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CHAPTER 1. EXECUTIVE SUMMARY

A)
Title T of the Elementary and Secondary Education Act of 1965 (Title [ ESEA) authorizes grants
to public education agencies to meet the special educational needs of children living in jow income
areas of in institutions, fof the handicapped, neglected, or delinquent. Children of migrant workers

_and American Indian children attending federal schools may also be served by programs esiablished

tiroagh Title I funding. Programs must provide educational and support services which are supple:
ment 4l 1o the regular program offered by the public education agency. and payments are made to
ate educational agencies for grants to local education agencies,

The 197576 schoo! year marks the end of the first decade of the District of Columbia ESEA Title
[ program. Since it inception in September 1065, the program has undergone several tran<form
tinns in response to the special eduzational needs of 4 constantlyv <hiftine poputation ot children. The
number of pupils, rumber of schoois and level of Tunding have {luctuated greatly. In the most pecent
~chool vear 11875 760, the Title 1 program served 17,000 students with a budget approaching 10.7

Smillion dollies. The number of identified Title 1 pupils has been varied, rangine from 70,000 duringg

the 1anT 65 school vear 1o 14,300 during that of 197273, The program structure itself has matured,
howeser, despite the fluctuation in the size of the proyram participant group.

The Title I Comprehensive Program of the Public Schools of the District o Columbia has
operated under its present organizational strueture sinee the 1972 73 <ehool vear, During this time, it
bos ~erviced from 17,000 to 20,000 students annually . These students have been in kindergarten
throuwh the third seade andin the seventherade. The ratonale for primary erade selection has been
to wive the needed assistanee earty ina child < scholisiie career inorder to aecelerate achievement.
Seventh prade students were selected to Tacilitase the traasition between the (-lvm(-nlur_\' and
~eeondary sechool levels '

. { .

o tirget population served by the FY 1976 program resides in the publiv school distriets
ceteeted for Title T participation. Tt includes students who were identified as (1 achieving at or below
the H0th pereentile on large city norms for either reading or mathematies, 2 repeating the grade, or
3 being two vears older than their normal age for a given grade. Kindergarten pupils were
identifiecd on the basis of a standard preschool inventory (CTBS, Form Ab In the eligible private
whools, appreoximately 00 students were identified in grades one through eirht,

During the planning eyele for fiscid year 1976, the most acute program need identified by Title |
ot wits that of raising the achiovement levels of identified Title T pupils in both reading and mathe
maties, Additional needs identified as basie but varying in intensity from school to school were:

o T'ohelp pupils develop i positive coreepit of themselves and their ability to achieve syeeess.

o To provide supportive counselinmg and vuidance to students in the areas of health, economie
necd, absenteeism,  and  domestic problems as o they affeet educational growth and
development.

The major woal of the Title T Comprehensive Program is to improve reading and mathematios
<kills and o strenthen afteetive development of identitied Title T students as measured by ~tand
ardized achicvemeni tests and tosts of affeerive growth, Students participating in the program will
achieve more in reading and mathematios than they would have had there been no program. The
primary eviluition question is wheiher students achieve above the expected no treatment level by
an amount which is both statistieally and educationally significant,

Although the fevel of student achivvement in reading and mathenfaties s of congral eoncern,
several other questions were posed duriny the pianning ~tage of this evaluatinn. Following is a list of
these questions. An asterisk precedes the questions given extended treatment in this report. The

R bt
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ouestions without asterisks required extensive data analysis and would have considerably delayed
completion of the document. These unaddressed questions will be answered in the early months of
1977 in a series of special reports.

*e How do Title I eligible students compare with non-Title [ students in reading and
: mathematics?

“w
*e What are the strengths and weaknesses in the reading and mathematics achievement subtest
profiles for Title I students in grades K. 1, 2, 3, and 77 :

e What student characteristics are most predictive of reading and mathematics achievement
(student characteristics: sex, age for grade, years in the Title I program. type of program,
preschool experience, size of family, clas=room behavior, physical health)?

¢ What teacher process dimensions discriminate between classrooms with the lowest adjusted
standardized reading achievement test scores and elassrooms with the highest adjusted
scores?

e How is the learning environment difference across the primary grades serviced by the Title |

* program? .

*e What teacher strengths and weaknesses are indicated by the process evaluation, and what
inservice activities are suggested?

*e Is the standardized reading and mathematics test redundant with the eriterion-referenced
reading and mathematies test and. if so, can one of the instruments be eliminated?

*e How do Title I students compare with non-Title T students in terms of self concept
development? >

*e What is the re'fationship between psychomotor development tgross and fine motor! and both
reading and mathematics achievement and self concept development?

*e [s there a causal relationship between achievement and conservation skills acquisition: if so,
what is the direction of that relationship? . ’

Title I students are characterized by a cluster or constellation of problems which interact to place
these students at a clear and present disadvantage. Several of the characteristies which differentiate
Title [ and non-Title I students, as identified by the Student Information Form, are as follows: Title 1

. students are less likely to have had preschool experience than non-Title I students; withdrawn
behavior is from three to five times more prevalent in the Title I population: aggressive behavior-is
twice as prevalent in the Title I population with 25 percent of the Title I males being identified as
showing aggressive behavior severe enough to interfere with educational progrezs. By third grade,
one of every four non-Title I males and one of every seven females have repeated at least one grade.
Non-Title I students are much more likely to participate in classroom activities. Non-Title I students
are rated by their teachers as having families that are more supportive of school efforts than are Title
I students. One in ten non-Title I students evidences economic need severe enough to interfere with
classroom performance; two out of ten Title I students share this background characteristic. Title I
students are three to four times more likely to require referral to Pupil Personnel Services thin
non-Title I students. Title I students are from two to three times more likely te have phvsical or
health problems and are absent more than non-Title I students. Teachers report t!.at oze third of -
primary grade students in Title I designated schools evidence some type of linguistic difference that
interferes with classroom performance; of this group 80 percent are Title I students. Teachers report
that among non-Title I students there is a greater prevalence of experientially rich activity.

15



Perhans the most important finding obtained from teachers’ responses to the Stadent
Intoematom Forme was that a substantial namber of elivible students are not heing identified by the
norm referenced aehievement test. Cor Cersely, o number of students not needing Title T serviees
are on the b ats of fandts test seores, ey phced in the Title | prograni. The exclusive use of norm
reterenced tesis for determining Title Telizibility is venerating considerable unduc doflar and human
cost~ Althouch no ~clection process witi be one hupdred percent sveurate, the present -ystem,
adopred wader USOF recommendation, i~ inadequate giad should be supplemented by teachkers
The use of Use Stads nt Lidoroattion Forne provides wowealth of teachier judgnient on each

et ana this formation <hould be util cod in seiecting those students most in need of Title 1

ardenen

SN e,

The re aiits froms both che Cosrrs i o0 B ar o Basee SEAls wad the £ serge e Boad g Test
S serptsee Muatho e s Lestow kit were anadysed using two different RMO models, eonfirm

SRR
Pt the 1o Tide T prorram s makiny o substantial napact on student reading and v thenuitios
aebreveme st ober amdabove what would he expected had there beep no predran The Lareest godns

are 4t the rstoan b secand crade lv\t‘&. Juist sts ~ignificant is the lnding that non Tide T student -

Trtte Dadestenated sehootw are als s benefiting o gread deat from the progran:. althoarh these student s

et s et e b Tede Tatudent s are achieving from 0260000 6070

cre notdrectls sepved b o0 a8
P e A PO T PRI A AR TR IS IP Crby ey et e ecbataan e oth restdine aad theraties
STttt e e T e ot [P SN Ve pecbatian s hoth readine ad mathernaties,

Ty et Teood thie codi s on cartirn, that aebieserment and cliussroon hehayior are vers ek
cotmted to stadent e coneepd Fioidenee s lirm that need tor Title 1 services crrelates strongly
Co oo il oneent . Converselv s students with no need tog Titie Daem fden-e positiv e

<t enne pos Thesehiferences keld tor add students i kindergarten ibrovh the orade with the
e s <o on the el eeepranec and Self Security seides of the S Ohs, reafion T

IR

¢ SorhocoSOR Guerali the ~elf caneept findies depeet the hivds emaorion s riee pada oy low achievers.
Pepoed retention i schooi taxes the covaonad welt bemg o children completely ont of proportion
o the seademie benefits which are wained, These findines pant o bleas preture of frustration, selt
douse and ansiety, the perpetuad companions of aesdenue failare.

\ piof stidy was tndiated this year anthe rebatonship between fine and vross motor.develop

cer and aeademie achtevement, Fvidenee snmzests the fine and vross motor development in-youny
chedren miay be mueh more sensitive 1o ambient environmentat effeet than either eognitive or

development. Therefore. psychomotor measures may  have potential for disunosing

_.15'1-1'!1'.1-
v crominental glfeet betore longe term straetural of biochemieal effects appear. Results of this stadl
pilor stids support the wisdom of continng this line of investigation with a large sample.

A ~alient pattern in Pie Dstudens< aeniovement profiles is that with cach sueeessive grade i
whool the student losc~srround relative to the norm. One explanation for this finding s that each
ceeessive vrade, more and more learnting demands understanding of relationships irelation educ
tiont, and less and less of the materia van be learned by rote fassociative memorizationty, Title |
“idents deyvelop afearminy style that redies heavily on assoeiative lecrning.

The ability to conserve dor instance, knowing that tlattening a clay bail does not change the
amount of claviis demonstrated when the greaeral relation pereeiving ability redehes a speeifie level,
Sore student~ are able to conserve eartier iwithout intervention or inducement) than the norm ol age
weven. Fuidenee is aecumulating which <~hows that deficits in Title T students” achievement may
refiect their unsuccessful attempts to respond associatively to material that is bevond their relation
cduetion capability, The solution is straghtforward: stop presenting inaterial thit forees the child to
respond associatively and give additional emphasis to eoncept development activities designed io
improse student relation eduction eapabilities.

Stedents enrolled inthe Special Fdueation Learning Center program register an inerease in
their achievement seores from pre to post in the areas of reading and mathematies as measured hy
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standardized achievement tests. Results of surveys givén to principals, classroom teachers, parents,
and learning center staff showed that they felt the program had achieved the goal of meeting the
needs of exceptional students. Based on enrollment figures provided by the Coordinator of Special
Education to the evaluation team, the program appears to have a problem in identifying as many
eligible Title I students for services as proposed by the program design. The design calls for serving
three hundred students a month; however, only one hundred ten students (@ month! were sérved in
1975-7¢, and only twenty-two of these were actually identified for service threugh the Division of
Special Eiducation, D.C. Public Schools. Based upon results trom the Student Informataon Form, it
scems likely that there are at least three hundred students in need of services from the Speeiad’
Education Learning Center program. Apparently, the screening processas falling to identify these
students. Considering that the program is staffed to handle the full compiement of three hundred

students a month, failure to identify the students results in a rather serious under utilization of

available resources.
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CHAPTER II. IMPLICATIONS AND

- RECOMMENDATIONS

The purpose of program evaluation is to provide information to individuals at various levels
within and outside the management structure, including board members, administrators, and elass-
room teachers. An adequately conceived and implemented evaluation should yield constructive
recommendations useful in program planning at all levels. Based upon the information on the
characteristics of Title I students, the type of Bgogram being offered. and the outcomes of this
vear's evaluation, the following recommendations are presented:

Abandon the use of standardized achievement tests and assign the resources to (1) revise
the Preseriptive Reading Test \PRT) and Prescriptive Muthematis Test (PMT), 2) develop
alternate forms for the PRT and PMT, and (3) create prediction models to generate norm-
referenced seores from the PRT and PM T objective mastery scores.

Recognizing the human and dollar costs of retaining students. it is recommended that a
commission or study team be assigned tc oversee a controlled, longitudinal study of the
effects of grade retention on student achievement, social development, and self concept.

The current procedure for identifying students for Title I services is misidentifying a sub-
stantial number of students. The exclusive reliance on standardized test scores should be
discontinued in favor of a "need index™ computed from a weighted composite of teacher
judgment. and criterion referenced test scores. ;

The information currently being supplied by the PRT. PMT. and CTBS is less reliable than
it could be if students were tested on their functioning level instead of their grade level. It
makes very little educational sense to test a third grader with a third grade reading test -
when he/she is functioning on a first grade reading level. Based upon experience with out-
of -level testing, however, teachers need guidance in properly identifying a child’s function-
ing level in terms of PRT and PMT levels. S

Teachers report that over 33 percent of primary grade students demonstrate language dif-
ferences sufficiently pronounced to interfere with educational progress. Neither the
regular school program nor the Title I prograni presently includes either special language
instruction or extensive teacher inservice in language instruction to counter the effects of
these differences. It is recommended that consideration be given to expanding the role of
language instruction in both the regular school curriculum and the Title I supplemental

services.

The Washington D.C. Title I program is a multimillion dollar enterprise with multiple
objectives and components. What is very much needed is a systématic description of the
program’s structure, including the ways various components, dimensions, and aspects
relate to one another. Availahility of such a description is prerequisite to any attempts at
identifying the relative contributions that various components make to overall program
effectiveness. - .

Discussions with Title 1 progrum' staff. and Research and Evaluation Division staff high-
light the need for a research specialist..assigned to Title I, responsible for translating
selected evaluation findings into pilot programs. This individual would foster that

“important link between the evaluation team and program staff. The rescarch specialist

would work with the evaluation team in identifying the program implications’of evaluation’
findings and then would work in concert with program staff to design a pilot project to test
alternative strategies. Following the pilot study, program staff could decide whether a
particular strategy te.g., coneentrating on relation eduction skills) should be infused:

g
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throughout the Title I program. It is recommended that funding alternatives for this
position be given serious consideration.

This year's findings appear to closely parallel those .-f last year in that Title I students
evidence more behavioral problems requiring intervention than do non-Title T students.
The number of students with behavior problems requiring special Pupil Personnel
Services far exceeds the current capabilities of the Pupil Personnel Services Department.
Some consideration needs to be given to either increasing the current funding levels or
curtailing the scope of PPS services. This decision hits ui the heart of the program’s phi-
losophy. Should the program focus €xclusively on instructienal activities and leave special
services to the regular school program, or should special services be a major component of
the Title I program? The current level of PPS funding represents an unsatisfactory com-

promise.

Some attempt should be made to standardize the testing pregram in the private schools to

be more harmoanious with the public school Title I program.

The excellent reception that inservice courses received from both teachers and aides, and
the incidence of reported modifications of teacher classrocm behavior indicate that this
component of the Title I program is meeting with some suceess. Based on teacher and aide
questidnnaire results. a more efficient method of notification of availubility of classes is in
order. Sending in-house postal notices to eligible téachers and aides, and periodically
advertising openings are methods to consider.

A shift seems to have occurred in the utilization of educational aides from the 1974.75 to
1975-76 school year. The aides report that one of their main roles in assisting the Title 1

. teachers is that of supervising pupils in activities outside of the classroom. The data of the

previous year, obtained from Title I teachers, indicated that this was a job that the aides
seldom had. This shift in the utilization of aides allows teachers to concentrate on activities
which maximize student achievement in the classroom. The utilization of the educational
aides in any mode which frees the teachers to concentrate their focus on their primary
teaching activities is an appropriate use of the aides as a valuable classroom resource.

Based on the results of the interviews with Title I school prineipals with health aides in
their schools, several needs should be addressed in the upcoming year. Principals should
he given a complete job description of their health, aide’s duties and responsibilities. A
coincident effort should be made to delineate lines of management authority and responsi-
hility to principals, aides, Title. I staff. and public school nurses. The question of who
should direet the duties of the health aides and what their responsibilities are should be
addressed and resolved. . ¢

The Title I health aides serve both Title I and non-Title I students. Present evidence does
not indicate that the Title I students have unique health problems as a result of their Title
I status. or that provision of health services to these students enhances their performance.

The Title I Special Education Learning Center program is a well designed, comprehensive
approach to educating students whose special needs cannot be addressed in a regular
elassroom setting. The criteria for selecting childr=n for the program should be studied,
The guidelines tend to exclude so many candidates, that the hudgetary allocation for the
program may not be fully utilized. :

The Learning Center population was determined by the Department of Special Education.
It utilized established referral procedures. Based on the .nymber of pupils who were en

. rolled in the Learning Centers, it cost Title'I in excess of 3.500 dollars per student to

provide services in FY 1976, A decision needs io be made as to whether the current
: 19
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procedure for selecting students for the program should be restructured to admit more
students or whether the program budget should be reduced in relation to the number of

students being served.

Private schools should undertake, using existing student achievement data, a longitudinal
study to ascertain the viability of the present program structure. S:udent achievement
gains are not uniform by grade level, and student achievement deficit seems to increase by
grade level. A longitudinal study would suggest reallocation of resources to grade levels
where these resources would be maximally effective.

-
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IESEA) begarf a new era of massive federal aid to education. ESEA rightly

the idividual needs of educationally deprived children. Currently, all states-and more th

CHAPTER III. PROGRAM DESCRIPTION

{

With the passage of the Elementary and Secondary Education Act of 1965, the United States
government undertook a new role in education: large scale support of federally mandated programs
aimed at specific goals. Just eighty-nine days after it was introduced into Congress, President
Lyndon Johnson signed the act into law and said: “No law I have signed or ever will sign means

more to the future of America.”3.1

President Johnson's assessment was accurate. The Elementary and Secondary Fducation Act
has been called “the
most significant commitment to education ever made by any national gox'(‘rnmt_\nl."3~'-2 In the first
decade of its existence, ESEA's seventeen billion dollars provided new schooling opportunities for
children of low income families; encouraged new ways of teaching and using instructional tools;
expanded library facilities: promoted research and development activities; established testing,
guidance, and counseling programs; and strengthened state departments of education.

ESEA has been amended and expanded since its original passage. In its most recent form, the
act contains eight separate titles. Title [ of the. ESEA is the largest federal aid. to education
program. It was also the first federal law with built in evaluation. It preseribes that effective
procedures for evaluation, including the use of appropriate objective measurements, be adopted
and applied to all Title I programs and projects at loeal, state, and federal levels.

The specific goal of Title I is to expand and improve sducational opportunities for educationally
deprived children. Title I provides financial assistance to public education agencies in order to meet
the special education needs of five groups of children:

e Disadvantaged children living in low income areas.

e Children institutionalized due to neglect or delinqueney problems.

-

o Handicapped children.
e  (‘hildren of migrant workers,

e American Indian children attending federal schools.
Substantively, Title I has always been d broad program in that it is quite flexible in the manner of
its implementation. Projects, for example, may serve preschoolers, grades 1-12, dropouts, and the g
physically or mentally handicapped in public schools. Services may also be provided to private
~chool students. Health problems may be attacked, remedial reading may be emphasized, and
cultural or recreational activities may be stressed. Significantly, pilot projects for identifving needs

are not only pefmissible, but encouraged. ‘

During the decade following the enactment of this legislation, educators have recognized an
important fact: the concept of equal opportunity requires that educational programs be tailored to
provide each child with an equal chance to succeed, regardless of his ‘her cconomic, ethnie, social,

and c¢ultural background. ESEA Title I provides funds for a variety of programs designed to meet
an three-

fourths of the nation's Jocal school districts receive funds under Title 1. The publie schools of the
Columbia have received funds under Title [ since 19685,

)

Distrie

The administrative structure of the D.C. Public Schools is unique because of the combined ity
state status of the nation's capital. The state and loeal functions of public education normally found
in separate ageneies in other states arc integrated into one system in the District of Columbia,

A 1 .
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with one superintendent and one board of education. The school system maintains the state func-
tion for Title I grants through the state education agency (SEA), under the Department of Federal
Programs, and the local function through the local education agency (LEA), within the Division of

Instructional Services.

The state education agency is responsible to the Superintendent of Schools, the Board of
Education, and the Office of Education for meeting and monitoring all federal requirements,
rrogram design, fiscal control, management, and communication. The Title I State Office Coord:-
nator is the responsible official. The local education agency, on the other hand, is responsible for
the administration of the Title I Comprehensive Program. Explicit functions of the LEA include the
_ assessment, development, operation, implementation, dissemination, and evaluation of the Jitle I
program. The LEA is also responsible for conducting related programmatic research. In exercising
these functions, the local administration assesses the specified educaticnal needs of the eligible
Title I population; formulates measureable program goals; systematically plans, develops, and
implements a comprehensive program responsive to the instructional and supportive needs of
students; devises a management system for optimum delivery of program services; disseminates
program information to school departments, local school units, the parent community, and the
general public; and conducts internal evaluation procedures.

This pas. year, the LEA has utilized the strengthened staffing and organizational design which
was approved by the Board of Education for the 1972-73 program. The 1975-76 Title I program
staffing pattern is shown in Appendix II, which also contains the organizational design for the D.C.
Title I Comprehensive Program. This staffing structure was designed to ensure effective imple-
mentation of the State Plan of Operation of the D.C. Public Schools through the employment of an
efficient management, system, the expeditious delivery of program services to lccal school units and
to program sites, and the concentrated effort and commitment of all sfaff components to achieve

the goals of the program. -

The 1975-76 school year marks the end of the first decaac‘le for the District of Columbia ESEA
Title I program. Since its inception in September, 1965 the program has undergone several
transformations in response to the special educational needs of a constantly shifting population of

children.

The number of pupils, number of schools, and the level of funding have fluctuated since the
program began. In the most recent school year (1975-76), the D.C. Title I program served 17,000
identified pupils with a budget approaching 10.7 million dollars; in 1965-65, the proygram served
more than three times as many children with less than half the budget. The number of identified
Title I pupils vacillated from a high of 70,000 during the 1967-68 school year to a low of 14,300

during the 1971-72 school year.

The number of participating schools has also vari¢d, ranging from a low of thirty-four schools
in total (twenty-nine public and five nonpubliei~ 197(31;71, to a high of ninety-five schools (eighty-
four public and eleven nonpablic) in 1967-78. Fundihg ¢~ the Washington, D.C. Title I program was
highest in'1972-73, over eleven million dollars, and lowast in 1968-69, less than five million dollars.

Although its target population and available resoukyps have vacillated, the philosophy under-
girding the program has remained constant since its indption. In the I).C. Title I program, children
are viewed as the center of the educational process. They are seen as total entities with their own
peculiar needs and interests. This view implies that students’ actions are affected by their

intellectual, physical, and emotional processes.

Since the program's first vear, many innovations have been develuped, implemented, and
evaluated. The program focus has ciosely reflected the identified needs of the children served; it
has also served as a continuing assessment of the best means for meeting these needs. At its root,
the Washington, D.C. Title I program has been designed to foster equality of opportunity through

’ 22
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the poteatial effeets v-hich improved reading and mathematies achievement should exereize on a
child’s performance.

The Title I Comprehensive Program of the Public Schools of the Distrier of Columbia has
operated in its present organizational structure since the 1972 73 school vear. During thi- time it
has serviced from 17000 to 20,000 students annualls i kindergarten through third and seventh
grades. The rationale for primary grade selection has been to give needed assistiee early inorder
te prevent achievement lag, and {or seventh gride seiertion, to help bridge the gap between the
clementary and secondary levels. The major goal of the program nas been to peprove signifieantly
the reiding and mathematies achievement of s students, Both internal and external evaduations
have coneluded that this goul his been reached each vear on the elementary fevel and that some
progress has been made on the sccondary level

Factihear sinee its inception, the D.C. Titte I program has been assessed as adsquate by the
United States Office of FEdueation, with some components recciving a more hes adcgate or
oo mplary rating. The Parental Involvement Component, for example, has been in the vl
category for three consceeutive school cears, Other recent accomplishments of the D.C
Comprehensive Title I Program inelude: '

o Rulenerd ¢ orricwiom Handbeol- This handbook was developed as aresouree for classroom
Geehers in admiri-tering stpplementars instruction for idectified Title 1 students in
kindergarten throuwsh srade three. Compiled and edited by an ad hoe curriculum task loree
of tearhers, paren-. and program staff, the handbook offers o weaith of learning
expericices foeusing wpon tired curriculum  steands: coneept development, lanuguinie
fSaeility, and self consept. T s balaneed in cognitive. alfective, and psvehomaotor domains.
At the request of the Board of Fdueation, which reviewed and approved tne draft cdition
disseminated to teackers in Mareh, 1976, the final edition of the handboek will be dis
<eminated to teachers in February, 1977

e Iustructional Personzel. The. 1975 78 prowram increased the number of nstructional
groups from five to six. The-new, personnel group, Parent Assistants, performs a variety
of nonprofessional vet necessary tasks within the elassroom reading and mathomaties
programs. The inserviee program for all instruetional personnel has evoived coneomitantly
with the addition of ntew groups,

Five magor factors influenced the program’s planning and development: the philosophy of
education of the District of Columbia Public Schools: the goals and objeetives of the school system;
the Corgressional mandate; the 120 Day Report of the Superintendent th the Board of Fducation;
and the coneerns of pareats and staff for the needs of identified Title T children.

The most recent example of commitment was the KESEA Title I Planning Institute conducted in
Airlie. Virginia, in August, 1976, This institute marked a. modification in the proposal planning
process, Previously, a series of workshops and meetings with representatives of the various Title |
affiliates and associates comprised the proposal planning aetivities. This year the task was under
taken in a different setting, for a designated period of time, and with an enlarged and more diversi
fied participation. in order both to broaden horizons and to lay the groundwork for the 1978 f{iseal

year.

.

TARGET AREAS
The District of Columbia has the fourteenth largest publie school system in the United States,
ranking ninth amony urban schools. In the 1975-76 school vear, the Public Sehools of the District of
Columbia served approximately 130,685 elementary and seeondary school pupils, 95.3 percent of
whom were Black. In the 1975-76 sehool year, a total of eighty-five schools — sixtv-three

13
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elementary, sixteen junior high, and six private schools - received Title T funds in the District of
Columbia. In the public schools, funds were targeted at children in grades K-3 and 7; in the private
schools, funds were dispersed te aid students in grades 18, The process for selecting eligitle
attendance areas and project areas is one of the most difficult tasks m Title [ program
development. An attendance area is the neighborhood from which a school gets its students: a
praject area is an attendance area in which the children will get Title T services. '

‘The eriteria used for the selection of eligible ESEA Title I attendance areas for the Distriet of
Columbia for the 197576 school vear were aa income factor based on the 1970 «census and the
aumber of children eligible for free lunch. These two factors were weighted 60 percent and 40
percent. respectively. Following the guidelines developed by the UL, Office of Fducation, the
Washington, D.C. liivision of Research and- Evaluation combined these eriteria in mathematical
formulae to produce a ranked listing of the eligible school attendance arexs.

Once attendance areas were designated. the project areas were selected. Three busic rules

governed the seleetion of project arevas:

e An attendance area must have had a higher number or percentage of children from low
. . ay e - . ?
income families than the distriet average.

. No more attendanee.areas than either method of seleetion tpereentage or numbers ranking
alonet would provide were selected as project areas.

e Noeligible attendance areas were skipped in selecting project areas,

The seivetion of the number of D.C. Title T project areas, designated as Fitle 1 Schools, was deter
mined by the program approved by thes ESEA Title T Office for the school year. All eligible
attendance areas in the Distriet of Columbia were chosen as Title I schools.. There are two criteria
for determining an individual child’s eligibility: the child must have both resided in an attendance
area served by a Title T school und been educationally deéprived as defined by LEA selection
criteria. Thus, partieipation in-the Title T program was not restricted to poor children. However,
the selection of participating schools, being based on low income factors, insured that a large
number of participants would be poor. In the eligible publie school attendance areas, the students
identified for the purposes of participating in the D.C. Title I program were those in the kinder-

garcten, first, second, third, and seventh grades who met the norm eriteria presented in Table 3.1,
¥

Tatstes 301

Inchrardaat Ehgitbn ity Criteria for
the D.C. Title 1T Program

GRADE NORM CRITERIA INSTRUMENT
[N At or Del s S0t pereenthe siational Do Comg reheon, e Tooty of Basn
: Skiits s, Level A
1 Ao teb s, DU percen e nation gl nos e, Oompiehensae Toar of Buaae
; . ] SRl S LeL el B
2 Ao Db B e cen e toea notine Comprehena,e Toste of Base
' ‘ Shills S, Level C
2 AL beeboe DU [)('fl,‘,‘?!‘w'li"‘ Yo gl o, Comprehenaove Tears of Boase

Sl T, Levet 1
Comnrebensise Tosty of Bauie

7 At or belowy SOt percentide tocal o o
Skalt. T, Level 3

In the six eligible private school attendance areas, identified students were selected, from those
students in grades one through eight who both lived within the attendance areas of public Title T
schools and-fell below the citywide m«dian in reading and mathematics test scores, Provisions were
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also made for including all students who were repeating a grade. regardless of their test scores. as
well as those who were two years or more older than normal age for that grade (based upon entry
in the first grade during the year in which their sixth birthday occurred). The numbers of students
serviced by thé Title I program by grade are: kindergarten, 3859; first grade, 3769; second graden
4203; third grade. 3514; and seventh grade. 728. '

NEEDS ASSESSMENT

Knowing which children were eligible to receive help with Title I funds was not sufficient for a
suecessful program; determining what eligible children needed was also required. Answers to
questions such as these were obtained: - .

e What kinds of problems do eligible children have?
e Which oroblems does each child have?

e What ean help correct the problems?

e Which preplems must be addressed first?

Answering questions such as these is called a needs assvssment. The law implies that each school
district must do a needs.assessment to expand and improve educationad programs by various means
iineluding preschool programs). These should conirhute particularly to meeting the special educa
tional needs of educationally deprived children. i ’

Five steps comprised the needs assessment process for the D.C. Sehools:
e ldentify the educationally deprived children in an eligible attendance area,
e Gather information to determine what types of edueational help these children need.

R4

e Diagnose what the children’s educational problems are.

e (lassify the needs of the children and determine if their needs are academic, motivational,

' or medical.

e Establish priorities for the order in which needs will be met.
The desire to improve the educational opportunities of disadvantaged children created the backdrop
for the needs assessment. During the planning eycle for the 1975-76 school vear, prineipals,
teachers. central office personnel. members of the Citywide Advisory Council, and loeal Parent
Advisory Couneils identified the needs of pupils. staff. and parents. Those needs are presented in

. Table 3.2

Talber 3.0
NEEDS IDENTIFIEW FOR PUFILS, STAFF AMD PARENTS
PUPIL NEEDS '
[ teagnetd soading and mathemgties bt

Increased conceptual deveropn i,
Increged language deveiopimen:

[t oo welt coneept develapme .t ", X
STAFF AND PARENT NEEDS - '
Pinproveement af thew skolbs o e g the doegon i P aniprioes apipiten Bt et e dneat el oo

tradhing b mathernatios, i
Dottt The s st e

, ;
ACTvie ifivolvement of parents abd sther getevested ot i thee o
PrOGEarm at the tocal sehenl and cente i ot s,
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OBJECTIVES DEVELOPMENT

The newvds assessment survey conducted in the target grades of public Title 1 elementary
schools and in the identified populations of private schools revealed a eluster of pupil learning nee-ts
in the broad areas of reading, language, and communication, mathematics. background inform:.ion
and experiences: and affective behaviors for identified Title T ~tudents. Based on the needs assess
ment survey, 2 major goal for the 1976 Title T Total Learning Progrim was established: improve
the reading and mathematies cognitive skills and affeetive fearnings of rdentified Title T ~students, 4~
measured by standardized achieyement tosts and tests of witeetive growth, Two printary woals wirk
Felaied ohjectives were derived from this major voual The peads and objectives, as staed in Yhe FY

1078 proposal, were as follows:
\ I

Gont 1 Inerease pupil achic vement in the basie skills of readinig ane mathematies

.

Objective AL Given the <ervices of the Title i Total Learnipe Center. 75 pereent of the
ctudents will inerease their resdine and matheme fes achievement by at least

. 25 pereent of their previeus achies enient,
Ohjevtive 1 Given the ~ervices of the Tile | Totad Learning Center, the remaming 25

corcens of tho Stwdents will nesease their reading and imathematios a hieve
sent on site of Bt 24 pereent of thelr previons aehrevement.

srrieulum whie!

Goad 2 dnerease pupii crowth in affeetive feasning and erestvity through e

mmtegtes the core curricuiam of reading and mathematies with other s hool subjeets wnd

learning experiences. Positive changes in affective learnimewill be aceorspiished throngh:

o Field trips which are curriculum selited.

o Exposure of pupils to meaningful musical, draivatic, Ferary, and dunee experiences
. throuvhk in and ot of school performuances.
AR o Pupil mvolvement inothe arts by pupil parteipation s drama, musie. fine arts, and
other art media,
-
o A multi-ethnie program of carefully plinned literary and eultural experiences which
expose children to books of their own enfture and other cultures. The multi ethnie
N . oY . -
roal will be for children to realize:
e That they do have roots in the past based on a cultural heritage of which they can
he proud. ’
o That their culture hias made important contributions to the total enlture of their
country and the world.
o That eachs cultural wroup possesses ereativity, inspiring imagination, poetie
quality. and a philosophical outlook.
) o That other eultures have wavs of fooking at life and expressing ideas which can

expand the children’s own understanding.

To en~ure the achievement of student goads, staff goals cere aiso established>

Goal 10 The provision of a variety of modalities for instruction in the commniunication skills which
aceommodate the different learning styles of children through verbal lanpuage arts distens
imy, <peaking. reading, writing), literature, and drama; ~vmbolic language imathematies);

26
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The establishment of a comprehensive program of stall development experiences for all
levels of staff which utilized the team approach. Staff development will be i the areas ol
haman relations, values clarification, organizational skills, subject matter conrent and
technigues for curriculum inteygration, and classroom management.

Goal 2:

PROGRAM DESIGN

A multiplicity of student learning needs requires i multidimensional strategy if students are
both to achieve learning succesx and to realize their individual potentials for seld direction and self
wetualization. Recognition of this f{uct. combined with the underlying program philosophy and the
results of the needs assessment and vhjeetives development, culminated i the 1975 7o DoeL Tide |
program design,

The ehild is the ceater of the Title [ progran.. To emphasice the importanee ol serving ailof the
child'~ educational aceds, the 197576 program was designed around the Toral Learning concepl. In

“oeder to develop the child's cognitive, affective, and social skills, a suturated learning environnient

was designed. This learning climate halances the diagnostic teachimye of needed skilis in reading and
mathematies with interest-centered instryetion and (ree-choiee activity. In arder ta provide more
individualized instruetion for the Title T ehild, speeial insiructional personnel and ~upplementary
curricult were utilized. The ehild's tirst “teachors” the parents, were directly involved m the
program, in hopes of supporting the child’s total growth an development. By the provision of pupil
support services, noninstructional factors were prevented from tptertforing with it

to benefit from additional instruetional assistance.

10 chid s wbilits

The components camprising the 197576 program design are displaved in Tuble 32080 categorized
by the areas addressed in cach component.
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COVPONENTS OF Tt D.C TITLE 1 PROGRAT

CH!ILD RELATED S TRUCTIONAL SUPPOET
Balaocrtd Guit o ulaim Pttt P anned
Aftective Edar gt sl et Coariea o,
Entichment €agorience, Pocetal oo
Suttine:s Schoot Progiam Statd Dewcloprynt

SPEC B, - [~ N - LI
Follow Through A tiation
. . E.aation
Career Development ~
Crovermunigtion

) Commuinty Schools \
N . N s truc ol Sappont Service s and Poraee
Private School - Progran: : bt Ser i &

The breakdown by cor.ponents presented in this section underscores the multidimensional strategy
for solutions utilized in the Title | program.

(9]
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Balanced Curriculum. The Bidlanced Cdrriculum component was designed to facilitate both
affeetive and cognitive growth in the readifig and language arts, and in the mathematies programs.
-In reading and language arts, four subcofmponents were identified:
hd Supplementary classroom instruetionn in language arts and language experiences for
identified students,
e A variety of elassroom strategies, activities, and materials for differing needs and learning
stvles of these students.
e Laboratory experiences to reinforee and supplement elassroom instruction of identified
students most in need of individualized instruetion.

o Diagnostic preseripiive teehniques for improving basi- reading skills in the Liboratory.

An eclectie approact incorporating languawe experience, basal readers, and phonies was
utilized in the classroom. A dimznostic presceriptive approach incorporating diagnosis and preserip-
tive teaching was vsed in the laboratory. Individualized Personalized {astruction (P was the
method emploved in providing learning experiences dos@mi to meet each stadent’s needs ang
interests at an individual level and rate of learning. Integration of all the communicdtion sklls —
Hetening,.speaking, reading, and writ;ng wis emphasized, A variety of learning materials was
available, such as paints, paper, hooks, periodicals, librarie-, filmstrips, tapes, television, games,
puppets, eurricalum handbooks, commercial, ared teacher made materials.

. g ~o, ~ '

In mathematies, two subcomponents were identifidd:

o Supplementary, corcentrated elassroom instruction derved from text and manipulative
materials based on an upward spiraling core of basie skills fur Jdentified students.

»  Diagnostic preseriptive, action-oriented laboratory program designed to reinforce and
extend skills developed m the classroom. »

As with the reading program, IP@ was utilized. Multimedia techniques compensated for the varied

learning styles in conceptual, application, and computational mathematies activities, Some of the

materials used to meet the various necds, interests, and learning styles of Title I students were

flash cards, games, recordings, manipulatives, measurement materials, mediz materials, learning

piackages, and learning machines.

Affective Education. Children who are able both to read efficiently and teo solve mathematical
problems experience positive feelings about themselves, However, those children who enjoy read-
ing for pleasure and applying-their mathematical problem solving skills encounter an even more

) exciting sense of personal worth. The affective component of the D.C. Title | Comprehensive
Program was designed to promote this latter type of experience. Stated simplistically . the goals for
the reading and mathematics domains, respectively, were: '

N

. Increase the number of children who ca= read. do read, and want to read.
*  Increase the number of children who improve their mathematical problem solving skills,

Affective education balances instrugfipn in cognitive skills and activities specifically designed to
develop positive self concepts and@h¢althy interpersonal relationships. Interaction experiences
include storvtelling, mathematieal gdmes, dramatic play, -peer group work sessions. creative
writing, sustained silent reading periods for the whele elassroom, and experiences outside the

classroom. ) ‘
4
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Fnrchment Experiences. Venluring into different plm‘ﬁs, examining and manipulating, and
coping in strange eavirons were all deemed to be essential experiences in order for a child to
hecome the active architect of ‘his‘her own life. Many disadvantaged students have meager
experiences upon which to puild sound dcademic foundatwons. The enrichment experience com.
nonent was designed not only to bring experiences to the child; it also integrates these experiences
with reading and mathmatics skilis as well ax with the development of basie sell concepts. This
¢ nponent expanded the Title T pupils’ educational ‘'opportunities by enriching their experiential
Uackirround. Music, drama, the fine arts, Black studies, ard ficid trip experiences supplemented
the basie sehool progtem. Enrichment aetivities were seheduled for Tide T pupils atan average rate
of one per week. :

suwmmer School Program. The summer school progrein operated weahalf day, six weels extension
of the regular sehool vear learnines center. The coneeatration on the halanced curricuium, affective
education, enrichment . experiences, svipport services, amd stal’ development activitios werd
aeluded in both programs. Approximate:y H000 public elementary schoal chilidren in twenoy 1ove
centers and 2000 pablic secondary schooi students i four add:ionad centers pardeipated.

Csome of the students were taaeht in experimental multilevel classroom sicuations by a teamn of
our ~taff members whick ineluded parenis. This pilod projecc. known as the 4M Center Prograns, i

in i s second vear, Uhe four UMST cepresent: multimoded, multizrade, multi are, and mpuitimedia, o
this piiot project, thirty students at cach viementary sehool participated. Tradiional grisde leve

desievndtors were deleted. The population was ciratificd with 10 percent Rindergarte: stndents, 20
pereent first grades s, 30 pereent second graders, nd ) oereent third eraders, o 057 Denten

Progean. being a mixture of older and younger chiddren, provided a naturai seiting oroinooros oo

atfective hehavior and eocourasting peer teaching,

Speeiad Fldiseatn The ,\.})l-r'i(l‘- cdueation component wis desored v o e oot
Lerapeutiesprogramning fors Titde T ostudents experienemg severn lenrrang prablens, v teta
Jmrning environment was ereated inowhich each chilif's edueational iepediments were dentitied
and ireated by oan interdiseiplinary dearmiog center team. This approach s ased o five
ehesentary centers, providing o vaciety of learning settings for children i specad eduention, This
combuonent is thoroughly illuminated T Cliapter 12 '

Prcacbond Feparsion. This sotponent provaded for an carly ehfdhoord progeam Lased wpon Dl

e aetion of teaekine methods ortented varon<y toward materials, teachers, and childres

Frophasis was plaecd upon coneeprual and Hingastic development at the preschoct fevel

Folivse The vugh Foilow Throueh s a0 national program desirned both to augment and o
capitid e tipon the srdns patde by joas fneome cFdren tiead start, Title T, or stmitar preschood
program, Tt is designed oomeet the mstree omall phaaci, ;m;u"rmh‘,uxml. and soed needs ol
oo Do Diarer ol Columbin, two Follow Throwrh centers

chitdren from dow incoree fanin
provided serviees durimg the 197570 sebool vear for children in the primar. grades: The Morgoen
Follow Throuvh Center sod the Wchedbs Mvenue Follow Throurh Center. The Morean Cenger
cepateed approximately 3000 stwdentss the Nichols Avenue Center helped approsinaicly v
sudept- The Bducation Developnieat Center of Cambridge, Massachusetts was dhe mstitutionad
spen<or ior Morgan Centers tie Universiiz of Coogon, the spensor for the Niehols Avenue Uenter.
These two centers were planned as coiaprehensive child development programs offerinig social
ceevicos to tamilies of participating <students, Acodemie instruction, nutritionai adviee, and health
care services were also offered. Socral services worked with families regarding the psveholngiend
peeds of their preschool ehiliren. The wim was to help families both buttress the prowram of the
conter and understand the interlocking reiationship of it various components, Academic
mstruciinn was desigagd Jo complement the Head, Start preschool curricalum and to mere with
tho~e materials and methodolovies being used at the respeetive schools attended by the ehildren,
The eenters offered general dental and medical hetlth care. Diagnostic services and treatment
were also available, Nutritionists analyzed the children’s dietary needs and assisted parents and

1

29



O

ERIC

Aruitoxt provided by Eic:

<

school personnel in guaranteeing that the requirements were met. In addition, physical exercise
programs were also structured for the children. Parental participation was encouraged through the
employment of parents as aides, usage of valinteer services, and participation by parents in
educational and community activities. A Parent Advisory Cemnuttee, composed of parents and
concerned community members, played a major rele in the planning and management ! the
project; this committee helped to establish poliey and also monitored the program. Both centers
operated throughout the regular school year, as well as during the summer. a
. I

Career Development The Title 1 Comprebensive Program operated two projects to orient
«leete b stsients Lo careers in business and indusiry: the Career Developmest pilot program ond
e Wideringe Horizons career orientation program, Thes eompesei s alse sreated. more tnor-.urhly
in { hapter 11. :

Comraenity Schoals, Twe rommunity schools - Garnet Patterson, a4 junior hioh sehool, and
Harrieon. an olementary school - housed centers Tor homework, somedial assisiainee, and
sformal cducstion The two coitrs mey sehools were alesorresd to bridie the arp between the
ol aad the community. Thev sopplied resourees beyond tho o offered b the revrular school to
identified Title T studenis with thearreatest needsgitioy also ote ded Ne femed aeadenie progyram
throueh informal education projects Boih of 'hees sehoos are dhseneeed 0 creater detadl an

Chapter 11 .

Petvate Sehool Program. White privaie senoels are melibie for Title b serviees, ehildiren
Gt i areh schiools may be servieed i othes areodentitied as Doeadvantage ! cducatienally and
e the prblic whool sitendance areas whith gre under the wopices of the Tithe T project. st
Crisate sehools with students who met the Tihe eriteria partwipated in the program, The approsi
el cirhe hondred students identificd for this program cpeeied assistanee from reading and

+

e L < feouree eachers wid edueatonal sides fronn the publis sehool sy sten,

Instructional Personned. The design for the 1975 76 Title | program included sixogroups of

instructional personnel. One of these persennel groups. parent assistants, was a new addition in the

1975 76 sehool vear. The following.six grotos comprised the instructional personnet for the 1975 76

T

Comprehensive Title T Program:

e . Flementary Resource Teachers

Title 1 elementary resource teichers served as reading, language arts, and mathe
muties Title I eurriculum leaders at the building level, They provided serviees to all Title I
children identified for reading and mathematies assistanee, and to classroom teachers of
Title I students. Schools with identified populations of 250 students or tess had one combi
nation reading and -mathematics resource teacher; schools with 251.350 identified students
had one reading and one mathematics resource teacher. Schools with more than 350
<tudents used vwo reading and two mathematies resouree teachers,

e Junior High Reading and Mathematics Teachers

Title [ junior high schools had one reading and one mathemutics teacher per sehool.
These teachers supplied instructional serviees to identified Title I students in a self
contained learning center for a designated number of pericds per week.

Al

*  Regional Resource Teachers

The regional resouree teachers sefved as a resource to teachers of identitied Title
students within a designated region..Regional. resource teachers helped those instruetors
who were familiar with compartmentalizing subjeets to integrate and fuse subject matter
disciplines. This was dene in order to focus attention upon a compartmentalized content
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area without defining a’topic area. 'l(h@“teucher worked to help students use all the appro-
priate skills he/she had mastered (writing, spelling, computation, conmprehension}), in an
cffort to explore, define, resolve, or expand the content area. Solutions to reallife
problems require selecting appropriate skills and integrating facts, regardless of subject
matter boundaries. Facilitating a student's ability to solve real problems was the major
function of the regional resource teachers. As with other instructional-personnel, regional
resouree teachers were assigned to areas on the busis of the number of Title I schools. A
total of ten regional resource teachers were assigned to regions as follows:

NUMBER OF REGIONAL RESOURCE

REGION NUMBER OF ELEMENTARY SCHOOLS TEACHERS

! 13 2
& Vi 0 |
il T 7
1KY} 17 3
vV - 1H 2

Educational Aides

Edueational aides performed a variety of functions. thereby relieving the teacher or =
many necessary but time consuming tasks. Daily activities included reading stories:
preparing flash eards or word games; administering teacher-made tests: supervising small
group activities; operating audiovisual equipment, maintaining files, and recording test
«eores: esecrtiog children to the auditorium, lavatory. or playground: and accompanying the
teacher when the teacher was supervising children o the playground or in the lunchroom.
Sehools with no more thar 160 identified students had one aide: thowe with 101 to 250
students, two aides; those, with 251 to 350 students, four aides: and those with more than
350 students, six aides. These puraprofessionals were supplemented by new instructional
helpers, the parent assistants.

Parent Assistants

Parent assistants formed a new personnel group during the 1975-76 school year. The
parents worked on a part-time schedule of twenty hours a week from September
through June. As auxiliary instructional personnel, they performed a variety of nonproies
sional vet necessary tasks within the classroom instructional reading and mathematies
program. They worked with Title I children either on an individual basis or in small
groups. Having parents of :dentified Title I children fill these positions inereased the
benefits of this instruetiona! personnel group. The - taffing pattern was the same as that
for educational aides, with the number being assigned to schools based on the size of the

- Title I population.

Progri_a.m Assistants

The Title I program assistants served each center in a general resource capacity,
providing assistance to classroom teachers of identified Title I students. Program -assis-
tants performed various functions related to the organizaticn and management of program
sorvices at the local school level. Tasks completed by the program assistants included
making contacts or arrangements for field trips or enrichment activities; maintaining
sccurat¢ records concerning materials, supplies, and equipment. and acting as liaison
between Lhe classroom teacher and resource or support personnel. They also assisted with
organizational details for workshops and special projects for staff or students and assisted
in obtaining substitutes for teachers attending inservice programs.



O

ERIC

Aruitoxt provided by Eic:

&

These Six groups of instructional personnel, in concert, provided a-wide range of services for
Title T ehildren. Their services enabled more individualized attention to be given to eligible
students and spotlighted the child as the center of the educational process.

Supplementary Curriculum. The purpose of the entire Title I program is to supplemeat rather

“than supplant those services normally provided. It follows that supplementary curriculum materials

may be necessary to implement effective extid services. In the D.C, Title 1 Comprehensive
Frogram, several supplementary curricula have been developed. Two examples of these are given

helow:
o The Balanved Curriculum Handbool (see po3.3), .
e Many Th ings by Mini Peapli

This anthology of eight hooklets is composed of stories, poetry. e, and art work
created by elementary Title T stud nts during the 1974 summer schoo! program, Hlustra
tive of the beauty. clarity, and appeal of the ereative work of urtan students, the
anthology will be used in several ways. It wall serve as o vehiele for peer sharing, motiva
tion for student exproession throush the written word and the visual arts, and as a4 means
W building student self coneept. Tt will also be a tool tor independent readime, Approved
by the Bourd of Education, the anthology was disseminated in September, 1476,

T'hese curricula are recent innovations in the full seale. evolving program in the District .of

Golumbra, and implementation began in the spring of 1974,
| .

Parental Involveme nt. Parents are the ehild's firs: teachers, Therefore, any thrust to provide
permanent educational benefits must aceordingly focus on sustaining active and meaningful parental
involvement. The parental and community invajvement component provided a structured, organized
means of invelviag parents and concerned citizens in all facets. of the Title [ program. The family unit
was linked through this inyvolvement o the school and the general community. The primary goal of
the component was to develop strategies which result in a more relevant Title T program; greater
community support for Title T schools; and a more productive relationship among parents,
administrators, community persons, teachers, and students.

The strategies fog.broad parental involvement offered parents opportunities for advisory roles,
{or giving supportive service o the Total Learning Centers through the local Parent Advisory
Councils, for diversifjed training and continuing education, for participition in music and cultural
enrichment activities. for obtaining vocational and employment information, and for greater out-
reach to the home and community through the dissemination of pr&:r;lm information. Several
aspeets of the 1975-76 parental component should be highlighted:

-~

* Parent Assistants
This new staff position added ninety paraprofessionals to individualize even further
the classroom teaching and learning situation.

o Staff Teachers
The staff teachers for parent training 1nd parent councils strengthened the Title )
program. :
e Parent Advisory Councils (PAC) »
This organization of school councils was initiated ir Title I schools. PAC functioned as
a vehicle for the direct involvement of parents as advisors on program planning,
implementation, and evaluation at the school, intermediate, and district levels.

*

¢
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Parent Traiﬂing

The parental involvement component was structured to include training for parents.
Activities ranged from local workshops to national conferenees.

Parent Education :
During the 1975-76 school year, a proposal was designed for a continuing education
program at Trinity College. The program will give college eredit for parent enrollees.

Parent Volunteer Corps
The Parent Voluntoo/' Corps is a strategy for broadening the teaching base hy
drawing parents into the educational program of their children.in positive and praetical
“ways. Parents who are members of the Volunteer Corps will assist students and teachers
in each Total Learning Center.

The parent maintains a volunteer supportive role and will not be considered employed
or an employee, although a small expense reimbursement will be made available to cover
incidental expenses of the parent volunteers, ie., babysitting expenses and transporta.
tion. Training for parents will be a long-term, on going process. Training will include
activities to help parents gain skills to use in the school and classroom. as well as wathe
their own children at home. A program of continuing education will also cover personal
interest and self-improvement areas, It is zmlivip&ttod that approximately 400 parents wilt
participate as parent volunteers.

Additionally, seventeen parent volunteers received training and served as members
of the instructional teams in the 4M Centers of the summer program conducted during the
summer of 1975. The 4M Center program was a multifaceted approach to meeting the
multiple instructional needs of 500 Title I students.

AT-HOME Project
A sumrmer alternative program was condueted, using home learning materials with
500 parents and children.

TOPPS Chorus (Title One Parent-Partners Chorus)

The TOPPS Chorus was a niedium for personal earichment, as well as a vehicle tor
comrauni.y ofitreach. An example was the group’s performanee as ruest musicians for the
Maryland Stite Title 1 Conference at the University of Marvland.

Publications and Dissemination -

A pamphlet and slide-tape, "The In Thing.” and a brochure, Involved: Ihrections and
Decisions on Parental Inrolvement, were produced and disseminated to schools and
parents. '

Community Outreach _
Parents{ and staif explored the resources of community organizations, government
agencies, a'nj’d local colleges for possible benefits to the program.
! .
Bicentennial Parent Awareness Conference ’

This two day conference consummated the parent program, with over 800 registrants
participating in educationai and cultural events planned and developed by parents. The
design addressed the contributions of parents as participants in their child’s learning ex:
periences It also stressed the importanee of providing parents with serviees which raise .
the level of personal and family goals and of parenta! aspirations for change and upward
mobility. ‘ :
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Staff Development. The goal of this component was to provide all levels of staff and parents
with the knowledge, skills, and attitudes needed to plan, implement, and assess balanced
curriculum offerings in order to achieve reading and mathematics improvement. The participants in
staff development included:

Central Office Title I Staff.

Regional Administrative/Supervisory Title I Staff.
Regional Resource Staff. '

School Administrative Staff.

School Title I Resource Staff.

Classroam Teachers of Identified Title I Students.
Title I Educational Aides.

Title I Parent Assistants.

Title I Program Assistants.

Title I Pupil-Personnel Workers, Aides, Clinical Psychologists, and’
Psychiatric Social Workers. .
e Title I Community Aides and Other Parent Workers.
¢ Parents.

The activities employed throughout the year were varied, interesting, and functional. Examples of
these are seminars, sympnsia, workshops, demonstrations, lectures, and research and study

sessions.

 The staff development curriculum was structured around six major areas of emphasis or topics:

planning, background, and development of major theories and practices in education, educational
philosophy, curriculum development, curriculum implementation, and assessment. The Title I
program provided 700 teachers with ‘eighteen days of release time. By increasing Title 1 staff
competencies, this component was to improve the quality of services provided for Title I children.

Noninstructional Support Services and Personnel. Factors unrelated to the instructional
program might have interfered with the ability of some pupils to benefit from additional instruc-
tional assistance. The Title I program provided a strong and varied component of noninstructional
pupil support services tc reduce potential hindrance factors. Included in. this component were four
subcomponents: pupil-personnel services, urban service corps, health aides, and media services.
Togeiher, these four subcomponents alleviated factors which interfered with the Title I child’s
ability to benefit from supplementary instructional services.

The components comprising the Title I program all focused on meeting the varied educational
needs of the Title I child. The realization that the child’s intellectual, physical, and emotional
processes affect all that the ehild is and does created the thread which wove the components into a
unified program. All efforts stressed the integration of the child's various learning experiences into a

more coherent whole.

PROGRAM IMPLEMENTATION

The local education agency was responsible for implementation of the Title I Comprehensive
Program. The staffing and organizational structure ensured effective implementation of the State
Plan of the D.C. Public Sciools for the Title I Comprehensive Program through the employment of

the following:
*  An efficient management system.
{

¢ Well delineated job descriptions.
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e The expeditious delivery of program services to local sehool units and to program sites.

e The concentrated effort and commitment of all staff components to achieve the program’s
yoals.

" See Chapter 11 for a thorough treatment of the D.C. Title [ program’s administration.

OUTCOME EVALUATIONS
LS
Whereas process evaluation is condueted for the entire length of the project, to determine the
status of project implementation, outcome evaluation determines how successfully the projeet has
met predetermined oojectives. The original legislation for ESEA Title I required that “effective

procedures, including provision for appropriate ohjective measurements of educational .

achievement, will be adopted for evaluating at least annually the effectiveness of the programs in
meeting the special educational needs of educationally deprived children.™3.5 Unfortunately, Title I
evaluation reports were often not specific enough to give any indication of whether academic
progress occurred. Therefore, Congress passed an amendment to Title I in 1970 which required the

inclusion of performance objectives in Title I applications.*

The SEA is required by law to make a report to the Commissioner of the United States Office
of Kducation regarding research studies “evaluating the effectiveness of payment under this title
and of particular programs assisted under it in improving the educatiofal attainment of
educationally deprived children. . . ."3.6 To meet the legal mandates, the Washington, D.C, "Title I
Program has been evaluated yearly since its inception in 1965. Data on programs, students, and
processes were secured by means of regular school records, test results, questionnaires, inter
views. observations. and other appropriate instrumentation. Statistical treatment and analysis was
performed as required; a continuous feedback procedure was in operation. All instrumentation was
reviewed by the appropriate school system personnel and accordingly approved for use. ConQ 2nti
ality of data was required. The final evaluation reports were disseminated by the State ONge to
other states and throughout the school system as required hy law.

DISSEMINATION

Title I uses the phrase “dissemination of information™ to describe the process of letting people
know ahout Title I. Dissemination for Title I currently means communicating about education needs,
problems, and solutions. This facilitates rational consideration and appropriate utilization of the
resultant knowledge. Both definitions. the one-way and the two-way sharing processes, have heen
used in Title I legislative requirements. The law includes separate provisions for four groups: the
local education agency. the state educatior. agency. parents and the general public, and teachers
and other educators. The dissemination officer develops information materials and maintains a
channel for information flow among Title I schools, school departments, districts, federal agencies.
and the community at large. Examples of vehicles presently used to inform these groups about

Title I follow:

o  Title I operations manual. {This manual has been utilized by all those directly involved in
the administration and operation of the District of Columbia’s Title I program.)

* A performance objective is a statemeat of what » program is intended to accomplish in terms
which cite who is responsible, what is to be done, when the objective is to be completed, and
how completion is to be measured.
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Title I News and Notes. (This newsletter, the reeipient of many commendations, has been
used to report on the many student, staff, and parent aetivities eondueted within the Title
I program. Published periodically, it has a wide audience, including USOE, parents, and
staffin LEAs and SEAs throughout the nation,)

Many Things by Mond People. (described on page 3,12
Balanced Corricalum Handbook. (deseribed on page 3.3

Involved: Directions a+d Decisions m Parental Involvement. (Phis brochure deseribing
parental roles in the D.CL Title T Program was distributed to schools and parents,)

Public media. Newspaper articles, radio, and television have all bheen used 1o de eribe
Title T events to the general public)) .

Eraluction of the ESEA Title [ Programe of the Punlic Schools ar the Ihsteet of olumba,
1074-75. Fonal Krvaluation Roport.

e
Lt
posal officially initiated the developmentai process for the 1975 7o Tivke T program and
provided another effective means o Ticle - lissemimation

Gle | proposal planning activities, (The 1971 ali planning sessions for the Y 1976 pro

These vehicles for dissemination have provided a viable aechanizm for communicating educational

needs. problems, and ~olutions,
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CHAPTERIV. EVALUATION DESIGN
SUMMARY

The 19475 76 Washington, D.C. Title [ program evaluation represents the seeond year of a
longitudinal analysis. The evaluation questions addressed in this report were formulated during «
series of design-eonferences involving Title | staff and the Division of Research and Fvaluation.
Althoush the evaluation was performed vnder contract to an external agencey, the design and
implementarion of this evaluation were, in every sense, a collaborative effort. The Title T program
staff made frequent suggestions on the process evalnation aspeets of the study and provided time
and enthusiasm 1o the design of process instrumentation. The D ision of Research and Evaluation
provided expert guidance and assistance m virtually every aspeet of the study, from initial design
and conceptualization to eritiquing drafts of this final report. This chapter outlines the general
design strategy; reviews the major evaluation milestones: lists the evaluation questions, tnstru
mentation and sampling considerations; and  summarizes the substudies addressed  in this

cevaluation.

, DESIGN STRATEGY
ihe conceptual framework employed in this evaluation is the Information Based Fvaluation
Model (BE* which views the primary task of evaluation as supplying information to individuals in
decisionmaking roles. The model focuses o evaluation questions and the ways in which these
questions ean be most usefully answered for different audienees.

Th» concept of information utility is the overriding characteristic which differentintes good
evaluation from poor evaluation and undiseiplined data colleetion from information gethering.
Judged by even modest standards of utility, edueational research and evaluation has a pitifully poor
record, and the educational manager or policy maker unfortunate enough to operate within this void
must sift through mountains of data for thaee nuggets of useful information. :

Within the social seiences in general and education in particular, the mechanisms do not exist
for supplving information to those who need it. The traditional evaluation mechanism has not added
much to the meager research contribution. Theoretically, evaluation should be a suitable
fechanism. but it has suffered from both growing pains and an obsession to separate itself clearly
from the research model. The [BE model hopefully suffers from no such obsessions, execept the
passible one of-adhering strictly to the eoncept of information utility. )

Another factor contributing to the inadequacy of present day evaluations is the relationship
between program evaluation and the performance objectives movement. The syvmbiotic growth
which these two concepts hase enjoyed has served to reduce the full potential of educaiional
evaluation. The crucial role which performance objeetives play in program management is obvious;
however, the question arises as to the part which objectives should play in evaluation. The IBE
approach views program objectives as a foeus of evaluation activity, but by no means the focus,
Vore traditional approaches to evaluation have used performance objectives as the fourdhtion for the
planning and execution of evaluation activities. This procedure is considered inadequate for several
FEASONS: '

¢ Rasing evaluation on performance ohjectives restricts the focus of evaluation to intended

outcomes. thereby overlooking unintended outcomes which are  potentially just as
important.

*A. Jackson Stenner. An Overidew of Information Based Fraluation: A Design Procedure,
Information Based Evaluation Series Book 1, iArlington, Virginia: IBEX. Inc., 1972).

2y
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Performance objectives provide an inflexible basis for evaluation in that they are seldom
chanyed during the program year; thus, information needs (which are tluid) cannot he
adequately addressed. .

e EFvenif aformation on the attainment of all performance objectives is provided, important
information is invariably ignored because ohjectives are not developed with information
needs in mind, but rather are developed as guideposts for program managenient,

e Objecetives based evaluation often views vach objective as an isolated arca of foeus, and
thus important relationships are often overlooked.

If program objectives are inadequate as a foundation for evaluation, what are the alternatives?

How do we define the parameters of evaluation. i.e., what are the reference points! In objectives
. . . 4 . . « N g .

based evaluation, the reference points are the program objectives. In information hased evaluation,

‘the reference points become both the information users for the program and information domains

ti.e., information needs). Capitalizing on these two reference points, i technique called domain
analysis can be used to define and foeus the direction of evaluation. ‘

[nformation based evaluation should not  be ('()nsi(?(-rt-d as  objective-free evaluation,
[hformation based evaluation recognizes the importance of program objectives but only to the
extent to which feedback on the objectives is considered important to information users. The
overriding consideration is the type of questions to which the jndividuals involved desire answers,
Priorities are established in both the information domain eategory fe.g., reading achievement,
carver awareness) and the information user category tegr.. School Board, Project Director,
USOF, OCE). and the evaluation resources are expended to meet these identified priorities. An
additional cheek on the adequaey of evaluation information is the extent to whieh the information
leads to action. If no relationship exists between information and action, then the adequacy and
quality of the evaluation effort is in doubt.

In polling the various information users, the evaluation team can often develop evaluation
questions which relate to unintended outcomes or shadome bene fits. These questions oceur because
all information users are probably not supportive of the program procedures and objectives;
thus, their information needs will highlight aspects of the program which would not* receive
attention in an ohjectives based evaluation effort. Program developers and program staff generally
have a well developed commitment for the program and are myopic in viewing the outcomes of the
program. The possibility that the program may cause some unintended side effeets is very difficult
for them to comprehend. let alone accept. However, individuals or factions which have been against
the program from the start are generally more than willing and able to identify potential
weaknesses and unintended outcomes. Therefore. in serving each information user, the evaluation
tva;n can gain a balanced view of the program.

Information based evaluation reeognizes that an evaluation must be dynamic if it is te be
responsive. Program objectives rarely change during the project year: thus, the objectives based
evaluation is static and methodical in responding to the information réquirements. Information
based evaluation accepts the fact that information needs are fluid, and new questions are posed
throughout the program eycle. "

By definition, a compensatory education program will possess characteristies that differentiate
it from other educational practices. These characteristies are the ingredients in the program’s
recipe; 1f the recipe can be explicitly formulated. then it is likely that it can be replicated. More
often than not, however. a program is judsed successful in terms of the studéent outeome data,
while the staff does not have the faintest idea of which dimensions of the program were responsihle
for success. ldentification of the components or ingredients of program suecess is the goal of
process/product evaluation. -

‘
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I cducational proerams and chrsrooms, evaluations often identify the most salient

In contrastin
and  subsequent suecesses and fadures are

or di-tinguishing characteristies ol the programs,
attributed to these sadient program featares, For example. two compensitory education propramns
mav be distimruished as “phonie based™ as opposed to “sight hased.” The destrnators phove and
soghtarve accepted as Sufficient for progeam comparison, despite the faet that there e pndoubtedl .
dorers of more subtle differences wdimensions, strategies? sunony the aporosches swheh ar
potentially more deseriptive. Furthermore, the wavs 1 which the approaches are abike recer
e it any attention. The failure to zo bevond simpiistie, nominal desinators or peogram deserip
o contrbutes substantially to our inabihiny to masinace the benetits of evatuaten,

The IBE modei addresses three priniery clisses of intormation and evaluation aetpaty

. Product ssumnitis e eviduation,
. Process dlormativer evaluation

e Process product evaluation.
e
Producd ovalUalion assesses progPs—ertopmes: process evaluation maonitors «tratevies and
procedures desnzned to change student or teacher bebavior: process product evaduation exploves
Process product eviduation sceks o deternie

the relationships amone products and processes.
“tegries ean be

whieh strateses ina particular program lead to destred onteomes and haw these st
replicated. Although often wnomed. proeess product  evaluation i~ programmaticatly - more
mportant than vither produet or provess evaluation. In terms of questions to be answesed, product
evahiation asks: “How are the students or teachers different after exposure to the new program’”
Drocess evaluation asks: “What strategies differentiate the Titie 1 program from traditional
approaches and were these strategies implemented?™ Process produet evaluation asks: "What ure
the relationships among the strategies and the outeomes of the program’”

Provess evaluation is important because managers need to know ohga progran worked just s
much as they need to know how successful it was. The first and most difficult step i process
eualtation is to deeide what strategies are beiny implenmented which diseriminate a Titde T aetivity

from i comparison activity,

MAJOR MILESTONES

An intrinsie artifiet of the Information Based Evaluation (IBE) method of design is the growth
in evaluation sophistication of the elient. This comes about as a result of the elose elient evaluator
interaction. which is an integral part of the method of IBE evaluation design. As a result of the
1974 75 evaluation and the intensive effort which went into its accomplishment, the evaluators felt
that the first design conferende to be held under the aegis of the new contract would he exeellent.
We were not disappointed.

The first design conference was held on January 21, 1976, at the Title I office. The conference
comrasted of two major segments. The morning session involved an executive session with Dr.
Milired Cooper, Ann Pitts, and seleeted members of their respective staffs. This segment allowed
both a thorough review of the 197ETH evaluation report and a goal-setting session for the 1975 76
eviluation. The scope, tone, and direction of the 14975 76 report were set at this meeting.

The afternoon session consisted of a general design conference. In attendanee were members
horh of the Title T staff and of the DMstrict of Columbia's Division of Research and Evaluation,
whose contribution was deemed essential to a suecessful evaluation. The afternoon session involved
a presentation by the Consortium of evaluation resuits, as well as a sharing of the results from the
executive session. The single most important factor to emerge from the afternoon session, which
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would subsequently establish the tone of this year's evaluation, was the designation of responsible
Title T staff to pursue further the structuring of various Title I component evaluations,

Both the identification of evaluation information domains and the designation of responsible
Title T and Research and Evaluation staff whe would cnsure complete iliumination of program
components and effects were occurrences whizh we, the Consortium, viewed with satisfaction,
Dates, places and dgondd\ were established. for further mmpnm-m design conferences at the close

of this afternoon session,

The program component design conferences were held according to sc hvdulo duringe February
and March. The results of these diseussions iwhether taken from instruments. procedures, or
¢valuation strategies) were forwarded to the Title 1 office and 1o the Division of Rese: arch and
Evaluation for comment and modification. All programmatic evaluation strategies were cleared
with the appropriate staff responsible Tor that Title I component.

The primary factors in increased returns from last year's 1 1974-75) evaluation stratewgy should

- he nofed. These alterations and additions arose as a result of the design conferenees in January,

February. and March. The optimum allocation of resources, time, and other evaluation constraints
are represented by the following moditieations: :

o The use of the Self Obserration Seales 15080 s a measure of student self mnc(m

*  The discontinuation of the birth weight study asa result of date acquisition difficulties.
o .
e The continuation of the Piagetian conservation @ ~ssment with the previous year’s
Cparticipants tthis was done oniy after parental permission was granted for student
- participatipn®.

e The use of a revised Student Diformeation Forp i31F 1 to gather information previously not
identified. . section of this form will be used to assess languare strengths ol Title |
students. The information gleaned” will allow program revision for identlied groups of
students,) .

pu '

¢ The structuring of a very detailed examination of the
ing special education, cureer education, community schools, and health aides.

Title I program components, inelud
4 I

e Theidentification of a sample of Title | students to participate, gi\'on parental permission,
in a psychomotor assessment using an instrument developed by Nationai Testing Service.
{This is a new instrument. which hopefully will add a new dimension to student cognitive
and physical growth and also allow for program strategies to address this important
educational dimension. :

’

The further use of an expanded battery of optical sean forms tailored to meet speetfie

needs for data acquisition.

These enumerated ehanges, as well as others not already mentioned, result direetly from an
alteration in the level of expectations of staff. botk Title T and the Division of "Research and
Fuvaluation. This difference in expectancy level stems partly from participation in the design of the
1471.75 evaluations; it also Uerives from the realization that individual information needs can be
translated into methodologies which ensure the fulfillment of those needs.

The Instruetional Proeess Battery used in the 1974.75 evaluation sustained major revisions
attendant-to a series of design conferences held .1 February and Mareh, The Consortium and
members of the Title [ and Researeh and Evaluation staffs visited all the Title T schools during
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AY
March and April. They presented the results of the 1974-75 evaluation to Title I faculty and
discussed the scope and content of the 1975-76 Instructional Process Battery. In 1974-75 the battery
was group-administered by a member of the Consortium. In 1975-76 the instrument was delivered
to each teacher to be filled out, at leisure, over an extended period of time. The results of this latter
"method of administration were increases in both return rates and accuracy.

The data acquisition phase of the evaiuation was completed by the end of May. All instruments
were reduced to computer compatible form by the end-of June, 1976. The Consortium was very
pleased with the return rates, accuracy, and completeness of the instrumentation procedure.

The summer school portion of the evaluation was completed on time in August. It consisted of
classroom observations and interviews within the Title I classrooms of the summer school program.
All the summer school data has now been reduced.

The Consortium was privileged to participate in a Title I planning session at Arlie House,
Virginia during the last week in August. Jack Stenner of IBEX, Inc.. made a presentation to the
Title 1 staff, Research and Evaluation staff, and the Superintendent and his staff; his presentation
addressed the preliminary findings of the present year's evaluation. He also made recommendations
Pertaining to the future direction of the program. The major milestone. however. of this year's
evaluation is the incrcf)tlsed sensitivity of the actors in the Title I program 1o the availability both of
methpdplogies and of a technology which facilitates the translation of programmatic information
requirerﬁ“t‘r’f;s into reality.

EVALUATION QUESTIONS

&
The Evaluation Design Document (March, 1976) contains a complete enumeration of the

evaluation questions organized, by information domain. Subsequent to submission of the design

document. several revisions were made of the list of evaluation questionts. At present the

evaluation questions are organized into the following domains: '
* _ Characteristies of Title I Children.

¢ - Beading and Mathematics Achievemeént.

e Piagetian Conservation Assessment.

e Self Concept Development. -
¢  Psychomotor Development.
¢ Instructional Process.
!
© e . Components of Success.
*  Special Education,
e Staff Do.velopm(-nt.
*  Administration and Support Senvices. 3
' *»

*  Private Schools.
Several of these domairs contain enough evaluation questions to warrant an entire chapter,

" whereas other domains have been logically grouped to form a chapter.
4

 d
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The following is a list of s6me major questions given attention in this year's evaiuation:

How do Title I eligible students compare with non-Title- I students in reading and
mathematies? '

What are the strengths and weaknesses in the reading and mathematies achievement
subtest profiles for Title I students in grades K. 1, 2, 3. and 72

What student characteristics are most predictive of reading and mathematies ac hievement
(student characteristics: sex. age for grade, years in the Title I program, type of program.
preschool experience, size of family, classroom behavior. physical healthy?

What teachge process dimensions diseriminate between classrooms with the lowest
adjusted standardized reading achievement test scores and classroonts with the highest
adjusted scores?

How is the learning environment difference aeross the primary grades serviced by the
Title 1 program? . ‘

What teacher strengths and weaknesses are indicated by the process evaluation, and what
inservice activities are suggested?

Is the standardized reading and mathematies test redundant with the eriterion-re ferenced
reading and mathematies test and, if so, can one of the instruments be eliminated?

How do Title [ students compare with non Title I students in terms of self concept
development?

What is the relationship between psychomotor” development nrross and fine motor) and
both reading and mathematies achievement and self concept development?

Is there a eausal relationship between achievement and conservation skills acquisition; if
so, what is the direction of that relationship?

-

At the poliey level four questions serve o summarize the foet of this evaluation:

ERIC
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Do students who have been exposed to the Title I program achieve more in rmdlng and
mathematics than would have been expected had th( y not participated in the progr.ml

In what ways are the educational experiences of Title T students different from the
educational experiences of non ‘Title I students?

If Title I students do, in fact, learn more than expected. and if the educational experiences
of Title I students are different, then in what wavs are these experiences rolau-d to
improvement in readmg and mathematics?

Are there differentiul effects of “the Title I program which interact with student
characteristies?

43
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INSTRUMENTATION

Toagreat extent, the outeome of a successful evaluation depends on the quality of the dinstru
ments which are used to colleet the datain that evaluation, All Consortium instruments used in the
evaluation of the Title T program (1973 761, excepting the Comprehensive Test of Basie Skils
(CTRSY amd=the eriterion-referenesd  tests, were developetl or selected  with the  working
involvermnent of both the Title [ and Research and Evaluation staffs. Each fustrument used in the
1975.76 Title 1 evaluation is identified and brieflv deseribed in the following text. The instruments
have been grouped into three vategories: student, educational aide, and administrator and parent
participation instruments,

Student Instruments

There were six instruments utilized in collecting student date in the DO, Titje T evaluation,
These were:

Student Information Form oS{E

e N /r Ohservation Seales 1sOSY,

o Physical Fitness Surce y tPESY

o Conservation Assessment Package (CAPY
o Comprehensive Tesi of Busie Sklls 1CTRS).

e Criterion Referenced Mathematies and Reading Tests -
Preserptive Mathematios Test iPMT : - -
Preseriptive Reading Test \PRTL '

L
)

Phese six instruments together measure four domuiins of interest tdemographic, affective,
psvehomotor, and cognitiver: cacn will be briefiv discussed in this seetion.

The Student Information Form (SIFis designed to eolleet information from teachers aboug
individua! students related to buckground, home environment, and other essentially. nonacademic
and demographic factors. Table 4.1 catalogues the specific data questions addressed by the STF.

)

ehyis 30
. S .
STUDENT LN ORISTIO N FURNM IS DATA QUESTIONS

SOHOOL RELATHD PERSONALITY RELATED

N Proowrhoo!l Partioas o Vb e B
Orandey Bt At Behoay . h
G oade Lewes ) . . ISUTRTRN Bv:h.um‘r.:! Proafaiesinii
Se ' S FAMILY RELATED
Tottee »E“'J”"‘ R4 Family Seoapor: . - N
Al ey Economie Neod

Health Physicat Pratbbeos,
Language Comimumication Bartet i
Violuntar 7 Classtoonm Particguston

Evperiene b ith SHeoe e Backgrondd




L

The Self Observation Scales (SOS) are used-to measure self concept at each grade level. This is
a nationally normed group administered instrument with four levels: Primary; Intermediate, Junior
High. and Senior High. With one exception, each level incorporates the subscales of its prede-
cessors and includes additional ones as well. The primary level of the SOS is appropriate for the K-3
students in this evaluation; it has four dimensions:

*  Seif Acceptance.
s Self Security.
e Social Maturity.
s School Affiliation.
The intermediate level of the SOS is appropriate for the grades 4-6 level. Three additional

Jimensions are measured on this level of the SOS, and one seale (Social Maturity) is replaced by
another scale (Self Assertion). The junior high level (grades 7-9 scales. Form C are listed here:

+ Sell Acceptance. \ ‘

s Self Secu.rity.

»  Social Confidence.

»  Self Assertion.

e Peer Affiliation, ) y

*  Teacher Affiliation.

: Sthool Affiliation.

All of t’nesc\ scales, both primary and junior high levels, are deseribéd in detail in Chapter 7, “Self
Concept Development.” :

.

. The Physical Fitness Survey. (PFS) examines seven factors of gross motor performanee and
four factors of fine motor performance. The PFS is an individually administered instrument, involv-
ing a wide ranging series of physical activities. It is also factor analytically developed and has been
statisticallv. demonstrated to be both reliable and valid.

In the first series of tests, the student combines the power of more than one muscle group to
execute a task, which is then evaluated in terms of time and distance. Included in this section
afe the factors called Speed, Explosive Power, and Cardiovascular Endurance. The second group of
Gross Motor factors is more a reflection of the body's ability to coordinate the activity of its muscles
and joints than one of the muscles’ ability to exert force and power. Factors inrcluded in this group’
are Flexibility and Agility. The last two Gross Motor Domain factors test the amount of force which
can be exerted for a short duration against a fixed object (Stati¢ Strength) and the amount of force
which can be exerted by a set of muscle groups for a period of time when the limbs are in motion
(Dvnamic Strength). )

A second set of items from the PFS was used to measure four aspects of Fine Motor
performance. These measures completed the total evaluation of each student's physical develop-
ment. In conjunction with the height and weight recordings, they indicate levels of both static and

dynamic aspects of physical fitness. )
45 '
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The Conservation Assessment Package (CAP) is designed to assess relation perceiving ability
amonyg preschool and early schooi age students. The package is among 'the few theory based
measurement devices availabie for use with clildren. The instrument itself is founded upon Jdean
Piaget's systematie developmental theory of abulity and structure, depicting the step-by step think
ing process of children. The package measures the concept of conservation as applied to two-
dimensional spact, numbers, continuous quantity. substance, and weight. This construgt represents
a pivotal point in i student’s cognitive transition from the preoperational phase to o conerste
operations stage, ‘

Fach of the subscale objects w presented to the child who is then asked whether tiey are
identical and why. For example. two rows of either paired or unpaired checkers are used to assess
both conservation of number and the coneept of one-to-one vorrespondence. Conservation of two-
dimensional space is tested with several paired arrangements of wooden blocks, sometimes
identical in number within each group and sometimes not. To test for conservition -of vontinuous
quantity. equal or unequal amounts of popcorn kernels are poured into plastic tumnblers and
cgmpared: the contents of one of the tumblers is then poured into a plastic plate, and tumbler plate
comyarisons are made, Conservation of mass 1< tested with two equal balis of cluy, one of which is
rolled into a cvlinder, Clay balls are also employed in a similar fashion to test conservation of

weight.

The Comprehensive Test of Basie Skills iCTBS) is a group adnimistered series of achievement
tests for kindergarten through twelfth grade students. In this evaluation Form S, Level A was
administered to kindergarten: Level B, to first graders: Level O, to secand vrader~; Form T, Level
I to third graders; and Level 3. 1o seventh graders. The CTBS achievement batrery s designed. to
measuret svstematically those shill areas. which the publisher belicves ta be prereguisite fo
effective studying and learning in school on a national basis. .
. i ,

The CTBS 'S serie® for K 2 pupils assesses three basic skill arcas: reading, languapre arts, and
mathematies. The reading subtests include Vocabulary, Comprehension, and Total Reading: the
language arts subtests involve Language Expression, Spelling. .and “Language  Mechanices.
Mathematies subtests are Computation. Coneepts and Applications, and Total Mathematics,

The CTBS/T series for third and seventh grade pupils is comprised of five basie skill areas. but
for this evaluation only reading, language arts, and mathematics were administered. The reading
subtests are Vocabulary. Comprehension, and Total Reading: language arts subtests are Spelling,
Language Mechanics. Language “Expression. and Total Language: mathematics subtests are
Computation Concepts, Applications, and-Total Mathematics.

. . . N

- A criterion-referenced test is designed to determine the status of an individual student with

respect to the curriculum objectives for specific grades. All items in the tests directly correspond to

definite currieulum objectives. The test results are reported in terms of mastery or nonmastery ol
each objective represented therein. ' '

The Title I program used two forms of the criterion-referenced test: the Preseriptive Reading
Test (PRT) and the Prescriptive Mathematics Test (PMT). Both instruments have seven leve)s. A
different test form hus'heq_n developed to correspond to skills for grades one through six. For
reading ability. one test has been developed for grades seven to nine. Each teacher had the option
to administer those levels of both the PRT and PMT which most nearly matched the individual.
student's anticipated instructional ability in both skills. For example. a teacher with a class
designated as fourth grade might wish to test five children with Level C in Reading. ¢ighteen with
Level D. and two with Level E. In mathematics, on the other hand. the decision might be to test
twelve children with Level C, twelve with Level D, and one pupil with Level K.

The results for each student are reported with respect to mastery status . for all the skills
oceurring at a specific level of the test. Each individual student's report is divided into major

-
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sections of broad cogaitive areas under which are listed abbreviated deseriptions of the objectives
méasured. For each ohjective there is either a plus (+), indicating that the pupil has mastered that
skill, or a minus (—), indicating that the skill has not been mzstered at the time of testing. If the
student did not answer theitems related to a skill, the feport will show a blank for that student on
that skill. Both the number of items correctly answered and the number of items by which the skill
was measured are listed under each objective. '

The intent of the student mastery repost is to provide the teachers with signifieant diagnostic
information which should be helpful in planning both large and small group instruction. The major
instructional objective areas on both the PRT and the PMT are displayed in Table 1.2, categorized

"by test levels appropriate to each grade.

Table 4.2
CRITERION. REFERENCED TEST OBJECTIVES FOR READING AND MATHEMATICS

LEvEL G

[ S .
i LEVEL A ! LEVEL & LEVEL W
resTt | {GRADE 1) ! HGRADE 0 g JGRADE 3 ‘ WGHADE /)
I . i ¢ . 1 . :
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: Vs : Comproehenyon and ' Compiene oo Ve i
- N \ . ; .
READING ! Pergeplion Interpretation Pt gttt . [
I
t N + . N .
TEST Lo Comprenension T Suady Fleadir O S tudy rieading . - RIS DR TINTS RETY!
. H | s 4
X Do covapiment
(PRT) ‘ '
' l . } 1 -t
; Seetn annd . Sety.aned Sety gy Tie 5y atern af Whashe
PRESCRIPTIVE 1 Nurmbers ' NuUMbe T ; Nt et ' B
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’ Cunient, Lot ) et Grapit sied S0t s
|
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The teacher questionnaire is an individually administered instrument designed by IBEX in
concert with the Title I and Research and Evaluation staffs. This evaluation tool is designed to
assess teacher attitudes concerning classroom strategies, professional values, e¢lassroom
environment, staff .development, and inservice courses. It also provides limited teacher demo-
graphic data. The total battery consists of the following subsections:

Teacher and Educational Aide Instruments

e Inservice Course Survey is designed to elicit a teacher’s view concerning the many Title |
inservice courses which have béen offered so far during this academic year.

e Staff Development Survey purportedly elicits teachers’ comments concerning the different
inservice activities (workshops, professional meetings, staff development days, and con-

sultant visitations) in which teachers participated during the academic year.

e Educator's Professional Values Scale is a survey used to assess the teachers’ beliefs
regarding the teaching/learning process. This instrument contains the following empirical-

38 ‘ .
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ly defined factors: attitude toward student-centered education, subject matter emphasis,
teacher-directed versus student-directed orientation, and subject matter integration.

(lussroom Management Inventory is a direct, self-report instrument designed to measure

““the way teachers will respond in a series of hypothetical classroom situations. The instru-
ment presents situations, each with four alternate actions; the teacher then seleets the
alternative which is most characteristic of the way he or she would respond.

Clussroom Environmental Survey provides information coneerning the environment within
the individual Title I classrooms.

*  Background Questionnaire provides basie demographic data eoncerning the Title T aide; in

addition, it collects data eoncerning the duties and responsibilities of an aide within a
classroom. ' 3

Administrator/Parent Participaiion Instruments

Administrator Questionnaire,is designed to collect basic background data coneerning the
number of years of experience and the educational background of scheol administrators.
The administrators are also requested to eomment on their feelings eoncerning the strong
and weak points of the Title I program in their St‘h/t)(ils.

y
The Parent Questionnaire gathers information coneerning parents and their children who
are involved in the program. The parents respond to a series of questions which solieit
their attitudes coneerning their own involvement in the Title [ program. :

~

It has ofter been noted that otherwise sound program evaluation findings lack -

“generalizability” hecause ecareful attention was not given to sampling considerations when the
evaluation was initially planned. In the present evaluation, most instruments were administered on a
total enumeration basis. Instruments were administered to all eligible students. This fact increases
the confidence with which the results of this evaluation may be generalized. Table 4.3 summarizes
the sample sizes and sampiing approach for each instrument employed in the evaluation.

Tabl 4.3
SAMPLING PLAN
TITLE I AND NON TITLE | STUDENTS BY GRADE, BY INSTRUMENT

INSTRUMENT | CTITLE -~ NON TITLE!
Student Related ! e 1 oy 3 / K L 2 3 2
SIF {81/ 2596 231/ 2565 901 1321339 108/ 1110 0
SOS 772 1806 1684 1555  G34 107 955 894 735 53D
PFS 0 38 42 30 0 0 40 40 40 0
CAP i 0 170 175 172 0 0 74 82 88 O
CTBS 1268 1041 966 1210 396 | 158 529 518 * 590 0
PRT 0 339 46/ 312 0 0 339 293 98 0
PMT |0 405 482 326 0 o 874 287 109 0
|
Parent ; ) ]
Questionnaite | 5L0 550 550 850 550 i 550 550 550 550 &R0
1
| ‘
Staft Relatrd 948 948 048 048 948 | 948 948 948 948 948
1
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SUBSTUDY OVERVIEWS

Two substudies w"er'e planned and implemented this year. The first study involved estimating
no-treatment effects using three models developed by Resouree Management Corporation (RMOC).
The major purpose of an evaluation design is to structure the context within which observations ars
made in a manner which supports unambiguous inferences about proygram effects. In Title I evalua-

~tion, the difficulties in estimating what students participating in the program would have achieved
“ had there been nc program are well known. In an effort to correct this recognized inadequacy of
Tiile [ evaluations USOE, under contract to RMC, developed three models. one of which will be
used on all local Title I evaluations after 1977, These models are:

e Norm Referenced Model
e (ontrol t}ruups Model.
¢ The Regression Models.

Theoretically, the three models sheuld provide essentially cquivalent estimates of the effects of
no treatment. The present study provides an empirical test of this assumption anmd detuils several
implications which this wide sweeping 1'S0E innovation promises for the Washington, DO Titie
program.

The steond substudy examines the relationships wmony the ericerion referenced reading and
mathematies tests (Preserptive Reading Test and Prescerpton Mathematies Zvsty amd the norm
reterenced reading and mathematic tests (Comprehensioe Tosts of Busie Skl The purpose of this
analysis was to determine the extent to which the eriterion referenced and norm referenced tests
are redundant. If these two instruments are repetitions, then a large savings could be realized by
eliminating one of the instrument s, '
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CHAPTER V. A PROFILE OF THE ¢
TITLE I CHILD

In the 1974-75 Final Evaluation Report. it was noted that Title [ students are usually
characterized by a cluster or constellation of problems. Successful intervention is complicated by
the fact that multiple interacting problem s require multiple interacting interventions if any
progress is to be made. The fi:.dings sumniarized in this ‘chapter serve to replicate some of last
vear's findings and also address several items not considered in the evaluations of previous years.

In the spring of 1976, each kindergarten through third grade teacher in Title 1 schools
completed a Student information Forne (SIF) for every student in hid her class (18,0004 usable
SIFs were returned). Questions on the SIF were developed in conjunction with the Title I program
il and Division of Research and Evaluation staff. These queries-were built upon the results of
the 1974-75 evaluation. The following discussion summarizes the differences between Washington,
D.C. Title I and non-Title I students at each of grades K-3. It also notes sex differences on selected
variables. : .

This question was addressed in the 1974 .75 report.

s e o it are, e wchion! e st p

SR

The findings were summarized as follows:

The odds that a Title I kindergarten or first grade child has had preschool
experience are even 50-501. while the odds are 2 to 1 in favor of a non-Title |
child having had preschool experienee. Boys and girls are equally likely to have
attended preschool.

The findings of this vear indicate that Title I students are less likely to have had preschool
experience than non-Title [ students, although the differences are not as marked as those reported
last’ vear. Overall. less than half of all Title I students enjoyed the benefits of a preschool
experience, whereas more than half of non-Title [ students so benefited. Also somewhat contrary to
the findings of last year is that girls, whether Title I or non-Title I, are more likely to have had
preschool experience than boys, a fact which is particularly interesting in light of the lOW('lt

“achievement profile among primary grade males. In view of the expanding literdture supporting
preschool experiences for disadvantaged children and the results of the evaluation of the last two
vears, it is recommended that a sysiematic follow-up of developmental and achievement profiles of
preschool graduates be conducted to assess the merit in expanding this component of the Title 1
program. :

The student. has been enrolled in this class sinece:

SEPT. DEC., MAR.

OCT. . JAN. APR.
NOV. " FEB. _MAY
13
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The mobility among Title I students is not highT" For example. over 90 p—erc('nt of K-3 Title ]
students. on whom teachers completed the SIF, were enrolled in their respective classrooms during
September and October. Surprisingly. non-Title I students evidenced a mobility rate of 14-18
percent over the course of the school year. Why non-Title T students should be more mobile than
Title I students is not elear, and a plausible answer, at the present time. escapes even creative

speculation,

«

I thie ot acbennt v ither wn fo sach o extent that

et feres vath s edineational progress”’

wIe ey

TN

The 197175 Final Evaluation Report stated:

* Withdrawn behavior is from three to five times more prevalent in the Title I popu-
lation. Surprisingly, males and females are equally likely to be nominated for this
category by their teachers. The number of children exhibiting at least some with-
drawn behavior peaks at twenty-eight percent at the first grade, but levels off at
about twenty-two percent during second and third grades.

avior is similar to last year with

This vear's findings suggest that the incidence of withdrawn beh
avior severe

from seven to eight percent of all primary grade students evidencing withdrawn beh
enough to interfere with the child’s educational progress.

I5 the student aggressiee tosuciy an e tent that

it tope cath B eduaationad progress !

AR NYRIASTN 1)

This question was addressed in the 1974-75 report. and the findings were summarized as follows:

Aggressive behavior is about twice as prevalent in the Title I population. Not sur-
prisifigly, males are nominated more frequently for this category than females.
The number of nominated Title I males increases from eighteen percent in kinder-
garten to t-venty-eight percent in third grade. Similarly, nine percent of the Title I
female kindergarten students are nominated, while sixteen percent.of Title I
female third graders are nominated. These steady increases may represent one
behavioral concomitant of successive years of academic failure.
ni annual results mirror very closely the findings of last year. Again the.pattern of reported
aggressive behavior increasing with age may be observed. The fact that teachers rate as many as 25
percent of the Title I identified males as showing aggressive behavior severe enough to interfere
with educational progress suggests'a problem of major proportions. Overly aggressive behavior in

ive child's performance but also acts as a disturbing

the classroom not only inhikits the aggressi
influence on the entire classroom. A question that deserves immediate research attention is whether,
as seems likely, repeated academic failure is the cause of increasingly-aggressive classroom behavior.

. B2

The curre
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Has the student repeated one or more grades?
Indicate the grade(s) repeated: -
- (2 L] vl i 0 il i

None st 2nd  3id 4th 5th  6th Jth  8th

Th=>1974-75 Final Evaluation Report stated:

Title I first graders are three times as likely to have repeated either kindergarten
or first grade than are similar non-Title I students (23% of males and 16% of
females have repeated at least one grade by the end of first grade). Only 9% of
non-Title I males and 3% of non ‘itle I females repeat either kindergarten or first
grade. By third grade the number uf repeaters among Title I students doubles with
42% and 31% of the Title I males and females, respectively, repeating at least one
grade. By third grade one of every four non-Title [ males and one of every seven
females have repeated at least one grade.

The 1975-76 pattern of grade retentions deviates very little from that shown in the 1974-75 resuits.
Given the prevalence of retaining Title I students, it must prove informative to study the implications
inherent in deciding to retain a child. For example, the effects of retaining or not retaining a first
gradey can be investigated. The student's classroom behavior, basic skills achievement, and self
concept may be affected. A controlled study can be conducted to answer this question, and, given the
human and dollar costs of a poor decision, such a study seems warranted.

Does the stadent participate i classtoom activities?
5 4 3 : 2 |
Highest Lowest
Degree Degren \J

Title [ students are two to three times more likely to be represented in the lowest category and
two times less likely to be represented in:the highest.category. Again we observe that older Title I
students are less likely to participate than younger students, and males, whether Title Tor non-Title

~ Larelesslikely to voluntarily participate in elassroom activities.

|
!

i
. . ( N
To your koowiedge, how sappor If‘nvc: 15 hes famialy of

his school citorts?

5 4 3 - 2 i
Hightst L owest
Degret Degre:

. ‘ -
15



The 1974-75 Final Evaluation Report stated:

Title I students are twice as likely as non-Title I students to be in the lowest
category of this variable. Likewise, non-Title | students are twice as likely as Title
[ students to be in the highest category. Family support seems to be more preva-
lent at the kindergarten level and graduali diminishes through the primary
grades. Sex differences are nonexistent. ,

Teacher r:atings_ for 1975-76 are very similar to the ratings of last yvear with the exeeption that
females are rated as having slightly more supportive families than males.

Jo there cvidenes that ceonomuie e b anterteres

woth elasstoom performance?

Yeon N

Teachers rate 18 percent of K-3 students in Title I sehools as evidencing economic need sufficient
to interfere with elassroom performanee. Whereas one in ten non-Title T students evidences economie
need severe enough to interfere with schooling, two out of ten Title I students share this background
chitracteristic. At the second and third grade levels, males are judged, on the average, to have
greater economic need than females. ‘

Do the student have seraas bhehaviora! probleens
requiting referr gl to the Pogpat Peraonned Seevices

Department?

Yy No

. 4 . . '
The 1974-75 report summarizes the last annual response to the above yuestion, as follows:

Title I students are three to four times more likely to require referral to Pupil Per-
sonnel Services than non-Title | students. The number requiring referrals almost
doubles from kindergarten to first grade and then holds steady at about 15% for
males and 6% for females. At third grade, 17% of the Title I males, 6% of the Title
I females, 9% of the non-Title I males, and 2% of non-Title [ females require re-
ferral. Approximately 1400 K-3 students are view;cLb_v their teachers as requiring
Wreferral to Pupil Personnel Services. ol
-

The eurrent annual findings closely parallel those of last year'in that Title I students, whether-
male or female, evidence more behavioral problems requiring intervention than do non-Title ]
students. The number of students with hehavior problems requiring special Pupil Personnel Services
far exceeds the delivery capabilities of the Pupil Personnel Services Department.

51
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To your knowledge, has the student any physical or
health problems that intertere with the student’s

educationdl progress?

Yes i No

[

Ten percent of the K-3 population in Title I eligible schools have a physical or health problent.
This ailment hac either been previously diagnosed and made a part of the child’s record or is sutfi-
ciently obvious to be recognizable by the teacher. Furthermore, this problem is judged by the
teacher to be severe enough to interfere with the student’s educatienal progress. Title I students are
twice as likely to have a physical or health problem than non-Title I students, and males are
apparently more susceptible than are females. The incidence rate among non-Title I females is one in
twenty, whereas among Title [ males one of every seven has physical or health problems that inter
fere with his gduca[ional progress. R

How many days was the student absent for any

teason during the school year?

v v
.

Title I students are absent more than non-Title I students. Males, whether Title I or non-Title I,
are absent more than females. One in three Title I first grade students is abseni more than twenty
days a year, whereas only one in nine non-Title I students is absent as many as twenty days.
Absences show a substantial decrease with each successive grade.

To your knowledge, which of the fotlowimg commumication

patwerns exist which affect classioom performance?

L Bilingual «. Nonstandard English

7 Dialect T Auaral .} Nonverbal

Teachers report that one-third of primary grade students in Title I designated schools (6500
students) evidence some type of linguistic difference that interferes with successful classroom per-
.=+ formance. Of the group of students with language differences, 80 percent are Title I students.
Teachers report that nonstandard English is the most prevalent language difference accounting for
60 percent of reported differences among non-Title I students. The purpose of including this question
on the Student Information Form was to determine the incidence of language differences which might
interfere with classroom performance. The findings clearly document the fact’ that linguistic
differences are prevalent and, in the opinion of teachers, act as an inhibitor of learning. What is now
needed is both a closer examination of how language differences are related to achievement and a
controlled intervention study designed to ultimately-improve standard English performance.

To what degree dous the student's experience background
bring about successtul classroom performance?

5 4 3 2 1
Highest ) Lowest
- Degree Degi e
47
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Teachers indicate that, on the avarage, only one in fifteen Title [ students enjoys a eulturally rieh
experiential baekground, whereas one in four non-Title I students enjoys similar favorable
conditions. Differences between males and females are minimal

Constderimg the reeds of the students i your school what
prority would you assign to this student tor specral services
otfered throagh the Tode Eprograms?

Doesn't necd
Highst Middte Lowest spectst help

The staffs of the Title I program and the Division of Researeh and Evaluation have repeatedly
questioned the use of standardized achievement tests as the-exelusive eriterion for identifying Title 1
eligible students. The coneern is that standardized norm-referenced tests may fail (due to measure-
ment errors) to identify students whe have a great need for special help and, conversely, may
identify some students as needing Title [ services who really do not require them. In an attempt to
address this issue, the evaluation team compared teachers’ perceptions of the student’s need for
services with the test scor v res 1t - Figure 5.1 summarizes the evidence for abandoning the exelusive
use of test scores to sclect studentsin .o ed of Title I program serviees, e

Frgure 501 Fooee oot S ed L Heeding Totde | Services Using Two Ditferent Methods

Norm referenced testdentifred the studenit gs needing
special services ’

# Yoo Ne
Teacher 1 .d the student as bow. o the s 44, 16%;
highest pric sy tor services .

Nao 1% . 37

Approxinagtely 1,963 students were wiongly classifred i the.
1975-76 school year.,

; A

Two types of error are possible when selecting students for Title I services: false positives and
false negatives. A false positive occurs when a student is identified by the test as needing Title I
services when, in fact, the teacher judges that the student does not need extra help. In the 1975-76
school year, fully 11 percent of K-3 students in Title I designated schools were inappropriately identi-
fied (by the test) as Title I eligible and actually received <ch services.* A false negative occurs when
the test indicates a student does not need Title I services when he has a definite need for such
serviees as rated by his teacher. Fully 16 percent of needy K-3 students were denied Title I services
beeause the norm-referenced test failed to yield an accurate reflection of each student’s achievement

level.

*[t should be mentioned that these figures conservatively estimate the magnitude of the
misidentification problem. We considered a student as misidentified only if the two methods of
teacher and test identification were at maximum disagreement. Thus, a student identified by the test
as needing Title I services but rated by the teacher as having "lowest” need was not considered a
mismateh in this analysis. Only if the teacher had rated the student "doesn’t necd special help”™ would
the student have been considered misidentified. 55 '
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~ Costsare tied to both types of errors described above. There are dollar costs and human costs. A
dollar cost is associated with providing Title I services to students who do not veally need them (the
result of false positives). Given unlimited resources, a luxury not enjoyed by the Title I program,
false positives would not be so troublesome. The fact is that more students need the services than can
be accommodated within the current budget constraints; thus, each student who receives help which
he/she does not need deprivesa truly needy student of Title | services. On’the other hand, there is a
profound human cost associated with failing to identify students who really need the aid (a produet of
false negatives). This is true particularly in light of the fact that students who do not need services
are currently receiving them. Given both the dollar and human costs that result from exclusive
reliance on norm referenced tests, some alternatives for student selection must be considered.

One alternative to exelusive use of norm-referenced tests to determine Title T eligibility is the
construction of a “need index” which combines norm-referenced test results with teacher judgments
regarding the student’s problems. A thorough analysis of the Student Information Form data sug-
gested, that if judgment is combined with norm-referenced test scores, a more aceurate estimation of
student need is possible, and presumably, less misidentification would result than if only norm-
referenced tests were used. Figure 5.2 illustrates how SIF data and norm-referenced test scores ean

be used to deeide which students receive Title [ services,

The decision process described in Figure 5.2 accomplishes several objectives. First, considerable
weight in making a decision as to whether a student receives Title | services is placed upon teacher

Figuie 5.2 A Docrion Process tor Setecting
Students for Tetde | Services”
)t ' .
' .- Wt et ey
. i v
o e 1 L
[T T S T
o
e i Yeond 4 1o LI T ‘
. RS I R tw

T Thes moded s for dhustration parposes only and ot being recomumended tor e,

A more coaly UG st mnloying prnoapdl compoenent scotes L deveioped.
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judgment supported by documented evidence. If norm-referenced test scores supporf a studen™'s

eligibility for Title [ services, and the teacher’s judgment is in clear opposition to the test results,

then the teachers judgment wins out. The student is considered ineligible for Title | services.

Similarly. if the student seores above the cut-off score but teacher ratings suggest a positive need for

special services, then the student is considered eligible for Title [ help. The decision process requires

that the test scores and teacher judgment, as to need, validate one another. If the two picees of
evidenee do not agree. then the decision rests on teacher judyment supported by documented

evidenee on a global rating of (1) need for Title [ serviees, (20 functioning level of student in reading

and mathematies, and 13 experiential background, elassroon participation, and family support.

The results of this evaluation support a very strong recommendition regarding the way students
are selected in the future for Title T serviees. The exclusive use of norm-referenced tests for deter
mining Title [ eligibility is generating dollar and human costs considerably bevond aceeptable limits,
Althourh no selection process will be 100 pereent aceurate, the present systemn, adopted under USOK
regulations, is inadequate and should be supplemented by teacher judgment. The use of the Student
Information Form provides a wealth of teacher judgment on cach student, and this information
should be utilized in selecting those students most in need of Title [ services.

Thix chapter has summarized selected characteristies of Titie 1 students which serve to
diceriminiate these students from their non-Title [ peers. Tt is tempting to foeus oxelusively on the
problems shared by Title Istudents and to ignore the strensths and assets which all these ehildren
bring to the classroom. As we shall see in later chepters. Title | students have positive Self
Aveeptance seores and perform well on selected psychometor tasks. Other authors hive noted inde-
pendence, persistence, worldliness, and positive self concept as characterigtioes which deseribe many
Title [ ehildren. The fact remains that Title [ students share a constellation of characteristies which
Ao impede performance in sehool. To document these charaeteristict 1s obviously not to bleme the
child. but rather. to call attention to the multiplicity of factors which must be considered in
developimg intervention programs for Title I students, The prevailing practice has been to focus on
problems in reading and mathematies achievement. A moment’s reflection will indicate thut low
achievement in these areis is but one obstacle to academie suceess encountered by Title Istudents.

58
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CHAPTER VI. STUDENT ACHIEVEMENT IN
| 'READING AND MATHEMATICS

The primary objectives of the Washington, D.C. Title T program involve improving students’
achievement in the areas of reading and mathematies. This chapter expleres in detail the effeets of
the Title I program on achievement. The chapter is divided into six seetions: (1) :an introduetion 1o the
instruments and the metrie or seale used throughout the chapter; (2) achievement in Total Reading.
Tota!l Language. and Total Mathematies by sex, grade, and Title T eligibility: (31 program tmpact in
reading and mathematies: (1) causal dependencies among criterion-referenced subtests: (5) similarity
of norm-referenced and.eriterion-referenced tests: and (6) a reeapitulation of the major findings
refated to reading and mathematies achievement.,

Introduction to the Achievement Tests and Metrie

Two achiovement tests were administered as part of this evaluation. The Comprehensice Test of

Basie Skills. Formn S (CTBS ), a norm-referenced tost, was administered in the fall of 1975 and
spring ol 1976 to all K 3 students in Title 1 designated schools. The Reading, Languagre, and
Mathematics subtests of the CTBS S were empioyved. In addition, the Preseriptice Reading Test
WRTYand Preseriptire Mathematics Test (PN, both of which are eriterion refereneed tests, were
also administered in the fall of 1975 and speing of 1976, A more complete deseription of these instru-

“ments may be found in Chapter 1

Throughout the remainder of this report, extensive use will be made of normal curve equivalents
INCEs). An NCE is a normalized standard score which has been linearly transformed to mateh the
percentile rank seale at the 1st, 50th, and 99th percentile points. The NCE seale is simply a standard
seore seale whieh, Tor ease of interpretation, may be viewed as an equal interval percentile seale.
NCUEs have a range of 1-99, a mean of 50, and & :andard deviation of 21.06. One advantage of NCEs is
that, due to their equal interval charaeteristie, any mathematical operations may be performed.
Another is that gain scores are easily computed. whereas grais cquivalents and percentiles, which

are not equal interval, do not lend themselves so easily to gain score analysis. A further inducement.

to use NCEs is that. in the near future, USOE will probably recommend that they become part of the
evaluation system. Figure 6.1 illustrates the relationship between NCEs, percentiles, stanines, and
Z-scores. A more complete discussion of these interrelationships is given in Appendix B.

) Foaare 6.1
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S | Achievement in Total Reading, Total Language, and
‘ ' ' Total Mathematics by Grade  °

i The scale profiles derived from the analyses of the CTBS/S data for Title I and non Title 1
* students present interesting comparisons. Figures 6.2, 6.3, 6.4. and 6.5 display the CTBS/S scale
" profiles of group means in NCEs for Title I and non-Title I students by grade level. The profiles for
the two groups in each grade level are well separated. Notice that for both groups in grades one
through three, however. the aetual profile or pattern of the scores is esventially the same. In the first
grade, reading and mathematics achievement levels are approximately equal, while the language
achicvement level is somewhat lower. Then at grade two, mathematicssperformance begins to
surpass both reading and language performance. At this grade level language achievement catches
up to reading achievement. The same profile which is observed in the seeond grade is maintained at

the third grade level. ) "
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Figure 6.3 .
Aean Posttest Profites of Tite | and Non-Trtle 1 Stadents an Grade One on the CTHS 5 Scate
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Another aspect of these figures to be noted is the mean differenee between Title [ and non-Title |
students on eaeh scale for grades K-3. (The mean differences in kindergarten range from 7.3 to 10.0
on the specific achievement area scales. such as Alphabet Skills.) The variations increase in range
froni 10.8 to 13.8 at the first grade level and inere. ¢ again, from 15.6 to 16.8, in the second grade.
The mean differences at the third grade level ranve from 14.0 to 15.6, which were somewhat lower
than those in the sccond grade. In general, how. .er. for the upper grades:the mean differences
register approximately 117%0r 15 NCEs for the speeiie achievement area scales. The batiery total
scales reflect mean differences whieh range from 14, to 17.2 across the four grade levels presented
in these figures. :

Recalling that the standard deviation of an NCE is 21.06, the dramatie implications of these
results can be seen in Figures 6.2 through 6.5, On the battery total scale, Title I studentsiare approxi
mately two-thirds of a standard deviation below their non-Title T counterparts., On the s<pe:ific
achicvement area scales. Title I students fall-behind their non-Title I peers in kindergarten by one
third to one-hall of a standard deyiation: in first grade, by one-half-to two-thirds of a standard
deviation; in second grade, by two-thirds to four-fifths of a standard deviation: and in third s;rade, by
approximately half of a standard deviation. These data illustrate that although Title 1 students
clearly benefit from the program, the gap in achievement levels between Title I and rnon-Title 1
students increases from kindergarten to second and third grade. One possible explanatioa for these
results is that non-Title I studgnts in Title I schools are receiving “shadow benefits® from the
program. This possibility is discussed further in the next section. ;
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Program Impact in Reading and Mathematics*

Fitle I projeets have as their primary objective improving the cognitiver and  affective
performance of educationally disadvantaged students. In most Title I programs, improved per
formance is operationalized as improvement on norm-referenced or criterion referenced reading and
mathematies achievement tests and improvement on self coneept or attitude seales. Title | project
evaluations presume, among other things, to determine whether or not the Title T "treatment™
results in improved student performanec; however, methodoelogical probiems have conspired to
render invalid most elaims for Title | projeet effeetiveness. This ehapter presents several approaches

to ov ercoming eertain of these problems.

At least two types of information are needed to determine whether a Title | project has resulted
i improved student performance. The first involves an assessnient of how the project studenis
performed on outecome measures such as reading comprehension and mathematicd computation after
participating in the Title 1 project. The second requires an estimare of expected siudent aceomplish
ment . given the provision that the students have not participated in the progran:. If the observed
aceomplishment of project students execeds their v_\'pm'tt-dTn-rl'm‘nmnm-. and if the difference is bath
statistically significant tmanifesting a greaterdifference than can be attributed (o chanee fluetnation
i the scores) and practicadly significant vlarge enough to be educationatly meaninetub. then the Title
I project is considered to have had an educationally significant fmpacet.

It is a relatively straightiorward procedure to ealeulate how well the project students performied
on the outeome measures, but it is considerably more difficult to estimate how the proiect students:
would have performed with no treatment. Several approaches are available for assessing "no-treat
ment effeet” or what students would have achieved had there heen no special project. This next
weetion of this ehapter presents the results of two sueh approaches to estimating program impact.

Foarlier it was stated that a primary objective of the Washington, D.C. Title 1 program is 1o
miprove reading and mathematies achicvement among participating students to an extent that is
statistically and edueationally significant. Within this framework. treatment effeet is the observed
posttest performance minus the expeeted nostreatment posttest performance. Thus.

URSERVED POST EXPEGCTLD POST
- TREATVLNT - MO TREATALRT
1
P b ORMVIATICH : PrREORMANCE

The observed post treatment performance is simply the mean posttest score for Title I students on
either the CTBS °S or the PRT and PMT. The no-treatment expectation is derived using two comple
mentary madels in an effort to eonverie on a valid estimate of impact (Bessey, Rosen, Chiang. and
Taillmadge, 1976).

Nurm-Referenced Model Results

With the norm-referenced model. the impact of the Title I program was comped as follows.
The pretest percentiles of each student within the treatment group were converted to NCEs and
averaged. A similar procedure was followed for posttest scores. Finally, the average pre and post
NCE values were compared under the assumption that, without the. Title T program. the treatment
group would maintain its standing relative to the norm group. Stated another way. the pretest and
posttest mean NCF scores should have been similar if the project had had no impaer.

There are four assumptions which should be met if this model is to yield an unoiased estimate of
program impact: t1) the pretest should not be used to select project participants: £2) the test must be

*(;.K. Taltmadge and C.T. Wood. ['sers Guide-ESEA Title I Evaluation and Reporting System,
Department of Health, Education, and Welfare, USOE, OPBE 119761,
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griven at the timets) of the year when the test was normed: (3) comparable pretest and posttest forms
must be used; and (4 only those students having both prevestand posttest seores should be used in
the analyses. The present applieation of this model at the seeond, third, and seventh grade levels
meets all but oné of the assumptions. Both the kindergarten and first grade data, however, satisfy all
of the pequirements. The CTBS 'S was normed only in the spring for the second, third, and seventh
crade levels; subsequently, fall norms were linearly extrapelated from the spring data. To the extent
that student ledrning throughout the year is nonlinear, the model may viekl a blased estimate of
program impact at the second, third, ind seventh grade levels.

The pre and posttest resuits expressed in NC ks for kinderwvarten, first, second, third, and
~seventh erade Title 1 students will be utilized in orderTto illustrate the pains in ac ‘hievement which
Tide 1 students enjoy. Figures 6.6, 6.7, 6.5, 6.9, and 6.10 present the aetual data for irrades K23 and
7. respectively, of the DLCLTitle T program.* The mean pretest posttest differenees for Al GRS S
seades presented in these figures are statistically significant al a confidenee fevel greater than 0,909

cp <000t exeept for the Reading seale for seventh prade. This scide vsee Figure 6.1 displays.a
statistieally signiticant difference at aconfidenee level of 0.8 p ¢ 0,01 I'he mean differences range
from 3.1 on Reading in vrade three to 12,0 on the Totad Battery tor wiade 1o The median of these
mean differences is approxinutely 730 across the five grade levels. The Mathematies mean
differenses tend to surpass those on the Reading seale tor grades 1,3, and 7 but not the second grade.,
Udnir o rule of thumb applied by Resource Management Corporation, oxeniplary gains are denoted
by miean pre to post differences of 7.0 NCEs or more. Hense, usimr at deast the Total Battery seades,
¢ ,\.vmpl.u) ratins have been shown in rades 13 and in the prerewdimg component in kindergarten, In
the mathematies component of seventh grade, the yain canadso be called exe mplary.

Relative to the <cale standiard deviations, the pre and posttest differences depiet even more
sharply ther significanee. Thirteen of the cighteen scores for \'v-\l(-s‘ rvprvsvnu-(i in Frooures 6.6
throweh 6,10 have mean ditterences which “ire at least one third as larre as the corresponding
~tandard deviations, The Visnal and Auditory Diserimination seale in kmtlvru:n'tvn. Reading and
Do e seales at first grade, and the Reading scales at the third and <eventh irades do ot have
mean differences which are at fee<t one thivd as large as the seale standard deviations, On nine of the
cighteen seales, the mean differenees are at least hadf the size of the corresponding ~tand: ird devia
tions. The Total Battery mean differences at the first and second wrade levels particularly illustrate
ihis point. Al of these results for the five yrade Tevels lend firm support to the contention that treat
ment cffect is distinetly visible.

A~ noted cartier, the data for crades two and three violite one of the assumiptions of the norm
refereneed model, However, the kindercarten and fiest vade data, which do satisty all ot the
requirements of this model retloer stanistieally samitie ditferences between pre and ;.u.\tlml
mieans for all of the CTBS S seade <0 N Simdlar resal s dm'umvr{t«-d by the second and third crade
dat, alithourh the restulits at these feseis e somew hat more substantial than those at the kinder
carten and fir-t grade. Thus, i s possible thit the violation ol the one assumption at the upper wrade
ovels does not sertoushy and adversely dfees the inferenced which may be drawn trom the seeond,

third, anid seventh vrade dat ,

Sational norm were tsed as the eriteon m chis applieation of the nore scferenced models In
ceterener To che carlier diseussion of treament cifeet it s necessary favonsider the pretest means to
Lemdienzive of positest resuins nnder the nofreatment condition. Then Hlv postiest means in
¥' Lo oG thron ch 10 are aeiuaity the Tohsersed” ;m\? tresttineat resi! the pretest means,

L are :?u caupected” neotebment reselts, Thas the Treeitment effeetT s represented for

«-.;c'h : -Hv by e diffesenee hetween the ;r:'vnwt HESH }m.\ln'.\'? preans displaved "H the Tvures, v
b saevinushoallof these walues are statistieally highly shenificans, Literadly, they indieate that
the 0 I e T program nulitates wazainst the effects of beings edueationadly disady ‘1‘.hn:|,--d.

*pach <eule on the CTBS S including total seales, are standardized and normed —parately. Henee,
the total batters score ix normed by taking the ~score derived from all the items on the CTBS S and
not by, forming a lincar composite of the three skills areas total seale seores. Whenever this technique
is used. the sealed total batte ry score may sometinmes be fower than the ther Skills areas total seale

weores. This effect is even more pronounced at the extre: s of the distribution.

b
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Control Group Model Resualts

In the present application of the controlroup model, raw seores on eriterion-referenced reading
and mathematics tests are compared (NCE gains can be derived, algebraically, by dividing the dif
ference between the treatment group’s posttest raw seore mean and the no-treatment expectation by
the standard deviation of the nation:} sample and subscquently multiplying by 21.06). Through this
procedure raw score gains ean be converted to NCE gains. Unfortunately, there is no national sample
“tandard deviation for =.ae PRT “and PMT, and it becomes neecessary to make the following
assumption: the ratio of the treatment s:roup s standzrd deviation to the standard deviation of the

national sample on the norm-referenced test is equal to the ratio of the treatment group's standard
deviation to the national sample’s standard deviation on the PMT and PRT. Since the two treatment
group standard deviations can be caleulated fror: the eolieeted data and the standard deviaticr of the
national sample on the normed test can be obtained from that test's technical manual, the estimated
national sample’s standard deviation on the PMT and PR test can casily be derived (Talimadge and
Wood, 1976). Under the above assumption, the raw seore zains have been converted to NCE gains to
permit comparisons between treatment effeet estimates Sielded by the norm-referenced model and
control group model, respectively.
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Title T schools are selected aceording to a weighted index comprised of the total nuriber and
percentage of ceonomically disadvantaged students as indicated by eligibility for free lunch and low
family income, The control group model contrasts thirteen schools immediately below the cutoff with
thirreen sehools immediately above the cutolf. The rationale for the maodel is this: amony the schools
newr the eutoff, it is largely chanee which determines eligibility tor Titte 1 sorvices, Inother words,
the schools immediately above and below the line do not substantially aifter on educationally relevant
variables. Thus. those sehools not receiving Title I services can fairly et as a control group for those
schools which operate Title T programs. This is because students within ineligible *Schools, even
though their achievement levels might indieate a need for supplementary aid, do not receive any Title
[ services, Tables 6.1 through 6.6 give the pretest, posttest, no-treatment expeetation, and treat
ment effect on the Preseriptive Reading Test and Prescriptive Mathematics Test, respeetively, for
non-Title 1 and Title I schools for first, second, and third grades.* The means for Title [ and non-Title
I third vraders were not statistically, signiticantly different. Many of the students in non-Title 1
sehools this vear participated in the Title { program last year; theyv are enrotled in schools which are
not eligible for Title T funds this vear but were eligible Lt year: Heneeo some of these students”
actually recei d supplementary serviees last vear. I the Title Tprogrann was effectivein the 197475
<chool vear, then the current second and third grade students in non Title I sehools near the cutotf
micht be expected to display higher scores, as a group. than they would have had their schools not
received Title I servieesin the previous sehool year. In ot her words, thetreatment effeets of the Title
! program in the 1974 75 school year would continue to influenee the achievement scores of those
students who had been in the treatment group that vear. This effect is sometimes called statistical
contamination: the non Title I second and third wrade students in the current schocl veuar are aot free
from the influenee of the previous vear's Tide Tprogram. '

*Seventh srrade stuc-nts were notincluded inothe control group model analyses beeause the

appropriate control scnools were not desivnated o time to be inctuded in the comparisons.
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The no-treatment expectation is an estimate of the posttest score that Title I students would
have attained had they not participated in the program. The no-treatment expectation wis
determined by adjusting the observed posttest for differences in pretest scores between students in
Title [ and non Title [ schools., An examination of pretest differences between students in Title I and
ron-Title I schools revealed that this adjustment was important, beeause students in non-Title 1
schools consistently outperformed students.in Title I schools on the pretest. A straighy comparison of
posttest scores for the two groups would be inappropriate, given that students in non-Title I schools
had an initial advantage. Beeause it was expeeted that students in non-Title T schools would show an
initial advantage, a prineipal axis adjustment rather than a covariance adjustment was employed (see
Kenny, 1975). ‘

On the average, first grade students in non-Title [ schools have slightly higher pretests than fnirst
grade students in Title I schools. However, this pattern reverses on the posttest, with students in
Titie I ~chools showing higher Total Reading and Total Mathematics seores than students in non-Title
[ Schoois, This finding provides a strong argument for treatment effeet’at the first grade level. The
resulis for the control group model do not indicate a Title 1 program impaet at the seeond grade,

although a moderate level of impaet is found at the third grade. One plausible explanation for the
absenec of an effect at the upper grade levelsis that some of these students benefited from the Title ]
program in previous grades. Given the strong ~ffects at the second anc third gradedevels vielded !
thé norm-referenced mode!, it seems possible that the control group model is failing to identify an
_effeet because the control group is contaminated with last year's treatment. However, the finding of
a moderate effeet at third grode rases doubts about the possibility of a contaminated control group.
Another explanation is that certain essumptions underlving the present application of the control
moded are faulty; thus, the model vields an inaceurate estimate of program (-%rt.
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The tirst grade and third grade results from the control group model eorroborate the findings of
the norm:referenced mode! and confirm that the Title I program is having a statistically and eduva:
tionally significant impact on student reading and mathematies achievement. The fact that two
models using different achievement tests converged on a similar estimate of treatment effect
strongiy indicates that the estimate is valid, The faet that the two models do not converge on A
Gimilar estimate of treatment effectat the seeond grade. in light of the findings st the other two
vrades, is best considered a sampling anomaly. Replication of this analysis next year shonid afford
additional insight into these seeond grade results,

! : .

In an effort to obtain a elearcer understanding of the achievement ditferenees between <t udentsin
Title T and non Title I designated schools, the individual PMT and PRT objectives weve analvzed. As
previously mentioned, the non-Title Tdesignated <chools may be contaminated in that some of these
whuols reeeived Title 1 funds in 1974 75, and there may be some earry over effect. Nonetheless, it is
useful to examine the differences in objeetive attainment as an ilostration of a powerful methodology
amd the insichit it wives into the nature of abserved program effects, Table 6.7 wives the ohjectives
upon which ~tudents in Title I schools el arly outperformed students in schools not receiving Title 1
funding. The difference between the te o groups surpassed (.25 of a standard deviation. As oxpeeied,
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students in Title I schools show a clear advantage on several reading and mathematies objectives at
grade one, but no such advantage is evident at grades two and three, Stated another way, there were
no objeetives on the PRT and only one on the PMT, which differentiated between the performances
of Title I and non-Title I second grade students. Similarly, no large differences were found at the
third grade level, These findings disagree with the results of the norm-referenced model. which
showed a substantial program effect at first, second, and third grades. We propose to conduct a
thorough analysis of the eriterion-referenced test data in ar effort to identify those objectives which
the Title [ program is most effective in attaining. as well as those for which additional instructional
emphasis is indicated.

Causal Dependencies Among PRT Subtests

. As puinted out elsewhere in this report, simply knowing that one variable is correlated with
another is of little substantive value to program planners. For example, the knowledge that mathe
matics and, reading achievement are correlated provides no ‘direction to instructional reforn,
Similarly, a positive sorrelation between vocabulary and reading comprehension does not suggest
any changes in the way students are taught to read. Simply stated. correlational data has little utility
for educational planners, including board members and teachers. The major reason that correlational
data affords limited support for policymaking is that it says nothing about causality.

Policy decisions. whether made at the district - wide level or at the elassrosm level, are intended
to have an effect: to change the behavior of the teacher or student. Although it is knewn that
vocabulary and reading comprehension are correlated, the benefits of apportioning more of the

iasiructionitl resources to vocabulary building than to reading comprehension are not known. In the

absence of knowing "what causes what.” commercial reading systems are bought which make such
instructional decisions for the purchaser. The hypothetical authors of the fictitious "Super-Duper
Reading System” surgest emphasizing vocabulary building in the first grade, photiics in the second
grade, and comprehension skills in the third grade. It is assumed o the publishers and authors
have evidenee to support such a differential allocation of teaching resources. The plamn fact is.
howewer, that no ~uch evidenev exists, One guess is as pood as another revarding which skills should
be taught first and which objectives showid be emphasized ar what grade levels. A tremendous
amount of Tolk wisdom surrounds the teqchine of reading, most of which his remained unchallenged
for the past fifty years.

A recently developed research techs ue promises toeogive educational planners the types of
A [ t g A

caositl information needed to muke maie advances in the quality of reading instruction. 0t
technique is comprebensively deseribedon Appendic C0 Briefly, the method. eross lagged pare
anadvsis, permits cansal inferences to be e correlational data taken o two or more pos i
time The PRT and PMT are given o cengnadn in the spring, thereby providing an exeehent
apportunicy to apply the technique. + o caestion 1o hegaagwered with this provedure i< thics are
thepe e relaconships amony the ORT \u'!»lv\’.\///”.'f}nt'h\ix:_wwl dorediveerion of sastruetions!

anphiess :dﬁhv various srrade levels i

1

Frores 6ol theogh 5010 sumnartse Beeneee <ary mformatton, Of particular inserest oeach ot
the panets are the eorrelation coeffivients on “he diogonal, For example, Fioure 61 shows =017
het ween fall Auditory Pereeption and spring Visual Pereeption, and p=0.22 between fall Visuad
Perception and spring Auditory Pereeption. This suigirests that mosi of the aetivity is in the direction

of Visual Perception causing Auditory Perception.
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Figure v.11
First Grade Cross-Laggec Panel Correlations (N=1218)

Figure 6.14
Pretest

Posttest
Auditory : Auditory
F’erceptiom1 e 029 Perception 2

0.17
0.58 0.66
" 0.32 ~_ '
Pretest v~ \\ Posttest
Visual \ Visual
Perceptionq 7~ 777777 0.30 - -- -~ -Perception 2
Figure 6.12
Pretest : Posttest
Auditory \\\ Auditory
Perceptio:: 1 e 0.29 . ..... Perception ,
\‘\\ . - -
. . -
~ 5 . //
0.2
RGN —~ :
0.51 S 0.69
P
LT T
| 0.23 TN

Pretest \'\\ <. Posttest

Compre- e .. 0.29 Compre-

hension 1 ’ hension -

Figure 6.13
‘ Pretest Posttest
Visual 0.30 Visual

Perceptio.» © Perception 9

‘\ | //' |

i
| “ -7 l

0.59 ™~ 0.71
- 1

e T ™ |

Pretest . ~ Posttest
. ~_ ~
Compre 0.25 ~ Compre
hension ] hension 5
®
th
r
Q . ¢ 7

ERIC

Aruitoxt provided by Eic:



O

ERIC

Aruitoxt provided by Eic:

’ s

Second irade Cross Lagged Panel Correlations

(N 769
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Figures 6.17 and 6.18 summarize the important causal relatmnshlpﬁ for first and second grade
PRT scores. respectively. Figure 6.17 illstrates that Visual Perception. which involves discerning
differences in shapes and pir  »s and matching letter forms with word forms. operates as a causal
influence on Auditory Perceptivn and Comprehension Development. At the second grade level. Word
Perce tion and Study Reading operaie as determiners of Comprehenqlon and Interpretation.

One characteristic which Visual Perception, Word }‘erceptidn. and Study Reading hold in
common is that they require abstract spatial manipulations and the identification of embedded
figures and concepts. It may be inferred that these types of activities should be given major emphasis
in first and second grade reading programs and. conversely, that the empnasis on atomization of each

and every rmdmg subskill should be severely quedtionéd. Successful readers do not learn to read by’
_aequiring, in a stepwisc fashion, the hundreds of subskills which comprise most of the popular

commercial reading systems: Rather, they learn in giant steps through mastering spatial relation-
ships and learning to decipher embedded figures'in the form of letters, words, and sentences.
Reading is a Gestalt which is far more than the sum of its coincident elements. By ‘breaking the
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Figure 6.17
Summary of Causal Retationships for Fist Grade PRT Subtests
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Summary of Causal Retationships tor Second Grade PRT Sabtests
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reading process down into finer and finer elements, its Gestalt is destroyed and with it the child’s
oppertunity to grasp the whole. :

If the cross-lagged panel data is accepted as truth, the instructional implications are far-reach-

" ing. First, the emphasis on ‘eaching the numerous subskills, which experts say comprise reading,

may be misplaced. First graazrs should be given extensive encounters with tasks in visual diserimi-
nation of increasing complexity, including practice in locating embedded figures of all kinds (such as
activities which require separating figures from background). Concrete word experiences should
take precedence over language-based experiences in the sense that new material and concepts are
presented initially through the visual mode. At firs;t, this recommendation might appear to conflict
with the observation that large numbers of Title [ students have linguistic problems and should be
given additional language instruction. It seems likely that the only common framework for the first
grade Title I students and their teachers is the visual world. The verbal worlds of teachers and
students are laced with inconsistencies and syntactical and dialectical differences. Often Title 1
children falsely perceive the words spoken by the teachers. However, if the children can view a
concrete representation or, in terms of even greater instructive effectiveness, can nianipulate a
model of the concept, then the language takes on a vivid, meaningful quality. Thus, language is not
relegated to a secondary position; rather, it is used to enrich what has already been presented
visually. Language without prior concrete experience is just a meaningless collection of words.
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Second graders should be given much more practice in abstract spatial manipulations and detect-
" ing embedded figures than is the case in the present instructional scope and sequence. Emphasis on
comprehension and interpretation appears to be misplaced if the child does not possess a solid founda-
tion in word pereeption and study reading skills. The approach suggested above represents a some-
what radical departure from traditional reading theory. Implicit in this departure from convention is
a gamble. It is recommended that a carefully controlled pilot study be initiated. The pilot study
curriculum would abandon the standard sequence of reading skills in favor of a curriculum oriented
toward spatial and embedded figures. The gamble is that the approach might not work, and two
years of skill building for participating children would be forfeited. The evidence of this study and
reinforcement research, conducted by William Crano and his colleagues at Michican State
University. suggests that the benefits of such a new strategy will be tremendous {Crano and

Johnson, 1976).

Two considerations are worth reiterating. First, because these findings have implications
beyond the Title I program. it might be appropriate for the District to recognize a pilot study as a
necessity. This would give it both the required high level backing and the resources to launch a
credible test of the approach +ccondly. the PRT and PMT data for the past two years offer a
treasure of insights into ways of improving instruction in reading and mathematics. The results cited
in this report reoresent only a fraction of the full range of analysis options and pu~-ible information

vield.

The Criterion-Referenced Tést/!\'orm-Referenced Test Controversy*

Much has been written in the past ten vears oa the relative advantages of the use of eriterion:
referenced tests tCRTs) over norm-referenced tests tNRTs) . Greeo 119740 traces the CR'T movemeny
to an article by Glaser 11963} on learning outcomes in which that ‘author draws the following
distinction:

e (riterion-referenced measures indicate the content of the behavioral repertory and the

correspondence between what an individual does and he underlying eontinuum of
achievement.,
o Norm referenced measures tell that one student is more or less proficient than ancther hut do
not tell how proficient cither of them is with respeet to the subject matter tasks involved.

Popham and Husek 11969 suggest that the two types of tests differ in how the are used:

o {“piterion-referenced measures are used to aseertain an individusi's status with respeet to

some eriterion or performanee standard.
o Norm referenced measures are used o aseertain an individuvai's performanee in relationship 1o
that of other individuals on the same test.
S . . e N .
1674 distinvuishes CRT and NRT measuremeni o rerms of the

In a1 more recent . aele, Popham o

1

“guality of deseription.” e states:

The overriding distinetion berween normereferenced and eriterion referenced
achievement tests is the quality of deseription vielded by the two appreacne - In

*The authors recognize the study by Glenn 87 Roudabush entitled, “Estimating Normative Seores

From i Criterion-Reforenced Test.” as the immediate redecessor of and partial aspiration for this

substudy. _ .-
. g
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ERIC

Aruitoxt provided by Eic:



Q

ERIC

Aruitoxt provided by Eic:

the case of norm-referenced tests, we have only a general idea of the skill area the
test assessed (e.g., reading comprefension), plus an examinee’s relative standing
in relationship to other examinees’ scores. With a criterion-referenced test, we can
gret a precise fix on what an examinee can or cannot do.*

¢

;.

For a time, it appeared that the proponents of CRT measurement might triumph completely as
one large school system after another abandoned NRTs in favor of either commercially available or
custom-developed CRTs. The arguments for CRTs took several forms. For example,
norm-referenced tests are inappropriate for diagnosing individudl student needs because these
instruments do not measure all the important skills at a particular grade level. They focus instead on
a small sample of these abilities with often only one item acting as an indicant for a given aptitude or -
objective. CRTs, on the other hand, are keyed to the curriculum and provide the classroom teacher
with information on individual skills or objectives attainment: these tests are normally viewed by the
classroom teacher as being more useful in planning an instructional program. Another argument is
that normative data is most reliable and valid for evaluating program effectivencss where data is
aggregated across a number of students. This type of statistical information is much too gross to use
as an indicator of individual student achievement. Proponents of various teaching strategies, such as
individualized instruction, argue that the purpose of CRT measurement is to evaluate innovative:
programs. )

Although there remains considerable disagreement as to the relative advantiges of NRTs and
('RTs. a general consensus exists on at least two points. First, the informational needs of teachers
are better served by well constructed. field tested, criterion-referenced tests. Second, the needs of
program administrators, board members, legislators, and the general public are at least. partially
served by norm-referenced tests. In an effort to meet both levels of information required, many
school districts. including Washington, D.C.. employ both NRTs and CRTs. This approach appears to
be logical and appropriate. Two types of information are needed. so two types of tests are given.

An interested observer might ask why test publisho};-s have not simply normed a CRT. thereby
creating an "NRT-CRT" and solving the problem. First of all, nationally norming an achievement test
can cost as mueh as one million dollars. Also. test publishers are not anxious to create one product
which would render existing CRTs and NRTs obsolete. Norming CRTs can create another problem.
One attraction of criterion-referenced tests rests in the fact that local school districts can build their
own instruments. This is exactly what many big cities have done, either singly or in collaboration
with testing corporations. Thus, for a numter of political, economic, and not very persuasive
methodological reasons (refer to Hambleton and Novick, 1973: Messick, 1974). test publishers have
considered norming existing criterion-referenced tests on a national basis. ' -

Much of the argument over CRTs and NRTs rests on what may be.a faulty premise: that NRTs
and CRTs measure something different in terms of both content and specificity. If the contents.of the
two types of tests actually differ, and if both normative and criterion-referenced information are
required, then no solution to the dilemma exists short of giving both types of examinations,
However, there is reason to believe that a norm-referenced reading test, such a<” the CTBS,
addresses the same general content as a criterion-referenced reading instrument, such as the PRT.
In this case the primary difference between the two tools is one of specificity.

It is realistic to hypothesize that a well constructed eriterion-referenced instrument differs from
a norm-referenced test only with respect to the methods by which ‘individual performances are
reported. A student’s result on a CRT is described in terms of item or objective mastery: for

*David A. Kenny, "A Quasi-Fxperimental Approach to Assessing Treatment Effects in The
Nonequivalent Control Group Design.” Peychological Bulletin, Vol 82, Na. 3, 11973). 345-362.
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example, vither students can recognize sitent letters in a4 word or they cannot. The question ol
interest is not how nany stadents aeross the natton at the same grade Tevel can recorain ¢osilent
fetters: rather, it is whether a particular student can recounize sifent letters.

A student’s performance onan NRT is reported in terms ol refative standime as compared to the
neconal norm. Here the question of intercss i~ whether the student isreading at o level
conensurate with students of stmilar ave and experiesce. CRT information is reported in terims of
onjeetive mastery, whereas NRT resulis are given o terms of mationad percentiles or vrade
cauivalents,

: - <

Inotner words, some CRTs and NRT< have noinformational differenees: other tests of this knd
Lo differences whieh are clear and sienificant. The argument over wiich is “hetter” 1~ hased e
chusivelv on how the result - for an individual student should be reporied. One wine to decidewher
the NRT eurrently used by the DO sehools actualls overlaps the CRT s to deternme o whaethooa
andent’~ NI seore can by predicted usine CRT objeetive mastery foformation. ™ T O caon
cach <tudent woulid sher b used to ereate a prediction equatins capable of reserating national
porcensaes and wrade cquivalents forindividuad studentso this would obiviae the hirh cost ol
Aieeniererime NS to all studen e, 1 the prediction i< aceurate, then both teacker information and
procecm eviduation needs can be adequately and equadly <erved by administering only the CRT

The tewts used 1 this study were Form =0 Levels Beod Cand Form T Leved Tof T, the
PICT L and the M. The CTBS sphiests roeluded Vecabulary, Beading Comprebhen s Tot
oL Computatior . Coneept~ and Appliccdon, and Total Mathematies O fertive Wit By sen
Cthin sibtest ceores from the PRT ane PMT were nsed imohis stude s Table 2 Chapter
Comnirres seleeted charaeteristies of cieh suctest. The study sample ipeluded 23687 oo nd pradeers

S hors both CRT and NRT reading seores were available and 2087 seeond prvders Do whon Both

CIUL e NI e henvaises scores were avitfable,
Table 6. summarizes the toeltipie correlitions between CRT objeciives ard NG scares, The
Dot o e - oot o e reeted for restriction in malge of the NRT values, The aaeraitude of ihese

correhaio: drests that the CRTs and NRYV are ceasuring very sinar cons T muets Given this leves

of ~imilarite, 1 s possible to equate CTHRS <o tests pereentile scores with coricsponaing subtes

pereentile seores of the PMT and PRT. The procedure tor accomphishing an coquipercent feoequitine
of tho~ tvpe Tor the ©vo test- was perfected by Faueationdd Testimr Service TS enb implen ent
on e seade bisis i nat s kiown s the Anchor Test Studve Adoeal fereentile of 50 o CRT for
seading comprehension might translate into a aational pereentile of 35, Because the PAMT PRYT a
CUES correlate highly, the tables would vield very aceurate national norm equivalents of "eal normes.
One result of developinyg equipercentile tables for the PMT and PRT. using the BTN procedare, s
that money now expended for staadardized testing could he targeted on impro ng the eriteron

S reneed seores,

*The deseription of the CRTs in Chapier L of this repor inchides aiisting of vach ahjeciive measured
b both the Preserptive Reading Testand she Proserptive Mathe poaties Lot

T
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The eviluation team-recommends that the Title I program wutiiz PMT/PRT results in place of
condueting standardized testing for school year 1977-78. Howe: «+  cntinued utilization of PMT and
PR results would be dependent upon necessary revisions by D.C. Public Schools and relevancy of
the PMT :nd PRT to new program approaches such as Competency Based Curriculum (CBOY. A
study focusing upon-the develepment of equipercentile tables for vanslating PMT and PRT seores
ialo national norms. using the Roudabush or ETS procedure isrecomr  ~ed. Lot for this study is
no'v available on eomputer tape and could be completed in three me revised PMT and PRT
would be capabie of supplying both feedback to teachers on ind ective attainment and
national norm seores [or pojreymakers at the building and district-w

L] -~

By way of sumnary, the above stated recommendation hus two attractive feacures, First, tiee

L§'1II be o fiseal saviogs, beead a0 one test administration wolld be required  Seeond, no
nformation \\_'uul:i be ot becauser .morms for the 197677 Title evaluation wouid he obtained
froc tables created with 197576 ~oand CTBS matcehed files.

standardized Growth Expectation:
Some Findings and Implications

" qtions. ineluding the present one, ignore what may be a eritical factor
rograr has had an impact or whether students have learned moreat one
ally asscmed that o rrearment effcer of seven NCEs (one third
landard devintioni ais the some meaning in first grade axin seventh grade. Wit is net typically
considesed = rhat the capeeted growth is different in first grade and seventh grade. Another way of
Cewiny (he ssae s to ask whether a student weould lose the same amount irelative te national norms)
4 reading acnieverent if he she feli asleep for all i 7 st grade or all of seventh grade. This is the
CePEe s gtee i, much growth does the awerage student make in reading achievément during

Viret ornde, a0 ke same as the growth realized by the uverage seventh grade student?

AMost educational e
vhen estimating whethe,  p
srade lovel thaa anethec s tvpie

«

ihove question can be approximated by assumigg that a st dent will tain the
ime rate seor on e pretest and posttestif ao jearning has taken place, I the pretesi raw seore is
wile of 50 and the <ume raw seore is entered int - the posttest percentiic
ceore will be less than 50. The ditfference between the pretest
is referenced as the

Ananseertolne

Syeivalent toa nationad pereer
subie. the resultung pereentiie
josttest pereensde expressed in standicd seore orm
SGEY The SGE is the amount that a student feat oler i period
-~ fell asieep and learnéd nothing, -An
Stiks. Table 5.4 presents

nercentile and the |
Standardized Growth Fapectation
Cime or, conversely. what the student would 1ose if he
13 help to clarily the computatier procedures nsed fo caleulate
ning of first grade and end of first grade on, the Total

o
example 1y
e ~core (o pereentile conversion for bee
e it ose e ol the CTDS S0 The average 1H0th pereentiled beginning firse crade student attains o

“wder the assumption that the averags student learns nothing in
1 on the posttest. Whereas a
LT Y

W ovore of 21 on Uotal Readinr
B o5 oetedd To aien vhialn i raw score of
oy besinning Tostwrade pereentile of SO0 represeats an .

Syt oot rrade, he shewould

s ot ol A1 T equivioent

Srade perse e or 9 both Sveeeeiies ars cenverted to WU i So e 2 and s craeted,
G e e <G E oD 200l T ot er wards, o a ~tudent falls wsieoand geare wny durine e
e Do i voerd B ceseered s 22 NCED Geeae that s “he an sostnaardieed
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sl crade. Yet another was of vieaini g

prowth exhibited by the nationad norm vroup during he
roadoand

SGE s to consider o as an eatimate of the effect of ool honee, s woeial forees osuch e
television on first grade students" roadime achiteve ent.®

A mathemanes Tor ordes 1,200 and 70 To Taehitate
Cowseetion with the rest of the chaptor, all SGEs are
A RGEx in Table 610 are computed

LS e
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“HAPTER VII. SELF CONCEPT DEVELOPMENT

In o declration of the significe ot -elf coneept develspment, furkey (0700 wrote: “hor
senerations wise teachers have senscd the siniteant and positive relationship betaeen wostudent's
coneept of himself and his performaree in wehool "V Combs and Sovie (1959 placed el cones 0
e torefeont of their theory, They stared: “The mos? fmportant complex of differentutions in the
wdividual's percep i field is s phenomenad selt. What o person thinks and how he hehaves are
birvely determined by the coneepts he Polds abeut himseliand his abiliries. T The Tast decade i
witnessnd f resurrene o interest in undesstanding the avsinwhich ehildren clabout themselve
andd others, as o well as an inereased recoomition of elationsip between these fechngs and
avcdemie performance, The Wiashington, 17 T te b pcoaram has enthraced <ell coneeps develop

LS ey Cips amony selt

Uas o of dbe mor objectives explores ~ome of the relaiions

men
concept, studentachicsement, wed el soom e coior,

Pocers c OO T procide anewechent deronn s enmeept T il s compat e w T e )
Coeh o his comstrnet wase ceeptn iacdand e cared inthe o endb evadngtion:
T e oot oor st STl Lo s Becthoe o T e e eaiee do gt e
Of e prio cof P ie selt wineh cre windsseble oaarenesss T s caniposed o
Clemen s tie poredpstions of oneT ctaracterstes and wtalvess the pereepts ane
Cevr ol the wclinrciation teoths and to The environmen e sadae uadites
b perreivod an ctssoessted with expericnees and obrss nd voais et
el el e pereersed as having posive oF Resdanive saenee e
Porween the ases o0 ve amd vwels wdf coneept begins 1o crastadlize. Thin Lt

prhesien,
'\:}ln NI

‘oneept whieh

rornped the Biteney period byomany antiorss the chibd suiarey considerads
ovenit e andd affeetive areas e She confronts the ensironmie!
4ol titudes, and behaviors widch are based, vo e extent on his her ser
Guewiee stabilizing, With inereasie aene, She chill hecomes more sure of ires e sasshibess Lok

towith aninerea

i

ciovable ond unpleasar pasttimess aned pesonal ereeptions of and plans for the

Dewine o plan.and a1 raiions and bopes tend 1o be consistent with the ey tnowh SHe e
Dt S hies inoturn, i dietated i lamre pars by the pepeeio et sadtes o000 S
[

uvh the eariv chao! cears wee characterized beoeoeyst Uation o selts o e i
Pocins e Jier minie, 0 the conespt of the Dve vear oud oaasively aimiple conaenet The
: | T
SUEs BT el i HE,

- RS : .
e Gl T o b ool T

doohatosny o propie are n
N b ;
Ls b sin e and

oihe ehildren acc Irtendly or e
~esneeted tointeract with efenailin childryroand

CET OV H S THOSy TR s
proar cahog ooplaces te e
e Nh

w- T el peingis detes e ed by how sueeessuln these

sarrde, new demands arise.

Sty

stithor v o curesand. to o reat extent, aosen
ne s s neotin e, GO IO e L w0 sehoot vears Chich nave atruly pro A et o
i petore Bas he she heen consistently s obvt e ane

This, There ixoan inab Ly Lo sepatiale onesed o on

SRS ST O U LR S !
AT N
\ Yol

the cb TP el coneepd devel ipmeer

and- and esiveim olten beeame viewed as div cf threats to sell
Dokrraund fnforne 1ien we o tap o the cespeet o eors Bdes ol g sitive amd seamts

deTIoN s so gl tepr

coneent

Cteept b dren confudent s colve di s pr e 1 edS toswholes
hipe o d theie resultant reu s ateres
i toward the state ol voncept tasindependinee that o

coelop wrad refine cheir
srain o sense 0 their vanee g the happiness ane
Their werids are rooooan the

TP s st
b Taetle hundlins D personai reia sendencies, N stro
cews childeen to hamde oy

v echual adultheods Sosorher o

P

s e eept also
Srvdamental o the peinful Joirne
postive el imuges, e children prodress: o R

crowth o copeopic w ho nhamit helr particular mieroceoss

o &7

ERIC

Aruitoxt provided by Eic:



apportionment of fove and attention, and this richness ~cinforces their desive to respond actively and

positively to other people

Children with this healthy orientation do not feel inferior to or intimidated by their peers, They
{tenchers and parents into helplul and attentive state-

cranslate the authoritiative communications

ments of instruction, coneern, and love. They are capable of aceepting construetive eriticism without
a resultant threat to their individuality, independence, or reliability. Fortified with the continual
input of positive perceptions, hie childrer naturally respond well to challenges, They are not tor
mented by he feelings of foar, apprehension, harassent, tandity, sod eXhaustion that affect
childre wno are not supported by a positive sell eoncept. Their confidence and psyehological
tranquility are = Heeted by a satistaction with their personal appearance. They do not sutfer from
anxieties cones ping physieal attriactiveness,

in activities, the children with

Oceasionally doting on their ability to arpass their peers oo
qost performanee areas. When

the strony self images consider themselve - cqual to thetr cohorts
thev do perform below theirown standardsin  utine activity, theis vxpressions of unhappiness are
not extreme, They are usually moderate in their self praise. They use their pride in accomplishment
“bo'ster their already abundant supply of seif confidence. They are aware of the disadvantages of
anti ~ocial behavior. Conversely, they are cornizant of toe henefits of socially accepred actions !
interotions. lonest and open enouvh to face Ye faet that they may have ceoblems with handi

both peaple and situations, these ehildren hae yneed to protect theaselves rom the possibility of

commutting ane cor. They are not foreed to b

o bastions aroiad britile sel! Tonses,

whavior, “ldren with positive selt convepts usually resort to
Alemis onlyin peculiar situations, The o are often competitive and
sense of seholastie

Sentom o induleing inoant
Anerly agressive solutions to
~somelimes  assertive, but th avoid  fighting  with  their peers. Cheir
compet T oeness s keen' dey Loand they often exeel 9 the basie wreas of ceading and
it a0 0 The recurls
teomake sueste Ly scores on stamdae doad Lcliovement testss Basbinge
SOruetive ana e aardingy

ceed their performance expe-tations, as ecaleulated Drom bty
o

TS T TV IV ‘
Shepaar ciow T aewdemie sieeess these students see wchoos as e
Ser contiarlives, .
The aderon widh noos self coneepts live o a troubled world, They see themselves “through o
slass darkly . Unsices of 5 ie ability to solverdaily problens, they allow the i quandaries to influence
many of their relaiior g with other people. The: mas “oo pas-oesdependesor withdrawn in
their interpersonal involvemerts, Conversely, ther may werspeese eleents of uniriendliness and
incompatibility in their behaviorai projecetions o other people. Their weakened self coneepts prevent
them from successtully furetioning as ind® 0o while hindering their smooth development of
conceptualand mora' integrity., -

A poe - selt coneept leads to unpleasant and iconsiderate thouphts and actions, Chile o with
iow opinions of themseis e will reinforee these fow opinions with cousistently nruly behavie . This
will persuadde the people in their immediate world  hat they are, indeed, uncomfortable companions.
They reject themselves and others and, naturadly enough. feel that other pecnte foe lic e Tiking for
them, Often they are avineed of thieir inabil 1o compete witi their peers. The r o scelf concepi
undermines their confidence in their ability to communicats constructively  .ath adults and
autt ritative figures. These childs 2 are threatened when they should be stimi ed ana discouraged
whea they should be reassured GGroup aetivities further consinee them of their pre fems in confront
ing their daily routines.

Chiliren with weak se” " conceptsoften pe fer tointeract wirh fricnd  of © younger age groip, In
this wite, tiex Teel justified in assurning a teadership role. Their rowdy impulses are temper.-d by a
contrad ctory desire to find ~ome moderate socius sticeess without resortinnr to mishehavior. Thus, «
chitd wheousually prefers to plav alone may seek to domin ¢ a yvounger child or group of children.
However, in most situations, the children  th ooor self eoncepis are qaitters and v-derachievers,

£
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They proteet themselves from eriticisin through a refusal to admit error, but they consistently
perform poorly to solidify and consolidate their negative self coneepts. Thelr response {o praise is
often conlused, as the approval disturbs their flow of negative thoughts about their own capabilities.

Phy <ical munifestations of their inner difficulties often cause (hem to be eonsidercd problem
children. Belligerent or withdrawn children both eause extra problems for their teachers: nd other
supervisors, The symptoms are different but the catalytie common denominator for their actions is
the poor self co ~ept. These ehildren usually retreat in the fuee of the ehallenge of nornil reading and
©thematical assignments. They often earn lower seores on their standardized achievement tests

tean is expected with reference to their results o ability testsc For them, ~-hool is just another place
to suffer the frustrations of defeat and failure.

SELF CONCEPTINSTRUMENTATION

The Self Obscrration Seales 15080 used in the present evalnation s a direct, ~elf report, groun
administersd, nationally normed. ind standardized instrume: with empiricadly actecmined scades
which measure the ways in which < hildren pereeive themselves ansd their refationships to peers,
et ers, and school (Steaner and Karzenmeyer, 197310, Bri v, the SOS has boen developed 1o
meast  factoranalyvtically derived dine -~ions of ehijdren’s aifeetive hehavior, Four such dimens s
Sell Acceptance, Social Maturity. School Affiliation. nd Selt Securityrad a primar ol and et
dimensions (Selfeptance, Self Seonrity, Social Confidence, Sells Assertion, o Atdiliation,
Peer Affilation. Teacher Affiliation. and School Affiliation) at the juaior kirh Lovel have been shown
to b uselel in predisting importar: aspeets of cbidren’s development. ~ome of these seales mark
el known dimens. s of children’s benavior. For example, Sell Secur. s actually the inverse of
trait anxiety ond has cen the focus of research for a number of »ears. Schoal Atfilintion, Tea * or
Affiliation, and Peer Affiiiar o represent canstructs which edu atess Jave long used in deseribing
children. soeial Maturity and Social Confidence are somewhi innovaiive netins and have net
recsived much attention in sell coneept rescare? .

Cie primars oseltForm Crof the SOS s designed for nse at et W00 Faeh of dhe four sealde
e, wh bl seeessbeire most charieteristie o the fabel

At thislevelis labeled ina pestive ma

Below are deseriptions of cach se

Scale b =elV Acceptance

wues view Uomecives positively and iribute s themselves the qualie. - of
cempetenee, These chillren see themsefves as impors ant o

other peopie, inciudiag aueor™ 7 sures zad cheir peers. Children with low seores lew themselves
i desizable. Thesggdo not sec themselves « happrsand they view

as inadequate, unsuceessiug, o
ther  hvesa refativelvuniteoestas to authority tooures and their peers, Whree items w nich reflect

the + .oue s ot this scale are:

Chitlrerpwern b

happiness, apertinee, and ger

e Nothe herelildren onthe elass this are i cood woreer?

° Are vougood-ooki o

|
Do vou fec ood about yourselfn, -t of the ifime?

o) : .
.



Scale H. Social Maturity

Children with hivh seores s .ew their relationships and interactions with other people ~peeiadby
peerst tositively. They view themselves as independent. peesistent, and sensitive to the needs
Feedings 0 others, Childres with low scores view themseives s quitters and fonerss Thes sec
Woacever they aetuadly would prefer to be

themsel o s wanmy, to dominate in ; eer situation
Aone. Low scores refdect an uneertainty in social intereesons, Vhres oms hiwbiv deseriptive O this

seale are:

» Dovoutike:  day ondy when vou e the leader

i
2 Dovou adwin ~ want to be fiest tnfine
Do ot! et do thines better than o
~eale HE School Afliliation
o Y el . . R . ey N ' e T - . . PN |
crrwith Boe s seorees v et e LT e e ! e Lol ' Vortodng o
C s e o the et ivitnes ssoeiated b wenond Chlds e T s e e sehioe) asoan
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Scale 1. Self Acceptance

Students with high seores view 0 mselves positively and attribute to themseives qualities of
asic competenee, sell satisfaction ana aappiness. Thex see themselves as performing well in a ot of
activities and as possessing confidence in their future suceess. wtudents with low <cores are
unsatisficd with their performance and capabilities and are nacuee of their futures. T rec itenm:

highly relafed to this seale are:
o [ doalot of things well,
e [think [ will be suecessful in lite.

« When ! ook in the mirror Dlike wiat e

Scale 1. Self Security j

Students with hivh scores repart ?m"). Tevel ot ermoiion o contidenee or stabaite They report
hesr in control ol tetors affeetingg thear fres and worey wers e abont oo e specifie or
o apeeific fears, Students with low seores ot scade wors dares” deal Thes repert nervousness
Shout nonspeeific perfornimes expectations s fen ferr that the wors more wow than o the

poast. Three items hizhlv relivens tothis seade do

o Loften find myselfworss e about wonet hinyr

{
e AL times [lose <leep over warr .

* Pworry about losme ey friend

Seale 1. Social Confidenee

Students with high s on thiz seabe express confidence in thetr abities to reic o s cd
Gtustions ard to make and keep friends, Thes believe thar otter people voiue therr crrendship
Students with tow scores bave difficulty mekime friends cd lack confidene e socid sttaations. '

Three ttems hih!y refoted to this sewsare:
* People who o like me don't hav e drood chatee to be soecessful,

o AMost of my friends don't e wnat Drhank

s I peophe knew wooe Far mealls BRe ther wonbisteer clear of me.

seale IV, Self Asserti-a
\ f
Studets with high ~cores vies themselves as possessiong leadership qualitieand as hoan
re~pected by others Tor possessing these qualitie s The emphocis on this seale ©on bow stadent-
ieve others view 1 em. Students with ow ~cores sec themselves as laeking locdership ability e
assertivencss, 1 m~ highly refated t this seaic are:

o () herstua ook to me for b oadersing,
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o (ther students look to me for idens.

o Jndiscusston with my friends, wy porvi of view aoaad's wins.

Scale V., Peer Affiliation

Students with high seores on this seale consider their velitionships with other students to be
both of hivh quality and of considerable unportance to them. They -ee themsely »s as approved of and
walued by their peers, and they like to be with other students, Students th low ~cores do not see
their peer relationships as an asset. They view other students as unfriendly. de not accept the
respeibilines of friendship casily, aned have few Triends, Three items highiy refined to this seale

Are:
e | make Iriends casiy,
e ¢ cerstudentsare usually fair to me.

o [eancount on my ‘riends when Lam i tronble.

‘cale VI. Teacher Affiliation
Studenis with higt scores on this seale B thore teachers, They see the teacher as helptul,

attentive  understanddm . oar

generous. Students with low scores see the teacher as arbitrary,
ineonstderate of children, and as wsouree ol emotional pain. Three  items  highly related

to this

Sende dArte,
¢ Mvoeachers ke to helpmee.

e onen do ot hing wromer, my teachess correet me withoat hurtine my feehinges,

o A\l teschersexpect too picch ol i

Scale VIE school Atfiliation

; . v
Students with high scores - cew ser oo g ftivelvs cnjoy gomes to sehoo! and enoy the woncies
a~~ocizted with sehool, Sttetents conring ow o this coade see sebool as g Theassle™ that keeps them

from doime whit they want todo. 0 mee mems inthuy redited to this seale are:
= [like tostay fome from e
* 1 nis school is ke a jaal.

= cehool frequently keeps mie from doine wedit Twant o

v~
e
[ W

K2
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RESULTS

Pable 7010 presents the seleeted characteristios of the 9132 students for whom both Ntwdont
[n smation Forms and SOS results woere avatlable, s can be seen from Tobde 701, onty Title |
seventh graders were testod w™  the SO nrrace s K3 bath Tidde Tand non Title T students were
tested, Sinee non Tr 7 seventh graders were not tested, the major focus of this chapter witt foon
students Gogrades K80 The out this chapter results for nudes and females are combined Tor cases
of presentation: this is poss. beeaw-e only small, fasignilicant differences woere found between the
SON prostes o males and femates,

' , .
SELFCONCEEISOF TITLE PANDNON-TITEE TSTUDENTS
Vipu. 70 720 T and Vo4 summarice the S0N seores tor Titde boand non Tode ooudents

across the primaery geadess Several dierenees berwes s Titie 1 oand non 5

b b~ idents on the et

Aceeptance, Socid Vtori v and s Seeurity et s e sheceantt Lnoreneian, the students o

Fitle T <chools are cear e o atonal norm of S0 o0 Sell Aeceptanee, Scehool At s, and Nels

Sienrity, These restults point out severd di~-vis possessed by Tide T ostudentss The tapiead
) i k M

Woashinuton, DO Title ©ostudent enjoys sen

doureater otent than his her more wdoantaeedd

e She evidenees Tess anvet s char the naonad norm and teeis relite ely more acceptin ot
n AU The dowest seores for onorn Tete b aned non Tivde U students appear on the oenld
A SIERVITS
The trend  weross crades o ire SON wegdes procde some insicht into the socali (EE

and it~ ffeet~ on childpen, The Se0 Aecepionee seares cFTcure by drop an aserage ol

coonsdUstondard devietion o ot Tole 7 and noe itde

S over the primary cooaees

~w iy he one caneonciant of th frust on disetssed Tate s Chapeer W0 Repeated b e s ey
S event sadly translates coto feeln oot weitd bt Inereasing i doubt aedersn nnare it
o of depressed Self Aceeptance rees Our soclety praces tremendous emphisis on o ademie
aaeed v LU i e wonder that vounsr children beinn to v e el st worth wath bose el they
measure up to authora fgure expectations,

Al scares are presenied innorral curs e equivaler s N CES
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The Soeial Maturity seores iFigure 7.2 show o dramatic merease over the primary grades,
Washington, D.C. kindergarten students in Title T schools are more thar one standard deviation
beiow the national norm. Stated another way, only 16 pereent of kindergarten students exceed the
national nornt. The seores for kindergarten and third grade students on the Soeial Maturity sealde
differ by 16 to 15 points relative to the norm. with the third grade scores higher than those for
kindergarteners. In the case of non-Title [ third grade students, the average score is within 5 points
of the norm. These low Social Maturity scores in the early school wrades suggest one pussible
explanation for the substantial ineidence of withdrawn and aggressive behavior, Of course, one of the
thinrs which all children yain by attending school is “coping behavior.” They become “socialized”
aceording to the dietates of our eulture and, thereby, inereasingly skilled in interper-onal dealings,
Additionally, vounyg students ean be exposed 1o even more culturaliy enriching experiences which
will enhance such skills. The socialization proeess can be accelerated through yreater interaction with
helpful and attentive adults. 77 Effective educators would never diseipline a second urade student for
failing te read a passage properly: rather, this type of teacher would identify the skill areas in which
the student was defiqient and provide the needed instruction. Throughoeut the diagrnosis and
instruction. the teacher’s attitude would likely be supportive and positive,

Contrast the ahove teaching behavior with what happens when the second grade student breaks
into the front of the line, starts a ficht with another student. or repeatedly fuils to follow simple
instructions. In Chese instances the teacher is likely to diseipline the student in some way, under the
assumption that the student knows better and is “just tryingg ta be difficult.” The low Social Maturity
<cores suggest that Title T studenis in particular do not possess the social skills or knowledge 1o
negotiate many social ipteractions successfully, any more than they possess the <kills required to
liseipline a student with very low soeial maturity for breaking into Hne is equivalent to dis

read. )
ipbfing a student for an inabilivy to read.

One reason Tor the two different aporoaches to dealing with academie behavior and elassroom
behavior i< that teachers typieally do not view one of their roles as that of instructor in the social
<kills. Elementary school teachers are increasingly being held acecuntable for reading and mathe
matics achicvement. Few would dispute the fact that basie suills instruetion is their number one
priority. Behavior problems precipitated by low social maturity are viewed by most teachers as a
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hindrance and an obstacle to effective teaching, The dramatically depressed Social Maturity seores
_indieate that primary grade students in Title I designated schools have a need to learn and practice
reading skills. It should be readily apparent that if the social skills could be improved. a major
obstacle to achievement in reading and mathematics could be removed.

The average scores for School Affiliation are consistently at or above the national norm. The
profile indicates relatively little change in score across grades. With the exception of kindergarten, in
which the seores are depressed, indicating higher anxiety than the norm, the Self Security seores are
average for non-Title I students and four to five points on the average below the norm for Title ]
students. The seventh grade profile depicted in Figure 7.5 shows peaks above the national norm for
Self Aeceptanes, Self Assertion, Teacher Affiliation, and School Affiliation: a somewhat depressed
Peer Alfiliation seore; and a very low Soeial Confidence score. 2

RELATIONSHIPS BETWEEN SELECTED STUDENT
CHARACTERISTICS AND SOS SCORES

Although the question of causality remains unanswered, 1t is useful to examine the self concepts
oi ~tudents with various backgrounds and behavior charaeteristics. In addition to providing constro-t
validation for the measures employed, sueh information increases our knowledge of the Title 1 ehild
and his ‘her needs.

Figures 7.6, 7.7, 7.5, and 7.9 give the SOS profiles across the primary prades for students
nominated by their teachers as being withdrawn, somewhat withdrawn, and not withdrawn.
Withdrawn students are significantly below their age peers who were not catevorized as being with
drawn on Self Aceeptanee, Social Maturity, and Self Security . Interestingly, at the kindergarten
level only Sell Security serves to distinguish withdrawn from nonwithdrawn students, whereas hy
third grade all four 3OS seales show withdrawn students as scoring below nonwithdrawn siudents,

Figures 7.10, 7.11, 7.12, and 7.13 illustrate the differences between students eategorized by
their teachers on the extent to which thev voluntarily participate in classroont activities. As can be
seen. the differences hetween students who volunteer frequently and those who voluntarily partiei
pate rarely are dramatic, The frequent participators score, or the average, more than 10 NCE

_points above the infrequent participators on Self Acceptanee, Social Maturity, and Self Security. The
differences on School Affiliation are similar in direction to those on the other scales, though not as
dramatic. [t is probable that students who actively participate in elass are more likely to he praised
than those who do not participate. Since self coneept arises from our pereeptibns of the way others
value us, praise or the lack of it can have a substantial effect on self concept development. These
evaluation results shed some light on how pervasive this effect ean be.

Figures 7.14. 7.15, 7.16. and 7.17 present the SOS profiles for students with four levels of
teacher-rated need of Title I services. The evidence is strong indeed that great need for Title |
services goes hand in hand with a depressed self coneept. Conversely, students with no need for Title
I <ervices evidence positive self eoncepts. These differences hold for all students in kindergarten
throuyh third grade, «ith the largest differences evident on the Self Aceeptance and Self Security

scales.

Self coneept and classroom behavior are very much interrelated. At this time, however, it is
pure speculation whether self concept causes inappropriate behavior or vice versa. One thing, how
ever, is very clear:

By developing the ehild’s self concept, schools have a seldom-recognized oppor-
tunity to provide an asset that will truly serve throughout life. We are only now
beginning to glimpse the magnitude of the role self-coneept plays in child develop

O
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ment. It is impc?x!&m,, to reexamine the practices and innovations of edueation, not
only in light of how they affect academic development but also in the way they
contribute to the development of a positive concept of self.7-8
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Figure 716
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SELE CONCEPT AND ACHIEVEMUENT

The relanonship between sell convept and aeaden - achievemens s owedl deconented. Stadente
with bk gehievement wcores evidenere  positive selt conceptss swheies s students with low
achievemeng seores ¢ idinee negative sell concepts.Whid s not knoaay oS the natare o the eapsl
1"‘]"”””\'”}’1‘5& ween these two constroet~ At Teast four possibilities may e entercdnea redardio,
the direction of causal intluenee:

e Nehjevement causes sl eoneept,
e Sell copeept rauses achietement

e A peciprocal relationship exists with caeh comtraer evertine the same fevet ol causal
ity enees on the other. ‘

¢ The abserved relationship botween the twaconstrinets s caused by some third consiruet,

With the lomsitudinal data which will be asatlable next vear, @ partial answer to the causality
question may be formulated in this report. However, swe must he satisfied with examining the
relationship betw cen sell coneept and achievement devoid of any causal implicatinns,

Table 72 gives the canonical correlations between achievement subtests and S0OS seales for
erades K1 2030 and 70 Al eorrelations are highly significant. However, they are somewhat lower
than those ghserved in studies with less homogeneous populations. Several studies reported by
Stenner and Katzenmever (1877) show canonieal correlations for achievement and SOS in the range
of 015 o )55,

[ 700
Loy v orrelatin Pt e d et grod by Ghuervation Slul_i"‘w Scares
(30t e i 2 3 /
[
S § s 49% 2306 2138 1944 458
Cuntotitgg! Corredatoon b 34 034 U.36 0.1
Signitican (VY V.00 Q.00 0.001 0.001

Of partieular interest are the respective achievement subtests and SOS scales which contribute
to the cangnical vorrelations. At the kindergarten level Visual Discrimination and language are
highly related to Self Security and Self Aeceptance. At the first grade level, Total Language and
Mathematics Computation are highly related to Social Maturity, Self Acceptance, and Self Security.
At the second grade level Vocabulary, Total Mathematics, and Language Mechanics are highly
related to Social Maturity and Self Acceptance. At the third grade level, Language and Mathematics
(‘omputation are highly related to Social Maturity and Self Acceptance. Finally, at the seventh grade
level, Total Reading and Total Language are related to Self Acceptance. Social Confidence, and Self
Assertion,

Interestingly., among kindergarten students, Self Security has the highest relationship with
achievemeny, Low achieving kindergarten students evidence high anxiety or low Sell Security

- 101
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seores, whereas high achieving kindergarten students have high Self Security scores. By the seeond
grade, Self Security is only incidentally related to achievement, and Seeial Maturity aequires
prominence. Sell Acceptanee is highly related to achievement at all five grade levels. On the
achicy ement side it is particularly noteworthy that the various language subtests play such an
important role.

Another way of grasping the important relationship between self concept and achievement is to
contrist self conespt profiles of high achievers (NCE > 60) and low achievers (NCE ¢ 400 Figures
718, 7.19,.7.20, and 7.21 present the two profiles for kindergarten, first, second. and third grade
students. The largest difference between high and low achievers at the kindergarten level is the
cighteen point difference on Self Seeurity. The differences on Self Aceeptanee and Soeial Maturity
are ten and twelve points, respectively. Among first graders there is a seventeen point differcnee on
Social Maturity, and a ten point difference on both Seif Aceeptance and Sell Security. High achievers
at the second grade level are more than ten points higher than low achievers on all scales exeept
Sehool Affiliation. At the third grade fevel. differences are substantial on Self Aeceptanee. Sorial
Maturity, and Self Seeurity, and moderate on School Atfiliation. Overall, the fignres depict the high
emotional price paid by low achievers. Repeated failure in school taxes the emotional well being of
chitdren at-a kevel completely out of proportion to the academic benefits, ifany, which acerue. These
findings paint a bleak picture of frustration. self doubt, and anxiety. the perpetual companions of
academie failure. If it can be shown that academie failure, in addition to being the companion of
negative self concept, is a eause, then a difficult question must be ashed: Is the pressure cooker
atmosphere characterizing American primary grade education exaeting too high a priee; and, if so,
what are the alternatives?
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CHAPTER VIII. PSYCHOMOTOR DEVELOPMENT

Measurement of psychomotor behavior is not new. Historically, measuring physical ability
extends back beyond the work of Alfred Binet on intelligence testing. For various reasons, however,
measurement in the cognitive demain has received far more attention than measurement in the
psychomotor domain.

~

Physica! fitness testing in the schools dates back for well over 100 years. Originally, the primary
aim of physical education itself was physical fitness. Most leaders in the field were students of
inedicine who believed in the preventative value of proper physical activity. Accordingly, the first
physical fitness tests were anthropometric. They were based on body symmetry and the
development of musculature. Eventually, the issues of cardiovascular efficiency and muscular

strength were also addressed.

The concept of organismic totality began to modify the anthropometric approach unt:l finally,
after World War I, physical education and physical fitness came to be viewed as a significant c¢on-
tributor in such areas as sociaj efficiercy, recreation, and cultural appreciation. Organismic totality
refers to the concept of man gs @ whole, rather than a being composed of separate cognitive, physical,

- and affective components. Philosophers such as Locke and Rousseau, echoing the beliefs of fifth

century B.C. Athenians, advocated the concept of wholeness in viewing an individual. The current
holistic approaches to education reflect the influence of these various thinkers. . '

Reflecting somewhat morc the anthropometric approach, it appears likely that compensatory
education has emphasized cognitive development almost to .the exclusion of psychomotor
development. This may be due to the fact that the deficiencies of socioeconomically disadvantaged

"children in reading and mathematics have been repeatedly documented through large scale testing

provrams employing nationally normed and widely accepted instrumentation. The psychomotor
doi.ain needs of children, in contrast. are not well documented.

* In light of recent research. the tragedy of ignoring psychomotor development in educating not
only disadvantaged children, but all children, is becoming increasingly obvious. Poor psychomotor
performance has been found by some researchers to be related to cognitive development. It appears
increasingly likely that some of these relationships are causal in nature, suggesting that one strategy
for improving the academic performance of young children is to improve their fine and gross motor
development,

Numerous investigations into relationships between the motor, psychomotor. and perceptual.

motor domains and the intellectual or academic achievement domains have yielded various and often

conflicting results. Singer (1968}, and Singer and Brunk (1967) find some positive and statistically
significant relationships between the intellectual and perceptual-motor domains.

Dibner and Karn (1969), investigatin;{ the reiationship of the Bender Gestalt Test (BGT) to
academic performance. found that predictions derived from the BGT vary with grade level:

o BGT predictions and teacher ratings are virtually equivalent in kindergarten.
e Teacher ratings slightly surpass BGT predictions in first grade.

e BGT predictions are inadequate indicators in second grade.

e BGT predictions enjoy modérate success in third and fourth grades.

lsmail and Gruber (1975) found that items from the motor domain could be used to predict
academic achievement succescfully within a multiple correlation framework. The best predictors
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were coordination items, followed by balance items. In factor analytic studies, Chissom {1970) found
that coordination and balance items consistently predicted academic achievement and other
intellectual variables. Thomas and Chissom {1972) found a relationship between the perceptual-motor
ability and the academic achievement of children in grades K-3; this relaticnship, however, tends to
decrease as age increases.

Five vears of research by IBEX, Inc., has demonstrated the tremendous negative effects that
poverty exercises on child growth and development. Evidence suggests that gross.and fine motor
development may be much more sensitive to biological and environmental insult than either cognitive
or affective development; therefore, psychomotor measures may have potential for diagnosing
hiological insult before long-term structural or biochemical effects appear.

Willis and Pishkin {(1974) found that lower class children perform more poorly than middle class
children on fine motor perceptual tasks. The possibility must be considered that a somewhat signifi-
cant perceptual-motor development gap exists between low and moderate to high SES groups.
Possible causes might be central nervous system deficit or a lack of actual perceptual-motor
experience. Willis and Pishkin further feei that perceptual-motor problems may be related to poor
pre and postnatal nutrition which may affect the central nervous system. Gross as well as fine motor
performance can be negatively influenced by this same pattern of deprivation.

el

('aputo and Mandell's (1970) review of literature showed that two important areas affecting a
child’s motor ability and performance.are the child’s SES and the devclopmental history of both the
child and his/her family . Generally, it seems that SES assumes a major. role in determining the child’s
overall developmental prognosis. Troy et al. (1976), found differences for both sexes favoring high
SES childrenin grades 2, 3. 5. and 6 on eleven of fifteen psychomotor factors. Similarly, Crable et al.
11976) demonstrated that gross motor ability is most highly correlated with SES and the general
health domain; whereas, fine motor ability is related to "school related health.”

The design for Phusical Fitness Survey (PFS) pilot study involves a random sampling of ten Title
I and ten non-Title I students from randomly selected schools. Only first, second, and third grade
students were selected in the sample. These same students were used in the Piagetian assessment
study. The sample characteristics are described in Table 4.3. '

The children were tested individually by trained personnei. All the testing was doine on the
~school premises, outside on the playground, and. inside in a multipurpose room. The testing
procedures were standardized by assigning examiner’s stations in order to ensure that the test items

were administered by the same person at any given school.

The PFS measures seven factors of gross motor performance and four factors of fine motor
performance. In the first group of gross motor items, the student combines the power of more than
one muscle group for the execution of a task which is then evaluated in terms of time and distance for

“both of these elements. Included in this section are the factors called Speed. Explosive Power, and

(ardiovascular Endurance. ,

Speed: This factor is measured by the 50-yard dash. Students with low time {com-
pleted the task the most quickly) in this facter are generally able to maintain a
maximum rate of speed over the required distance. Their rapidity of movement is
usually characterized by a good balance of body weight, body density, muscular
viscosity, length of legs. and flexibility. A high time score (prolonged length of
time in accomplishing a task) by students on this factor indicates a general lack of
specd, associated with poor muscular strength as opposed to poor endurance. This
may be due to obesity, poor development of the large muscle groups in the legs,
and limited or poor knee-joint flexibility.

Explosive Power: This factor is measured by the marimum vertical yump.
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Students with high maximum jumps exhibit the ability to mobilize their energy
into a singular maximum contraction of large muscle groups while performing an
aerobic task. Students with law scores often lack the comnbination of force (ex-
plosive movement of the leg muscles) and velocity (speed with which the body mass
is projeated through spacé) needed to attain a high maximum jump. Weight is a
mejor factor in poor performance. If two students have ihe same height but
different weights, and if all other influences are held constant, the student who

weighs less should jump higher.

Cardiovascular Endurance: The two minute squat thrusts measure the cardio-
vascular endurance factor. Students with a high total score are abl2 to persist in
physical activity for extended periods of time. They are usualiy characterized by
strong heart muscles, efficient circulation of blood through the tissues, properly
functioning lungs, and high aerobic capacity. Students with low scores generally
exhibit poor stamina, are subject to rapid muscular fatigue, and will enter into
aerobie work more quickly than .students possessing good cardiovascular en-
durance. Poor cardiovascular enduffance may be associated with a wide variety of
dysfunctions such as anemia, heart murmur, or asthma. Anatomical physiological
problems may st=m from poor muscular development in the arms and legs or from
low cardiac output in proportion to the per-minute heart rate. ’

: .
The second group of gross motor tests on the PFS is more of 2 reflection of the ability of the body

to coordirate the activity of its musctes and joints than of the ability of the mus-7-: to exert foree and
poveer. Factors included in this group are Flexibility and Agilitv.

Flexibility: This factor is measured by two items, the bipolar flex and elhows to the
floor. A total flexibility factor is derived by suniming the arm and leg measures of
the first of these items and subtracting from that total the ohtained score from the
second item. A high total score indicates that the student has good overall flexi-
bility, characterized by good extensibility of the arm and leg muscles, and good
forward-then-downward movement of the lnwer back muscles. A lsw score might
imply one of several potential flexibility problems: 1) the student might lack proper
range of movement about the hip or shoulder girdle joints, 2) muscie extensibility
might he limited by poor development or overdevelopment. or 3) a lower back
disorder might exist, particularly if the elbows to the floor item significantly
lowers the total flexibility score.

Agility: The agility factor measures the ability of the individual to move from one -

position in space to another employiag the large muscle groups of the body. The 15-

yard hop measures the agility facior. Students with low time scores on this item

are able to move the arms and legs rapidly and exhibita good degree of coordina-

- tion among the large muscle groups of the body. Low time scores are an accurate

1 indicator of good running agility requiring a minimum of skill involvement.

Students with high scores are unable to coordinate the hopping task with the

forward movement of the body; their problem becomes one of being unable to
maintain the direction, accuracy, and rapidity needed to accomplish the task.

The !ast two gross motor domain items on the PFS test are the amount of force which can be
exerted for a short duration against a fixed object (Static Strength) and the amount of foree which
can be exerted by a set of muscle groups for a period of time when limbs are in motion (Dynamic

‘ +

Strength). / {

Dynamic (arm) Sfrength: The tricep extension is the item used to measure the
dynamic arm strength factor. Students with high scores in this factor can repeat
the item many times over. High scores reflect strong development of the biceps
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znd rotator cuff muscles. Students with low scores often iack muscular strength or
+annot niove their weight in proportion to the amount ot force generated by the
muscular contractions in the arms. Muscular arm strength is related to the cross-
sectional size cf a muscle group: therefore, a relationship exists between bedy
weight and the number of repetitions that can be accomplished.

Static (arm) Strength: This factor is measured by the flexed arm hang. Students
who are able to hang for a long period of time exhibit strong isometric strength and
are able to support their body weights with the niuscie ;roups of the arms.
Students performing poorly on this item (a low time scorv) are unable to generate
the force required to maintain the body in the hanging position. Low score s may be
due to obesity, poor development of the arm muscle group, or both of these
elements.

The final set of items on the PFS measures four aspects of Fine Motor Performance: hand-eyc
coordination, finger agility, digital coordination, and dominant and nondominant hand control. These
measures complete the total evaluation of each student’s physical development and, in conjunction
with height and weight recordings, ad lress both the static and dvnamic aspects of physical fitness.

Hand-Eye Coordination: This factor is measured by the head string. Hand-eye co-
ordination involves speed and precision of hand movenie.: ; guverned by the eye.
Students with low scores have good hand-eye coordination; movement is fast,
precise, and is characterized by good finger dexterity. A high score by the students
indicates poor hand movement and poor precision. Problems might ‘result from
vision deficiency, perceptual difficulties, and poor manipulative ability in the small
muscles of the thumb and index fingers.

Finger Agility: This factor is measured by drawing intersecting lines. The task
measures the degree to which a student can move his/her pencil in a rapid, multi-
directional activity. Students with high scores have good agility in the hards and
are able to coordinate anc complete a writing task with fast hand movement. Low
scores indicate the student’s inability to coordinate an interpretative process
(drawing x's) with hand movement. Low scores generally reflect problems with the
mechanics of performing the task a¥opposed to the interpretative process.

Digital Coordination: This factor was measured by the knottirg rope item and is
characterized by skillful, controlled finger movement. Students with low time
scores on this item generally exhibit high speed in hand and finger coordination and,
movement. A high time score indicates that the student lacks the ability to quickly
manipulate objects. A:low performance level on this item may be linked to.inade-
quate neuromuscular coordination of the fingers and hands, poor interpretation of
task assignment, or both of these problems. Muscular fatigue can also occur if the

fine muscles of the hands or fingers are underdeveloped.

Dominant and Nondominant Hand Control: This factor is measured by the marble
dip. Hand control involves speed. balance, and precision of the hand and wrist.
Students with low times are able to i-ansfer marbles quickly from one tray to |
arother, thereby exhibiting well developed ability to use the hand for control and
.manipulation. High time scores indicate that the student may lack the ability to

- ] exhibit hand control in a systematic fashio:: Low scores, for the use of the non-
domiriant hand, indicate that the student exhibits good contr¢ in a hand unaccus-
tomed to performance of such a task.

~ -Atotalof ninety-nine Title I and thifty-five non-Title I students are.included in the results of this
pilot study. The PFS scores for each student were standardized by sex within grade level before the
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134 subjects were pooled for tiie analyses. Figure 8.1 shows the profile of mean scores expressed in
NCEs on the PFS for Title I and non-Title I students.* The scale scores range from 31.8t0 56.7. The
nor.-Title I students surpass their Title I peers on nine of the twelve scales. The only statistically
significant difference (confidence level=0.95) between the two groups occurs on the Finger Agility
scale, on which the non-Title I students score 10.1 NCEs on the average higher than Title I students.-
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*For purposes of simplicity, all PFS scales with low item scores which represent excellence on the
tasks involved in the items have been recoded. The effect of this recoding is that as the NCE score
mereases, the student is always assessed as achieving more.
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When the PFS sample is divided by sex category and level of achievement on the CTBS/S, some
interesting differences bocome apparent. Males and females do not display high scores on the same
scales. Neither do low nor high achievers reflect the same scere tendencies for a given scale. On some
scales, female low achievers score higher than female high achievers, while male high achievers score
higher than male low achievers. To summarize, large differences in scores between male and female,
high and low achievers exist on the following scales in the indicated directions:

e Cardiovascular Endurance: Female low achievers better than high achi.vers. .
e Agility: Male low achievers better than high achievers.

¢ Dynamic S£rength: Male and female, high achievers better than low achievers.

e Static Strength: Femz;le low achievers better than high achievers.

e Finger Agility: Male high achievers better than low achiever . female low achievers better
than high achievers.

e Digital Coordination: Female low achievers better than high achievers.
¢ Dominant Hand Control: Female high uchiever&b\et,ter than low achievers.

e Nondominant Hand Control: Female high achievers better than low achievers.

It seems that there are more significant differences between female high and low achievers than
between their male counterparts. On the Fine Motor Scale, the female low:achievers perform better
on the finger-related tasks. while the female high achievers. have higher scores on the hand
coordination tasks. Additionally. the low achievers of both sexes seem to do better in general than
the high achievers on the gross motor items. The onl¥ outstanding apparent deficits seem to be for
females on Dynamic Strength (low achievers) and Static Strength thigh achievers). Perhaps in both
of these areas. as defined in the scale item descriptions earlier in this chapter. improvement could be
enhanced by a struetured physical education program. '
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CHAPTER IX. PIAGETIAN CONSERVATION
ASSESSMENT | |

In investigating the effects of one variable upon the hehavior of another, it is often enlightening
(o view the interaction of these variables from the frame of reference provided by a theory. In the
).C. Title I evaluation. one focal point of interest is the nature of the relationship between conserva-
tion ability and achievement (both mathematics and reading). From the results of this aspect of the
evaluation, some indication will be d.rived of possible programmatic modifications which will help to
<erve the needs of Title I students more effectively. Also important is the association of conservation
ability and a number of variables representative of the other domains (psychamotor. self concept. .
student background) reviewed in this project,. This chapter not only presents‘the results of these
investigations but also a brief diseussion of the cognitive theory proposed by Jean Piaget.

The Cognitive Theory of Jean Piaget

Piagot recognizes four developmental stages of the intelleet which are common to children.
These stages have approximate initial and terminal points in terms of age, but not all children either
reach each stage or emerge from it according to this approximated schedule. The stages, however,
always do occur in the order indicated during the inteliectual development of all children. The stages
are:

¢ Sensorimotor,
¢ Preoperational.
e (Conerete operations.
¢ Formui operations,
Table 9.1 gives typical abilities and approximate points of onset and terminus with respect to age for

each of the four stages. During each phase the child encounters a world needing organization and,
thus. applies his/her maturing ability to perceive and to educe general relations, which, in turn, are

“used to impose order on a previously unordered segment of the environment.

The D.(. Title I program foeuses on the preoperational (grades K-1) and the concrete operations
rgrades 2-3) stages, although there was also a seventh grade component being evaluated this year. In
view of this emphasis, we intend to restrict the remainder of this section to a treatment of the
peroperational and conerete operations stages. From age two to about age four, the preconceptual
phase of the preoperational stage predominates. Althc.agh rapid linguage development oecurs at this
time. manipulation of concepts is not yet possibie. Toa child at this age, ail experiences are new; no
generalization or analysis of simiiar events is made. A preconceptual child who is presented with the
task of learning to read is bewildered both by variations in type faces and by upper and lower case
forms of the same letter: he/she is subsequently unable to learn and apply rules. since an internal
understanding of the rules of his her environment is still being developed.

I

% Gradually, though, the child enters the intuitive phase of preoperational thought tusually around

agéd five). He/She. mentally begins to undo changes in objeets so that they revert to their origina

form. This facility of reversibility is particularly manifested during the concrete operations stage ir
i . i -
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Opetations
e A ptan of attuck towards a given problem s developed.
e Thought patterns are self-consciously deductive.
e Operations are orgatiized inito higher operations.-
< .
. — )

Table 9.1

Piaget's Stages of Cognitive Development”

SPAN CHARACTERISTIC ACTIVITIES

Intelligence ismanifested in overt behavior.

Innate reflexes become more efficient.

Simple acts are repeated for their own sake.

Simple acts are repeated to produce interesting effects.
Learned responses are used to obtain a desired goal.

Active uial-and-error experimentation is initiawed.

New means are invented through internal mental combinations.

Sensorimator Birth-2 yrs.

Use of language is frequent. .

e Meanings of objects and events are manipulated and the child engdges
n symbolic behavior,

e Viewpoir:t of another person is difficult to comprehend.

e Words and images are not generaily organized into solidly understood

rules and concepts. ’

Preoperational 27 yrs.

Series of actions can be repiesented mentally.

The ability to conserve devefops and improves.

Relational terms are understandable.

The notions of a whole and its parts are comprehended.

Objects can be arranged along sume quantiied dimensian on
ordinal scate, such as length or weight,

Concrete /11 yrs,
Opetations

Formal TTyrs. + o Anuimber of posuible explanations af o solutiGns to) g goe i luation

dre genetated.

what are called conservation abilities. Conservation ability is a critical milestone in Piaget’s theory
which separates the precperational and the concrete operations stages in cognitive development.
This conservatior. skill is defined as the ability to understand that certain empirical properties or
attributes sych as weight, quantity. and volume remain constant, despite transformations such as
alterations in shape or-displacement. A conserving child will say that the«gmount of clay in a ball
which he/she has watched being flattened into a pancake is unchanged, whereas a nonconserver will
maintain that the pancake has more clay. The attainment of conservation abilities signifies readiness

for reading, as well as for other academic skills.”

Early research on the possibility of teaching conservation skills spawned little encouragement
for educators wishing to hasten the acquisition of such abilities. However, more recent investigations

have indicated that there are certain variables which facilitate the development of conservation
3 p

K

»The source is L. Joseph Stone and Joseph Church, Childhood and Adolescence: A Psychology of the
Growing Person, Second Edition (New York: Random House, Ine., 1968). ‘
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abilities related to quantities in terms of number, length, area, substance, and weight., Age
differences among the subjects in various st Gdies are unretated to sucecess in aequiring the skills; all
successtu] efforts, though, did involve training in reversibility at some point during the experiment .*

Despite the sueeess of attempts to train children in conservation skills, some limitations remain.
For example, although conservation skill for a given quality, such as length, is readily transferable to
new situations, the acquisition of conservation skills applied to one quality does not generalize to

~another quality. A conservation skill for length does not necessarily apply to one for weight: In,one

study (Peters, 1969) a multiple regression approach was taken, using age. cognitive style, and lan
ruage comprehension seores to predict number corservation seores; only 25 percent of the l‘,\‘()lul
variance was subsequently explained, indicating that our understanding of conservation acquisition
is far from being thorough. Finally, even though such skills can be taught, it seems that natural
conservers (children who aequire the skills without intervention: perform better on both the Stantord
Achierement Test (SAT) and the Otis-Lennon Intelligence Test than trained conservers, who
similarly perform better than nonconservers tBearison, 1975

It also seems that conservation abilities are influenced by sociocultural factors. It has been
shown (Gaudia. 1970 that children with fow SES backgrounds of White, Black, and American Indian
ethnicity earn conservation scores which are two vears below the test norm «in terms of age) for
middle ¢lass childeen. Similarly. low SES children have taken nearly twice as many trials to acquire
conservation skills in training compared to middle elass children (Figurelli and Keller, 19721, Else
where, only half as many low SES as middle SES children in the second grade have sueceeded on a
brief conservation assessment test (Almy et al.[ 1966),

In conelusion, a child’s understanding of conservation concepts is a reasonable indicator of the
attainment of intuitive, preoperational thinking. Conserving children are likely 1o possess the
concep:ua: faculties prerequisite to suecess in reading and mathematies in the early grades. Further
more, although effects on conservation attainment related to SES do oceur, a lasting understanding
of conservation coneepts cun be taught,

e

CONSERVATION ABILITY IN
TITLE I AND NON-TITLE I STUDENTS

Students possessing a thorough understanding of conservation concepts are also likely to exhibit
intuitive preoperational thinking. They may be able to read and perform mathematical operations in
their early elementary school years. Piaget's theory of cognitive development may, therefore, prove
to be enlightening in viewing the Washington, D.C. Title T evaluation results.

The design for this conservation assessment study involved sampling randomly ten Title I and
ten non-Title I students from each of sixty schools. Only first, second, and third grade students were
included in the sample. An effort was made to include males and females equally. Each child was
tested individually using the Conservation Assessment Package (CAP) developed for this study. The
test measured five aspects of conservation-ability: conservation of two-dimensional space.
conservation of number, conservation of continuous quzmtity, conservation of substance, and
conservation of weight. The sample characteristies are described in Teble 9.2.

.

*Reversibility can be demonstrated by taking a rolled ball of clay. flatiening it into a pancake, then
rolling 1t up into a ball once more, making it the same size as it was ivitially,
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Table 9.2

Sample Characten e ob the 7617 Sterdents [Reepirdimg e the Uotery oo Aaee ment Packoage

Fost Grade Second Grade Thia Groade
Maie Fomuaie . Maly Frmade . \ate Female
Non Tithe | 39 35 37 BRI 33 55
Title | 92 78 8.l BIE 86 B
Total 131° 113 118 139 IR ALY 141

Samiphe wze tepresents those students who veere moched with the Student Information Form,

The CAP presents the child with eight problem situations involving some transformation such as
flattening one of two eqWal balls of clay. The test administrator then asks the child if the amount of
clay has been changed in the flattening process. One point is awarded for the correct answer to each
of the eight questions. Another point is awarded for a logical response to the question, "Why?" which
always follows a correct response to the first ques.ion. Thus, a child’s score ranges from 0 to 16. For

_purposes of several analyses, the scores were categorized into four groups: nonconservers, 0-4, low

conservers, 5-10: good conservers, 11.14; high conservers, 15-16. Table 9.3 gives the percentage of
students classified as good or high conservers.

Table 93
Porcentag: of Stadeaton Each Geade by Sevand by Progeans
Fyppne Crtegons Soher et Figh o Good (R TIATTEN
Forst Grade Seacond Geade Thordd Grade
MEHEN Eevmyyiie ASNATHN Fomales hRIFEII Fermales
N e | 256 W13 620 Hh 6 3498 27
Titdee | KIS 231 6.9 b 3.3 LL Y

In general, there are more male conservers than female conservers. This pattern is opposite to
the finding that Title I females outperform males on the achievement tests. As shown in Table 9.3,
the percentage of conservers increases at each grade level, suggesting that many children attain
conservation skills between the end of first grade and the end of second grade. However,
appraximately one third of Title I children are ::till not conserving at the end of third grade.

Similarly. non-Title I children are consistently more likely to be conservers than Title I children.
The difference between the two zroups increases as the children become older. This signifies that the
Title I children not only start out behind their non-Title I peers in conservation abilities. but actually
lose ground as time passes. ’ ' “

The reader will undoubtedly notice that percentages of “conserving students” (high or good con-
servers) always increase with grade level. Jean Piaget's theory is developmental in structure. It is,
therefore. based upon stages which coincide with the passage of certain lengths of time. Hence; as a
child matures, he/she is expected to be, accordingly, more and more capable of conserving. The
results presented in all of the tables in this chapter strongly support this theoretical assumption.
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Usinu the Student Information Form (SIF), classroom teachers in Title | schools rated their
pupils on several characteristies (see Table 1.1 for 4 deseription of the items comprising the SIF).
Figure 9.1 displays the percentages of high or good conservers in cach grade level by teachers
ratings of their withdrawn terdencies, if such tendencies interfered with academic performance, Axs
age inereases, the students not characterized as being withdrawn become much more likely to he
conservers than those who exhibit at least some withdrawn tendencies. In faet, almost halt of the
withdrawn students are not eonserving by the end of third grade.
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Figure 9.3

porcent of High or Good Conservers by Amount of Voluntary Classroom Participation and Grade Level
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Figure 9.5

Ruading and Mathematics Achievermunt Maan Scores tor Conservers and Nonconservers by Grade
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Aninteresting comparison involves the pereentages of higrh or wood conservers in each grade by
teachers' ratings of their aggressiveness tsee Figure 9.2), Again, students were rated as aggressive
only if their behavior intecfered with academic performance. Here, the students rated as being some-
what agperessive become much more likely with age to he conservers than either the aggressive
students or those students who were characterized by theirt aichers as having no aggressive tenden
cies which presented an obstacle to their classroom performance. In fact, the ageressive studentsire
lightly more likely to be conservers by the end of third grade vhan those whose data shows that they
Are nonagEressive.

There is an absolutely clear relationship between voluntary classroom participation and con
servation abilities (see Figure 9.3). Conserving students are (wo to three times as likely as noncon-
servers to participate voluntarily in the classroom. By the end of third grade. fewer than half of the
students who rarely participate voluntarily in the cassroom are high or good conservers., Over
four-fifths of those who participate voluntarily and frequently in the classroom are high or good
CONServers, ' ‘

The background experiences of students are also related to their conservation ahilities, Figure
9.1 shows a tendeney similar to that displayed in Figure 9.3, Students with many bhackground
experiences facilitating suecessful elassroom performance are nearly twiee as likely as those with few
such experiences to he conservers, In thisinstance, however. the low and medium experience groups
are much more nearly egual to each other than either are to the high experience group. ' :

The largest single contributor to eonservation ability is agre. Other than this, however, factors
which seem to relate to this cognitive skill are voluntary elassroom participation and background
experiences leading to successful classroom performance. The intensity of wit hdrawn and aggressive
tendencies also is related to conservationability. though not quite as strongly as the two preceding
tactors,

When hirh and good conservers as one group are compired 1o Jow CORSETVers or oNCONservers
as another group at the first grade level, several of the SIF variables show statistically significant
differences between these two groups. Aggressive hehavior: voluntary classroom participation;
supportive family environment; namber of vears-below grade level in both reading and mathematies:
need for Title [ services relative to other students; and background experience. which faeilitates
<uceessiul elassroom  performance, all display  substantial differences which are statistically
ignificant at a confidence level of 0.95 or better. None of the SIF variables reflecet statistically
~irnificant differesses at grade levels two or three.

The ability to conserve is also highly related to achievement in reading and mathematies
performance, Figure 9.5 shows the dramatic dirferences on CTBS S total reading and tetal mathe
matics scores expressed in NCEs for two groups of students: those with 2 CAP score between eleven
and sixteen, labeled “conservers.” and those with a CAP score less than, eleven, labeled "noncon
wrver<s.”™ As the reader can see, seore differences for both seales reflect approximately tein NCE
points at 4 minimum and loom up to a maximum of nearly fifteen NCE points. Notice also that the dif
forences between conservers and nonconservers subsist regardless of grade level. This tilustration
graphically underscores the substantial relationship which conservation ability enjoys with cognitive
achievement in the areas of reading and mathematies,

s
N

Firure 8.6 further refines the desceription of conservation :{hilily versus cognitive achievement,
by presenting grade and sex speeifie delineation.” Notice that there are no substantial differences
between the number of males and that of females conserving al cach of the three grade fevels, How
ever. there does seem to be a sex difference in terms of the cognitive achievement seores for

A
Y his classification is essentially a pairwise collapsing of the four prv\'iou.\'l_v—(ivfim-(l categories: high
conserver plus good conserver, and low conserver plus nonconserver.
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conservers and nonconservers. At all three grade levels, females tend to earn higher scores on the
reading and mathematies achievement seales than males, regirdless of their ability or inability to
conserve, The single “exception” oceurs in second grade for the conserving group on the mathematies
weales here, the males have i higher seore than the females. Tlowever, the difference is «ligrhtly more
than ene NCLE point, which eould be due to measurement error. The sex-based relationship does
porsist strongly across the other grades and for the reading seale. The reader can also see the same
relationship discussed previously beiween conservers and nonconservers for the reading and
mathems es seatos at all three crade levels.

SUMMARY

By viewing the results of this chapter all together, several intriguing facts become elear. For
crample, at each grade level there o more males than females who are conservers: the only excep-
tion is the non-Title [ group in first grade. However. the females still evidenee higher reading and
mathematies scores than do their male counterparts, conservers or NONCONSErvers. The beginning of
a profile for a conserving child is also depicted. The conserving child at the end ol the third grade is
not withdrawn but is somewhat aggressive. In addition, a large amount of background experience
leading to successful elassroom performance and frequent, voluntary elassroom participation further
characterizes the conserving student, This description of a conserving child does reiaforee the
western civilization notion of competjtion, The reader can also easily envision the reinforeement
w hich sueh assertive, active p;*.rlivip;lr'ns receive from elassroom teachers, thereby further inereasing
the tikelihood of this behavior. Al of these forees cerve to encourage active application of conserva
tiom ability in the classroom, :

The reading and mathematies scores consistently show differences of nearly half of a standard,
deviation, or 9 NCEs or greater, between conservers and nonconservers. In addition, the mathe
natics scores are higher than the reading scores, except for those of the conserving third graders.
The results presented in Chapter 6 suggest a linkage between skills such as recognizing embedded
ficrures and reading ability ~Sinee mathematies, more than reading, relies on understanding symbols
and relating them to their proper correlates, it is possible that the approach advoeated for teaching
reading skifls in Chapter 6 approximates the eurrently implemented techniques for teaching mathe-
matics skills. If the suggested approach were successtul and it were already being applied in teaching
mathematies skills. the necessary result would be higher scores in mathematics than in reading
achievement. This is, in fact, the result depicted in Figure 9.5. :

Finally, the percentages of CONSEPVErs steadily inerease across the three grade levels for both
Title I and non Title I students. However, more students classified as non-Title I are able to conserve
a1 each grrade level than those elasséfied as Title 1 By the end of the third grade. approximately one-
quarter of non-Title [ and one-third of Title I students still are not conserving. The large pereeatage
o conserving students, hewever, indicates that moderate achievement scores in abilities such as
reading and mathematies skills are possible. This is not the case for second and third grade, as is
Husieated by Figure 9.5, )

‘The results of this vear's evaluation replicate those of last year. In the 187475 evaluation, males

were also more likely than females to be conservers at each grade level, despite the females” higher

achiovement seores in reading and “mathematics. The fact that conservers consistently exemplify
higher achievement scores than nonconservers, at each grade level and for both reading and mathe
matics total seales, is likewise duplicated in the current year's results. In addition to these replicated
findines, further breakdowns of the effeets of conservation ability upon educationally relevant
variables have been investigated this vear. The recommendation for still further study in this area

remains, »
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FOOTNOTES
9.1 Raymond B. Cattell, Ahilities: Their Structure, Growth, and Action, (Boston: Houghton Mitflin
Company, 1971), p. 98, : ‘

9.2 Cattell, p. 117.
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CHAPTER X. INSTRUCTIONAL PROCESS
~ANALYSIS _ ’

Children in autumnal classrooms are taught about the icebergs—those silent ships of ice which
sail the northern and southern latitudes of the oceans of the globe. The lesson stressed regarding this
natural phenomenon is that the vast majority of dn iceherg’s mass remains hidden to the ohserver;
sailors who ignore this basic fact often participate in unexpected swimming lessons. However hadly
drawn, this analogy seems appropriate to the Consortium’s past and present experiences with the
assessment of Title I classroom process components. :

The evaluation of the instructional process parameters for the 1974-75 school year began in the
spring of 1975. The assessment instrument was designed to establish baseline data regarding
teachers, educational aides, and resource teachers. The instrument developed by the Consortium, in
cousultation with the Title [ staff, was lengthy. Subsequently, the iiformation gleaned was not as
definitive as the evaluation team had hoped [t was administered in Title T schools to respondents
who questioned its informational utility. ‘T he respondents proved to be accurate in their assessment.
By virtue of being selected as evaluator (for the 1975-76 school year), the Consortium was granted a
second opportunity to identify and delineate the Title I process domain.

The Information Based Evaluation (IBE) method of design is intrinsically a learning exercise for
those participating ir. it. Accordingly, this year the Consortium traversed an iterative procedure
composed of proposal submission, eritique, and revision. Members of both the Consortium and the
DistTiet of Columbia’s school system actually canvassed the teachers and other faculty members of
the D.C. schools. As a direct result of this intensive, interactive procedure, teams of staff from the
Consortium and th» school system made a brief presentation te each school. The 1975-76 instructional
process battery is a refined instrument which yvielded far more useful information than did its
sredecessar in 1971-75. The process instrument was delivered to the schools and submitted to the
appropriate Title I staff members for their’ response within an extended time frame. This
modification in procedure increased both the rates of return and completion.

It is the contention of IBEX and of Roy Littlejohn “Associates that the cognitive and affeetive
growth of Title I students can occur only in an environment which is stimulating. The focusing agents
for the curriculum affecting the Title I student are the teacher and other classroom personnel. The
(onsortium would do a serious disservice to the Title I program if it did not elaborate upon its
characteristies by identifving its size, direetion, and strueture. The following discussion attempts

\ 7

such a deseription, _ ia

General Freiile of Title I Teachers and Educational Aides

S
Y

The return rate for usable questionnaires this year was 761, compared to 620 for the previous
veidr—an increase of about 22 percent. We ascribe this improved administration and collection pro-
. cedure to greater respondent interest, as a result of the evaluation orientation. Nearly all Title ]
teachers surveyed are females (97 pereent), mostly in their thirties, although a total of &7 percent are
hetween twenty and fifty. More than half of the teachers have a bachelor's degree plus additional
course hours, and nearly a quarter of them have a master’s degree plus addiiional eourse hours.
Nearly all of the Title I teachers are both permanent in status and fully certified to teach hoth their
present grade level and subject area, with the majority being certified in both reading and
mathematics. Most teachers have spent five years or more in their present school and eleven or more
montbs teaching at their present grade level. The majority of Title I resource teachers have had at
" least eighteen months of experience in thetr positions. Most of them have also had at least five years
of teaching experienee prior to becoming Title I resource teachers, The self-contained classroom
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“
dominate~ their school settings. Over one thied of the teachers indicated that they teach i an open
elitsaroon, while single level elasses are approximately as common as multileved elivsses.

The Title 1 educational aides 247 responding to enr surveys are primarily 5 theie thirties or
forties with a high school or GED diploma, Most of thenn have even completed some college courses
Shightly more than half of the aides have had college courses in teaching methodology, and some have
also studicd ehild development. However, tewer than 20 percent ave presently envolied in college andd

working toward a degree. Approximately two thirds have filled this position for at least four yeuars,

Inservice and Staif Development

Only 12,5 pereent of the Title T educational aides are enroiled in o Tithe i ~pensored inservice
course. Fither they were not informed of the course, or they were toa busy to sttend. Nearbhy all of
the aides express the desire for more inserviee courses nest semester. The aides srenerally project o
positive attitude, both regarding their personal satisfaction with the course and toward the utility o1

the information which they rained.
The teacher response to the inservice courses is quite positive, with more than 92 percent of the

teachers de<iring to participate again. Most teachers surveyed beeame-aware of Title 1 inservice
courses through either their principals or Title Istaff, Their most comnion rationale for not attending

an inservice course this year is being too busy.,

The trreatest single most subsceribed to category of Inserviee courses was reading, with 6l
pereent of the teachers responding indicating that this was the vourse that they attended. The
meathemiatics inservice course was attended by 25,9 pereent of respondinr teacners. Only 13 pereent |
of responding teachers indicated that they had attended hoth conrses. A farge proportion of the Title

hors (57 pereentr attribute changes implemented i their clissroom procedures tecthe influenee

e
Meations were made in the elassroom

ol these courses, Some of the most common areas in s hich mod

environment, in decreasing order of frequensys of oceurrenee, .u‘-l l_"

e Instructionai techniGues,

e [ncreased knowledge of the Title 1 ehild, )

. Use'of materials and equipment.
5' Anmount of time spent on small group instruction,
« Amount of time spent on adividual instruction.
These inserviee Courses represent o sire of resources clearly resulting in modificd classroom
teacher behay iors. The arcas in whick most personal benefit to the teachers tasa result of & erice
“courses) has been derived. in decreasing order, ave: '

e Knowledge of the Title Tehild.

o Instructional techniques.

o Use of materials,

o Knowledyre of the Title [ program.

o i'upil assessment, 19
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Additionally, nearly three-quarters of the Title I teachers agree that both mathematics and reading
texts hive been appropriate. Resouree materials have also been useful. '

The attitudes of the vast majority of Title [ teachers toward the various inserviee activities are
positive. The activities, indecreasing order ol popularity, are:

e Workshops.
» Professional meetings.
ce Staft development days,

e (‘onsuitant visitations,

v defimice majority of the teachers attest to the relevanee, effectiveness, andappropriateness of

Phese aetivities and to their personal satisfaction with all of them .

These findings concerning inssrvice are Somewhat ai odds with the findings of the 1974875
eviaiustion pertaining 1o tie same program component. Inservice courses during the 197475
evaluation did not receive a vers favorable response from the teachees, This suggests that
administrators noted these carlier findings and modified the courses.

Teaching Values and Methodology

Over 70 pereent of the Tide T teachers survered entered their profession primarily because they
felt hat teaching offered a rewardimg way of life. The majority of all of these teachers indicated that
) ] o - - R
they spend at feast one hour every school night checking papers and preparing lessons at home.,
The general purposes and aims of education seem to them to have changed little, if any, sinee their
joining the Title I program. More specifically, they rate these as the five most important facers of
“elementary education, in descending order of importance:

o Reading, computation, writing..

o Social skills, such as cooperation and compromise.

o Abilitivs to reason and to think.

e Facts and habits of good health.

o Moral values. .
T'his finding parallels the results of the 197475 evaluation. The vast majority of the Title T teachers
surveved also coneur with the fhllowing statements:

(‘hildren learn hest in atmospheres filled with love and emotional support.,

Teachers profoundly influence children, their attitudes and their vilues,

The relationship between classroom activities and real life situations should be demonstrated

tochiidren.

N

Periodic classroom testing contributes to effective teaching.

B 119

Q , 129

FRIC | -

Aruitoxt provided by Eic:



. Children can generally be trusted to do what they are supposed to do.

e Most behavior problems in school stem from the home environment.

o Effective teaching is also facilitated by maintaining order in the classroom.

* Bright as well as slow children deserve a fair share of the teacher’s attention.

e The poor achievement demonstrated by elementary school children stems primarily from
overcrowded classrooms and inadequate home training,

Disagreement is noted, however, in the Title Uteachers’ apinions on the following issuces:
o The absolute importance of the basie skills.

.» The superiority of a structured, firm, no-nonsense approach in teaching basie skills, in terms
of both effeetiveness and students’ respeet for the teacher.

e The ability of children to select what is best for themselves in most instanees.

The same pattern of consonance and dissonance existed in the 1974-75 evaluation. These results
reaffirm our initial perception of the Title I teacher as a humanistic professional.

Periodic enrollment in courses in teacher training, supplemented by participation in professional
meetings and discussion groups, is thought by most Title T teachers to be the hest strategy for
maintaining professional expertise. Most of the teachers cite self-satisfaction with their work as
sufficient reinforcement; however, a large number of them (33 percent) prefer increased pay as
reward and eneouragement for being a good teacher. :

In almost every facet of the ¢lassrcom environment, the teachers prefer to have a set of rnlvs-o’
gruidelines to follow but to be allowed to use their own judgment in modifying the approaches in some
situations. An illustration of this sentiment is teacher preference for curriculum guides developed in
coneert by teachers and their principals over all other types of curriculum guides. The single
exception to this mode (namely guidelines with the option of personal judgment) occurs in the matter
of contacting parents; in this instance the teachers prefer to use their own judgment unbounded by
any preestablished rules,

"The teachers also have some definite opinions regarding the issue of motivation in the elassroom.
To illus.rate, they feel that preplanned and effective lesson fermats will mativate students, thereby
creating stable, productive classroom behavior. In order to set the stage for motivation, two
approaches are preferred in interpreting student behavior:

¢ Behavioral modification—paving attention to the child’s behavioral response. The consequent
positive or negative reinforcement of the response constitutes an important facet of this

method.

e Historical analysis —finding the oceurrencetst in the child’s background which resulted in the

existing behavioral pattern.

. . 1 , .. R . .
t Likewise, two approaches dominate the Title T teachers” attempts to motivate young children,
though thé first of these is much more comuuuiy adopted than the second tused by 63 pereent and 25

percent of the teachers, respectively!:

¢ tHuman r(rlutinns——instillihg confidence in the child’s ability to perform thetask by exhibiting «
warm and aceepting attitude.
139
DA {
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e Hehavioral niodification—-praising the child and permitting him her to participate in a desired
activity after completing a task (positive reinforeement ), .

Generally, the teaehers use privately expressed student opinions of them as an index of the suceess of
their attempts to motivate the learners, althougzh the noise level in the elassroom during work
periods is also given some consideration.

Disobedicent, unruly, or undesirable behavior iy modified by using the same motivational models. -
Positive reinforecement for the undesirable behavior is withheld. while the desirable pattern is
reinforeed. At the same time, the cues for the undesirable conduet are systematically eliminated, The
“human relations™ technique (trying to understand the unaceeptable behavior in order to reduce the
child's frustration and to facllitate a more positive experience of school for him her! i~ conducive 1o
the attainment of strong student-teacher rapport. Punishment or reprimands are generally dealt out
privately (without the other children's awareness), but some teachers (21 pereentd prefer to
reprimand a student in rront of the other children, .

School and Clussroom Procedures

Over half of the teachers surveyed reported no provles s with implementing the Title [ program
this vear. Those who had problems cite a variety of cause ~, the most {requently mentioned beiny i
lack of essential instruetional materials. Virtually all of the Title | teachers wtilize student work to
enhance their classroom environments. "

-y
Teaching strategies vary in both approach and frequency W usapre. The most commonly nsed
techniques are demonstration;performance, games, and diseovery through guided discussion vt
least onee per month). Field trips and other classroom exeursions are generally rather infrequent tno
more often than onee per month). The teachersare curiously sphit, however, regarding their atiliza
tion of the contract approach to student motivation:

* One-third never use them.

e One-third use them as much as once per month to onee per week

Most Title I teachers (86 pereent) have no non-Title educational aides, but a large number of
them (76 pereent) have a Title 1 educational aide anywhere from one to five days per week. These
Title I educational aides. for the most part, are under the direct supervision of the teachers for no
more than half a day, but some {33 pereent} are supervised by the same teacher for the entire day.
Generally, few teachers 12027 percent) stated they had either a parent assistant or volunteer parent,

cither in addition to or imlieu of an educational aide.

Kesponding on their questionnaires, the educational aides listed the following arcas, in
decreasing order of frequeney. as the main roles they perfornyin their jobs:

e Assisting in supervising pupils on the plavground, in halls, or at lunch.
t
e Assisting pupils individually with learring tasks. .
/* Escorting pupils to and from the classroom.

e. Checking pupils’ written work or updating progress charts or other records.
v

»



o Distributing or colleeting instructional materials.
e Helping pupils with minor behavior problenis or personal needs.
e Helping prepare instruetional materials.
;
e Reinforeing learning by conducting drills or games with smadl groupw of | ap s,
e Netting up or operating audiovisual equipment.

e Preparing or arranging bulletin boards or displays.

Turning now to equipment and facilities. many Title I teachers either never use certain pieces of
audiovisual equipment or find that these picces are not avail.ble, These infrequently used itemns are:

e Audiocard macaine.

e [ sarniny machine.

o Tuchistosvope or reading pacer.
o Tvtevision.

o ladio.

The most ceequently eitend reasons for aot usinig some of these items are need ob repair or

replacencer, inadequate supplies of pertinent materials or programs, inconvenienee and inadequate
“space or factlities for usage. On the ciaer hand, some items are used quite often, 'i'hv most popular of
these in deereasing order of frequeney of usage follow: ‘

e Record plaver
e Tapepiaver.
e Filmstrip projector.
* Movie projector.
e Overhead projector.
Tn terms oi facilities, Title I teachers cited two major obstacles io teacher eftectiveness:
o Lack of adequate floor space.

e Lack of sufficient instructional materials and storage spice for them.

The library facilities are generally judged by the teachers. however, to be quite '1(i?quatc.
Apprommatﬂ‘V 57 percent of the teachers use the library at least several times per week, and
arother 27 percent of them use it at least once per month.
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"HAPTER XI. ADMINISTRATION AND
SUPPORT SERVICES

To ohtain an overview of the administration and eoordinative services of the Title [ program, the
evaluation team reviewed the annual proposal and the summary statement of accomplishments. It
also interviewed the Exeentive and Deputy Director of the program. Representatives of Title |
administrative central and cegional staff and representatives of Title I sehool principals met with the
evaluation team in two workshops. These workshops were designed to assist in refining evaluation
Guestions and developing an Administrates's Questionnaire.

A group of parents met with the evaluation team to discuss and identify significant questions for
the DParents’ Survey. This survey was administered to all parents attending Intermediate PAC
meetings ineMay of 1976, Fvaluators who attended the Title I Bicentennial Parent Awareness
Conference on May 12-13 were able to meet informally with parents to observe Action Labs and to
participate in general sessions. Questionnaires were administered to all Title T administrators and to
all principals and assistant prineipals of Title [ schools to ebtain datia regarding administrators’
intere-i and skill areas. Parents attending Intermediate PAC meetings in May 1976 com + sted Parent
Questionnaires. Fivaluators interviewed the Acting Director of the Title 1 Special Fducation program
and the Special Fdueation teachers at one of the centers. The set of evaluation forme used by the
trachers to diagnose individual edueational deficits, preseribe speeifie program inputs, and evaluate
~twilent progress was reviewed,

Several coordinated services offered through the Title [ program were not chosen for in depth
study this vear but were reviewed through internal records to define their relationship to the total
program. These services will be deseribed in this ehapter in terms of their functions in delivering
support to the instructional program, The Heaith Audes component, which was studied in detail, s
presented it the end of this chapter, o

ORGANMIZATION OF FUNCTIONS

Under the Division of Instructional Services, D.C. Public Schools, several interlocking line and
staif structures were organized to operate the Title I program in the District of Columbia. The local
education agency (LEA), which ovérsees ail Title I operations in the District of Columbia, worked
with a District-wide Parent Advisory Council (PAC) to plan, implement, and evaludte the program
through a regional and local network of Public Schools-Title I-PAC coordinated functions.

The Title I program is administered as an instructional program of the DD.C. Publie Schools. The
State Education Agency (SEA) for Title [ is housed in the State Office, D.C. Public Schools. Manage-
ment services and research and evaluation functions of the ).C. Public Schools are made available to
the LEA. The regional staff of Title I is supervised by the central office of the LEA, which insures
coordination of its activities with those of the six regional office staffs of the D.C. Public Schools. The
central LEA maintains close communication with the regional offices of the D.C. Public Schools. The
Title I regional staff manages and coordinatés all Title I activities in local schools in close collabora-

tion with building principals.

The involyement of parents and other community members in planning, implementing, and
evaluating the program organized through Parent Advisory Councils, was also coordinated by
central LEA staff in 1975-76. Title I regulations required that parents of Title I children in school
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units establish loeal PACs to make recommendations to their regional Intermediate PACs, which, in
turn. submitted therr deeisions to the city-wide District PAC. This parent advisory network was
supported and coordinated through the Parental Involvement component of the program.

Local School Functions

A major concern in the District of Columbia was that the local schools and parent advisory
councils have maximum responsibility and control over school programs. School -based budgeting.
parental involvement at each Title T school, and the integration of Title I resource teachiers and
supporting personnel into local school staffing patterns maximized the local school team's
responsibility.

School-Based Budgeting. School-based budgeting was initiated in the Distriet of Columbia. As a
result of the Distriet’s model, the practice of involving the sehool prineipals and the parent advisory
councils in the budget process. from planning to funding. was adopted as a national mandate for all
Title I programs. beginning September, 1976.

Parental Involvement. There is a major thrust in the District to integrate parents into all aspecets
of school life. This has been no less true for Title I. Of the 89 parents who responded to our survey, 83
percent felt that the most important activity parents can undertake to insure the success of their
children in a school environment is to become involved in the decisionmaking process of programs
such as Title I. The Distriet of Columbia was cited as a national model of successful parent
involvement in the 1975 Annual Report to the President and Congress, hy the National Advisory
Council on the Education of Disadvantaged Children.

Other indications of the awareness and coneern parents had of their role as prime educators were
the responses the parents in ourssurvey gave to i question which asked that they choose from a list of
lifteen items those three items they. felt were the most important activities parents could engage in
with their children. In order of preferqncv. the results were:

e 76.14 pereent said parents should be involved in working with small groups of ehildren.

o 4.3 percent believed that attending workshops for parents in reading and mathematies should
be a priority agtivity. ' -

e 39.3 percent chose |:1(‘lpingr children with homework.

Through the local School Parent Advisory Councils in 1975-76. parents became involved with
planning and establishing priorities for Title 1. serving in various eapacities as volunteers, and
working as paid classroom assistants, usually on a part-time basis. It was this type of parental
involvement at this basic organizational level which made the entire structure function more

responsively to student and teacher input.

Local Coordination through Staffing Patterns. Another distinctive feature of Title T in the
District was the instructional strategy employed at each school. The reading and mathematics
resource teachers, provided by the Title I program. worked in close cooperation with classroom
teachers to be sure that the supplementary program of instruction they provided resulted in a
complementary whole. In each public Title I school. all classroom teachers of Grades K-3 and 7 were
considered Title I teachers, Though their salaries were paid from the regular school budget, these
teachers worked with Title I materials and were totally involved'in the cntire Title I concept. This
strategy allowed complete evaluation of the effectiveness of the instructional process. materials. and
impact of the program on both Title I and non-Title I children. .

],L_l':.}l i L/’



[t also appears that Title I staff members - teachers, parents, and administrators--felt positive
about the program; they algo had confidence in their ability to fulfill their duties. When asked to
indieate the areas of knowledge or resourees which they considered most important in carrying out
their jobs, it sample of 161 staff members seleeted the foillowing eight items from a list of fifteen.
These esponsesin descending order were:

¢ Decisionmaking (65.8 pereent),

e (nordination of program areas G195 pereent),

o Ntaff development (9.8 pereent],

¢ Child development (17,2 pereent),

e Group dynamics thL L pereent).

e Needs assessment proeesses (335 pereents,

e Manavement by objeetives cEL2 pervent o

¢ [eedback procedures 0 P pereent ),

When asked in which areas they had the most expertise or experience. the same sample ot Stadt

members answered as follows:
e Decvisionmakine 'SHUT pereent
o Written and oral communication {5 percent b
o Starff development o200 pereenth,
e 'rovrumn coordination st tpereent?
o Preparing a ereative elassroom atmosphere 370 [)«lr:('(-rll L
e (hild dm'('i()}‘)m\;.m (76,1 pereento,
e Needs assessment (TH.S pereenth,
e Feedback procedures (70.2 pereent).
e (iroup dynamies (68,9 percent),

There iv also a strong indieation that Title T staff members \»’(-r(-i/n_l\g*r(-sl(-(l in imp: oving their skills,
both 1 the areas w here they already had experienee and in neWircas.

The group of 161 respondents indicated that their training priorities for the coming vear would
be in the following arcas. They are listed in descending order of priority:

4 :\Iilniﬂfl‘m('llt l)_\ ()hj(‘('ti\'('.\'.
"\, -
N

e Team and task foree organization teehniques.

¢ (;roup dynamies.
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¢ Curriculum development. :

o Nevds assessment.

Feedback proeedures.

¢ Program coordination approaches.

A major explanation for both the demonstrated confidenee in success and elarity of purpose which
Title | stalf members possessed was the healthy relationship of the staff to the regionsl structures,

©

Regional Functions

The decentralization of Title T service delivery through the regional offices provided a
mechanism for responsive support to local schools and for coordination with other programs
operating within the same geographic area.

The Title I Program of the District of Columbia was divided into five regrions, The six regions of
the school svstem were duplicated for Title | except for Regions [ and VI, which were combined for
Title I beeause these regions had both a small number of identified chilidren and i small number of
schools. The private school eomponent was not operated as 4 part of the public school regional

structure.,

Central LEA Functions

Central LEA administration for 197576 was supervised hy an Fxeeutive Director with overall
responsibility for the administration of the program at hoth the central and regional levels. The
Deputy Director of Title I managed the instruetional support side which included Regional Coordina
tors, a4 Stall Development Coordinator, Curriculum Development Coordinator, and two private
<rhool coordinators. A Director of Support Serviees, Dissemination Officer, Coordinator of Parentad
Involverment, and the Assistant Director for Pupil Personnel Services reported to the Executine
Dircetor, Program coordinators were available to cach school on wregular basis for on site consulta

. tion. Ia addition. regional meetings and workshops were conducted regularly.

Dissemination

Title I published anewsletter which highlighted speeial program activities and provided an over
view of the program. In a sample of 730 teachers, administrators, and parents, roughlv 65 pereent
chose program coosdination as the most important activity for the suecess of Title 1

Staff )evelopment

At the beginning of the sehool year, a two-da- orientation was conducted for team representa
tives from 85 elementary, secondary. and privice schools. The orientation not only informed
particinants about the essential program elements but involved them in planning for effective imple-
‘menti..on within their respective schools.
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Training seminars throughout the year were condueted within and without a given regiop. For
example. three inservice courses were condueted in cooperation with 1), C.Teachers” College. Nearly
100 teachers. educational aides, and administrators were v olved i oreading and mathematies
work~hops to gather more tools for individualizing instruction,

Re-ional resouree teachers dormerly staff developmient team members) were deplovied to the
Ferions Lo ssist coordingtees in the adrminmstraiion of the program and provide on site consultation 1o
the Title T resource and ehassroom teachers Thuss i addinen to the reading and mathematie-

resonrer Leaehers hovsed in el school, revionas fegehers were as atlable tor farther support,

The wlorementioned ~iraevies nat only provided steady ond continuous contaer with other
prograns but techniead support w Ben and where 1 wias needed, Truning for teachers, parents, and
other stdl members averaeed ahout 10 hours per person during the vear.

ANCILLARY PROGRAMS .

In addition 1o the normai services provided by the Title T program, three anciilary programs
were stupported through Tide T funds, The Consortiuny incerviewed personniel in all thicee programs
and reviewed program records inan effort to delineate the scope of the programs. The results of
these evaluation activities are presented in the following sections.

Career Development Pilot Component
M ’

The first of these progras was ih
ponent wae tointroduce identified Tile Dstadents in sixosenocs 1o basie ceonotae coneepty which

Cameer Development Piot Component. The aoadonthes con

woouhd bep eliesity the eeonore e of the hemee wnd neighborhood.
‘ Tothe clementiary schoois, the cmmphasis wis pieed on the study of technology, including
v of the tools, simiple noachinesy, aned instrumenis which undereird the fabrie of daus v dndd
work in our societs. Use was made o0 the ereative manipulative activities involving tonls, mimple
conipment, and the expinsin of - imiar activities which make abstract ideas more conerete, The
procram for seventh grade idecited Titde Tstudents encompassed asurvey of an even fuller range of
career opportunities. The structure for individual career development was designed and furnishe:d by
both classroom teachers and resource personndét who provided specialized inforreation and skills,

The pilot earcer foundation component provided several support services to [, . Title 1
“udents. Stadl support activities inciuded triining programs, field trips. and the prosision ot
cupplies. Speetfic activities included the traini= s opall new project teachers,

Teacher workshops featured the study of the concept of career training, an introduction to local
resourees for the program, communications and human relations abiiities. curriculum development,
production of instructional materiai., designing “hands-on™ experiences, field trips. planning and
organization. evaluation skills, and role definition,

The project operated in six public elementary schools and in two public junior high sehools. The
program served 1,671 students and involved 39 teachers and counselors. The schools involved in the
continuation of this project will include Amidon, Bowen, Drew. Lenox. Syphax, Tvler, and Tubman
elementary schools. and Jefferson'and Randall junior high sehools,

13%
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Widening Horizons .

The <econd ancillagy program which was funded by Title Twas entitled,; "Widening Hovizons”

“The thrust of this program was to be focused on providing career edueation for ldentified Tide |

seventh grade students who were potential dropouts.” Concurrent with exploration ol specifie career
clusters, students were - provided with gRdance services to aid in scll-ussessment ot abilities,
aptitudes, and interests. The caveer clusters. based on USOF Guidelines. were concerned with
consumer and homemaking occupations, ecommunications and media, fine arts and humanities, con
struction and environment, agri-business, and natural resources and marine science. They also were
imvolved in the study of public serviee. health, manufacturing, marketing and distribution, business
and. office vecupations. Transportation, hospitality, recreation, and personal serviee oceupations
were also in their purview, ,

The program operated under the leadership ot a career counseling aide. Classes were held four
duas o week ineacn Titje I junior high school. Time was provided for individual conferences between
vudent and counselor aide. As interesis in a career eluster were developed, the students were
offered the educational and skill requirements necessary for specifie oceupational areas, Students
@ere ~simultaneously: presented with entrance = quirenients ang sourse otferings of virions high
<ehini~ which could provide special Gruning, " hey were viven an npperiuniey to partivipate
eaperiontial work situations, :

Conteei was established with private and wovernmental agencie. These were 1o provide
cupporiiy e serviees and personnet to serue e consultants for the progrant. Such suppert feluded

Cornishing miorniation oh empiovment apportuniiies @mothe et rapolitan areaand deseribimir earreet
coovedures Tor attadnia emploznent i private ndusiey g variots grovernmental ageneies, The
Drovrin serced approsimately 980 ddentdied Tide Dotuaentss seeoy ~seventh areade studenis from

cones Tl D fner hivth semool were earatied hased ce ercerie whieh included absenteeism, poor or

S v Treague Lt eeniend o s fere s e e Do cecn e rede plecement, finanetal ditt
et ey prothiem s,
F W ndenne Horons program aoes sopeorted B selunieer advisory boast comprised of
1 i . :
Clerested Goens and parents o g eress seetion ot the conenun ity Boardmembers ssstanee

dowide range of aetivitios served s an effectee conimumey involverment mechanisii, A vouth

deisor hoard was votiiposed ol interested vt hdren frons sehools represented in the program. This

cronn offered constFTCtve ertieism of procees aetivnies an bmade recommendiations pertinent to
} i !

Cherr opertion, The vourh advisory board planned oo wwhool programs and hodled some

i

putdicity in the schonls,

Y

Community Schools
The Last progeam supported by Title [ monies was the Garnet Patterson Community School. The
<rhool provided a significant ink between the <choot and the community which it served, Involving
professional stalt, parents, and youth, the overad! ohicelie was to provide resourees beyvond those
offered by the revralar sehool toidentified Titfe T students who had the greatest needs. Basic premises
of operations were that the community schoad sebedule was an extension of formal geademic training
throweh infornud educational programs: that the development of an effective program was a shared
responsibility of administration, staff, parents. community, and students: and thuat the community
<chooi provide opportunides for parents to participate in schoob and neighborhood programs. ,

The program was designed to assistidentified Title T seventh grade students in improving their

reading and mathematies skills through small group instruction, after school tutoring, and-preparing

homework assignments. A eenter for homework and réference work was organized for students who
did not have facilities eonducive to studyving at home. The center provided assistance in developing
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wood library habits and study skills. The homework center was under the direction of an educational
aide trained and supervised by the school librarian,

An academic enrichment program provided opportunities for students to receive skill
strengthening and enrichment in reading and mathematics. This approach emphasized i{ndividualized
instruetion. It afforded exploration in other areas as a vehijcle for upgrading skills. Specific offerings
included sewing, science. vocal music, piano, mathematies, income tax preparation, photography,
drama, physieal education, and woodworking.

A\ cooperative pr(l)grum with tutors from Bethesda-Chevy Chase High School met each Thursday
afternoon. The schedule emphasized reading and mathematics enrichment and remediation. Not only
did it offer shared learning experiences, but it also vielded important human relations experiences
hetween tutors and students. Tutors and students spent an annual exchange day togetner at each of
their respective schools. The program was supervised by the school counselor. The (zarnet-Patterson
Advisory Council served as a consultant body for the community school. The council, composed of
purcnts, teachers, students, and community, assisted in planning and implementing aetivities with

available resourees.

J -
THE TITLE T HEALTH AIDES

The operation of any educational program of the magnitude of the Title T program for the
District of Columbia calls for the provision of ancillary services not direetly related to program out
comes. Those peripheral services to hoth students and teachers can add immeasurably to the success
of the primary objective of the program. Alternately, they can be i drain on resources much better
arilized in other areas of program operation. The general rule for differentiating amony supportive
s onsupportive ancillary services is one of causality. It ean be determined by answering the
question, "'I Jors this pragerammatic support service provide a unique aid whichi enhances the singuiar
sature of the ‘ntended outeomes of the program?”™ The answer to this quescon is diffieutt to gives
tetheless, it is essent ol to a determination of causality. The Title T Senool Health Aide program s
ananeillary support component of the present Title 1 program under contract to the Distriet of

i

¢ olumbia Department of Human Resources, What follows is a first attempt to revedd the nature of

the progran and to deseribe its foeus,

The School Heaith Mde component of the Title [ program consisted of twenty health aides
assirned to various Title ['schools. Each aide worked anywhere from one day per week to full-time
in a particular school. Responsibility for the supervision and guidance of the health aides rested with
v o nursing coordinators. One coordinator was responsibie for the south region with thirtgen atdes,
the other coordinator, for the north region with seven aides. The south region had more health aides

~hecause it contained more Title I schools. .

The original cadre group, hired and trained in Reeember of 1972, is largely intact and functioning
in the role it was hired to play. Each aide assigned to a school works under the Technical nursing.
supervisioftof the Hublic health nurse assigned to that unit. Day to day administration within school
regulations is under the purview of the school prineipal. In ‘matters of technical and professional
administration. both the health aide and public school nurse are responsible to the supervisor of the
distriet nursing office to which both are assigned. Resolution 6f any problems whieh could arise are to

Yhe resolved between principal ana nursing supervisor. What, thep, w. s the role of the school health
aide? Taken from the basic policies and administrative guidelines which govern health aides, the aide
role is carefully described:

The major role of School Health Aide is to assume certain responsibilities ol a

nonprofessional’ nature that have been traditionally assumed by public health
nurses and school personnel related to the school health program, thas relehsing
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the time of such_personnel for professional responsibilities.

This role has remained essentially unchanged over the life of the program. As the aides gained in
experience, they were to be assigned additional duties and their role was to be expanded. Whether
this has oecurred eannot be ascertained at this time. The aide assisted members of the school and
health team to perform certain lasts essential to the School Health program. These are activiiies
related to:

* Emergency care for illness and injuries,

e Sereening programs scheduled for all children involving testing of visxion and hexring and
taking of heights and weights. ’

# Health appraisals.

B

‘- N . .c . . 0y . oy . . .
e Recording of eertain information on the pupil's, medical record and other health records,

e Improving communications between the health team and the school staff, -

.

e Improving communications with children and their families.

The assignment of school health aides to a particular school was program speeific and dependent,
upon the principal of the school. A prineipal could refuse to have a health aide and use programnratic
funds allocated for health aide salaries for other personnel he wished to hire, Health aide assignment
to a school was deseribed in official guidelines as follows: ’ ’

The assign Wont of an aide toa particular school is degendent on the problems,
cnrollment and facilities, of the scheol, readiness of the prineipal and sehool stalf 1o
make maximum and wise use of the school health aide’s time, and guidelines as
determined by the projeet. Since one of the-prime functions of a school health aide
is that of giving first aid. a we (- qupped health room is a necessity.*

.

The prime function of the health aides was to perform duties of a nonprofessional nature to, thereby,
relieve professional members of the health team to perform their tasks. The health dides were asked
to perform tasks which their traiaing and job deseription did not require them to do. They were to
assist, not take prime responsibility, for health-relited actions.

The instruction of the health aides in 1972 consisted of orientation and on-the-job training which
wis to prepare them for their role in'the schools. The orientation consisted mainly of discussion and
leeture on any given subjeet and reinforcement of the knowledge acquired by on-the-job training. Of
the twenty half-days of formal clagsroom education, most were in the lecture and discussion mode. As
part of this classroom procedure, the aides received five and one half days of American Red Cross
first aid training. N : :

_The other subjeets covered in the health aide course consisted of familiarization with the rules
and reguldtions of the school system, delineation of responsibilities, role of the health program in
school life, sereening procedures, identification of student health problems. and the role of nutrition.
Identifieation. treatment, and prevention of disease vectors were studied with much care. The aides
were also instructed on the skills and strategies to use when they made home visits. The h(\/;_t_lth aides

or

»

*Author's emphasis -' 149
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<ubmitted monthly reports of their aetivities to their respective nursing Loordjnator. These were
totaled and presented. by region, at the end cf the school year. to the artment of Human
Resources. -

‘Table 11.1 is a summation of the activities. for the past year, of the health aides for the north and
south regions. The numbers used to arrive at these figures were derived from reports submitted to
the Department of Human Resourees by the nursing oordinators, north and south. The elassification
categories are the same as those on the source documents.

The percentage of the total for each category was derived by dividing the figures in that
category by the figures for “First Aid or Other Serviees Given,” which represents the total number of
students scrved. It should be pointed out that some students received multiple services on different
oecasions. The absolute number of Title T students served, therefore, is somewhat less than the
figure would indicate.

Table 11 1

Sormnnetive Repnon s of Vet Yade by Chodhes 1o Sehool Health Auvdes a0 Tl §Schoot,
: . S i
197576 '

Re e fon . Prrcontage © Roason tor Poo s oatage uf
Vo Foty i Totat Visit Tota Tond
i 1 B - 3 B
Cooitroebi g 200 a4 RINEY 13.09 (TR
Abrfoniial 2027 S Gore Thioat 0 . 0D 243
P !

T Drarthes i 2 T hoche: CLH20 1.8
Cramgs 2025 : 70 Rewpiratony _ - 785 1.00
B ache ERy) 1 3t Vonmting ’ ‘ 514 1.8}
Conotion g ‘_ 1655 ' 63 Ulthe - ’ ' .2]10_ o 745
Mo B 1199 123 £oar Avd or Othe 28310 150,00

. . Services Green ’ :
By ) 830 2 Contact Parenty fyes’ 11,754 41.51
Fonor el D Covitget Parengs ey’ L1605 Hhid s
Hoadachee 62 50 Principal bos 700 - 2.01
ity 114,650 51,71 Nagtae 2,120 ‘ 748
Noatiwe R SN (353 - Recommendsd ot 4.653 16543

Rederred tos
Viedweal Cate
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_ Of interest in Table 11.1 are the categories of injury, referred to nurse, and recommended or
referred for nedical care. Fifty-one (almost fifty-two) percent of the case load of the health aide
called for the treatment of some kind of student inj:ry (14,650 times.) The nurse was involved 7.48

_ percent of the time the health aide provided serices to students. This would indicate that the

primary provider of health care in injury cases was not the school nurse but the health aide. This is
somewhat at variance with the health aide’s assigned duties and responsibilities.

It should also be pointed out that 16.43 percent of the total. or 4,653 cases, handled by the health
aides were referred for further medical care. The health aides handled a majority of student health
problems themselves (23,657 cases). This indicates that the health aides‘were carrying a large pro-
portion of responsibility for the cases that they came in contaet with. This indication is again at
variance with their duties and responsibilities.

It also should be pointed out that the figures in Table 11.1 do not reflect the health aides” role in
preschool screening, recordkeeping, or the number of home visits, if any, that they made. The group
served by the health aides included an undetermined number of non-Title [ students.

As well as reviewing records, the evaluator had the opportunity to talk to both nursing co-
ordinators and to six principals who had Title I health aides in their schools. This was done to provide
background knowledge for and gain further insight into the workings of the program. These inter-
views were conducted in June, July, and August of 1976, All the interviews were eongenial and
informative, and the evaluator considered them of great importance to‘the body of the report.

The results of the interviews with the nursing coordirators in the southern and northern sectors
contirmed the information that was provided to the evaluator from program records and regulations.
The coordinators confirmed the faet that the health aides, in an adminisirative sense, were not mem
hors of the Title I team. They were funded by Title T with $163,000 dollars annually. through the
Department of Humar Resources. The health aides’ pay range was trom a GS-2 level through Gs 4,
The directors were paid by the Department of Human Resourees and had additional responsibilities
in that regard. The directors also supervised all health aides, both Title T and non Title 1. in their
region, as well as the publie health nurses in their areas. The directors acted as overall supervisors
\n most instances. other Jhan those involving individual sehool poliey, for the health aides. In matters
of health care, the health aides were only responsible to the public health nurse in their schoal and to
the nursing directors. The directors did note that there was almost no information provided to the
Title I'health aides explaining the operation and aims of the Title I program. An information supply
was seen as a necessity to effect better understanding, by the health aides and Title I staff, of the
service responsibility of the Title I health aide to the program objectives, There was some feeling by
the nursing directorsthat more informatien should be provided to principals about the health aides:
while the nursing direetors stated that prineipals had been contacted. some misunderstanding still
remained. Overall, the nursing directors felt that the health aides were a valuable resouree to the
schools and contributed materially to the educational progress of the students.

- The prineipals interviewed. generally, had the same concerns about the health aide in their
schools. These concerns were:

* The principals did not understand how the health aide was assigned to their school.

* The principals did not understand where the aide belonged in the administrative chain of
responsibility and avthority. -

.« The principals did not understand their relationship to the aides. A common complaint was

that the principals eould not schedule the aide’s working days: essentially, they had no control

over the aides.

*
a2
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e Some principals were not awire of the qualifications or training in heaith responsibility of the
health aides. Others expressed the desire for aides with more extensive training.

 The majority of the principals felt that the health aide’s roie should be expanded to serve all
children in their schools (some aides already were) and that aides should oversee some lurge
group health education sessions: -

e Some principals inter viewed stated that they had never seena job deseription for the aide and
that they had no role in choosing the aide. )

The clearest message to come out of the interviews with principals was that there was a distinet
failure of communication in regard to the role of the neaith aide in the Title Tschools. Tt wis vt clear
then. or is it now. whose responsibility it is to determine whether better communication should begin
with Title I staff. Human Resources, Nursing Directors, principals, or the health aides themselves,
What was clear was that there was a demonstrated need tor improved communication.

In summation. it can be said that the Title I health aides performed a valuable service in the
schools. Much of it, however, was out of their arca of competency and the limits of their job ~
description. Their role was little understood by the schools they served, but no doubt much
appreciated by students they helped. ' :
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CHAPTER XII. SPECIAL EDUCATION

Under amendments (Public Law 89-313) to Title I ESEA, federal funds are distributed to
school districts. This allocation provides free public education for certain handicapped students on a
nonschool district basis. The intent of the funding is to provide for the development and expansion of

“educational services to handicapped children in the District schools. Title I funds are provided to

schools with pupils who are learning disabled. mentally retarded, hard of hearing, deaf, speech
impaired, visually handicapped, crippled, seriously emotionally disturbed. or who have other Realth
problems requiring special education. '

In an effort to comply with the aforementioned law, the Title I program developed a
comprehensive plan which emphasized the fundamental right of every child to an equal educational
opportunity. This emphasis made it impossible to justify the continual and sometimes arbitrary
isolation from the regular educational setting of youngsters who had major or minor intelleciual
handicaps. Also isolated were students impeded in their cognitive growth and development by either
permanent or temporary psychological, physical, or sociological disadvantages. Therefore, to insure
equality of educational opportunity, regardless of physiecal. psycholegical, sociological, or intelleetual
impediments. the noncategorical Title I Learning Center program was developed.

The center concentrated on conditions and factors which inereased the efficacy of instruetion. Its
main objective was the return of the child to the mainstream of edueation on a full time basis as soon
as possible.

The goals of the special education learning centers were:

(1) To provide a specialized, comprehensive. instructional programin mathematical
‘ perception and language through Title I resources for mild to moderately exeep-
tional students between the ages of seven to ten years and for other students who
have been without educationl experience in a formal school setting.
(2) To provide a learning center approach which would involve the establishment of a
variety of learning settings in which a child is placed according to his speeific
needs. :

(3) Todevelop and implement an instructional program which will attack learning and
behavior problems of identified exceptional chi.ren through remedial programs
designed to meet their individial needs,

i1} To provide regular classroom teachers of participating students with specialized
* curricuium and management techniques and with opportunities to observe
aetivities in the learning centers in order to modify their perception of children and
enhznce the instruétional program.
The basie purpose of the learning center was to create a total learning environment in which the
student’s educational, as well as soeial adjustment problems, were fully examined and treated by «
Title linterdisciplinary special education team.

The learning centers for Title I studentsin kindergarten through third grade focused on improv-
ing reading and mathematics achievement and stressing individualized diagnosis and prescription.
Programmed learning materials were useful in encouraging the integration of reading and
mathematics into other subject areas and learning experiences. Therapeutic horseback riding was
utilized as an additional, specialized. multisensory approach for improving perceptual-motor.,
language, mathematics, and social skills. Fach student parficipated in the riding program for two
hours every week. ’ ’
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Students who were assigned to the Titie I+ arning ceaters remained enrolled in their regular
clussroom and reported to the center on a part-tin.e basis trom 6530 11:30 in the morning or from
1-15-2:20 in the afternoon. Each center eonsisted of three setimgs: one setting concentrated on
languiize. one on pereeption, and one on mathematies. bvery seiting was staffed with a teacher and
teacher wde, The ceniers elosed on Wednesday atternoons te provide time for teaeher parent con
forenves, o visits, and eollaborative planring and sup ot for the regular elassroom tescher,

A~ the child partieipated i the center program, the reonlar teacher was apprised of the
student’s progress on a moathly basis. The instruetor was also given periedie reports regarding
special problems. The regular {pacher was requested Lo advise the senter personnel of the pupil's
advancement in the classroorn. A staft conference was held prior to exch reporting period in order to
determine a pupit's improvement. Following this meeting, a report was transmitted by the center
staff to the regular teacher to be incorporated in the child’s report card. The learning center held
“mainstreamingas its wltimate goal, that is, returning the child to the classroom on a full-time basis

as <001l s possibie.,

Approximately one hundred Title Tlearning disabled ehildren. between the ages of seven and ten
vears, whose needs could not be met in the regular elassroom even with supportive services, were
<rved in four elementary learning eenters, Elementary learning centers eonsisted of one host school,
which had the greatest number of identified children, and one to three additional Title T schools.
These had an identitied population and were designated, on the basis of geographic proximity to the

host sehool, as feeder schools, .

The following table der iets the sehools which served as eenters and feeder sehools by region:

Toone 121 2

Stroctine of Speec o BEdaeation Genters

VieGoygne )
Annes
Region |

Hendte

Raymuond

/

Gartison

Fachardaen

Aitorn
Region

(Foeder Sehooll =

Scott
“Maontgomesy

(L-\arrm\lngonrm) -t

Title T students were referred to the program by the Placement Office of the Department of
Special Education or at the local school level. Established referral procedures, (see Mills Decree) for
placement in the Department of Special Education were followed. Center teachers kept monthly
information reports on the total number of students served. Students were placed into one of three
categories according to how they were identified. The three categories were (1) students identified
through special education placement services, (2) students identified at the local school level who
were awaiting special education placement or recommendation, and {3) students identified for
tutorial services who were selected at the local school level. Of the three categories, the first,
students identified through the Department of Special Education for services, received priority
placement and comprised the smallest number. -

Table 12.2 presents a monthly enrollment report for each center from January through June. In
January, of the 101 students receiving services, only 20 had been identified for placement by the
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Department of Special Education. The remaining 81 students were school based and receiv'egq
limited number of services. Throughout the year, a total of 95 students was identified for placement
by the Department of Special Education.

“Each of the learning centers was designed to serve from between 24 to 40 students, with actual
class size ranging from five to eight students. The centers were divided into three settings, each to
serve a specific function; one ¢:itipg concentrated on mathematics, one on language. and one on
perception. Students were assigned to a homeroom teacher in one of the three learning areas, but

"they moved {rom setting to setting depending upon their individual needs.

Y
The curriculum used in the learning centers reflected an awareness that the <tudent population
was a heterogeneous one. : ’ '

4 .
Tabie 12,2
NMaonthly Errotiment Report by Center ' ; »
CENTER . Oct. Nov. Dec. . Jan, CEebh. Mar - Apr Daay 0 done
S} 3 P NI 3 + 3 ¢ H Lo H

Aiton 200 20 20 20 021 L0 202 2
Watkins 21 212 S T S TP S I 26
CMcGogiey 0 25 25 25 28 25 25 2 24 24

Annex .
Seaton - 35 35 R 35 38 3/ 37 o35 35
CTOTAL 101 00 10V 100 109 108 109 1060 f 10

“an sdditonal 129 atudenty teceived mdiest e oces trome the prograim,

Based upon assessment data, individual educational plans were designed for each student. Therefore,
a large variety of materials was available, ‘enabling teachers to match the cognitive style of the
learner with the demands of the task. Teaching, materials were used which differed from those in the
regular classroom. When regular classroom materials were utilized, different methods and
techniques were employed. Specific academic prograrns in mathematics and language. which had

built-in placement and evaluation materials, were used. Students had the services of itinerant

specialists in vision, hearing, and speech, as well as teams from pupil personnel. However, every
offort was made to effect an early return of students to the regular classroom setting.

The staff of the Special Education program consisted of one coordinator, nine classroom
teachers. and nine educational assistants. Three of the centers (Aiton, McGogney, Watkins) had two
teachers and two aides, while the largest center (Seaton) had three teachers and three aides. The
Title I Special Education Coordinator was responsible for administrating the activities of all four
centers. It was her duty to evaluate and interpret all student test outcomes and to work with the
classroom teacher in formulating a program of instruction based on the resultant information. In
addition, the coordinator worked on collaborative sessions with principals, classroom teachers, and
counselors in schools where centers were located.
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Center teachers were responsible for managing the classroom behavior of the students in such a
manner as to provide a positive learning climate. They planned. with the center team, weekly and
monthly schedules for achieving objectives and completing evatuation. Each teacher functioned as a
member of a team of experts in a specialized learning setting and employed the techniques, skills, and
materials required to teach students with special needs. .

Teacher aides functioned under the supervision of teachers in the following areas:

Assembling ana maihtaining project information.
Keeping records of services performed in the centers.
Duplicating and distributing reports. - { J,’ E
Observing and recording studeni behavior and perforr%u;nce.

. . . . i
Preparing instructional materials. ’ |

Conducting assigned teaching activities with students.

To a large extent, the success of any educational program depends upon the support and involvement
which parents exhibit. The learning centers developed a strong program of parent involvement
through the following nine activities: ‘

Home visits by teaching staff. ‘ L
Attendance of teachers at P.T.A. meetings.

Attendance of director at community meetings.

Involvement of staff in developing curriculum materials using the home and the community as
resources.

Reporting to parents on children's progress.
Involving-parents in the evaluation of the project.
Regular individual and group meetings.

-
Parent workshops.

Observation of center program.

The following objectives were developed for students who were enrolled in the special education

centers. -

(1)

{2)

Given the services of the Title I special education learning centers, 66 percent of the students
will increase their reading and mathematics achievement tiine by three (3) months. This
progress was measured by comparison of pre to post test scores on the Wide Range Achieve-
ment Test from the perioa of October 30 to May 30. ’

Given the services of the Title I special education learning center, 75 percent of students will
show a statistically significant change in areas such as interest in school, social adjustment,
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style of learning, and self concepts as measured by pre-post scores on:

A

a.  Regulyr teacher evaluation forms. .
b. Learning center teacher's child report from the period October 30 to May 30.

13) Given the services of the Title I Special Education Learning Center program, 30 percent of
identified students exhibiting a developmental lag in pereeptual motor skills will show growth
m perceptual development by May 30. This growth will be measured by a comparison of
pre-post perfornmnve on the Frostiq Developmental Test and the Motur Developmental

SNurcey.

14) Given the supportive and collaborative services of the special education learning eenter, 90
percent of the regular classroom teachers and principals will rate the program as useful or
better in providing a curriculum ir necialized management techniques that meets the needs of
exceptional students. The program vill be rated on a five (3) point scale.

(5) Given the supportive services of the Title I Special Education Learning Center program, 90

percent of the parents of participating students will indicate student grewth on an end of the
vear evaluation from two or more of the following areas:

v

Kl ® School achievement.

* Soeial adjustment.

e Home adjustment.

» Self concept.

e Attitude toward school.

(6) Given a full range of inservice training provided for the learning center staff, teachers will
increase their effectiveness in:

* (Communication with regular classroom teaehers, parents. and administrators. This
improved interaction \\1ll be measured by program evaluation forms at the end of the
year.

e Specialized consultation services to regular personnel. The betterment will be
measured by the evaluation of the ongoing collaborative services program by Children’s
Hospital. .

(7) Given the full range of services of the learning center program, at least 10 percent of the
enrolled exceptional students will be able to return to the mainstream tull time by the end of
the school year. -

’ ' 8) Given the consultative services of the Title | Speudl hddc.mon Learning (cntor program,
school personnel who have utilized its services will rate it '1\ an effective method forhelping
teachers meet the need< of éxceptional <tudent9 ; .

N

-

In an effort to measure the effectiveness of learning centers, in relation to their objectives, the
Coordinator of Special Education utilized the following materials:

e Administration of the Wide Range Achievement Test and Motor Survey Test on a pre-post
interveéntion basis to all children enrolled in the Spvual Education Learning Center program
between October 1975 and 'th 1976.
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o Student interviews were conducted on a’pre-post basis by the learning center staff to measure

changes in self concept, attitude toward school, and confidence in ability.

e Principals. teachers. and related school personne! who utilized the learning center service

were surveyed to determine the extent to which the earning center program had helped them
to serve the learning disabled child. '

¢ Parents who had children enrolled in the center were surveyed to determine the extent to

which they felt the learning center had helped their ehild.

e School staffs utilizing the services of the Title T Speeind Education Consultant Team were

surveved and results evaluated to determine the effectiveness of the approach involving
increasing the numbers of children whose needs can be met adequately in the mainstream by
providing regular teachers with specialized consultant services.

Table 12.3 presents a comparison of students’ test scores from pre to post on the Wide Range
Aehicrement Test for students enrolled in the learning center. '

Tabte 12.3

Wade Range Achevernent Test WYBAT

Proe and Pont Seores

Gearte
Lo
Hoghee 1

N 20

Gradde 2

Lonwvsest
Heghiet
No2b

Grarde 3
Loveest
Highe ot

VI I

Fhghuet aoed Lot

et
Mechin
Pr.. ) Post Gure G _
.0 10 00 12
1.3 P 0y

Porcentage of Sruderits weith at et
U3 g 15

0a 0., 00 - 1d
1.7 24 0.6
o

Prorcentage of students wth ot bt

0.3 gars - 29

Porcentige of sradeniinvith gn beant

03 qgan 39

Eapreaed o Grade Egquivalents and Gant Scores 1o Grades, [

Miathematios

NMedian

P Post Gain Gain

Do o o 00 1.6

1Yz 13

Percrntage of students vath gt deast
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Seventy-one percent of the students enrolled in the learning centers exhibited an inerease in
mathematics achievement gain of more than four months from pre-to post. Fewer than 50 percent of
the students enrolled in the learning centers showed a gain of three months’ achievement in reading
from pre to post. Over 75 percent of students enrolled in the learning centers showed a signifieant.
positive, attitudinal change in the areas of self concept. interest in school. social adjustment, and
style of learning. Over 55 percent of the students who exhibited a developmental lag in perceptual-
motor abilities showed a growth in their perceptual development as indicated by the Purdue
Developmental Test. A majority of the classroom teachers, principals, and learning center staff whao
completed a questionnaire eoneerning the program agreed that it appeared to be meeting the needs

of the students.

140

149



cowelt desioned s comprehens o
Saesroom o

The Title " Speeiad Fdueaitor Learnine Conter proes i s
Lo to o acating students whose specsit necds eannes be addressedin o regiarir ca
i for ~ereeting ebibiren for the e s are et necomtig Te U Ble D ESSE
o e Sl Sdentification procedures andoa pr s op ail sradentss The Codelines cendd
ar s TNy candidates from all serviee tone the crary dlocation for o he T o
Ao ocompeetely atiliced, The Towening ey e e wvere ddentifieo o R
woeeted b the Depar roent of Soeengl B e
Plased onine s O AT e < ot Tt c ,
o S0 dodle s per S e . T Ny L .
N ";'; et EESEAI ] IR ' S : ERUICIAN 1 i ‘
‘ " i (IR CovoT g el s [ RURERE ' vl R -
prer i i [t st HANEEIME MR ‘ o oy te e
Do vl entnaed strdeng s oo e
. ,
‘

150

o



O

ERIC

Aruitoxt provided by Eic:

CHAPTER XIII. PRIVATE SCHOOLS

Program Description
Federal tegislation mandates that children attending private sehools in the District of Columbia
qualify for participation in the Titie I program. Their participation is contingent on educational
deprivation and residencey in a geographic area of the eity which is designated as a Title [ project
arei. Two public school coordinators working with private school officials are responsible for deter
mininyg the educational need of children residing within the designated attendance areas. The
~eleetion of eligible children is subjeet to ehange as eligible public sehool attendance areas change.,

The Title [ regulations stipulate that:

Each loeal education ageney shall provide special educational services designed to
meoet the special edueational needs of educationally deprived children residing in its
district who are enrolled in private schools. Such edueationally deprived children
shall be provided genuine opportunities to participate, therein consistent with the
number of such educationally deprived children and the nature and extent of their
cducational deprivation
.

In the District of Coluszbia, six private ~ch. s participated in the Title I program,

The emphasis o it Vit 1 provram, as o -tic ul tted by the District of Columbia sehool svstem,

was founded on an assess. - 1ot ceeas. The program emphasis was on the development of the hasic

skills in the areas o r(-zldi: rowrittes and ore. communication. and mathematies. Instruetion was

hased on the diagno-tic pres = ine gprroaet and was skills-oriented using the most appropriate

curriculum materials 'u{ medie soailablol Sk s development was individuaily preseribed: attention

was given to the use - standaragized and nformal diagnostic tests. learning styles, relevant

instruetional materials. a4 <kills ipplication. The aceent was placed on each child's individuality. An

attempt was made to ereate nins ructional cimate \Vhi(‘h:\';l.\' to promote personal development and

SUCCESS,

A survey of private Tirle T s hools indicated that 1.000 children in grades one through einght
qualified for participation in the Title | program. Services were provide U by four reading resource
teachers and five mathematies resouree teachers. Of these nine resource teachers, one reading and
ane mathematies teacher served more than one private school.

Two main objectives were established for private sehools by the Title [ Program Planning Office.
I he first of these twe objectives states that after seven months of instruction. identified Title
students will demonstrate a mean gain of one year in reading and mathematies as measured by
standardized tests. The seeond obje ctive states that by thevnd of the regular school year. 75 pereent
of the identified students will have demonstrated imprived attitudinal changes and inereased
interests in learning activities. as identified by an evaluation instrument developed by an outside
contractor. These two objectives guided the instruction in the private schools during the 1975-76
schoal year. During the 1975 76 school vear. based on their resideney and economie status. approxi
mately 1.000 students in the private schools were eligible for Title I services. These students were
tested with ¢ standardized achievement test in the fall of 1975, and approxiniately 800 were identified
as legally qualified for Title I services. Of these identified Title T eligible students, approximately 100
who fell below the 50th pereentile on the standardized achievement test were served by the private
school Title | program.



Feacher's Questionnawre

Do vescler roepotoiiny to the raweReronr s vt e ere e Pl Teeodrar s ers
~* ST e scnoos, O e resp oo . LG e G e S T TG W e e
Crees eeneen i oD el e L oson, Sl sl it e T Tes e e s e e Wi
Sl s arnbierties . come gnite sl ot o Vet " s v ~ ;
Lo S N Y A SR T LN ST LT L S L R TR SOCRIURY G SRR O
e e T e L e R A o RS
( ( RS A Y ' ' 1 R R i o ‘ f
t e ' T ] ( T + " 1 v ~ oy R
v f N 1 ~ ) PR ' ' t
N . ‘ f e . . \ I f T /”‘v”;
i | Al e it [ ' ~ T AT DY P N
[ Bevsn e Tereaers pespomding ot o o e o o ornblelos the
. T R E A Ve Nofe et e ssirass mee e w0 Phe sther sections
Cre ot o b Tof apLrolrid e o b et P U ULt espanlee DRTTETR ke
L TT IO S DL IR SR S L N CENE TR IS SN S Poerlutiy Jne e aeter e o ceninatison Betwee tae
St il SOTEE AT Ts 0T oSS e
. . i b Fove ity o pov s N . oty t e R o
Dresbonse oo S Gl o s Dt s g N de s Nessc el or more nercent b ihe teaehers
ooyt e tetow s s ment o .
2 A LU e e e
.
' ‘ ’ i, N3
¢ .- o ‘ ; \ ooty St
s
R TR PR YU AT DAY et et e e T e Depates P e b bt i s dis o T e
.
o Deinine o0 ool estinu s porTan Ui cfee et
e 1 P T T Y RO I T i e ety bae 1 oreirengd ® 3 ¥ s Crpy gt t
viosE Be N o7 et M enceountered NSefoopea!ll e P raesd T e Dome environinent.

o Poar et cinent of Shildren tn e cementars sehood fay be eepined by
o oo many children o the cness -
o Uonmans duties for the teacher cidtside *he classroon,
The patternof arreement pdieates that the cachers are o tumanistically orienied group,
Fhe teachers, as agrotp, did not darree with dhe follow iy stalement s,
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o There tre no other creas that are more important inedocation than are the basie skills.

e in teachinge the basie skills areas, a firm, no-nonsense approach is most effective.

o Teachers should pas proportionately more attention to the <low learner than the fast learner.
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o Keeping order in the classroom is not necessary to effective teaching.

, . . . .. . o
o The ways of encouraging and rewarding good teachers should be by increasea pay or
allowances above regular seale.

The respanse pattern to this particular set of questions confirms the previous finding. What the
teachers seem to be saying is that while children are “basically good, they need a firmly defined
structure in which to achieve their best. The previous finding seems to be confirmed by the large (60
percent) figure for teachers who selected the uncertain category when responding to the following
statement:

When given a choice. children usually select what is best for them,

If most of the teachers are uncertain as to children’s proclivities, at least they chose to provide an
intellectually and emotionally nutrative structure for the child’s growth. Private school resource
teachers agreed with the public school teachers that increased pay should be a reward for good
performance.

The private school teachers, as a group, did not have any problems implementing the 1975 76
Title I program. Since their position basically involved supporting the classroom teacher, this finding
is not unusual. In administering their programs, the teachers tat least 60 percent) never used the
following pieces of audiovisual equipment:

Television

Radio

Movie projector

Audio-card machine
Tachistoscope, reading pacer

At least' 30 pereent of teachers responding to this item stated that the equipment wus not available in
their sehools. The picces of audiovisual equipment which received the greatest use were:

Record player

Tape player

Overhead projector

Filmstrip projector

This information parallels that given by pubiic school teachers. The main reason given for not usiny a
piece of equipment was nonavailability or nonappropriateness for use with the Title I student.

The private school resource teachers had an aide available for two or more days a week. This
person was under the resource teacher's direetion for at least one-half of the day. The aides
performed several functions which allowed the teacher to devote more time 1o primary tasks, The
functions performed by the aides, at least weekly. were:

e Distributing colleeting instructional materials.

“o (Cheeking students’ written work and updating student records,

e Helping prepare instructional materials.

e Operating audiovisual equipment.

e Fscorting pupils to and frpm the elassroom.



* Assisting pUpils'Wilh learning tasks.

o Assisting pupils with minor behavioral problems or personal needs.
[t ean be seen from this listing of teacher utilization of aides that the wides performed a valuable
wervice o the students. The teachers stated, as a majority, that they never had the aide sapervise
the students outside of the elassroom. Learning resouree teachers had no student responsibilities
outsice of the elassroom in the private school program.,

The resource teachers employed a wide variety of strategies to achieve their aims. They used
student work to ereate alivelier elassroom atmosphere, The most favored idea, however, was the use
ol games to introduce a new skitl, Also very frequently used were the diseover: mettod of learning
and the demonstration performance approach, Students were seldom taken out f the resource
Liboratory for instruetional purposes.

Teacher Aides

The teacher aides of the private schools were also asked to respond to an aide specific question
adire, Only two aides responded to the questionnaire, aad to report this small representation of their
opinion would be a disservice to the program. [t ean be stated that the private sehool aides essentially
performed the same duties as the publie sehool aidess thus, the pe reeptions of private school aides
approximated those of their publie sehool counterparis,

Stude  Achievement

The student achiovement results tor reading and n theones are presented m Tables 12401 and
13,2, respeetively, The seores for each sehool were wiven to the evainator by the privade sehonl eo
ardinators, Student seares were presented as a matehed set of pre-posttest results for cach student.
The outenmes represent only about one hall of the students in the private school program. Onjy
<tudents in grade levels which had pre-post.seores are reported in the tables, Sinee seores for adl
Gudent. were not available, these results should be viewed with some caution and are not
necessarily representative of the total prograr:. The reader will itlso note that some of the sample
sives at various grade levels are very small, and some caution in interpretation is in order.® The
cvaluator used the Total Reading and Total Mathematics scores even though subseale scores on the

various instruments were available, This was done for ease of reporting.

¢ .

The pattern for reading achievement scores of students in Table 13,1 shows that all students in

grades two through eight enter the program below grade level, sinee thisis a criterjon for selection.

The deficit between documented entering grade equivalent and expected grade equivalent inereased

b errade jevel: the higher the grade level, the greater the defieit. 'I'his.pul tern also obtains for the
mathematics achieveménisscores, . i

This would appear, at first, as the manifestation of the documeated cumulative deficd
phenomena encountered in other compensatory education programs. This explanation has to be held
in abevance because we do not know the program enrollment history of the students whose test

*The achievement seores were reported to the evaluation team as grade equivalents. Although grade
equivalents are easily misinterpreted. we elected to report the seores over the alternative of
reporting no student achievement results,
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scores we have, The data does suggest a rational reason for a longitudinal study, with existing data,
of student progress in the program, '

The gain scores documented in Tables 13,1 and 13.2 show that the private school program
partially achieved its objectives, as diseussed on page 13.2. Since no attective test data was available
to document other objeetives, no statement regarding their achievement can be made.
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et L Grade Lo,
1975 76

AMathematios Achiesement Tes denta) tor Povate Schools

Total Mathematie

an.";(G.E.! Pont (GE D Gain
Gratle N Sept 1976 May 1976

2 35 [ 23 S
3 15 2.2 33 11
} HH 3.0 349 9
5 v/ 3o 40 8
8] 62 1 5.3 Y
/ Hd V7 6.1 14
IS} 25 6. 7.0 0

Tt . Pre Pont
2 Metopolitan Achievement ' Prmary | F Poimary 11, G
3 Metropolitan Achrevemuoent Promary i Elementary G
3 I‘ﬂu:mpM‘;X.m Achievemenit Elementary F o« Elementary G
5 Metropoliton Achievement Intermediate F Intermediate G
§) Meatropotitan Achievement Intermedidgte F Intermediate G
/ Metiopotitan Acheevement Advanced F Advanesd G
5 AMetropotitan Achievement Advanced F Adv mend G

J

_Coordinator: Title I Private School Program

The Title' I private school program was linked with the public school program by two coordina
tors, one reading, and one mathematics. These coordinators were under the general supervision of
the Diregtor, Title I program. Their primary respo:.~ibility, taken from their job description, was:

Invum“hent is primarily responsible for de Lvrmlmng and coordinating instruetional
curriculum, teaching methods. and suppor services required to develop basic
reading/mathematics skills in approximateiy 1,000 students (grades 1 through &}
enrolled in nine participating private schools.

Recent information indicates that only six schools were served with approximately 400 students
during the 1975-76 school year. Both eoordinators were governed in their duties by . . . "guides which
are general in nature and include rules of the Board of Education, U.S. Office of I*ducanon Title |
regulations, policies and procedures established by the Title I Directnr. and incumbent’s own
extensive knowledge and understanding of Title I requirements and restrictions.” A function of the
coordinator was“te act as a liaison to the private school program. His/Her role in this regard is
described as . . . “Serves as liaison between the Title I central administration and participating
private schools to insure that appropriate equipment, materials, and services are made avzilabie on @
'loan’ basis and that their use is restricted to Title I activitics. Designs and directs a special
mathematics/reading program for private school Title I students during the regular schooi term apd
assists in implementing the operations of Private Schools Summer Total Learning Centers, a six-
week summer activity which is an extension of the regular schoo! year.” The coordinators had other
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duties which are not deeumented here, which are quite comprehensive in nature and are intended to
ensure the smooth funetioning of the private school program. '

\

Both coordinators were interviewed during June of 1976 by the evaluator in order to aseertain
some of their pereeptions regarding their role in the private school Title 1 program. Both
coordinators were quite positive about the effeet that the program was having on students, Roth felt
that the program and the basis for student entranee into the program should be vxp;lf\dvd.

Consensus was expressed by the coordinators that the prineipals of the wchools they served did
not {ully understaind the coordinator's role and duties. Also, some concern was expressed about the
prineipals’ full understanding of the law, which governed the eligibility ol students for Title 1
services. The coordinators stated that some private seliool administrators felt that vligibility for Title
[ services should be based on a determined need, not only resideney in a Title Larea. The contention,
in this revard, was that the private schools drew students from the eity at large, but that the
residence of the students is secondary. and their educational need is primary.
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APPENDIX A

D.C. Title I Comprehensive Program
Organizational Chart and Position Descriptions

-

TIATIONAD alAns

. .
Number Positiogp.Tytle

»

xecutive Director
Deputy Director
Regional Coordinator
Assistant Regional Coordinator
Director, Support Services
Assistant Director, Support Services
Coordinators

Staff Development

Curriculum Development
Research and Planning Associate
Dissemination Officer
Budget/Administrative Officer
Administrative Aide
Administrative Aide, Fiscal Management
Supply & Procurement Clerk
Secretaries

0O r= = U e

-] e e pd pd e e

Position Descriptions

e Executive Director. The Executive Director administered the total Title I Comprehensive
. Program in accordance with the ESEA Title I State Plan of Operation, iniplemented within
the Title I target schools of the six decentralized public school regions and the nonpublic school
component. The Executive:Director provided appropriate support to the six regions in the
planning, development, and operating of local school and regional Title I instructional and "
support activities, supervised the efforts of all components to achieve the goals of the
program, administered an ongoing program of monitoring to ensure the uniform and con-
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sistent interpretation of federal guidelines and assisted with the fornsal evatuation ol the
distriet wide Title 1 program. He administered a program of ropport and assistanee to regions
in the areas ol stafl and® eurriculum development, parental involvement, dissemination,
enrichment serviees, personnel, and fiscal aceounting. The Associate  Superintendent,
Division of Instructional Serviees, supervised the Executive Direetor. Liaison and elose
commuttication were maintained with the six regionsl superintendents. Programs for the
“Negleeted and Delinquent™ (2L 397500, the “Handicapped™ (1.0 890100 and Special
Girants to Urban and Rural Schools were not included within the Direetor’s purview,

Deputy Director, The Deputy Direetor answered direetly to the xecutive Director of the
EsEA Title I Program. He was responsible for the planning, management, and evaluation of
the Title I supplementary instruetional program for all identified Title T students, Further, he
supervised program services, ineluding curriculum development and implementation, stalf
development, auxiliary personnel services, enrichment serviees, the summer sehool progru
component, and materials distribution. He also prepared and pertormed appropriate progras
monitoriny proecdures, in addition to providing assistance with the Tormal progeam evaduation
to assess complianee with federal guidelines and program goals and objeetives: As did the
Fxecutive Director, he maintained close liaison with the six recional offices.

Reqional Coordinator. The Regional Coordinator served under the supervision ol the
Fxeeutive Direetor, Responsible for the coordination, manaembpt . and evaluation of Title 1
program operaiions within a designated region, he insured efiective implementation ol the
State Plan of Operation. The two regions which have a small number of Tidle 1 schools
(Regions IHand VD were servieed by the same regi ol coordinator, Fach regtonal coordinator
provided the progrimmatie leadership and \up[mrl needed o insare achicvement of program
coals: supervised all Title T professional and para professionad personnels monitored program
operations: as<essed persannel and progrim need-loeated appropriate sonices of help and
provided a comprehensive program of stafl development for preogeam catplovees, in coopera
tion with Title T and revional staft development personnel. This person aided and apported
parenial involvement and monitored complianee of propram operations with l'/«h rab euidelines
and vegalations, the State Placcof Operation, wnd Buard o1 Mdueation polvies and proce ddures,
Close communication and lHaison were maintuned with that reional superiieadont's oftice 1o
which appropeiate support and assistanee were provided. ’

Assistant Regional Coordineior. The Assistant Regional Coordinator served under the super
vision of both the Executive Direetor and the Regional Coordinator, He wis responsible for
assisting the Regional Coordinator in managing, coordinating, and evaluating Title [ prowram
operations within a designated region. One Assistant Regional Coordinator served both
Regions 1 and VI, the two regions with a small number of llllv [ ~schools, The Assistant had
spee m( I‘l‘\p()n\lhlll(ll srelated to statf development and personnel supervision.

.
. '

Director for Support Serrices” The Direetor for Support Serviees answered only to the
Exeeutive Director. e planned, developed. managed. and assessed [itle T pupil support
serviees and personnel, including pupil personnel, urban serviee corps, special edueation,
media, and health and enrichment serviees. e insured that these services gave identitied
Title T students the support and assistance needed in order to derive more benefit from the
supplementary instruction provided by the program. Liaison wax maintained with all regional
offices, as well as with appropriate departments .1n(l agencies of the school system and with
the District of Columbia city government.

Assistant Dzrecturfur Support Services. The Assistant Director for Support Serviees served
under the supervision of both the Executive Director and the Director for Support Services.
He planned, developed, and administered the Special- Education Noncategorical
Compensatory Learning Center Program for those exceptiona- children cligible for Title I
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services. He managed the program, including both instructional and support services designed
for student participants, and supervised the professional and paraprofessional personnel of
this program component. fle maintained linison with the regional oftices, the Department of
Special Education, and the appropriate eity government agencies,

Coordinator for Staff Development, The Coordinator for Staff Development devised and
implemented a comprehensive program of professional development for all Fitle T staff and
parent components (ineluding administrators, teachers, and auxiliary personnel) through a
diversified program of orientation activities, workshops, seminars, demonstrations, and off
campus college coursework. Linison was maintained with the regional staff development -
offices, ‘
Coordinator for Curriculum Develapment. The Coordinator for Curriedlum Development, i
couperation with the Title [ regional coordinators, worked closely with all Title T teachers and
wtadl in the design, development, and implementation of currizutum materials appropriate to
Lhe needs of identified Title T students. He coordinated Title T curriculum developriset
activities with the regional curriculum and instruetion offices,

Fesearci and Pluening Associnte. The Research and Planning Associate condueted roeseuareh
relaced to program components and activities, including assessment strategies, the testing
program, curriculum development, and programmatic operations. He provided assistanee in
program planning and development processes, maintained i Aistical data file, and readily
supplied information when needed, Linison wis maintained with the Department of Plunnina,
Research, and Development.,

Dvssemimation Officer. The Dissennation Offieer developed prformation miaterials related
botl to Title T program operations an:d to polivies and practices Tor the staft and Cannnunity.
fle snaintained a channel for information fow among Tite T wchools, sehool department s,
distris and federal government agencies, and the community ai -arge.

Rudago t Advwimistratioe Offies v The Budget Administrative Otficer worked ander Josuaper
Lision of the Fxecutive Director and the Deputy Superintendent for Managyme sjees,
Among his duties were the supervision of budiget, personnel action, and p . cement
aetivitios for the Titde T program: the preparation of appropriate business forms ata reports
for personnel, budget, and procurement agencies ol the public school district; and the
maintenanee of aceurate and current finanecial repo=: s,

161



O

ERIC

Aruitoxt provided by Eic:

APPENDIX B -

Normal Curve Equivalents

Any national assessment of program impaet requires that the data from the numerous. projeets
being evaluated be comparable. Typically, loeal edueation agencies enjoy generous autonomy in the
seleetion of objectives, evaluation methodology, and instrumentation. Hencee, the major logistictal
difficulty for a national evaluation team resides in aggregating various types of seores derived from

Ny

different tests, ,

The normal curve equivalent (NCE) presents one solution to this dilemma. Two basie assump-
tions must, however, be satisfied in order to utilize this metrie. Firstly, the tests to be compared
must measure, at least approximately, if not actually, the same sets of skills. Several recent researeh
efforts such as the Anchor Test Study (Loret, Seder, Bianchini, and Vale, 1972) indieate that the
intercorrelations among the eight most widely used reading achievement tests generally register
0.95 or better. Another study (Roudabush, 1975) shows that these results extend to comparisons
betweeneriterion refereneed (CRTY and norm-referenced (NRT) tests; this researeh etfort found the
correlation between a CRT and NRT to be equivalent to that between the two alternate forms of the
NRT.

The seeond assumption which must be made relates to the implications and "reneralizability” of
gains in achievement test scores. Any two tests which purportedly measure a specific ability sueh as
reading comprehension do not neeessarily contain essentially identical items or objectives,
Nontheless, each test can be expected to contain a subset of items or objectives whieh do overlap with
respect to the eenstruct which they address, In order to use NCEs, an increase in the general ability
measured by the two tests must be assumed to be directly indicated by the gain represented in any
subset of items or objectives claiming to measure that general ability,

The metrie proposed by various researchers as well as hy USOE is the NCE. It is a simple.
standardized transformation similar to both a Z-score and a T-score. The NCE is distributed normally
about a mean of 50 with a standard deviation of 21.06. To convert a raw score to an NCE, a Z-score is
obtained using the following formula:

cre . observed or raw score;

i

1

population mean; and
7 population standard deviation.

The Z score ean then be easily transformed into an NCE by this operation:
NCE =121.06)Z + 50

If the raw test scores can be translated into percentiles using appropriate tables supplied by the test
publisher, then the NCEs representing the raw scores may easily be determined by using a
conversion table of percentiles-to-NCEs such as Table B.1. There are also conversion tables available
which list the NCE equivalent to every percentile ranging from 0.0 to 100.0 by increments of one

tenth.

*This appendix draws heavily from “The Normal Curve Equivalent: A Metric to Measure [nstruc-
tional Project Impact,” by Alice Chiang and Larry D). Rosen.
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Another method for translating percentiles to NCEs is to find the Z-score ina table (such s B.2)
Cof the cumulative normal distribution for various standardized values. More extensive and precise
tables can be found with numbers accurate to many decimal placesthowever, this table is suitible fer
Cthi~ purposes of this discussion. A percentile is aetually @ decimal fraction with a base equal to 100,
Henee, a pereentile score of 24.2 percent is equivalent to 0.2420. Using a cumulative normal distribu
tion table, we <ee that the area under the normal curve equal to 0.2420 corresponds to @ score of
0.70. This Z-score is then <ubstituted in the previous formula to vield the NCE:

NCE =200 0070 450 =353

Proreentile <eores can al<o beascertained when NCEs are snown. One methed s 1o convert the
NCE b toaZ-seore using this formula:

Oy

N

Toe percentibe cquivie s to the NCE and 7 score may then be found beusie o Cble contmning

norpal standardjzed values or 7 seores and the cumuhaive arecaunder he cues represented oy ocach
of these vaines tsee Table B2y To filutrase the asave ol phe 7 seore tabhe assanue it s desirable

tov avert 1o NCEs 23 7 and 87 .5 topereent:hes, First convert the NCB< 0 /4 seores:

Y

St the aren under the ctrve Tor each 72 seore i read froms Table Bo2s this aren s ennad 1o o
1 1

poerechtite expressed as aodecnnad fraetion . The area for Zy s o, foThis means thae

SN o perees e

She NCE = 237 08 vquisaient 1o pereentie seore of 1O pococats NCR =
~eore of U2 pecent When wreater precsion is desived in the 72 seore vadiies, sanply ase i tubie
with more precs fues for 7. ‘ ’
_ Another wiay to determine the pescentile score equialent foan NOF IS to nse oeonversion table
for NCES 1o pereentiles such s Table B3 More preese tables sucts as this are also s ailable worh

NEOES e from DO o 9% 0 0n inerements ol one tentn* -

“For heth precise conversion *obles disting NCE S and percenties, see Chisng aond Foseno i press,
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As Chiang and Rosen point out, whatever common metric isitilized by rescarchers cvaluating
data from numerous projects, it must possess four qualities:

o Interpretability. It must be meaningful and easily grasped by all groups of information users.
o Neoaitinity. In should diseriminate even small differences in pre-post seores.
o Comenonality. The mean, variance, and distribution must be standardized across all tests.

o Fyaal inte real. Any consecutive scale units <hould be an equal distance apart st any point on
the continuum of the seale. :

The NCE does enjoy all four of these characteristies. It is more interpretable than stanines and
7 ~cores; more sensitive than pereentiles and stanines: ix comparable across all twests. unlike grade
equivalents aind raw scores; and has an equal interval scalv unlike raw <cores, grade equivalents,
and pereentiles.

. , <,

In order to utilize NCEs appropriately, the rescarcher must never compare seores gerived from
tests which were normed on different populations. Fortunately.-most widely used standardized
achievement tests are normed on what may be called a “representative” sample of the national:
population. Henee, NCEs for these tests ean probahly be compared safely with little concern for the
cquivalencee of the various norming samples. In fact, the Anchor Test Study tLoret et al., 1975) indi-

cates that the normative sdmpl(-s from the national population used by major test pu' lshers are
sHnar.

When using tests normed on a national sample, the NCEx indicate aehievement relative to the
national norm. Similarly, whea using tests normed on some local sumple, NCEs actually describe
differences in achievement as eompared to the loeal median in terms of the loeal variance. However,
“local” NCEs are not compa-:hle to “national” NCEs, since they represent scores on tests using
different norming populations. *

NCE gain scores can be estimated from locally normed scores for example, criterion-referenced
test seores) and then used to compare with NCEs derived from nationally normed secores. The NCE
_gain is caleulated using this formula (€ hiang and Rosen, p.10):

A 3 - .
Y Y B NRT
NCL 21.06 _— _—
St e o4 .
SLOCAL NRT
when Y Se o pos e sdore fas trealment group
A
A Y Meas posttest scoi2 For no treatment o cnntroi grouy),

a .
NRT  naronal poputation standard deviation on g o

rererenced test given i the test puthisher s technecal
manal,
<} . n
NRT samiple gionp’s s onadard deviation on e s gome nonm

teterenced tosl, and

SLOCAL  ~ample group’s standard deviation oo the Tocai,
normed test

The basis for this equation requires the asx'ur'nption that the ratio between the sample group variance
and the national population variance en a norm-refereneed test should be equivalent to the ratio
hetween the sample group variance and the national population variance on a locally normed test. In
addition, the wrrelatno,n hetween the norm-referenced and the locally normed tests must be hlgh
thereby indicating that they are measuring approximately the same thing, Current research
(Roudabush, 1975) indicates that this procedure is at least reasonable.

162

/ | 1G7



APPENDIX C

A Rationale and Approach for Causal Analysis

In project evaluation, the appearance of consistent temporal dependency between two events or
variables is explicable in only one of two ways: Event'1 may be seen to have operated as a cause of
Event 2, or both events may be viewed as the mutual effects of some more general, unmeasured third
variable. In the experimental arena, the controlled application of Eveut 1 (the independent variable)
éffectively negates the plausibility of the second alternative and forms the basis of all experimental
causal inference. Indeed, the independent variable is so termed because it can be controlled or
presented as independent of its natural sources of variation (Crano and Brewer, 1973, In simple, .
“one-shot” correlational research, all variables are essentialiy embedded within their natural inatrix
of temporal covariation. Hence, the power of tinie-order in the generation of causal inferences is
torfeited. Suppose, however, measures on two (or more) variables were available for comparison,
assessed-approximitely contiguous at two points in time.

For the sake of continuity, iet us assumie that we have longitudinal data for 2000 first grade
children on the Visual Perception and Comprehension area of the Preseriptive Reading Test. The
resulting matrix of correlation might resemble the one in Tuble C.1. Figure C.1 cives a graphic
presentation of these data. On the=basis of past research, the synchronous correlations (riz, riy)
involving the contiguously administered instruments ean be expeeted to be reasonably strong.
Similarly, the lagged auto-correlitions should exhibit a reasonable deygree of relatedness,

‘
Tt €1
Table ot Corelatore e o Voo Poroention et Coomprebeennion, Mo asaped v the B o anid Spicnig
. Vo - . v (o8
Testand Tomne t t ») “
- >
Vo Poronptions B lVF‘
Comprehenaaon B ARSR
Vistial Pereeption Spring L 120 021
Comprehenaon Spring 1(,";_),‘ 030 0.25 071
\ IR A
F 5
\ \\
Y020
v
[FRT R
-
o
b Froae Co1 0 araphue Proecvntation of
. e . Lroas Laaged Panes Data
/ from Table G
- e, .
F .
)
-
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'&’ror purposes of causal inference. however. the eross-luiiu correlations (rig, r2g) provide
infutmation of critical interest. There are three possihilities avising frow o '\'nm;';u ison of these
vilues. Suppose that the visual pereeption level for students inae fall caused the de velopmernt of
Later comprehension in the spring, but the comprehension ie the tall had no causal impheations e
Later visual perception. It such a ceusal patte noexisted, the cross-lagged correlatic s between visial
pereeption  and  comprehension  irpg=i 450 would  exceed  significantly that reladng carly
comprehension to later visual peeception tron=0.21. This finding. in fact, represented in Table €1,
inndicates the causal influence of visewd perception on compeehension, T - is wiats acthadly Tound in
the presentevialuation.

As noted, the status or ehange in a variable consistently fllowe.t by o change in status of
another variabie satisfied the time-precedence demands of causal inferenee disedssed earlter. Such
temporal dependencies are suggested Dy inequalities between cross fageed naned corredations. Of
course, ol absolute cousal statern ot on the order of "X caused 37 could wet be supported on the bhases
of ditfercences between eross bigged panel correlations, but interences concerninsg the pevcponderdn
wpicsad e latiosship operativ s between visual pereeption and comprehension variables e quite
epitimate, Inferenees sueh o these enjoy the same logical status as tiose derived torourh the use of
the experimental method, o sy e that provides the anadogue on s hieh this noved analviie approach

w<orounded.

Inthe absenee ol any reasonable empireal datag it s most conservative, al thes pamt, to assume
that both visuad pereeption and comprehension <kils m:\;i':i operete cuasally with respect to one
anviher, The possibility of reverse causality is not neglected i this research, and the operation of
feedboek doop is not diseonnted. With sufficient data pare~ a0 appropriste sampling of time
intersals between instruments, such possibilities are well within the & cestigative bourdaries of this
techaigue, Given the data ;»r‘««x-"nl\' available, however aelear estivnte of the preponderant eausal
mevctionship hetween these variables is possible and ro prv\l'm\ one of the major contributions of this
e aluation, The interplay of vierlous eriterion retereseed stalls and ohjcerives might porprise a major
Ny [ll ttera of results, rentanr achost ot reading

sutstudy . Such an analvsis conld reveal overyinton
or mathematics subtests to one another and swresting desclopmenicl sequenee < ansd intervention
approaches previoushs unmentiosed in e lirerature ol istractieral vesearch i rosding
mathematies, The [‘m\\'ih:h'n-\ of <m‘h an ap p'n ich have bieen demions, rated in carlier eross kurgred
panet correlnonal research isce Crano, 1975 Urane aoad Iohneon, 1976 ' '

fds imiportant. at this point. to mvnliun o final possibility thae coght exast o the dadan B
conveivible but not probable thie no causal celuionship oxists between visuad pereeption and
corpprehension: itmay also be that the observed covariation between these T coneepts represeits
aninstance of "third variable causation,” in which both measures are, in reality, the effects of a more
ceneral cause isee Crano and Brewer, TE7300 10 sueh s the case. no differences inoeross Lygred
correlation values irpy=r23) may be expected. Given such a result, no clear distinetion between
civier of these two rival alternative hypotheses can be made,

[t seems reasonable to expect that different patrerns of causal ceiationships might emerize trom
anaralveicof PMT and PRT data, These divergencies could prove quite vaduable in the generation of
hypotheses and potential ftervention strategies . Ultimately, the outeome of the muass of indormat o
gleaned in such i study could serve o number of theoreticnd and apphed purposes. Hopetuily. th
findings would provide us with a series of data grounded hypotheses concerning the development of
reading and mathematies abilities and the relative emphasis which should be assigned to various
<kills at different grade levels. Depending upon the function . charaereristies of these relationships
and the pertiurbations of the relationship oceurring as a re~.ut of subsample characteristios, a very
advantageous position to generate a theoretical mod Dol factors, which might affeet reading and
mathematies. could be achieved. The data should turther allow speculation on the means by which
cneourage mvm,ol the growth and development of these basie <kills in order to maximize the potential

“outeomes for a wide varicety of children eould besfound, Given the size and diversity of the available

sample and the petential for cross-validation of results, a ve ryv secure position with reference to the
generalization of eutcomes could he obtained. Perhaps no other evaluation activity would have the
inghructional implications of a careful causal analysis of PMT and PRT data.
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