to early childhood education would you
iike to have considered in District #2472
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SECTION C - DISTAR TEACHER EVALUATION OF SUPPORTIVE SERVICES

1. Paraprofessicnals

(a) How many paraprofessionals were assigned to your class-
room?

(b) Could you have used additional paraprofessionals?

Yes No

(¢) What date did they begin working? -

(d) Did the paraprofessionals receive any special training
for the program?

Yes No

If 'yes, who provided the training?

(e) Briefly describe responsibilities assumed by the para-
professional(s) in your program.

(f) Please rate the adequacy of the paraprofessionals'
preparation and skills for the program.

1 2 3 4
Unsatisfac- Barely Average Above Average
tory Satisfactory

5

Very Satisfactory

(g) What is your overall rating of the services provided by
the paraprofessionals?

1 2 3 - 4

Unsatisfactory  Barely Average Above Average
Satisfactory

5

Very Satisfactory
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(h) 1Indicate your suggestions for improving the contributions
that can be made by paraprofessionals in the Strengthened
Early Childhood Program,

2. Guidance Services for Strengthened Early Childhood

(a) Approximately how many of your students received the
services of the gquidance counselor?

(b) How would you rate the frequency of your contacts with
the guidance counselor regarding your students?

1 2 3 4 5
None Rarely Occasionally Frequently Regularly

(c) 1How would you rate the guality of your contacts with the
quidance counselor? That is, to what degree did his/her
services help in leading to the resolution of students’

problems?
1 2 3 4 5
Not helpful Somewhat Helpful Very Helpful Extremely

Helpful Helpful

(d) what suggestions do you have for improving the guidance
services provided for students in the Strengthened Early
Childhood program?

3. Bilingual Community Liaison for SEC Program

(a) English is a second language for approximately how many
of your students?

(b) Approximately how many of your students and/or their
parents had contacts with the bilingual community liaison?




(c)

(d)

(e)
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How would you rate the frequency of your contacts with
the bilinqual community liaison?

1 2 3 4 5
None Rarely Occasionally Frequently Regularly

How would you rate the ality of the services provided
by the bilingual community liaison?

1 2 3 4 5
Not Helpful Somewhat Helpful Very Helpful Extremely
Helpful Helpful

What suggestions do you have for improving the bilingual
community liaison services?

SECTION D - DISTAR TEACHER BACKGROUND INFORMATION

1. EDUCATIONAL BACKGROUND

Degree Year Institution Major Field

2. TEACHING LICENSE(s) YEAR GRANTED
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Course Work Relecvant to Teaching Reading, Lanquage and Math,
List specific courses you have taken (and indicate the
college and year) which are related to teaching reading,
language or math to young children. (Not inservice courses.)

Courses Institution Year

4, TEACHING EXPERIENCE

Regular or

School Grades No. of Years Substitute

5. INSERVICE COURSES

List the inservice courses you have taken.

Course Year
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APPENDIX B

STRENGTHENED EARLY CHIIDHOOD - DISTRICT #24

New York University
The Center for Field Research and School Services

STRENGTHENED EARLY CHILDHOOD PARAPROFESSIONAL QUESTIONNAIRE

SECTION A - EVALUATION OF INSERVICE TRAINING

The following questions are aimed at an assessment of the inservice
training provided for paraprofessionals in the Distar Program,
Please give your candid appraisal.

1. Instructions. Listed below are topics which may have been
covered durlng the training sessions or in staff meetings.
Use the rating scale below to evaluate the adequacy with which
each area was covered during training sessions. Put your
rating in the space provided before the topic. For any item
that was not covered, write NC,

Scale: 5=Very Satisfactory, 4=Above Average, 3=Average,
2=Barely Satisfactory, l=Unsatisfactory, NC=Not Covered

Ratin Topics

:

(a) Objectives and rationale for the programs

(b) Basic premises of the Distar programs

(c) Techniques for using Distar programs

(d) Instructions for using take homes

(e) Plan for grouping and regrouping

(£) Specific procedures for evaluating student progress
(g) Working with classroom teachers

(nh) Keeping records of individual progress

(i) Techniques for parent involvement

(j) Learning activities for children not in groups

(x) Voice and hand signals

ARRRRREE
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Rating Topics
(1) Sequence of skill development in reading
(m) Sequence of skill development in language
(n) sSequence of skill development in math
(o) Supplementary learning activities for children

Other {Please specify)

2. In your opinion, was the amount of inservice training sufficient?
1. No 2. Yes

3. Please give your overall rating of the inservice training
provided for Distar Paraprofessionals this year.

1. Unsatisfactory _____ 2. Barely Satisfactory ___
3. Average __ 4, Above Average
5. Very Satisfactory
4, Did you participate in the Distar Program last year (1971-72)?
1. No ____ 2. Yes
o) If your answer to question 4 is yes, how would you evaluate
this year's training program in comparison to last yesar's

sessions? On the whole, this year's training was:

1. 2. 3l
Inferior About the same Superior

Please feel free to write additional comments about the inservice
training provided by the program and your suggestions for improvement.
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SECTION B - PARAPROFESSIONAL EVALUATION OF DISTAR PROGRAM

1. Listed below are items related to the Distar Reading, Language
and Math in the Strengthened Early Childhood program. Use
the following rating scale to evaluate the quality and/or
effectiveness of each aspect of the program.

1=Unsatisfactory, 2=Barely Satisfactory, 3=Average,
4=Above Average, 5=Very Satisfactory, NA=Not Applicable

Program Organization

Reading Language Math
Rating Rating Rating Item

(a) Size of classroom group

(b) Size of small instructional groups

(c) Number of adults in classroom

(d) Amount of time devoted to program

(e) Procedures for recycling or

regrouping children

(f) Structure of Distar Programs

(g) Overall Rating for Program

Organization

Physical Facilities and Materials

(a)
(b)
(c)
(d)
(e)
(£)
(g)
(h)
(i)
(1)

Size of classroom

Physical facilities in classroom

Distar kits

Teacher's Guides

Instructional materials (presentation)
Student materials (take homes, etc.)
Supplementary practice materials

Collection of children's literature
Availability of materials at start of program

Overall Rating for Facilities and Materials
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Program Operation

Reading Language Math
Rating Rating Rating

(a) Management of groups

(b) Record keeping

{c) Sequencing of skill development

(8) Pacing of new skills introduced

(e) Overall Rating for Program Operation

Progqram Effectiveness

Reading Language Math
Rating Rating Rating

{a) Student enthusiasm for programs

(b) Student progress in skill acquisition

(c) Student progress in application
of skills

(d) sStudent independent reading,
language, math activity

(e) Overall Rating for Program
Effectiveness

Parental Involvement and Attitude

(a) Parents®' knowledge of Distar programs

(b) Extent of parental involvement in program
(c) Parents®' attitude toward the program

(d) Time for parent conferences

(e) oOverall Rating for Parental Involvement & Attitude
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Personnel Support
(a) Support of principal for program
(b) Helpfulness of bilingual community liaison
(c) Assistance from early childhood coordinator
(d) Help from guidance counselor

(e) Overall Rating for Personnel Support

2. Did you participate in the Distar Program last year?
1. No 2. Yes

3. If your answer to question 2 is yes, what is your overall
impression when you compare this year's program to last
year's program? This year's Distar Program is:

1. 2. 3.
Inferior About the same Superior

4. Would you be interested in participating in a similar
program next year?

1. Yes 2. No 3. Not sure .

Please feel free to write additicnal comments about the program
and suggestions for improvement. (We would be interested
especially in your comments about those aspects of the program
you rated low in item #1 above.)

5. What other approaches to early childhood education would you
like to have considered in District #247?
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SECTION C - PARAPROFESSIONAL EVALUATION OF SUPPORTIVE SERVICES

1. Guidance Services for Strengthened Early Childhood

(a)

(b)

(c)

(d)

Approximately how many of your students received the
services of the guidance counselor?

How would you rate the frequency of your contacts with
the guidance counselor regarding your students?

1 2 3 4 5
None Rarely Occasionally Frequently Regularly

How would you rate the quality of your contacts with the
guidance counselor? That is, to what degree did his/her
services help in leading tc the resolution of students'
problems?

1 2 3 4 5
Not helpful Somewhat Helpful Very Helpful Extremely
Helpful Helpful

What suggestions do you have for improving the guidance
services provided for students in the Strengthened Early
Childhood program?

SECTION D - PARAPROFESSIONAL BACKGROUND INFORMATION

1. EDUCATIONAL BACKGROUND

(a)
(b)
(c)
(a)

Highest grade attended

Amount of college work

Are you taking college courses now?

Do you speak any language other thai: English?

If yes, which languages?




2.

-216-

EDUCATIONAL EXPERIENCE

(a) How many years, including this one, have you worked as
an educational assistant?

(b) How many years, including this one, have you worked
at this school?

(c) What related positions have you held that contribute
to your present work?

INSERVICE COURSES
List the inservice courses you have taken.

Course Year
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STRENGTHENED EARLY CHILDHOOD - DISTRICT #24

New York University
The Center for Field Research and School Services

Strengthened Early Childhood Coordinator Questionnaire

SECTION A - EVALUATION OF INSERVICE TRAINING

The foilowing questions are aimed at an assessment of the inservice
training provided for the Distar Teachers as a part of this year's
program. We ask for an honest appraisal of this aspect of the

program.

1. Instructions. Listed helow are topics which may have been
covered during the training sessions or in staff meetings.
Use the rating scale below to evaluate the adequacy with which
each area was covered during training sessions. Put your
rating in the space provided before the topic. For any
item that was not covered, write NC.

Scale: 5=Very Satisfactory, 4=Above Average, 3=Average,
2=Barely Satisfactory, l=Unsatisfactory, NC=Not Covered

Rating Topic
(a) Obiectives and rationale for the programs
(b) Basic premises of the Distar pregrams
(c) Techniques for using Distar programs
(d) Instructions for using take homes
(e) Plan for grouping and regrouping
(f) ©Specific procedures for evaluating student progress
(g) Working with educational assistants
(h) Keeping records of individuzl progress
(i) Techniques for parent involvement

(j) Learning activities for children not in groups
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Rating Topics
(k) Voice and hand signals
(1) Sequence of skill development in reading
(m) Sequence of skill development in language
(n) Sequence of skill development in math
(o) Supplementary learning activities for children

Other (Please specify)

2. In your opinion, was the amount of inservice training sufficient?
1. No 2. Yes

3. Please give your overall rating of the inservice training
provided for Distar Teachers this year.

1. Unsatisfactory ____ 2. DBarely satisfactory ___
3. Average ____ 4, Above Average __ 5. Very Satisfactory __
4, Did you participate in the Distar Program last year (1971-72)7?
l. No ____ 2. Yes
5, If your answer to question 4 is yes, how would you evaluate
this year's training program in comparison to last year's

sessions? 0On the whole, this year's training was:

1. 2, 3.
Inferior About the same Superior

Please feel free to write additional comments about the inservice
training provided by the program and your suggestions for improvement.
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SECTION B - DISTAR COORDINATOR EVALUATION OF PROGRAM EFFECTIVENESS

1. Listed below are items related to the Distar Reading, Language
and Math in the Strengthened Early Childhood program. Use
the following rating scale to evaluate the quality and/or
effectiveness of each aspect of the program.

l=Unsatisfactory, 2=Barely Satisfactory, 3=Average,
4=Above Average, 5=Very Satisfactory, NA=Not Applicable

Program Organization

Reading Language Math
Rat ing Rating Rating Item

(a) Size of classroom group

(b) Size of small instructional groups

(c) Number of adults in classroom

(d) Amount of time devoted to program

(e) Procedures for recycling or
regrouping children

(£) Structure of Distar Programs

(g) Overall Rating for Program Organization

——

Physical Facilities and Materials

(a) Size of classroom

(b) Physical facilities in classroom

(c) Distar kits

(d) Teacher's Guides

(e) 1Instructional materials (presentation)

(£f) Student materials (take homes, etc.)

(g) Supplementary practice materials

(h) Collection of children's literature

(i) Availability of materials at start of program

(j) Overall Rating for Facilities and Materials
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Program Operation

Reading Language Math
Rating Rating Rating

(a) Management of groups

(b) Record keeping

(c) Sequencing of skill development

(d) Pacing of new skills introduced

(e) Overall Rating for Program Operation

Program Effectiveness

Reading Language Math
Rating Rating Rating

(a) Student enthusiasm for programs

(b) Student progress in skill acquisition

(c) Student progress in application
of skills

(d) Student independent reading,
language, math activity

(e) Overall Rating for Program Effectiveness

Parental Involvement and Attitude

(a) Parents' knowledge of Distar programs

(b) Extent of parental involvement in program
(c) Parents*' attitude toward the program

(d) Time for parent conferences

(e) Overall Rating for Parental Invclvement & Attitude
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Personnel Support

(a) Support of principal for program

(b) Helpfulness of bilingual community liaison

(c) Willingness of teachers to meet program demands
(d) Help from guidance counselor

(e) Willingness of paraprofessionals to meet program
demands

(f) oOverall Rating for Personnel Support

2. Did you participate in the Distar Program last year?

1. No 2. Yes

3. If your answer to question 2 is yes, what is your overall
impression when you compare this year's program to last
vear's program? This year's Distar Program is:

1. 2. 3.
Inferior About the same Superior

4, Would you be interested in participating in a similar program
next vear?

1. Yes 2. No 3. Not sure

Please feel free to write additional comments about the program
and suggestions for improvement. (We would be interested
especially in your comments about those aspects of the program
you rated low in item #1 above).

5. What other approaches to early childhood education would
you like to have considered in District #247?
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SECTION C - DISTAR COORDINATORS EVALUATION OF SUPPORTIVE SERVICES

1. Paraprofessionals

(a)

(b)

(c)
(d)

(e)

(£)

(q)

How many paraprofessirnals were assigned to your school?

Could you htve used additional paraprofessionals?

Yes No

m——— o ——p—

What date did they begin working?

Did the paraprofessionals receive any special training
for the program?

Yes No

If yes, who provided the training?

Briefly describe responsibilities assumed by the para-
professional(s) in your program.

Please rate the adequacy of the paraprofessionals’
preparation and skills for the program.

1 2 3 4

Inadequate Barely Satisfactory Above Average
Satisfactory

5

Very Satlsfactory

What is your overall rating of the services provided by
the paraprofessionals?

1 2 3 4

Unsatisfactory Barely Averaqge Above Average
Satisfactory

5

Very Satisfactory
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(h) Indicate your suggestions for improving the contributions
that can be made by paraprofessionals in the Strengthened
Early Childhood Program,

2. Guidance Services for Strengthened Early Childhood

(a) Approximately how many of your students received the
services of the guidance counselor?

(b) How would you rate the frequency of your contacts with
the guidance counselor regarding your students?

1 2 3 4 5
None Rarely Occasionally Frequently Regularly

(c) How would you rate the quality of your contacts with the
guidance counselor? That 1s, to what degree did his/her
services help in leading to the resolution of students’

problems?
1 2 3 4 5
Not helpful Somewhat Helpful Very Helpful Extremely

Helpful Helpful

(d) Wwhat suggestions do you have for improving the guidance
services provided for students in the Strengthened
Early Childhood program?
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3. Bilingual Community Liaison for SEC Program

(a) English is a second language for approximately how
many of your students?

(b) Approximately how many of your students and/or their
parents had contacts with the bilingual community
liaison?

(c) How would you rate the frequency of your contacts with
the bilingual community liaison?

1 2 3 4 5
None Rarely Occasionally Frequently Reqularly

(d) How would you rate the ality of the services provided
by the bilingual community liaison?

1 2 3 4 5
Not Helpful Somewhat Helpful Very Helpful Extremely
Helpful Helpful

(e) What suggestions do you have for improving the bilingual
community liaison services?

SECTION D - DISTAR COORDINATOR BACKGROUND INFORMATION

1. EDUCATIONAL BACKGROUND

Deqree Year Institution Ma jor Field
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2. TEACHING LICENSE(s) YEAR GRANTED

3. Course Work Relevant to Teaching Reading, Language and Math.
List specific courses you have taken (and indicate the college
and year) which are related to teaching reading, language oOr
math to young children. (Not inszrvice courses.)

Cour ses Institution Year

4, TEACHING EXPERIENCE
. Regular or

School Grades No. of Years Substitute

—————————————
—————————————————

5. INSERVICE COURSES

List the inservice courses you have taken.

Course Year
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APPENDIX D
STRENGTHENED EARLY CHILDHOOD -~ DISTRICT 24

New York University
The Center for Field Research and School Services

PRINCIPALS'S QUESTIONNAIRE

Name Date

School

PLEASE NOTE: All reswonses will be held in strict confidence

and will be used only for evaluating the program
and for making recommendations for improvement.

No person connected with the school or the Board of
of Education will have access to these data.

SECTION A - EVALUATION OF INSERVICE TRAINING

The following questions are aimed at an assessment of the inservice
tralning provided for Distar Teachers as part of this year's
program. Please answer to the best of your knowledge,

1.

In your opinion, was the amount of inservice training sufficient?

1. No 2. Yes 3. Don't Know

Give your overall rating of the adequacy of the inservice
training that was provided for Distar Teachers.

1. Unsatisfactory ___ 2. Barely Satisfactory __

3. Average ____ 4, Above Average ___ 5. Very Satisfactory ____
(DK) Don't Know ___ __

How would you evaluate this year's inservice training program

in comparison to last year's. On the whole, this year's

training was:

1 2 3
Inferior About the same Superior
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Please feel free to write additional comments about the inservice
training provided for teachers in the Distar Program.

SECTION B - PRINCIPALS EVALUATION OF DISTAR PROGRAM EFFECTIVENESS

1. Instructjons. Listed below are items related to aspects of
the Distar Program. Use the following scale to evaluate the
quality and/or effectiveness of these aspects of the program.

Scale: 1=Unsatisfactory, 2=Barely Satisfactory, 3=Average,
4=Above Average, S5=Very Satisfactory, NA=Not applicable

Program Organization
Rating Item

(a) Size of classroom groups
(b) Number of adults per classroom

(c) Amount of instructional time devoted to program

(d) oOverall Rating for Program Organization

Physical Facilities and Materials

(a) Size of classrooms for number of students
Exceptions:

(b) Physical facilities in classrooms
Exceptions:

(c) Quantity of Distar materials supplied

———————

(d) Distribution of Distar materials

(e) Collections of children's literature in classroom
or library

——




Rating
(£)
(g)
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Item

Availability of materials at start of program

Overall

Rating for Facilities and Materials

Program Operation

(a)
(b)
(c)
(d)

Management of groups

Record keeping

Shared teaching by teacher and paraprofessionals

Overall

Rating for Program Operation

Program Effectiveness

(a)
(b)
(c)
(a)
(e)
(£)
(g)

Student
Student
Student
Student
Student
Student

Overall

enthusiasm for programs

progress in phonics skills

progress in reading comprehension
progress in language development
progress in math skills

independent reading and méth activity

Rating for Program Effectiveness

Parental Involvement

and Attitude

(a)
(b)
(c)
(a)
(e)

Parents®' knowledge of Distar programs

Extent of parental involvement in program

Parents' attitude toward the program

Number of teacher-parent conferences

Overall

Rating for Parental Involvement & Attitude
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Personnel Support

Rating Ttem

(a) Teachers' ability to use paraprofessionals effectively
in the program

(b) Helpfulness of bilingual community liaison
(c) Assistance from early childhood coordinator
(d) Help from guidance counselor

(e) Teacher attitude toward quality of service
provided by paraprofessionals

(f) Overall Rating for Personnel Support

2. How would you compare the overall effectiveness and operation
of this year's Distar Program with last year's? This year's
program 1is:

1 2 3
Inferior About the same Superior

3. Would you be interested in participating in a similar program
next year?

1. Yes 2. No 3. Not sure

Please feel free to write additional comment.s about the program
and suqgestions for improvement. (We would be interested
especially in your comments about those aspects of the program
you rated low in item 1 above).

What other approaches to early childhood education would you like
to have considered in District 247
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APPENDIX E

STRENGTHENED EARLY CHILDHOOD - DISTRICT 24

New York University
The Center for Field Research and School Services

GUIDANCE COUNSELOR QUESTIONNAIRE

SECTION A - EVALUATION OF INSERVICE TRAINING

1. Have you observed any inservice training sessions for teachers
or paraprofessionals in the Distar Program?
If so, how would you rate the adequacy of the training?

1 2 3 4 5
Inferior Below Average Above Superior
Average Average

SECTION B - GUIDANCE COUNSELOR'S EVALUATION OF PROGRAM EFFECTIVENESS
1. Listed below are items related to the Digtar Reading, lLanguage
and Math in the Strengthened Early Childhood Program. Use the

following rating scale to evaluate the cuality and/or effective-
ness of each aspect of the program.

Program Organization
Ratigg ftem

(a) Size of classroom groups

(b) Size of small instructicnal groups

(c) Number of adults in classroom

(d) Amount of time devoted to program

(e) Children's knowledge of established routines

(£f) Structure of program facilitates interaction
(g) Overall Rating for Program Organization
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Physical Facilities and Materials

Rating

(a)

(b)

(c)
(d)
(@)

Item

Size of classrooms for number of students
Exceptions:

Physical facilities in classrooms
Exceptions:

Safety and health factors in classrooms
Stimulating learning environment

Cverall Rating for Facilities and Materials

Program Operatjion

(a)
(b)
(c)
(d)
(e)
(£)
(g)

Stimulation of children's intellectual development
Accommodation for children's emotional needs
Encouragement of children's social development
Consideration for children's physical develcpment
Teachers' management of groups

Shared teaching by teacher and paraprofessional

Overall Rating for Program Operation

Program Effectiveness

(a)
(b)
(c)

(a)
(e)
(£)
(g)

Student enthusiasm for program
Emotional stability of students

Physical maturity of students n relation to program
demands

Social interaction of students
Cognitive responses of students to program

Incidence of behavioral problems in students

Overall Rating for Program Effectiveness
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Parental Involvement and Attitudes

Rating Item

(a) Parents' knowledge of Distar programs

(b) Extent of parsntal involvement in program
(c) Parents' attitude toward the program

(d) Time for parent conferences

(e) Parental cooperation in resolution of children's
problems

(f) Overall Rating for Parental Involvement and Attitude

Personnel Support

2.

3.

4,

(a) Support of principal for program
(b) Helpfulness of bilingual community liaison
(c) Assistance from early childhood coordinator

(d) Cooperation of classroom teacher in resolution
of children's problems

(e) Overall Rating for Personnel Support

Did you participate in the Distar Program last year?
1. No 2, Yes

If your answer to question 2 is yes, what is your overall
impression when you compare this year‘'s program to last
year's program? This year's Distar Program is:

1 2 3
Inferior About the same Superior

Would you be interested in participating in a similar program
next year?

1. Yes 2. No 3. Not sure
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Please feel free to write additional comments about the program
and suggestions for improvement, (We would be interested
especially in your comments about those aspects of the program
you rated low in item 1 above.)

5. What other approaches to early childhood education would you
like to have considered in District 247
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APPENDIX F

STRENGTHENED EARLY CHILDHOOD BEHAVIORAL CHECKLIST
DISTRICT 24

To be completed by classroom teachert

Pupil’s Name Grade Age Teacher

School Distar Non~Distar

Compared to the rest of the children in your class, please rate
the above-namaed student on the following characteristics. Check
appropriate rating.

Acadenmic Skills Needs Improvement| Fair | Good | Excellent

Reading
Math

Social Studies/Science
Creative Expression
(Art, music, writing)

Behaviors (As observed during past month) Approximate number of
times observed
0 1 2 3 4 5 6 7

Inattentive
Follows cirections

Completes tasks

Eagily led bv peers

Short Attention Span




-235-

Approximate number of
Behaviors (continued) times observed

0O 1 2 3 4 5 6 7

Digsrupts class

Negative and aqgressive to authority

Prefers to be alone

Fights with peexs

Destroys property

Asgks for help

Day dreams

Cries easily

Masturbates

Wanders around the room

Withdraws from aroup

- ;Appears lethargic

Bites fingernails, lower 1ip

Please specify other problem characteristics this student exhibits




i d
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To be completed by Guidance Counselor:

Attendance Recordti

Dates of individual contacts with child:

Dates of home visitss (by paraprcfessional, social worker, teacher,
counselor)

Dates of contact with classroom teacher:

Dates of telephone contactsz with parents;
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APPENDIX G

STRENGTHENED EARLY CHIIDHOOD - DISTRICT 24

New York University
The Center for Field Research and School Services

ANDERSON OBSERVATIONAL INSTRUMENT

P Obsgervation Form*
School Teacher
Time to Date Videotaper__

Directions: Please complete by placing a tally in the appropriate
category for each behavior viewed.

‘

Categories Tallies

1. Determines a detail of activity or
acts for the child in carrying out
a detail _

2. Direct refusal

3. Relocating, reseating, or placing
children in different relatfon to
each other or to property, ie.,
different from the relation which
the children have themselves
selected

4, Postponing, slowing up the child
5. Disapproval, blame or obstruction

6. Warning. threats, or conditional
__promises

7. Cail to attention or to group
activity

8. Rations naterial
9, Lecture method
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Categories

Tallies

10. Question: Lecture method

15. Perfunctory question or statement

16. Approval

17. Accepts difference

18, Extends invitation to activity

19. Question or statement regarding
child's_expressed interest or activity

20. The build-up

21. Participates in joint activity
with children

22. Sympathy

23. Permission
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* Decscription of Each Category of
The Anderson Observatjonal Instrument

Determines a detail of activity or acts for the child in
cargxing out a detail

Includes instances where T (teacher) in order to rush
through to an end, goes ahead and does things for the child.

T:s "I'm going to sing you a song."

“You listen so you will know it."

"You will have to fold yours like this."

*I'1ll get you another handle.”

"I'11 put the names on the baskets."

"All right, we won't play that game any more."

“I thought you would like to make some baskets to

take home."

SESTET e

Direct refusal

T answers “No" to a direct request.

Relocating, reseatinq, or placing children in different
relation to each other or to propert je.,, different from the
relation which the children have themselves selected
T: “"Henry, Janet, Sam, please sit down."
(Later, T+ "I don't want to speak to Henry, Sam,

and Janet again.” Check each child for category 6,
warning, threat.)

Postponing, slowing up the child

TY "Not now."
"Wait just a minute."
"Later on."
"Sometime soon.”
"Tomorrow."
"In a few minutes.”
Holds back the fast ones.
Obstructs differentiation, originality, individual differences,
variability within the group.
T:s "Betty Lou, go back and wait untii . com= around.,"“
"Wait at your place until I gi.e you one.”
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(Notes The question as to how much waiting or "organization"”
was necessary for the conduct of the group gave the
experimenters some difficulty at first. But the question
was an ethical question, not scientifically descriptive.
The objective problem was what could be observed and
recorded reliably.

Sally had just finished pasting. St "I've got to
wvathmy hands.” The toilet and washroom were just behind
the place where she was sitting. It was built for the
special uvse of the children in that particular room and
wvas inaccessible from outside the room.

Ts "Just a minute, Sally, and we v 11 all go and
wash owr hands."” Following which, S. was obliged to
stand in line and wait her turn.

5. Disapprov:l, blame or obstruction

*Hurry up,” implying disapproval.

"I'm waiting.”

"one little boy-I don't see his eyes at all." Check

"unidentified."

Pete was not listening, did not know what T had said:

Ts "I didn't think you would knov."

T had asked them all to place their finished baskets in

the middle of the table and not to play with them.

T: "Somebody forgct not to play with their basket."”

(Check "unidentified.")

(Note:the overlapping between the holding back of the fast
ones in category 4 and the stronger environmental pressure
of obstructing with an added implication of blame or
disapproval in category 5.)

6. Warming, threats, or conditional promises

Ts I don't want to speak to Henry, Sam, and Janzst again."
T: "Now if we all sit nécely and+keep our hands to ourselves,
ve might have two stories.”

7. Call to attention or to gqroup activity

The bugle calls sounding a certain chord on the piano.
T: "Girls and boys,"
T: "Let’'s see who is listening.”

8. Rations material

T makes decisions as to amount;, kind, etc, e.g., amount
of past-:, amount of grass for rabbit nests.
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(Implication is that rationing of materials is psychologi-
cally more than an administrative convenience; it deprives
the child of an opportunity to exercise his own judgment, to
decide for himself, how much it will take for the job at
hand} and, for this reason, it is an expression of T domination.)

9, Lecture method

T gratuitously defines a problem or anticipates the
question and gives the answer,

T, passing out paper:

T: "The paper is to keep the paste off the tables."”

(If there was a problem of keeping the paste off the
tables, the children might have contributed from their
experiences in defining the problem, especially since only
the children got paste on the table.l! As a matter of fact, the
tables were made so that paste could be washed off.)

T: "You won't need your scissors.” (Check No. 9)

(But) "Don't get your scissors.” (Check No. 1)

10. Questions: Lecture method

Questions for which the answers are only in the back of
the book or in the teacher's experience.

T: "What did the birdie say?"

If there is only one answver, then check No. 10. If the
child is permitted to giveran imaginative answer, then check
under No. 19 or No. 20.

(Categories 11 to 14, inclusive, deleted on the blank.)

15. Perfunctory question or statement

Indifferent "Thank yru’'s”

T: "Isn’'t that interesting?™ -a bare response, but a
response nevertheless,

T: "Is that mso?" :

Disregard perfunctory remarks wvhen they are combined
with something else representing a stronger response, e.g.,
child has finished basket. SaystY "Isn't my basket cute?”

T:1 "Yes, but we haven't got it all pasted. The decorations
are not on.” The "Yes" is regarded as perfunctory, but not
checked. The remainder of the statement is checked as No. 5,
*disapproval.”

16. Approval

Incivdes rewards, prizes, competitive favors.
TY "I think that’'s fine.”

"That's fine."

*Billy's row is standing the straightest.”

\




17.

18.

19.

20.
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Accepts difference

Observer must be aiert for negative votes, declinings,
exprassions of difference, conflicts of difference. Whenever
the T makes an offer or gives an invitation, and the child
declines, some category should be checked for T's responset
She either accepts the difference (No. 17); or she reproves

" (No. 5); or she renews her request (No. 18).

T: *“Jimmy, would you like to sing this one (song) up here
(beside T)?" Jimmy declines.

T turns to another chiid.

(Check rank order for Jimmy, No. 18, Extends invitation;
check the other child, rank order for No. 183 check Jimmy
for No. 17, Accepts difference.)

Extends invitation to activity

"Who wantaé to be a pony?"”

"Who would like to be a robin?"

Call for a show of handas. The choice rests with the
children. It must be obvious that there is no element of
exhortation and that a child can still decline. Under few
circumstances will an invitation be made more than twice
without obvious attempts to exhortj) in which case check
No. 1. A teacher's contact in category No. 1 cannot be
declined without further exhortation or disapproval.

Question or st.atement reaarding child's expressed interest
or activity

carries no presumption of opposition, antagonism,
disapproval, or urging.

“Dickie, are you waiting for paste?”

"How are you getting along?"

Includes the ice-breaker conversation.

"Do you have a dog at home?"

The build-up

Highly integrative behavior.

Includes instances where T helps c’:ild to arrive at a
better definition of a problem or a better solutien without
giving the final answer.



21.

22.

23,
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If the final answer is given, the teacher's response is
checked as No. 9 or No. 10.

T: "Look at your feet. Are you sur2 you have the right
foot? Is your rubber on the right foot?"

Participates in joint activity with children

Offers help, offers to participate.
Children playing ball. Ball rolls over near T, who
returns it.

Sympathy
T: "I'm sorry You hurt your finger."”

Permission

T grants child'r ' juest.
*May I get a drink?"
"May I pass the cookies?”

Undetermined

Contacts were recorded as undetermined when the observer
could not immediately classify the contact in one of the above
categories. Undetexrmined contacts usually occmmred when the
observer could not hear the teacher's remarks, see her action,
or decide whether the teacher was making a command or a
request.



-244-

APPENDIX H

STRENGTHENED EARLY CHILDHOOD -~ DISTRICT 24

New York University
The Center for Field Research and School Services

TEAGHERS' ESTIMATION FORM

School Teacher

Time to Date _ Videotaper

Directions: Please complete by estimating the percentage of
time you generally spend in each activity
during the "free play and work time," You
need not enter an estimate in each category
but your total estimates should egqual 100%.

Egtimated % of
Time Spent in

Categories Activity
1. Determines a detail of activity 1.

or acts for the child in carrying
out a detail

2, Direct refusal 2,
3. Relocating, reseating, or placing 3.

children in different relation to
each other or to property, i.e.,
different from the relation which
the children have themselves

- selected

4. Postponing, slowing up the child

5, Disapproval, blame, or obstructior

6., Warning, threats, or conditional
promises

A N
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Estimated % of
time spent in

Cateqories activity
7. Call to attention or to group 7.
activity
8. Rations material 8.
9, Lecture method 9,
10, Question: Lecture method 10,
15, Perfunctory quastjon or statement 15,
16, Approval 16.
17, Accepts difference _17.,
18, Extends invitation to activity 18,
19. Question or statement regarding 19,
child's expressed interest or
activity
20. The build-up_ 20,
21. Participates in joint activity 21.
with children
22. Sympathy 22,
23. Permission 23.

Undetermined
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APPENDIX I

STRENGTHENED EARL. CHILDHOOD - DISTRICT 24

New York University
The Center For Field Research and School Services

PARENTAL ATTITUDE AND INVOLVEMENT SCALE

Your child*'s Room No. School Date

Please answer the following questions about your involvement
and attitude concerning yow child's school. It is not
necessary for you to sign yoar name. Thank you.
INVOLVEMENT
3 2 1
Quite a 1lot Somewvhat Not at all
1. Have you discussed
your child's progress
with the teacher?

2. Have you attended
parent meetings
at the school?

3. Have you attended
programs in which
the children
participated?

4, Have you talked with
the educational
assistant?

5. Have you observed
in the program in
vour child's class?

%. Have you talked with
the s *9o0l principal
or the assistant
principal?

7. Do you know what
your child does in
his class at school?




-247-

ATTITUL .S
(NOTE: Please circle the number which most clearly tells
how you feel about each of the statements listed

below. )
Strongly Don't dis~ Strongly
agree Agree know agree disagree

1. As a parent
there is very
little I can do
to improve
the schools. 1 2 3 4 5

2, Most teachers
do not want
to be bothered
by parents
coming to see
them, 1 2 3 4 S
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APPENDIX J
FORTALECER LA EDUCACION DE LA NINEZ - DISTRICT 24

New York University
The Center “or Field Research and School Services

UNA ESCALA SOBRE LAS ACTITUDES Y LAS PARTICIPACION
DE LOS PADRES

El numerc del salon de su hijo(a) Escuela Grado
Fecha
Haga el favor de contestar las siguientes preguntas sobre su

participacion y actutud en relacion a la escuela de su hijo{a).
No es necesario firmar su nombre. Gracias!

-—— e D D T S G = - - 0 S5 - iD= GED M Y S G G G W T G D G G WY A SO W W A G S G G W S N N S e ——

PARTICIPACION
Muchas Algunas Ninguna
veces veces vez

1. Han discutido uds. el
progreso de su hijo(a)
conel maestro?

2. Han asistido uds. a las
reuniones de los: padres
en la escuela?

3. Han asistido uds. a los
programas de la escuela
en ¢ue los ninos han
participado?

4, Han hablado uds, con el
asistente educacional?

S. Han observado el pro-
grama educaeional de su
hijo(a)?

6. Han discutido uds. el
programa educacional de
su bijo con el principal
0 con el asistente deil
principal?
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Muchas Algnnas Ninguna
veces veces vez
7. Saben L _o. l0 que
su hijo(a) en 1la
escuela?
ACTITUDES
(Notas Hag. el favor de poner un circulo alrededor del numero

que demuestre mas claramente como se sienten uds. en
relactén a los sigaientes comentarios.)

De acuerdo De No Des- Desacuerdo
firmemente acuerdo Sabemos acuerdo firmemente

1. Como padres
hay muy poco

qu -

podamos

hacer para
me jorar las .
escuelas. 1 2 3 4 L |

2, Casli todos
los maestros
preferirian no
tener 1la
molestia de los
padres en venir
a verles. 1 2 3 4 5
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APPENDIX A

BILINGUAL COMMUNITY LIAISON PROGRAM
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APPENDIX A

BILINGUAL COMMUNITY LIATSON /f\
PARENTAL ATTITUDE QUESTIONNAIRE

Your child's room no. School Date

Please answer the following questions about your attitude toward
the services of the Bilingual Community Liaison and toward education,
It is not necessary for you to sign your name. Thank you,

- - —— . - — — - - — — - - T . G G e S T D - - D G - - - - — ———— T — G ——

(A) Bilingual Community Liaison

Contacts with BCL 3 2 1
Quite a lot Some Not at all

1, Have you met the
Bilingual Community
Liaison?

2. Have you discussed your
child's progress with the
Bilingual Community
Liaison?

3. Have you discussed school
related problems with the
Bilingual Community
Liaison?

4, Have you discussed non-
school related procblems
with the Bilingual
Community Liaison? (Jobs,
housing, health services,
etc.)

5. Has the Bilingual Community
Liaison participated by
serving as translatcr in
conferences with other
school personnel?
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Rating of Services

1. How satisfied are you wvith the
services the Bilingual
Community Liaison gave you? 3. __Very satisfied

2. Satisfied
1. Not at all satisfied

(B) Attitudeg Toward Schools

(NOTE:t Please circle the number which mcst closely tells how
you feel about exch of the statements listed below.) '

Strongly Don't Strongly

agree Agree know Disagree disagree
1.,As a parent
there is very
little I can 1 2 3 4 5

do to improve
the scihools.

2.Most teachers
do not want to
be bothered by
parents coming
to see them.

1 2

w
N
w
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ASESOR DPE IA COMUNIDAD BILINGUE
CUESTIONARIO SOBRE LAS ACTITUDES DE LOS PADRES

E1l numero del saidn de su hijo{a) . Escuela Grado Fecha

Haga el favor de contestar ias siguientes pregunatas sobre su
actitud en relacidén a lost servicios del asesor de la comunidad
bilingue y a 1a educacidon. No es necesario firmar su nombre.
Graciasl} - ’
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(A) Asesor de la Comunidad Bilingue

3 2 <1
Muchas Algunas Ninguna
veces veces vez
1., Han conocido uds. al
asesor de la comunidad
bilingue?

2. Han discutido uds. el
progreso de su hijo(a)
con el asesor de la
comunidad bilingue?

3. Han discutido uds.
problemas relacionados
a la escuela con el
agesor de la comunidad
bilingue?

4, Han discutido uds.
problemas no relacionados a
12 escuela con el asesor
de la comunidad bilingue?
(Por ejemplo: empleo,
alojamiente, servicios
de salud, etc.)

S. Ha participado el asesor
de 1la comunldad bilingue
como intérprete en con-
ferencias con otro personal
de 1la escuela?
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rd
6. Como classificaria sy
satisfaccion con los

servicios del asesor de 1la %
comunidad bilingue? 3. . Muy satisfecho

2. Satisfteche

1. . No satisfecho

S S WD GrE S Gmn D e D G D GED GED G . A S & GED D N G G S e S S S GED | SN G SED u Guh S G GHD SED o S0P GED S G S G G WD 4D GNS GED —en v G W G P W - P S VP e .

(B) Actitudes

(NOVA: Haga el favor de poner un circulo alrededor del numero que
demuestre mas claramente como se sienten uds. en relacién
con los siguientes comentarios,)

De acuexdo De No

Desacuerdo
firmemente Acuerdo Sabemos Desacuerdo firmemte

1.Como padres

hay muy poco

que podamos - : )

hacer para 1 2 3 4 5

me jorar las :

escuelas.

'S

2.Casi todos
los naestros
preferirian no 1 2 3 4 5
tener la molestia
de los padres en
venir a verles.
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APPENDIX A tnrough D

ENGLISH AS A SECOND LANGUAGE PROGRAM




APPENDIX A : Y <256-
DISTRICT 24 . .
ESL-SCALE FOR RATING ORAL LANGUAGE ABILITY OF PUPILS.

Name School Grade Date .
ESL Teacher Fluency Rating
I. II. III. Iv. V.
STRUCTURAL SITUATION

LEVEL PATTERNS VOCABULARY PRONUNCIATION "|INTERPRETATION INTONATION

F (0) _ Speaks no Speaks no Speaks no Sveaks no Speaks no
English English English Engiish English

a, Repeats . Can ) Can repro- At least Speech has
Teacher's . _ identify ' duce 1-2 1-2 stress;
models. 1l or 2 sounds responses pitch, &

' E (1) b. Answers with | riythm of
single words. : native

c. Attempts to : ) language-
form simple ‘
patterns

a. Uses correct Can Can repro- At least Has
patterns for identify duce 3-4 3-4 acquired
3 or more 3 or 4 , sounds responses some of

D (2) |b. Agreement of _ the stress,
grammatical : pitch &
elements. * , rhythm of

English
Uses Can Can repro- Able to Uses
. patterns ) identify duce ail answer all stress,

c (3) automati- al1 5 scands questions pitch &
cally in with a rhythm of
ail 5 P reasonable English

amount of most of
detail the time
Directions:
1. Test to be given in this order: 2. Obtain Fluency Rating:
a. Pronunciation; b. Vocabulary; , a. Rate child in each column
€. Structural Patterns; d. Situation b, Sum the ratings
Interpretationy e. Intonation (Teacher c. Divide sum by 5 to obtain

judgment) fluency rating
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APPENDIX B

DISTRICT 24 :
ESL NEW ENTRANT INFORMATION FORM
1972-1973

Fill out this form for each new student who enters your
program and send to the ESL Coordinator along with the child's
Scale for Rating Oral Langquage Ability and his/her Linquistic
Capacity Index Booklet. '

Child*a Name

(First) (Last)
School R » Orade Native Language
ESL Teacher Instructional Group # _
Instruction Period(s):
Day __ From to
Day . From to
D%y , _,Frob to
Day From to

Date Child Entered Program

Comments
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APPENDIX C

DISTRICT 24
ESL EXIT INFORMATION FCORM

Please complete this form for each student vho leaves
your program before the end of the year. If the child has been
in the program for at least one month, then submit the chiid's

post test Scale for Rating Oral ILangquage Ability and his/her post
test nggglatic Caggciti Index Booklat.

Child‘'s Name

(First) (Last)
Schbol Grade : ESL Teacher

Date Child Entered Program
: Month Day Year

Date Child Left Program
. Month Day Year

Reason for Exit

Send thig form to the ESL Coordinator at the District
Office. Include post-test rating scale record form and Linquistic
Capacity Index booklet if child was in the program for at least
one month.
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APPENDIX D

DISTRICT 24
ESL TRANSFER INFORMATION FORM ,
1972-1973

Fill out this form for each student who is transferred
to another ESL group or teacher and return to the ESL Coordinator.

Child's Name .
(First) - (Last) ~

School Grade ESL Teacher

Student transferred to:

A. Nevw group Instructional Period(s):
Day From to
Day From to
Day From to
. Day From ﬁo
' Day From to

B. Another teacher

Reason for the transfer
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APPENDIX A through E

CORRECTIVE READING PROGRAM
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APPENDIX A

2

CORRECTIVE READING PROGRAM -~ DISTRICT 24

- ‘ New York University
The Center for Field Research and School Services -

READING TEACHER QUESTIONNAIRE

School ] Date
Reading Teacher's Name Code (leave blank)
Fundings 1. Title I 2., Optional Assign, 3. State Urban_

PLEASE NOTEs All responses will be held in strict confidence. and
will be used only for evaluation of the program.
No person connected with the school or, +he Board
of Education will have access to these data.

SECTION A - EYALUATION OF INSERVICE TRAINING

Tha rollowlng questions are aimed at an assessment of the inservice
training prov1ded for Corrective Reading Teachers as part of
this year's program. We ask for your nonest appraisal of this

_ aspect of the progran.

1. Instructions. Listed below are topizs which nay have been
covered during the afternoon staff meetings. Use the rating
scale below to evaluate the adequacy with which each was
covered during training sessions. Put your rating in the
space provided before the topic. For any item that was not
covered, wrlte NC.

Scale: S—ery Satisfactory, 4=Above Average, 3=Average,
. 2=Barely Satisfactory, l=Unsatisfactory, NC=Not Covered

Rating . Topic
. (a) Organization, administration and supervision of
the program

(b) Objectives and rationale for the program
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" Rating ) Topic

TN
Yy
A

Criteria for selection of program participants

(@) Procedures for selection of student participants

(e) sSpecific procedures for diagnosis

(f) Knowlgdge of reading skills "

(g) Methods of corrective instruction

(h) Use of instructional materials

(i) Teacher selection and evaluation of program material
(j) Organizing the class rfor instruction

(k) Techniques fcor evaluating pupil progress

(1) Recofd-keepinq policies aiid procedures

«m) Techniques for using paraprofessionals in the program
(n) Techniques for parent involvement

/- .
(o) Other (Please specify)

2. 1In your opinicn, was the amount of inservice training sufficient?
1. No > 2. Yes

3, Please give your overall rating of the inservice training
provided for Corrective Reading Teachers this year.

1. Unsatisfactory 2. Barely Satisfactory 3. Average
4., Above Average 5. Very Satisfactory

4. Did you participate in the Corrective Reading Program last
year (1971-72)?

1. No 2. Yes
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5. If ycur answer to question 4 is yes,how would ycu evaluate
this.year's training program in comparison to last year's
sessions? On the whole, this year's training was:

1. 2. 3.

Inferior . About the same Superior
Please feel free to write additional comments about the inservice

training provided by the program and your suggestions for
Improvement.

SECTION B - READING TEACHER EVALUATION OF PROGRAM EFFECTIVENESS

1, Listed below are item related to different aspects of the
Corrective Reading Program. Use the following rating system
to evaluate the quality and/or effectiveness of each aspect
of the program.

l=Unsatisfactory, 2=Barely Satisfactory, 3=Average,
4=Above Average, 5=Very satisfactory, NA=Not Appropriate

Program Organization

Rating ifem

(a) Organization of the program (number of classes,
scheduling, etc.)

(b) Amount of time allocated for pupils receiving
corrective reading instruction

(c) Number of pupils in each ggroup

(d) Overall Raéing for Program Organization




Pupil Selection
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Rating
(a)

(b)
(c)

(d)

&
&

(a)

Item

Criteria used to select pumils for the Corrective
Reading Program

Procedures used to select pupil participants

Agsignment of pupils to instructional groups on basis
of severity of reading retardation

Overall Rating for Pupil Selection

Number of students serviced by the program compared
t£o number who need corrective read_.ng instruction

.Physical Facilities and Materials

(a)
(v)
(c)

()

(e)
(£)

Size of the room provided by the school
Physical facilities in the room

Adequacy of the types of instructional (workbooks,
literature, audio visual aids, etc.) materials in the

program

Quantity of materials provided for the number of
children serviced

Availability of materials at the start of the program

Overall Rating for Facilities and Materials

Procedures for Diagnosis and Evaluation

(a)

(b)

(c)

—————

Use of the Informal Reading Inventory to establish
reading levels and to evaluate growth in reading

Use of the Metropolitan Reading Test to evaluate
growth in reading

Use of the Stanford Diagnostic Test to _assess
individual weaknesses and strengths in réading .




Rating
(4)

(e)

(£)

Students
(a)
(b)
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Item

Adequacy of materials and instruments supplied for
diagnosis and evaluation

Appropriateness of the record keeping system
established for the program

Overall rating for Diagnostic and Evaluative Procedures
and materials used in the program

Pupils' attitude toward the corrective reading classes

Obscrvable iﬁprovement/in pupil performance

Parental Involvement and Attitude

(a)

(b)
(c)

———

)

Extent of parent involvemen in the Ccrrective
Reading Program Y

Parents’ attitude toward the program

Time to confer with parents through individual and/or
group contferences

Personnel Support

(a)
(b)

(c)

(d)
(e)

(£)

Cooperation of school personnel generally

Communication between classroom teachers and yourself
about pupil progress

Extent to which reading materials;, procedures, and
techniques used in the Corrective Reading Program

have been adapted by classroom teachers

Amount of time provided to confer with classroom teachers

Classroom teachers' attitudes toward Corrective
Reading Program

Supervision and assistance provided by the reading
coordinator
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2. Did you participate in the Ccrrective Reading Program last
year?

1. No 2. Yes

3. 1If your answer to question 2 is yes, what is your overall
impression vhenr you compare this year's program to last
year's pro¢iram? This year's Corrective Reading Program is:

1. - 2. 34.
Inferior About the same Superior

4, Would you be interested in participating in a similar program nextc
year?

1. Yes 2. No 3. Not sure

Please feel free tc write additional comments about the program

and suggesticns for improvement. (We would be interested especially
in your comments about those aspects of the program you rated low
in item 1 above.)

SECTION C - READING TEACHER EVALUATICON OF SUPPORTIVE SERVICES

1. Paraprofessionals

(a) How many paraprofessionals were assigned to your
reading program?

-

N\ {(b) Could you have used additional paraproféssionéls?

Yes No
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{c) When did they begin working?

(d) Did the paraprofessionals receive any special training
for the program?

Yes No

If yes, whn provided the tralrning?

() Briefly describe responsibilities assumed by the parapro-- ...

fagsional(fs) in your program.

(£) Please rate the adequacy of the paraprofessionals pre-
paration and skills for the program

1 2 3 4

Inadequate Barely Satisfactory Above Average
Satisfactory

o]

ﬁery Satisfactory /

(g) What iz your overall ratiag of the services provided by
the paraprofegssiorials?

1 2 3 4
Unsatisfactory Buarely Average Above Average
Satisfactory

5
Very Satisfactory

(h) Indicate your suggestions for improving the contributions
that can be made by paraprofessionals in this Corrective
Reading Program.
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2. Guidance Services (Optional Assignment Program)

(a) Approximately how many of your corrective reading-
students received the services of the guidance counselor?

(b) How would you rate the frequency of your contacts with
the guidance counseler regarding your students?

1 2 3 4 5
~None Rarely Occasionally Frequently Very Often

~{e)-—How wvould you rate the quality of your contacts with the
guidance counselor? That is, to what degree did his/her
services help in leading to the resolution of students'

problems?
1 2 3 4 5
Not helpfui Helpful Very Helpful

(d) What suggestions do you have for improving the guidance
services provided for optional assignment students in
the reading program?

SECTION D - READING TEACHER EACKGROUND INFORMATION
i. EDUCATIONAL BACKGROUND

Degree Year Institution Major Field

- e
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2. COURSE. WORK RELEVANT TO TEACHING CORRECTIVE READING

Check those courses which you have taken and indicate the
institution and year. (Do not include inservice courses here.)

Content of Course Institution Year

Foundations of Reading Instruction

Diagnostic Techniques - Reading

Corrective Reading Instruction

Reading in the Content Areas

Teaching Individualized Reading

Uther

3. TEACHING EXPERIENCE

School Grades No. of Years Reqular or Substitute

-«

o

4. EXPERIENCES'SPECIFIC TO TEACHING CORRECTIVE READING

Check *hose experiences which you have had and the number
of years

Experience . No. of Years

Corrective Reading - Public Schools

After-school Tutorial Reading Program

Parent-volunteer Reading Tutor

Private tutorial work in Reading

Other
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INSERVICE COURSES IN CORRECTIVE READING

List the inservice courses relevant to Corrective Reading
vhich you took before this academic year.

Course ~ Year

PRESENT INSERVICE COURSES

List any inservice courses related to Corrective Reading
you have taken this year.

Course Instructor

which
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APPENDIX B

a

CORRECTIVE READING PROGXAM - DISTRICT 24

| New York University
The Center for Field Research and School Services

PRINCIPAL'S QUESTIONNAIRE

NAME ' DATE

SCHOOL

PLEASE NOTE: All responses will be held in strict confidence and

will be used only for evaluating the program and
for making recommendations for improvement. No
person connected with the school or the Board of
Education will have access to these data.

'SECTION A - EVALUATION OF INSERVICE TRAINING

The following/ questions are aimed at an assessment of the inservice
training provided for Corrective Reading Teachers as part of
this year's program. Please answer to the best of your knowledge.

1.

In your opinion, was the amount of inservice training sufficient?

1. No 2. Yes 3. Don't know

J . _ .
Give your overall rating of the adequacy of the inservice
training that was provided for Corrective Reading Teachers.

1. Unsatisfactory 2. Barely satisfactory
3. Average 4, Above Average 5. Very satisfactory ___
(DK) Don't Know

Did any of your teachers participate in the Reimbursable
Corrective Reading Program last year (1971-72)?

1. No 2. Yes
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I1f your answer to question 3 is yes, how would you evaluate
this year's inservice training program in comparison to
last year's. On the whole, this year's training wast

1 2 3
Inferior About the same Superior

Please feel free to write additional comments about the inservice
training provided for teachers in the Corrective Reading Program.

SECTION B - PRINCIPALS®' EVALUATION OF PROGRAM EFFECTIVENESS

1.

Instructionss Listed below are items about aspects of the
Corrective Reading Program in District 24. Use.the following
scale to evaluate the quality and/or the effectiveness of the

reading program.

Scales 1=Unsatisfactory, 2=Barely Satisfactory, 3=Average,
4=Above Average, 5=Very Satisfactory

Program Organization

Rating Item

n

(a) Organization of the program {including number of
classes, scheduling of classes, etc.)

(b) Amount of time allocated to corrective reading
instruction ’

(c¢) Number of pupils in zach reading group

(d) Overall Rating for Program Organization
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Pupil Selection

Rating Item

(a) Criteria used to select pupils for the Corrective
Reading Program

(b) Procedures used to select pupil participants

(c) Assignment of pupils to instructional groups on
the basis uf severity of reading retardation

(d) Overall Rating for Pupil Selection

Need

(a) Number of students serviced by the program compared
to the number who need corrective reading instruction

Physical Facilities and Materials

(a) Size of the room(s) provided for the program
(b) Phyeical facilities in the room(s)

(c) Adequacy of the types of instructional miterials
(texts, workbouoks, literature, audio visual, etc.)
used in the program

(d) Quantity of materials provided for the number of
children serviced

(e) Availability of materials at the start of the program

(f) Overall Rating for Facilities and Materials

Procedures for Diagnesis and Evaluation

(a) Use of the Metropolitan Reading Test to evaluate
growth in reading

(b) Use of the Stanford Diagnostic Test to assess individual
strengths and weaknesses in reading




Rating
(c)

(a)
(e)
Students

(a)
(b)

————
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Item

Appropriateness of the materials and instruments
used for diagnosis/evaluation

Appropriateness of the record keeping system established
for the program

Overall Rating for Diagnosis and Evaluation

Students' attitude toward corrective reading classes

Observable improvement in pupil performance

Parental Involvement and Attitude

(a)

(b)
{c)

Extent of parent involvement in the Corrective Reading
Program .

Parents' attitude toward the program

Time for teachers to confer with parents through
individual and/or group conferences

Personnel Support

(a)

o~
tr
e

(c)

(a)

Cooperation of sichool personnel generally

Communication hetween corrective reading teacher(s)
and classroom teachers about pupil progress

Extent to which reading materials, procedures, and
techniques used in the Corrective Reading Program
have been adapted by classroom teachers

Amount of time available for corrective reading
teachers to confer with classroom teachers
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Rating ) Item

(e) Classroom teachers' attitude toward the program

(f) Quality of the services provided by the paraprcfessionals

A

(g) Teachers' ability to use paraprofessionals elfectively
in the program

(h) Adequacy of the corrective reading teachers' preparation
and skills required for the program

(1) Quality of the instruction generally provided by
the corrective reading teachers

1
(j) Ongoing supervision and gquidance provided by the
" reading coordinator

2. Did your school participate in the Corrective Reading Program
last year (1971-72)%?

1. No 2. Yes

3. If your answer to question 2 is yes, how would you evaluate
this year’s program in comparison to last year's?
/
1 2 3
Inferlor About the same  Superior

4. Would you be interested in your schocl partiripating in a
similar program next year?

1. No 2. Yes ' 3. Not sure

Please feel free to write additional comments about the program
~and suggestions for improvement. We would be especially interested
in your comments about those aspects of the program you rated low

in item 1 above. '

ok



A
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APPENDIX C

CORRECTIVE READING PROGRAM = DISTRICT 24 .

, Naw York University
The Center for Fieid Research and School Services

READING COORDINATOR'S. EVALUATION
OF CORRECTIVE READING PROGRAM

Name Date

PLEASE NOTE: All responses will be held in strict confidence
and will be used only for evaluation of the program.

SECTION A - EVALUATION OF INSERVICE TRAINING

1. Instructions: Listed below are topics which may have been
covered during the afternoon staff meetings. Using the scale
below, indicate the extent to which each topic was adequately
covered during these sessions.

Scale: S5=Very staisfactory, 4=Above average, 3=Average,
2sBarely satisfactory, l=Unsatisfactory, NC=Not tovered

Rating Tepic
(a) Organization, administration and supervision of
the program

(b)* Objectives and rationale for the program

(c) Criteria for selection of program participants
(d) Procedures for selection of student participants
(e) Specific procedures for diagnosis

_(f) Knowledge of reading gkille

{(g) Methods of corrective instruction

(h) Use of instructional materials

(1) Teacher selection and evaiuation of of program
materials
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Rating " Topic

(j) Organizing the class for instruction

(x) Techniques for’e§aluating pupil progress

(1) Record keeping policies and procedures

{m)} Techniques for using paraprofessiohals in the program
(n) Techniques for parent involvement

(o) Other (Please specify)

2.. In your oprinion, wan the amount of inservice training sufficient?

1. No __ 2. Yes

3. Please give your overall rating of the inservice training
provided for Corrective Reading Teachers this year.
1. Unsatisfactory 2. Barely satisfactory ___
3. Average 4, Above average 5. Very satisfactory
4, How would you evaluate this year's training program in
conparison to last year's sessions? On the whole, this year's
training was:
1 2 ' 3
Inferlor About the same  Superior

Please feel free to write additional comments about the inservice
training provided by the program this year and your suggestions
for improvement. '
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SECTION B - COORDINATOR'S EVALUATION OF PROGRAM EFFECTIVENESS

1. Listed below are items related to aspects of the Corrective
Reading Program. Use the following rating system to evaluate
the quality and/or effectiveness of each aspect of the program.

Séalex l=Unsatisfactory, 2=Barely satisfactory, 3=Average,
4=Above average, 5=Very satisfactory, NA=Not appropriate

Program Organization

Rating Item’

(a) Organization of the program (number of classes,
scheduling; etc.)

(b) Amount of time allocated for pupils receiving
corrective reading instrurtion

(c) Number of pu»ils in each group

(d) oOverall Rating for Program Organization

Pupil Selection

(a) Criteria used to select pupils for the Corrective
Reading Program

(b) Procedures used to select pupil participants

(c) Assignment of pupils to instructional groups on
the basis of severity of reading retardation

(@) Overall Rating for Pupil Selection

(a) Number of students serviced by the program compared
to the number who need corrective reading instruction
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Physical Facilities and Materials

Rating
(a)

(b)
(c)

(a)

(e)
(£)

Iitem

Size of the room(s) provided for the program
Physical facilities in the room(s)

Adequacy of the types of instructional materials
(texts, workbooks, literature, audio visual aids,
etc.) used in the program

Quantity of materials provided for the number of
children serviced :

Availability of materials at the start of the program

Overall Rating for Facilities and Materials

-

Procedures for Diagnosis and Evaluation

(a)

(b)

(c)

()

(e)

(£)

Students

(a)
(b)

Use of the Informal Inventory to establish reading
levels and to evaluate growth in reading

Use of the Metropolitan Reading Test to evaluate
growth in reading

Use of the Stanford Diaanostic Test to assess
individual weaknesses and strengths in reading

Adequacy of materials and instruments used for
diagnosis and evaluation

Appropriateness of the record keeping system
established for the program

Overall Rating for Diagnostic and Evaluative Frocedures

Students' attitude toward the program

Observable improvement in pupil performance
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Farental Involvement and Attitude \

Rating Item

(a) Extent of parental involvement in the Corrective
Reading Program

(b) Parents' attitude toward the program

(c) Time for teachers to confer with parents through
individual and/or group conferences

Personnel 3Support

(a) Cooperation of school personnel generally

(b) Communication between corrective reading teachers
and classroom teachers about pupil progress

(c) .Extent to which ideas, reading materials, procedures,
and techniques used in the Corrective Reading Program
have been adopted by classroom teachers

(d) Amourt of time available for corrective reading
teachers to confer with ciassroom teachers

~(e) Classroom teachers' attitude toward the program
(£f) Quality of the services provided by the pariprofessionals

(g) Teachers' satisfaction with the services provided by
the paraprofessionals

(h) Taachers' ability to use paraprofessionals effectlvely
in the program

(i) 2Adequacy of the corrective reading teachers' pre-
paration and skills required for the program

(3) Quality of the instruction generally provided by
the corrective reading teachers
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3. What is your overall impression when you compvare this vear's
program to last year's? This year's Corrective Reading
Program iss ¢

i _ 2 3

Inferior Abcut the same Superaior

Please give your general evaluation of the program, indicating
specific strergths and weaknesses. Feel free to comment on or
to glve reasons for your ratings in 1 and 2 above.




APPENDIX D

CORRECTIVE READING PROGRAM - DISTRICT 24

New York University
The Center for Field Research and School Services

QUESTIONNAIRE FOR CLASSROOM TEACHERS
WITH STUDENTS IN THE REIMBURSABLE CORRECTIVE READING PROGRAM

YCUR NAME ~ DATE

SCHOOL

PLEASE NOTE: All responses will be held in strict confidence and
will be used only for evaluation of the program.

No person connected with the schoecl or the Board of
Education will have access to these data. . .

1. How many clrildren in your class(és) pavtxulpaté in the Title I,
Optional Assignment or State Urban Corrective Readtng Program

this year?

2. Instructions: Listed below are items about aspects of the
Corrective Reading Program. Use the following rating 'system
to evaluate the effectiveness of the reading program:

Scales 1=Unsatisfactory, 2=Barely Satisfactory, 3=Satisfactory,
4=Above Average, 5=Very Satisfactory, NA=Not _Apprcpriate

Program Orgenization

Rating Item
(a) Organization and scheduling of corrective reading
Cclasses . _

/

» L]
(b) Amount of time allocated for pupilb rece1v1ng

corrective reading instruction _ P ’ -

g

(c) oOverall Rating for Program Orgaﬁizaficn

®
&

-

(a) Number of children serviced by the program compared
to number who need corrective reading instruction
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Pupil Selection

Rating
(a)

(b)

a (c) Overall Raging for Pupil Selection

Item

Criteria used to select puplls for the Corrective
Reading Program

Procedures used to select pupils

Student and Parent Attitudes —

(a)
(b)

(c)

Suggort
(a)

Students* attitude toward corrective reading classes

Observable improvement in students' reading per-
formance during reqular class activities

Parents' attitude toward children's participation in

the Corrective Reading Program

Communication between corrective reading teacher(s)
and yourself about pupil progress \

(b)

(c)

Extent to which you have adopted ideas, materials,
procedures and techniques used in the Corrective
Reading Program

Amount of time available to counfer with corrective

' reading teacher(s)

3. Did any children in your class last year participate in the
Corrective Reading Program (1971-72)7

1., No

2. Yes

4, If youf answver to 3 is yes, how would you evaluate this
‘ year*®s program in comparison to last year's? On the wvhole,
this year's program is:

1

F S
Inferior

2 3
About the same ~ Superior
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5. Would you be interested in your pupils participating in &
similar program next year?

1. No - 2. Yes 3. Not sure

Please feel free to write additional comments about the program
and suggestions for improvement.
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APPENDIX E

-INDEX OF READING ATTITUDE

School Name

T eacher Grade __ Date __

Circle the number which most Closely tells how you feel about
each of the statements listed below.

1 - almost always
2 - often
3 - sometimes
4 - not often
5 = almost never
1. Reading makes me feel good. * 1 2 3 4 5
2. I read the newspaper, 1 2 4 5
3. I read before I go to bed. 4 5
4., Free reading time is the best part
of school, 1 2 3 4 5
5. I like it when the teacher reads aloud. 1 2 3 4 5
6. I talk about books I have read. 1 2 3 4 5
7. I am a good reader for my age. ) 1 2 3 4 5
8., I get good grades on reading tests. 1 2 3 4 5
9. I read when I can do what I want to. do. 1 2 3 4 5
10. Reading is my favorite subject at school. 1 2 3 4 5
11. I read magazines. | 1 23 4 5
12. I read comic books. 1 2 3 4 5
13. I 1like to read paperbacks. 1 2 3 4 5
i4. I like to talk about books I have read. 1 2 3 4 5
15. I like to read aloud. \‘ 1 2 3 4 5
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APPENDIX A

GUIDANCE SERVICES

Qo
ERIC
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MAPPENDIX A

OPTIONAL ASSIGNMENT BEHAVIOR CHECKLIST

To be completed by ciassroom or homeroom teacher:

Pupil’s Name Grade Age Teacher

Corrective Rdg Teacher Resident

Optional Assignment

Compared to the rest of the children in your class, please rate the
above-named student on the following characteristics.

Circle appropriate rating

0 1 2 3 4 5 6
Don't 40 or S50 60 70 80 90
Know below

Academic Skills
Reading

Math

Social Studies

Creative Expression
(Art, music,writing)

Science o
Social Skills (As observed during Approximate number of times
past month) observed
0 1 2 3 4 5 6 7
Inattentive

Follows directions

Completes tasks

Easily led by peers

Feelings easily hurt

Disrupts Class

Negative and aggressive to authority
Fights with peers

Destroys property

AENENEEN
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Please specify other problem characteristics this
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To be completed by Guidance Counselor

Attendance Record:s

Group Non-Group

Dates of individual contacts with Counselor:

Number of group sessions attendeds

Dates of home visitss (By paraprofessional, counselor, or other)

Dates of telephone contacts with parents:

Dates of parznt interviews held in school:

Dates of contacts with Corrective Reading Teacher, subject teachers:

Dates of agency contactss

"y mm s R

e
Jore




