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CITAPTk,R 1. EXECUTIVE SUMMARY

lit k. I ollhe Elementary and Secon(lary Edut.ation Act of 19ti5 'Title I ESKA) authorizes grants
to pul?lic cducatIon.agenci,es to meet t he special educational needs of children living in low income
areas or in instil utiotis bit t he handicapped, neglected, or delinquent. Children of migrant worker,
and American Indian children at tending federal schools may also he served by programs est iiblished
through Title I funding. Programs must provide educalional and support services which are supple,
mencil to t he regular program offered by the public education agency, and payments are made to

state diicationiil agencies for grants to local education agencies.

The 1975-76 school year marks the end of the first decade of t he District of Columbia ESEA lit le
itrogram. Since its inception in Semember 1965, t he program has undergone several transforma

lions in response to t he special edui'ational needs of a constantly shifting population of children.1
number of pupik, iitanber of schools, and level of fumling have fillet uated greatly. In the most cchert;
schoOl year 11975 761. the Title I program served 17,000 students with a budget approaching 10.7

trullion dollars. The number of ident ified Title I pupik has been %.aried. ranging from 70.010 daring
illy 1967 6s school year to 14-.300 during that of 1972 7:3. The program struct are itself ha, mat ured,
how de,pite t hefluct nat ion in the siji if Ole program participant group.

The Tit le I Comprehensive Program of t he Public Schools of the District ol Columbia ha',
operated under it s present organizational st ructure since 1 he 1972 7:1 school year. During this time, it
has ,ert iced from I7,(100 ti 20,000 students annually. These students have been in kindergarten
hrwaji hi' third grade and in t he set enth grade. The cat ionale for primary grade selection has been

to give t he needed assist mice eariv in a child's' schol:ki a' career in order to accelerate achievement .
Seventh grade students' were .selected t he tr.:iisr,ion het ween the eleno'ntary and
secondary school level,.

riV't p"PulatIon served by t h FY 197ti prI)grarn resides in the puhlic school district s
selected for 'l'itli i participation. I t includes st udent, t ho were identified as ill achieving at or below

t he 50th percentile on large city norms for either reading or mathematics, 12, repeating the grade. or
,31 hying t wo ears older than their normal age for a given grade. Kindergarten pupils were
ident flied on he hasis of a standard preschool inventory iCTItS, Form Al. In the eligible pr:t ate
,chook, apFroximatelv ou studeros were identified in grades one.through eight .

I /tiring thu lanning cyi'le for fiscal year 1976. the most acute program need identified by Tit le I

staff was t hat of raising t he achievement levels of identified Title I pupik in both reading and mat he

mat lc,. Additional need, identified as hasic hut varying in intensity from school to school were:

To help pupil, livilili a po,..0,1ve concoro of themselves and t heir abilit y to achieve success.

To çur'uit ide supportive counseling :Ind gui.dance to students in the area, of health. economic
need. absenteeism, and (limiest ic prohlems as hey affect en neat ional growt h and

develof intent

;The major guial if the Title I Comprehensi% c Program is to improt e reading and mat hemat ic,
-kW, :Ind to strengthen, :inert ive ilitiluirni nt 1)f idt.nt ified Title 1 ...I ndpnt :1 measured hy ,tand
ardized iichitivement tests and te,ts if itti''; growt h. St udent s part iripat ing in the prog-ram will
achieve more in reading and mat hemat ics han t hey would have had t here, been no program. The
primary evalmilion quest ion whiq her st udents achieve above the expected no treatment level by
in anuwnt tis hich is hot h st at ist and educat ionally-significant

.1it hough the level of student achiet einem iti reading and mat hentat of cew ral concern.
several other questions were posed during t hc planning stage of this evaluation. Following is a list of
hese quest ions. .kn i'isterisk precedes t hi: question, given extended treatment in thk report The

Li



questions without asterisks required extensiv,e 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.

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

*6 What are the strengths and weaknesses in the reading and mathematics achit.vement subtest
profiles for Title I students in grades K. 1, 2, 3, and 7?

What student characteristics are most predictive ot' 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 witb the lowest adjusted
standardized reading achievement test scores and classrooms with the highest adjusted'
scores?

How is the learning environment difference across the primary grades serviced by the Title I
program?

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

* Is the standardized reading and mathematics terst redundant with the criterion-referenced
reading and mathematics test and, if so, can one of the instruments be eliminated?

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

What is the refationship between psychomotor development !gross and fine motor 1 and hot h
reading and mathematics achievement and self concept development?

Is there a causal relationship between aehievement and conservation skills acquisition; if so.
what is the direction of that relationship'? .

Title I students are characterized by a cluster or i!onstellation of problems which interact to place
these students at a clear and present disadvantage. Several of the characteristics which differentiate
Title I and non-Title I students, as identified by the Studeni Information Form, are as follows: Tit lr

,students are less likely to haVe had preschool experience than non -Titks 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 progrers. By third grade,
one of every four non-Title I males and one of every seven females have repeated at least one krade.
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 than
non-Title I students. Title I students are from two to three times more likely tG have physical or
health problefns and are absent more than non-Title I students. Teachers report that o.-le 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 greatr prevalence of experientially rich activity.

:)



_--

Iterhto,)s t he most important finding titt ained from teachers' re-pnses to tint .`qiidcnt

Iiirm was t hat a substantial. ntinther of eligible students are not helm.; identified t he

norm referenced achievement test . Cur .rr,e1y, a numher o| st udents not needing Title I services

are. on lio,11;; faith:, test -.cores. placed in t he I prog.ram. The excltkiv:. :Ise of norm
reterrnced tests for determining Tit le I eligihilit.% generatim; considerable undu«lollar anti human
cost s .11( houg'h no -rk.ct ion process he one hundred percent ..-ccurate. I ht. VrtClit

:tdolited recornnutmlat ion. inadequat :Ind should he supplemented hy teacher
Tht. Use hifr,rorillo,r1 Fiirni pro% ides aweahh of teacher judgment on each

Aro] t mformat shouhl ut11 in ,eicto Mg hot... students rito-:t in rived of Tit le I

.1 he Ft from hot h ;ht. loir,orr; .!
Pr,,t s .vwt' anaiy.,ed itin,.., two different i?.1,1 model,, confirm

1 hat ; 1. Title I provram makmg -.Lite:tam impact on ,t talent reading :old hcmat

acltie% err:.; 1,4. IT ;aid ,110)vt, l hat 'A 1)1.1td 'PI r/ipttetittt had tiler... Itern no proL:rain. Tltt. ltirgrst gaMs
are al he or...1 ;tit, ,econti L' ride ip% ,/t,..t ,iginficam tattling t hat non Tt; le I .siatient - in

le I tiet-tignat 111 ,chtiol-..t...e al, t iirnattoing ^ greal from the prograni. hongh hese st talent
.,rt. rot dirct, Lt. -ter% fd !

tft,t1Cal I. !II:it Tit !f lident., are achtitvin from 0..20 t;:/(i

LtdA"d :ti- iot h 1,hit

't, t-.,t1t! tt :41:1 Cttt'turtt. !LS! t't,',Itt and Cla,,Dttirtt hehal ior ;ire
t. ten con.'11,1 ItirtIcr Ht-m hat nerd tor 'Fit ,t rong1%;

;. onrept mlent s wit h no nt:til to; '1'111.. I :den-t posit i%

The,t, htt;.1 to.. st tairnts in kirl:lori4:ir. !he

.st fei'l"1., anti Self Securnt id Olt 1)/, ei'at)lir,
)., t h. concept fintim.7- tl..pct t he hitt'. emot ion .1 t paio ny low achievers. '

P....itcaIrd relent I:in in school taxes Oa, einot mnal ,ti! Hong chihiren ct,ntirtletely oni proport ion

to 1 at academie henefit, hich art. grameli. "I hese findings tint a itict tire of frust ration, self
:tad 'Anxiety, t ht !write! nal ,NtrItp,ttli.41, :tcatitonic failure.

.1 t.itor uti % ed t in, year on h, relationship hPi WeCtl fill.' arid g'roS mot or,dpvelop

'And ocAlieniie achievement . Evidenct. .tori;est the fine anti gross motor ditvelopment in,young
children may lir much mot t. 1,%t. to anlhien; environment al effecI t either cognili% ur

det.elopment . Tnerefore. psychomotor measures May ha% r potential fnr diagnos1ng
rm. ottininem t;ffect iwtort lung tincti or-biochemical effects appear. Results of t hk small
itiltt; st 1,than of Punting:mg t his line of inve-oigatitat with a large sample.

\ -ahem pat tern in Ti; if' | !st ;ICH' t hat wit h each successive grid(' it',
chold groiind rehttl% tt to t he norm. One explanation for t his finding is t hat. at each
-alert's-aye grade, more and more learntrig demands understanding of relat ionships relation ethic
lion., and le-, and 1t.s.,, ot he material can he learned hy rote tassociative memorization1. Tit It. I

tie Hop a learning st vie t hat ri1ir, heavily on asstwiat

The y conscr% e I for instance, kmm ing that flat tening a clay hail does not change the
amount of clay 1 is demono. rat ed when t general relation perceiving ahility reaches a specific level.

.titilt.rit, are aide to con,erve earlier 1%% it how intervention ur inducement t han t he Irnr111 of age
idence is accumulat inv. which t hat deficits in Title I students achievement may

reftect t heir' un:uccessful at tempt s ret.pond ively to mat (trial that k heYonti their rttlat ion
ethic! ion capahilit v, The solutiim st raight forward: stop presenting material that force:: t he child to
re,pund a-tsociat ively and give adtht tonal emphasis to concept development activities designed to
improt. -tt talent relat ion educt ion capahilit

st talent, enrolled in. t hr Special itlducat ion Learnirlt.; CintiT program register an increase in
t heir :ichievement -wort, from pre to pit-4 in I he arras of reading and mathematics a, liwasurrd 'hy
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standardized achievement tests. Results of surveys givjn 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 caPs for serving
three hundred students a month; however, only ooe hundred ten students la month were stIrved in
1975-7e, and only twenty-two of these were actually identified for service through t he Di,..ision of
Special Education, D.C. Puhlic Schools. Based upon results from the Student In.nirtnato,o lorm, it
.:eerns likely that there are at least three hundred students in need of services from !he Speci:d*
Education Learning Center program. Apparently, the screening process e: fai!ing to identify these
students. Considering that the prograrn is staffed to handle the full complement of three hundreil
students a month, failure to identify the students result, in a rat her serious under utilization
availahie 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 class-
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 Nogram being offered, and the outcomes of this
year's eyaluation. the following recommendations .are presented:

Abandon the .ise of standardized achievement tests and assign the resources to w revise
the Prescriptive Reading Test (PRT) and Prescriptive Mathematics lest )PNIT). (21 develop
alternate forms for the PRT and PMT, and (3) create prediction models to generate norm-
referenced scores from the PRY and PMT:object ivy mastery scores.

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

The current procedure for identifying students for Title I services is misidentifying a suh-
stantial number of students. The exclusive reliance on standardized test scores should he
discontinued in favor of a "need index' coMputed from a weighted composite of teacher
judgment, and criterion referenced test scores.

The information currently beingsupplied by the PRT. PMT, and CTBS is less reliablethan
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 peed guidance in properly identifying a child's function-
ing leel in terms of PRT and PMT levels. .

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 program presently includes either special language
instruction or extensiye 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 sysWmatic description of th'e
program's structure, including the ways various components, _dimensions, and aspects
relate to one another. Availability 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 I program 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 research specialist
would work with the evaluation team in identifying the program implicationstof evaluation-
findings and then would work in comiert with program staff to design .a pilot project to test
alternative strategies. Following the pilot study, program staff could decide whether a
particular strategy )e.g., concentrating on relation eduction skills) should he infused'

7

4 8



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 '4 last year in that Title I students
evidence more behavioral problems requiring intervention than do non-Title I students.
The number of students with .

behavior problems i-equiring 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 at the heart of the program's phi-
losophy. Should the program foals fxclusi.vely on instructional 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 program in the private schook to
be more harmonious with the public school Title I program.

The excellent reception that inservice courses received front both teachers and aides, and
the incidence of reported modifications of teacher (la srooin behavior indicate that this
component of the Title I program is nweting with some success. Based on teacher and aide
questkinnaire results, a more efficient method of notification of availability of classes is in
order. Sending in-house postal notices to eligibk, teachers and aides, and oeriodicaHy
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 thitt of supervisiag 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 teak:hers to concentrate On act ivitie,s
which maximize student achievement in the classroom. The utilization of the. enacat ional
aides in any thode which frees the teachers to concentrate their foeus on their primary
te.aching activities is an appropriate use of the aides as a valuable classroom resource.

Based on -the results of the interviews with Title I school principals with health aides in
their schools, several needs should be addressed in the upcoining.year. Principals should
be 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
bility to principals, aides, Title:t staff, and public school nurses. The question of who
should direct the duties of the health aides and what their rpsponsibilities'are should 1w
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, Com p r e he nsive
approach to educating students whose special needs eannot be addressed in a regular
.classroom setting. The criteria for selecting childr,n for the program should be studied,
The guidelines tend to exclude so many candidates, that the budgetary allocation for t-he

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 number 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 to be made as to whether the current
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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 viabibty of the present program structure. S:.udent achievement

gains are not uniform by grade level, and student achievement deficit seeths 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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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 Education Act
'iESEA) began a new era of massive federal aid to education. ESEA rightly has been called "the
most significant commitment to education ever made by any national government."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 lihrary facilities; promoted research and development activities; established testing,
guidance. and counseling programs; and strengthened state departments of education.

ESEA has heen amended and expanded since its original passage. In its most recent form, the
;ict contains eight separate titles. Title I of ale. ESEA is the largest federal aid, to education
program. It was also the first federal law with huilt in evaluation. It prescribes that effective
procedures for evaluation, including the use of appropriate objective me;isurements, be adopted
and applied to all Title I programs and projects at local, state, and federal levels.

The specific goal of Title I is to expand iind improve i.ducational c.ipportunities for educationally
deprived children. Title I proviOs financIal assistance to public education agencies in order to meet
the special (ducation needs of five groups of children:

t)isadvantaged chddren living ni !ow income areas,

Children institutiow!lized due to neglect or delinquency prohlems.

lIandicapped children.

Children of migrant workers,

American Indian children attending federal schools.

Substantively, Title I has always been a broad program in that it is quite flexible in the manner of
its implementation. Projects, for example. may serve preschoolers, gr-ides 1-12, dropouts, and the
physically or mentally handicapped in, puhlic schools. Services may also be provided tO private
-.chool students. Ifealth problems may he attacked. renwdial rea&ng ,may h mphasized., and

ultural or recreational activities may he stressed. Significantly, pilot prOjects for identifying needs
are not only permisible, 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 prog-rams he tailored to
prorvide each child with an equal chance to succeed. regardless of his 'her (..conornie, ethnic, social,
and ('ultnral haekground. ESEA Title I provides funds for a Variety of progranis designed to nupt
the indiVidnal need.s; of educationally deprived children. Currently, all states,and more than three
fourths of the nation's local school districts receive funds.unth.r Title I. The public schools of the

iist ric Columbia have received funds under Title I since 1965.

istratiye structure of the D.C. Public Schools iS unique because of the combined city

state status of the nation:s. capital. The state and local functions of publn . education normally found

in separate agencies in other states are integrated into mie system in the District of Colunthia,

2 1



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,
program 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*Title I
program. The LEA is also responsible for conducting related programnAatic research. In exercising
these functions, the local administration assesses the specified educatidnal needs of the eligible
Title I population; formulates measureable program cgoals; 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 past, year, theLEA 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 local school units and
to program sites, and the concentrated effort and commitment of all staff components to achieve
the goals of the program.

The 1975-76 school year marks the end of the first decade 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 thy 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 1965-66, the program 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 variyd, ranging from a low of thiity-four schools
in total (twenty-nine public and five nonpublia4 19771, to a high of ninety-five schools (eighty -
four public and eleven nonpublic) in 1967-78. Fundi f(- the Washington, D.C. Title I program was
highest in 1972-73, over eleven million dollars, and lo ctst in 1968-69, less than five million dollars.

Although its target population and available resou ,s have vacillated, the philosophy under-
girding the program has remained constant since its ini tion. In the D.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 year, marly innovations have been devekped, implemented, a.nd
evaluated. The program focus has closely 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
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the potential effects vhich improve..1 reading and mathematics achievement should exerci:ie on a
child's performance.

The Titio 1 Comprehensi'.e Program of the. Puh tic Schools of the Distriet of Columbia has
operated in its present organizational structure since the 1972 73 school year. During thi time it
has sed-viced from 17,000 to 20,000 students annually at kindergarten through third and seventh
grades. The rationale for primary grade selection has 1,een to gk e needed ie;si...1;tixe e;irly in order

to prevent achievement lag, and for seventh grade selection, to help hridge the gap between the
elewentary and skAcondary levels. The major g,a1 of the program has been to inTiar..e significantly
the reiniing and mathematics achievement of :is students. Ruth internal and ex:ornal evaluation.:
have eimciuded that this goal has been reached each year on the, elementary level and that some
progress has been made on t he secondarv level

Faciiear since it s inception, the D.C. T;tie 1 program has heen assessed a i1, quo, by tlie
nited States Office of Education, with siiine components receiving a uou-,

,.re thplar?i rating. 'Fht Parental In% oi% eme-.11 Con:ponent, for example, has heen in :he fiber,/

category for three consecutive schuo; s.aars. recent accomplishments of t he 1).C.Ot her
Cotnprehensive Title I Program include:

Th,s handbook v, is dttvoloped as a resource for classroom
te:whers in admiri-tering sitpiernentar:. instruction for ideiitified Title I ,tt.Hrtit. iii

kineh,rgart en thron..h grade t'nree. Compiled arni edited hy ail ad hue curriculum task :orce.
of teachers, paren. and program staff, the handhook offers :, wealth of learning
experiences focusing i.pon Pirce curriculum strands: concept developme'ro. ;a01-,r0Agr

facility, and self Coll' rt is balanced in cognitive. affective, ;aid psychomotor domains.

At the request of the Hoard of Education, which reviewed and approved the draft edition
disseminated to teachers in March, 1976, the final edition of the handhook will he dis
seminated to teachers in Vehruary, 197.

Irstractional File, .1,97_5 76 program increased the number of instructional
groups from five to six. The.niew.tersonnei group, Parent Assistants, performs a variety

of nonprofessional .vet necessary tasks within the classroom reading and mathe mat les
programs. The inservice program for all instructional personnel has evoked conconnt ant lv

v. ith the addition of new groups.

Fivoe major factors influenced the program's planning and development; the philosophy of

education of the. Di.striet of Columbia Puhlir Schools; the goals and objectives of the school system;
the Congressional mandate; the 120 Day Rcpc)rt of the Superintendent to the Board of Education;

and the concerns of parent.s and staff for t he needs of identified "Fit le I children.

The most recent example of commitment was the ESEA Title I Planning Instit ute conducted in

Airlie, Virginia, in August, 1976. This institute marked a modification in the proposal planning

process. Previously, a series of workshop.: and meetings with representatives of the various Title
affiliates and associates comprised the proposal planning activities. This year t he task was under-

taken in a different setting, for a designated period of time, and with an enlarged and more divers',

fled participation, in order both to hroaden horizons and to lay the groundwork for the 1978 fiscal

year.

TARGET AREAS

The District of Columbia has the fourteenth largest public school system in the United States,
ranking ninth' among urban schools. In the 1975-76 school year, the Public Schools of the District of
Columbia served approximately 130,685 elementary and secondary school pupils, 95.3 percent of
whom were Black. In the 1975-76 school .;ear, a total of eighty-five schools sixty-three
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elementary, sixteen junior high, and six private schools received Title I funds in the Dist ri:a of
Columbia. In the public schools, funds were targeted at children in grades K-3 and 7: in the private
schools, funds were dispersed to aid students in grades 1-S. The process ftir s,.lecting
attendance areas and project areas is one of the most difficult tasks in Title I program
development. An attendant., area is the neighborhood from which a school gets its students; a
projcrt area is an attendance area in which the children will get Title I services.

The criteria used for the selection of eligible ESEA Title I attendance areas for the District of
Columbia for the 1975-76 school year were an income factor based on the 1970 .censw: and the
rumber of children eligible for free lunch. These two factors were weighted tiO percent and 40
percent, respectively. Following the guitielines developed by the U.S. Office of Education. the
Washington, D.C. I iivision of Research and- Evaluation combined these criteria in mathematical
formulae to produce a ranked listing of the eligible school attendance area.

Once attendance areas were designated, the project areas were selected. Three basic rules
governed the selection of project areas:

An attendance area must have had a higher number or percentage of children from low
income families than the district ave'rage.

No more attendance,areas than either method of selection Ipercent age or numbers ranking
al/mei would provide were selected as project areas.

No eligible at ttndance arezis were skipped in selecting project areas.

.fhe sc::-ct ion of the number (.4 D.C. Title I project areas. designated as Title I Schools, was-deter
mined by the program approved by the. ESEA Title I Office for the school year. All eligible
attendance areas in the ftstrict 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 I school and been educationally deprived as defined by LEA selection
criteria. Thus, participation in t.he Title I program was not restricted to poor children. However,
the selection of participating schools, being baFed on low income factors, insured that a large
number of participants would be poor. In the eligible public school attendance areas, the students
identified for the purposes of participating in the D.C. Title I program were those in the kinder-
garten, first, second, third, and seventh grades who met the norm criteria presented in Table 3.1.

GRADE

lrylividtidl Eliqilolity Cuiter id fur
the D.C. Tolo 1 Progrdrri

NORM CRITERIA INSTRUMENT

bUttl p.2; ,t:t:!, H,thel,11

1)(PL11/0',..H.C!..:fi,CO3)",11

At ); I, 501r) ii i), .1!!I ,

, rT1',

LI A
S. L.H H

C,.rttpre.hore.L. it
S. Level C

T,
C(flritmet).,1r,c,.
Sk T, Level 3

1.3,roc

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
schools.and-fell below the citywide mAian 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 th6 Title I- program by grade are: kindergarten, 3859; first grade, 3769;'second gradeK
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
successful program; determining what eligible children needed was also required. Answers Aro
questions such as these were obtained:

What kinds of problems do eligible children have."

Which problems dOes each child have?

What can help correct the problems?

Which prttlems must be addressed first?

Answvring questions suoh as these is called a Needs assessm('nt. The law impli s that each school
district must do a needs,assessment to expand and improve (ducational programs by various mewls
lincluding preschool programs). These should contr:)ute particularly to meeting the special eduea
tional needs of educationally deprived children.

Five steps comprised the needs assessment process for the D.C. Sqhools:

Identify the educationally deprk.ed children in an eligible attendance area.

Gather information to determine what types of educational help these ch.ildren need.

Diagnose what the children's educational problems are.

Classify the needs of the children and determine if their needs are academic, mot ivational,,
or medical.

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 eyele for the 1975-76 schoOl year, principals.
teachers, central office personnel, Members of the Cit:, wide Advisory Council, and local Parent
Advisory Councils identified the needs of pupils, staff, and parents. Those needs are presented in
Table 3.2.

NELIY..) WEN HEIL 4.) Fr)R AND PARENI!-:

PUPIL t`JEEDS

If IL C(1:1(:T(U,11. (i(".t!l )t:

1,11 (IPVt20 qFn..! .7
cyfict1)1 (Ipvt.1,pp).- 7

STAFF AND PARENT NEEDS
11:11). I f ii u,t III 'II. I! I.,' 11 ;

Ac ,(Ivoktmpf I H t ' 1., I I:I '1 $

r)101ildff) ,t,),1)1 ,U .
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OBJECTIVES DEVELOPMENT

The needs assessment survey conducted in the target grades of public Title I elementary
schools arid in the ident ified populations of private schools revealed a cluster of pupil learning neti-ls
in the broad areas of reading, language, and coMmunicat tin, rlathematics. background inform::. ion
and experiences; and affectiv;, behaviors for identified Title I st ndents. Rased on the needs assess
mem stir\ ey, a major goal for th; 1976 Title I Tot al Progr;,rn ,v,ts established: improve
the reading and mat hernatics cognitive skills and affccti% Itiarn;ngs of identified Title I students, as
measured by standardized achii".einent test ; and tests of aff-ctio. growth. Two primar. I;

related ul'jotie re deried from this ma or i.mal The ,.'eak :t.nd t jttiee':. t t.ited ir!1 he
1 7t; proposal, were as follows.

t'oei 1: Increase pupil :Lehi( vement in the basic shill ot: reading and ni:itt:i'm:ttit

()Heti:ye A.

)iljt.11:vt

(Iiv en the services of the Tit it, i Total Learning Center, 71 pe-ctint t:f t he

students will increase their and !nal hema.ics ;wine\ emert at least
percent of t heir precimis achiw.ement

t he -ervice of the Title Total Learning renter. he remaining 25
i.ercen. irA"e;!-.4. !heir reiolin;.: and wathernatics achieve
ment s;6. of 5 to 21 pet.cent of their previons achievement.

._.: Increase tit:pil ;:rowth ii 01(4.! ;ye creativit y throiih i c;:rrlculum hic

integrates t he core curricultim of reading and mathematics ..vith ei,t her hoot. subject
learning experii nces. l'ositie changes in affect i% e He acconaHi.htid hnotpj:

Fit dd trips whic-are curriculum :elated.

Exposure of pupik to meaningful musit.a!, drateatic, l'terary, ;OH (Lance experiences
ihrough in ;ind (nit of school performances.

Pupil inviikerniinl in the art. le.: rapil participatior, ii drama, 711i1:1C. fine and
ot hpr :irt media.

A multi-ethnic program of carefully planned literarv .and cult ural experiences hich
expose children to books of their owh cult tire and other cultures. The mult i ethnic
goal will he for chiCdren to realize:

That they do have roots in the past based on a cult ural heritage of which they 4'an
be prmui

That their culture has made important cont riluit ions to the total culture of their
count ry and the world

Thro ,wir cult ural c:roup 171;ll inpirintt inlaijnat ion, poet ic

qualit y. toid a philosophical outlOok.

That other cultures have ways of looking it lift ind expressing ide;ts which can
expand the children's own understanding.

To ensure I hi oThievenlent if st udent goak. staff. goals ....ere ;iko est,ahlished-

(Ioal 1: The provision of :t variety of modalities for instruction in the communicat ion ;kills which
accommod_de the different learning styles of children through verbal language ;torts (listen,
ing, speaking, reading. writing), literature, anti drama: symbolic language t mat hemat lest;

;ind the arts tmusic, dance, fine art
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Goal 2: The nstablishment of a, comprehensive program of staff development experiences for all
levels of staff whieh utilized the team approach. Staff development will be in the areas of
human relations, values clarification, organizational skills, subject matter content and
techniques for currioulum integration, and classroom management.

PROGRAM DESIGN

A multiplicity of student learning need.: requires a multidMiensional strategy if students are
ubot h to achieve learning success and to realize their indit, idual potentials leer el dire,ction and self

actualization. Recognition of this fart. combined with the underlying program philosophy aml the,
results of the needs assessment and objectives development , culnnnated t he 1975 76 D.C. "Fit le I

program design.

The ehild is the eenter of the Title I progran.. lo emphasto the importance or serving, ail it t

edurational needs, the 1975-76 program was ele,.igned around the. Total abarning concept In

order to elevelop the child's cognitive, affective, and social skilk, a sat urated learning environment
was designed. Thi, learning climate balances t he diagnost ic teaching of nepded skifls in reading and

mat hematics with interest -centered instruction and free-choice ae.ti% Ity. In order to provide more
individualized instruction for the Title. I child, special in-;ructimial personnel and supplementary
ctirricula were. utilized. The child's first "teach.-r-," the parents, % ere directly in,. ob, ed in I he .

program. in hopes of support ing t he child's total growth and development . By the provisia. of pupil

support serv,ices, noninstructional faetors were prevented from Interfe-ring wit h
to benefit from additiomd instruct iomd assistance..

The. (...omponeuts eHinprisiug t he V.475.7C program design are. displayed Ii 'Fold, e ategori...ed

by the areas addressed in each component.

CH!LD RELATED
13,ild.icr,O coo., oium,
Af tr!ctve.. Eti,p
Eottavnunt

H"U
SIR:C1.11 Ed61GdilurI
Preschool Exp,ioi.
Follow Through
Cdr,..?r D.,..vvloonwot
Commt.mov
Pr ivdtet Schol,l Pr ogi

T do i ..3
I IL

.1(.:i IONA 1_ :-;OPPOi:

ii

dl
''

NUNINSTRUCTIONAL SUPPOR 1
.AdmIr);.,N,II:,
E ..1:61601{),1

.N .rrrtrlidrllI S.11)11,1! S,!..ric.",(1

The breakdown .by cot.,ponents presented in this section underscores the multidimensional strategy
for solutions utilized in the Title I program.
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Balanced Curriculum. The ffillanced C rriculum component was designed to facilitate both
affective and cognitive growth in the readj-Ig and language arts, and in the mathematics programs.
In reading and language arts, four' subco/nponents were identified:

Supplementary classroom inst ruction in language arts and language experiences for
identified students.

A variety of classroom strategies, activities, and materials for differing needs and icarning
styles of these students.

Laboratory experiences to reinforce, and supplement classro,An instruction of identified
students most in need of individualized instruction.

o Diagnostic prescripiive technique's for improving hasi,. reading skills in t:.le lahoratory.

An eclectic approac l. incorporating language' experience, basal readers, and phonics was
utilized in the classroom. A diagnostic prescriptive approach incorporating diagnosis and prescrip-
tive teaching was used in the laborathry. Individualized Personalized istruction ilPH was the
method employed in providing learning experiences desCed to meet each stodent's needs and
interests at an individual level and rate of learning. Integration of ill the communicatjon sk.11s
ktening,,speaking, reading, and %%Hi:rig was emphasi..!ed. A variety of learprpg materials was

availahle, such as paints, pape,r, hooks, periodHils. lil.rara-. filmstrips, tapes, television, games,
puppets, curriculum handbooks, comm,ercial, and teachermade materials.

In mathematics. t ,No suhcomponents were identified:

Supplementary, corcentrated classroom instruction derived from test ami Manipulative
materials based on an upward spiraling core of basic skills for Aentified ste,dents.

Diagnostic prescriptive. a,..tion -oriented lahoratory program designed to reinforce and
extend skills developed in the classroom.

As with the reading program, IPI was utilized. Multimedia techniques compensated for the varied
learning styles in conceptual, application, and computational mathematics activities. Some of the
materials used to meet the various needs, interests, and learning styles of Title I stu-dents were
flash cards, games, recordings, manipulatives, measurement materials, media materials, learning
packages, and learning machines.

Affectiec Educatn. Children who ,Ire able both to read efficiently and to solve mathematical
problems experience positive feelings about themselves. However, t hose 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 I Comprehensk e
Program was designed to promote this latter type of experience. Stated simplistically.. tht goals for
the reading and Mathematics domains, respectively, were:

Increase the number of children who ca..t read, do read,.and want to read.

Increase the number of children whb improve their mathematical problem solving skills.

iCAffective education balances instru ion in cognitive skills and activities specifically designed to
develop po.sitive self concepts and ''e'-ilthy interpersonal relationships. Interaction experiences
include storytelling, mathematical ga'mes, dramatic play, peer group work sessions, creative
writing', sustaiped silent reading periods for the whoW classroom, and experiences outside the
classroom.
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Furtchment Experienofs. Venturing into different plact.'s, examining and manipulating, and
coping in strange environs were all deemed to he essential experiences in order for a child to
become the active architect of his /her own life. Many disadvantaged students have meager
experiences upon whicl-, to ?Wild sound academic foundations. The t.nrichnwnt experience elm!,
ponent was designed not Only to brit,g experiences to t he child; it also integrates t hese experiences
with reading and mathmatics skiIis as well as with the development of basic self concepus. This

uponent expanded the 'Fitly I pupil,: edacational:opport unities hy emriching their experiential
ackirround. Musi,, drama, tlw fine arts. Nark stUdies, ard f;i1(' trip experienees supplemented

the basic school prodm. Enrichment activities were scheduled for Tit It, I pupik at an avrage rat k
14 one per week.

2-;117roncr proyram. Thy ,urnmer s( h()I pr();',r;.in operated A half lay, six woe!: exten,i,w.
of the regular school year learnin.,, center. The conce.-,t ratiok on tho balanced eurricutunl, affect .ve
education. enrichment exoerient:e, sepport -ar\ ices, and staff tieveloprt actit:itie, were
included in bot h programs. Approxitoareiy 5000 public elementary school children in t ceri.
centers and 21:00 pAblic ,14..titdary -.Olio; wienrs in fur add.tional centerS par; icipar rd.

some ef Om student-. Were tatight in experimental multilevel classroom su.uat ions by a team oh
hair -taff membcrs whit+ included 'parents. 'rlds prlot project . known h IM Center Program, i

second year...1hp iir -MS" rtl re-,ent rnult !model, roultagradc, multi age, arid ruuirimedia. il

this piHt project, thirty student, at each elementary .-tchool p.(iticipared. Tradr:ion;d ritJ
destgrultor, t.k.(re d(cleted. The population was sr ratific,l ith It) pet-cent ki1dergarte7 ,t mients,
pe:.,.ent first grad( percetar sec(,nd ,,,,rah.r., Ir) ercnt third grader,. h Yertre.

Program. being a u!ixture of o'der and younger ChIldrt-n, provided a nailir;ii Nt't :

ciicouraging peer teaching.

I.

'1:crapll iiiiri)trratiMling for- I -; exr,eriencMg se,, ere lo..rriing- re!.it

jtrriin onvironment was created in which each eliura!ional irhpedirm nt, were ideraitied
.md ;reared by an intcrdicirdinary Warriibit center team. This approach w tr-ed ri fre
viementary centers. providing a varlet v barning settings for ,diildren ,peeal
cornnorwnt t horourThly. illuminated Chapter °.

Id-par....Hot, This component provded for an ehi'dhood program !...,ed upor,
action of teato-i"g nwt hods orterded tow:trd mat oriak, torwhersind

V.r..pha,is ',vas plac-d upon conceprual and lingm,tic development at the pre,choth

Th, aqh Foilow Through is a natatnal program designed both to augrneni .ind

capitaHo. upor. the gain, pub!, lay Hy. m Title I, or ,irnilar pre,chooi
program. It inc!,t phy.:ic;t;, p,ychol(`gical. and sociai r1(..l .

children f....ern incore farrilhe,. t Columhia, t Wt. VoHow Ofni-r-
pri)vidcd during 'rie 1(.415-7i" childrtn in Olt' primar; /.;rad,s: The :\.lorgan
Follow Through Center the '..;ichels .V.eitue Follow Through Center. The Nlorran
-.( aptinrximatpl:. .1,011 Nichok Avenue Center helped approxifttaiely

The FAu,,atior! I it.,..eiopn:ent .'nt er- Cambridge, Nlassachu,:et t w in,t it utionai

;or Morgan ( 'enter. tile rmver,iry (t. gon. I flo s)i,risilr for the Nichok A-enue Cente: .
Those two (.enters .vere planned as coinprchensive child development program( offering soial

,c:".:,..os to of participaLing udents. Acrbh.mic instruction. nutritionai advice, and h-alti:
care services were also offered. Social ,trvwes worked with familie, regar(1ing the psvehohur.it.:11
1:vi.d, of their ')reschool cbiHren. The alio was to help families bot h ',res. the program of the
cemer and undor-dand the interlocking reiat ronship of its Arious compommts. Ac.ulonac
instructinn was desiN.L.,(,to ,:ornplemerd the lIeadStart pres..hool ( urricialum and to merge with
those materials and.methodologies being used at the respective schook attended by the children.

The centers offerd general (lental and medical heldth care. I )iagnost ic services and t Teat mem
wen ako available, Nutritionists analyzed the children's dietary needs and assistd parents and
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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 Valtinteer services, and participation by parents in
educational and community activities. A Parent Advisory (...ommittee, composed of par ents and
concerned community members, played a major role in tEe planning and management of the
project; this committee helped to establish policy and also monitored the program. Both centers
operated throughout the regular school year, as well as during the summer.

C,treer Development The Title I .Compreiensive Program operated tAo projects t.o orient
sHeof f, I sto,ients to careers in business and t he Career Developme:t pilot program nei

tin \V ideki7e.: lIoriions career orientation pr,4.fram. compo:1,1.; is :4.isn ed. more t hor'.untly

in hapter 11.

Commulott: .(ti,t1too1s. Twe -ortinnemt:, schools (:a..-iet Patterson, a tuni..,r hi.th school, and
Harri,on. an 'Hementary school }loused center 'ionoWork, ideal assi.stai.ce, and

mformal The two eocl,.. tuty schook Aert' der..'ei to 1,7iii;!' thi gap bet . cen t he
4..o,1 arid the community. They s,pplied resource....; tw,:tead t ho h:: the. tw,cu!ar school to
n'.er!tified Title 1 st wients wit h th;..great,st rxeds:Th-v a!so .c.:demic pro,,ram
thro,.igh informal educAtion proiects lio:n f 'hcs ,t!a det;iii in

l'hapt er I I.

P.- 'IP, PrH!,17'i \VHe int.11:::1,;. fur Title ,h;!dren
mav he -er:iced are. nicutified 1 1:.-;:dvan1age ! educationalk 7.tnd

tendance are -t:rid,r the ,c..pices of the Tit Ir I project.

i% c -ch-ois with studtlitH who met t Title`, criteria ;:err ic:pa;ed in the program. The approxi
stude.nts ide,ntificd for this proLt.ram ,:issistance from rcadiro. and

r,-ource.' ;eat her- ;1.P.d cducatH)nal ;;Cies from t he (1;1.

instriottionol Person'', I. The desiol for the 1975 Tc; Title. I program included six groups of
.instr.uctional per-onnel. One of I hese personnel ifroup,. parent assistants, was a new addition in the
1975 76 school he following.six grouos comprised the ifistructional personnel for the 197:, 711

Comprehensive Title I Program:

Elementary Resource Teachers

Title I elementary resource tei.chers served as reading, language arts, and mat he
mat ics Title I curriculum leaders at the building level, They provided services to all Title I
children identified for reading and mathematics assistance, and to classroom teachers of
Title I students.:';chools with ident ified populations of '250 students or less had one combi
nation reading andmat hematics resource teacher; schools_with 251.350 identified st odents
had one reading and one mat hematics resource teache.r. Schools with more than 350
st udents used I :vo reading and t wo mathematics resource teachers.

Junior High Reading and Mathematics Teachers

Title I junior high schools had one reading and one mathemat.ies teacher per school.
These teachers supplied instructional servicos to identified Title I students in a self
contained learning,center for a designated number of periods per week

Regional Resource Teachers

The regional resource teachers seroxed as a resource to teachers of identified Title I
students within a designated region..Regional, resource teachers helped those inStructors
who were familiar with compartmentalizing subjects to integrate and fuse subject matter
discip,lines, This was done in order' to focus attention upon a compartmentalized content.
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area without defining a'topic area. 'L4;tbte:acher worked to help students use all the appro-
priate skills he/she had niastered (writing, spelling, computation. comprehension), in an
effort to explore, define, resolve. or expand the content area. Solutions to real-life

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
resource teachers were assigned to areas on the ksis of the number of Title I schools. A
total of ten .regional resource teachers were assigned to regions as follows:

REUION

H VI

II
IV
V

NUMBER OF ELEMEN IARY SCHOOLS

Educational Aides

13

11

I/
ft

NUMBER OF REGIONAL RESOURCE
-TEACHERS

1

.)

Educational aides performed a variety of functions, thereby relieving the teacher ot
many necessary but time consuming tasks. Daily activities included reading stories:
preparing flash cards or word games;.administering teacher-made tests: supervising small
group activities; operating audiovisual equipment. nthintaining files., and recording test

scores; esciTting children to the auditorium, lavatory, or playground: and accompanying I he

teach,.,r v..1.en the eacher was supervising Children orr the playground or in the lunchroom.
Schools with no more than 100 identified students had one aide; tho-,e with 101 to 250

students, two aides; those, wit ii 251 to 350 students, four aides; and those with more than
350 students, six aides. These paraprofessionals were supplemented I:y new instructional
helpers, the par,dit assistants.

Parent Astostants

Parent assistants formed a new personnel group during the 1976-71i 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 nonprofes-
sional yet necessary tasks within the classroom instructional reading and mathematics_
program. They worked with Title I children either on an individual .basis or in small

groups. Having parents of identi-fied Title I children fill these positions increased the
benefits of this instructiona personnel group. The taffing pattern was the same as that
for c.ducational aides, with the number being assigned to schools based on the si7e of the

Title I population.

Program 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 organization and management of program

services 'at the local schoOl level. Tasks completed by the .program assistants included
making contacts or arrangetheats for field trips or enrichment activities; maintaining
accurato records concerning materials, supplies, and equipment; and acting as liaison
between the classrooin 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.
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These six groups of instructional personnel, in concert, provided a.wide range of services for
Title I children. Their services enabled more individualized attention to be given to eligible
students and spotlighted t.he child as the center of the educational process.

Supplf...mentary Curriculum. The purpose of the entire Title I program is to supplement rather
than supplant those services nor:mally provided. It, follows that supplementary curriculum materials
nia be necessary to implement effective exti a services. ln the DA Title 1. Comprehensive
Program, several supplementary curricula have been developed. Two examples of these ace given
below:

The Balanced Curriculum Hand/mid: lsee p. 3.3).

Afany Thing's-by

This anthology of eight booklets is composed of stories,' poetry, inu-.0. and art w (irk
created by elementary Title I stud nts during the P471 summer school program. Illustra
tive of the beauty. clarity, and appeal of the creati.;,. work of tirban students, the
anthology will be used in several ways. It will serve ;is a vehicle for peer sharing, motiva
tion for student expressiou thro,.....h the written word and the visual art s, and as a means
d' building student self.concept. It will also be a tool tor imlependent reading. Approved
by the Hoard of Education, the anthology was disseminated in September, 1976..

These curricula ar., recent innovations in the full-scale, evolving program in the District ,of
tjolumbia. and implementation began in the spring of 1976.

Parental lueoh,rmi nt. Parents are the child's firs: teachers. Threfore, any thrust to provide
permanent educational benefits must accordingly focus on swo.aining active and meaningful parental
involvement. The parental and community involvement component provided a structured, organir.ed
means of involving prents and concerned citizens in all facet if the Title I program. The family unit
was linked through this iny.;lvement t o,t he school and t he general community. The primary goal of
the component was to develop strategies which result in a more relevant Title I program; greater
community support for Title I schools; and a more productive relationship among parents,
administrators. community persons, teachers, and students.

The strategies for.broad parental involvement offered parents.opportunities for advisory roles.
for giving supportive service o the Total Learning Centers through the local Parent Advisory
Councils, for diversified training and continuing education, for participation 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 pr4;rani information, Several
aspects of the 1975-76 parental component should 11( highlighted:

Parent Assistants
This new staff position added ninety paraprofessionah; to individualize even further

the classroom teaching and learning situation.

Staff Teachers
The staff teachers for parent training and parent councils strengthened the Title I

program.

Parent Advisory Councils (PAC)
This organization Of school councils was initiated in 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 Training
The parental involvement component was structured to include training for parents.

Activities ranged from local workshops to national conferences.

Parent Education
During the. 1975-76 school year, a proposal was designed for a continuing educatioh

program at Trinity College. The program will give college credit for parent enrollees.

Parent Volunteer Corps
The Parent Voluntee, Corps is a strategy for broadening the 'teat:fling base by

drawing parents into the educational program of their children in positive and practical
-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 iole and will not be considered employed

or an employee, although a small expense reimbursement will be made available lo cover
incidental expenses of the parent volunteers. i.e., babysitting expense.; 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 (tlassroom. as well as with..
their own children at home. A program of continuing education will also cover personal
interest and self-improvement areas. It is anticipited that approximately 400 parents will-

participate as parent volunteers.

Additionally, seventeen parent volunteers received training and served as members
of the instructiohal teams in the 4M Centers of the summer program conducted during t he

summer of 1976. The 4M Center program was a multifaci-ted approach to meetirw t he

multiple instructional needs of 500 Title 1 students.

AT-HOME Project
A summer alternative program was conducted, using home learning materials wit h

500 parents and children.

TOPPS Chorus (Title One Parent-Partners Chorus)
The TOPPS Chorus was a Medium for personal enrichment, as well as a vehicle tor

communky 4t reach. An example was tho group's perforrnance 'as guest musicians for t he
Maryland State.Tit le 1 Conference at the Universily Of Maryland.

Publications and Dissemination -

A pamphlet and slide-tape, "The In Thing," and a hrochure. l'neolved: Ih.ructiofis ono'
Decisions oh Parental InlArement, were produced and disseminated to schools and

parents.

Commun4 Outreach
ParentsI and staif explored the resources of community organizations, government

agencies, anid local colleges for possible benefits to the program.

Bicentennial Parent Awareness Conference
This two day conference consummated the parent program, with over SOO registrants

participating in educational and cultural events planned and developed by parent,s. The
design addressed the contributions of parents as participants in their child's learning ex-
periences It also stressed the importance of providing parents with services which raise
the level of personal and family goals and of parental 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.
Classroom 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.
Title I Community Aides and Other Parent Workers.
Parents.

The activities employed throughout the year Fere varied, interesting, and functional. Examples of
these are seminars, symposia, 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 I staff
competencies, this component was to improve the quality of services provided for Title I children.

NoninstructUmal 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 to reduce potential hindrance factors. Included ir, this component were four
subcomponents: pupil-personnel services, urban service corps, health aides, and media services.
Together, 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 child 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 Sci)ols for the Title I Comprehensive Program through the employment of

the following:

An efficient management system.
f

Well delineated job descriptions.
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The expeditious 'delivery of program services to local school units and to program sites.

The concentrated effort and commitment of all staff components to achieve the program's
goals.

See Chapter 11 for a thorough treatment of the D.C. Title 1 program's administration.

OUTCOME EVALUATIONS

Wlwreas process evaluation is conducted for.the entire length of the project, to determine the
status of project implementation, outcome evaluation determines how successfully the project has
met predetermined objectives. The original legislation for ESEA Title I required that "effective
*procedures, including provision for appropriate objective measurenwnts 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 spedfic 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 Education regarding research studies "evaluating the effectiveness of payment under this title
and of particular programs assisted undtT it in improving the educatiorial 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 wasitreviewed by the appropriate school system personnel and-accordingly approved for use. Con .nti
ality of data was required. The final evaluation reports were disseminated by the State .0 e 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 education 4ency, 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:

Title I operations manual. t,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 P 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 itml Notes. (This newsletter, the recipient of many commendations, has been.
WII to report on the many student, staff, and parent activities conducted within the Title
I program, Published periodically, it has a wide audience, including I SOE, parents, and
st aff in LEAs anti SEAs t hroughout t he nat un. )

llany Things by Pcoplc. (described on page 3,121

Balanced Curriculum Handbook. 'described on page 3.31

colnvil: Ilircctions a al Dct.isiwis iii Parental' Involvcanent, (This brochire des.cril;ing
parntal roles in the I ).C. Title I Program , as distributed to schools and parents.)

tioI I).c media. (Newspaper articles, radio, and televkion have all ',wen tisl4I to (it' trOte
Title I events to tht: general public.)

Ecaluo.'ieat of the ESE..1 Program School. 01 lin, Columbia,
1974-75: Final Evaluat ion lic.port

Tit It' I proposal planning activities. (The l'.17 I tall plannim... se-,:iot. for he 1-'1 1976 pro
posal officially initiated the tlevelopmentai process for the 1975 TO Tit ii I program and
pryvided another effective means fiti I 1isseminat ion.]

These vehicles for glissemination have provided a viablt it-,..fiankm for commuMeat ing educational
net;41. orobHus, and ,olutions.
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FOOTNOTES

3.11ten 11rodinsky, "12 N1ajor Event,' That Shaped America's Schools," l'hi 0,1la liappwl,
ISeptember, 19761, p.75,

3.2Hrodinsky, p.

33Elernent au, and Secondary Educat ion Act 1§1 III, 79 Stat. 27 (19651, 20 I.SJ. l l 01(19751.
Sec, 101.

3.41We' I ESI..'A lime It Works, Guide for Parents oiol Thrunl Advisory lori,o-ds,

3.5/fistGry (if Title I FSEA. Washington, D('. 1)epart men! of 11ealt h, Education, and Welfare,
Fehruary, 1972, pp.', 2.



CHAPTER IV. EVALUATION DESIGN
SUMMARY

The 19,75 76 Washington, D.C. Title I progrtun evaluation represents the second year of a
longitudinal analysis. The evaluation questions addressed in this report were formulated during a
series of desigrtconferences involving Title I staff and the Division of Research and Evaluation.
Although the evaluation was performed onder vont rart to an external agency. the design and
implementation of this evaluation were, in every sense, a collaborative effort. The Title I program
staff made frequent suggestions on the process evaluation aspects of the study and provided time
and enthusiasm to the design of process instrumentation. The ti. ision of Research and Evaluation
provided expert guidance and assistance in virtually every aspect of the study, from initial design
and conceptualization to critiquing drafts of this final report. This chapter outlines t he general
design strategy; reviews the major evaluation milestones: lists the evaluation questions. mstru

_ mem ation and sampling considerations; and summarizes t he ,ubstud;es addressed in this
evaluat ion.

DESIGN STRATEGY

The conceptual framework employed in this evaluation is the Information Rased Evaluati.m
Nlodel (IRE)* which views t he primary task of evaluation as supplying information to individuak in
decisionmaking roles. The model focuses oa evaluation questions anl the V. ay.: in which those
questions can be most usefully answered for different audiences.

Th concept of irtformation utility is the overriding characteristic which different iat es qood
evaluation from poor evaluat:on and undisciplined data collection from information gathering.
Judg.ed by even modest standards of utility, educational research and evaluation has a pitifully poor
record, and the educational manager or policymaker unfortunate enough to oPerate within this void
must sift through mountains of dat a for thoee nugge.ts of useful information.

Wit hin the social sciences in general and education in particular, the mechanisms do not exist
for supplying 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
Mechanism, but it has suffered from both growing pains and an obsession to separate itself clearly
from the research model. The 113E model hopefully suffers from no such obsessions, except the
possible tgle of.adhering strictly to the concept of information utility.

A not her factor contributing to t he inadequacy of present day evaluations is the relationship
twt ween program evaluation and the performance objectives movement. The symbiotic growth
which these two concepts ha; e enjoyed has served to reduce the full potential of educational
evaluation. The crucial role which performance objectives play in program management i.s obvious:
however, the question arises as to the part which objectives should play in evaluation. The IRE
approach views program objectives as a focus of evaluation activity. but by no means the focus.
More t radit ional approaches to evaluation have used performance objectives as t he foundlit ion for t he

planning and execution of evaluation activities. This procedure Is considered inadequate for several

reasons:

Basing evaluation on performance objectives restricts the focus (')I. evaluation to intended

out comes. t hereby overlooking unintended outcomes which are pot ent ially just as

import ant .

*A. Jackson Stenner1 ii ()cc rvic ti of kformotion Thmed Evaluation: DesOin Procedure,
Information Based Evaluation Series Book 1. iArlington, Virginia: IBEX, Inc., 1972).
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Performance Objectives provide an inflexible basis for evaluation in t hat t hey are seldom
changed during t he program year; t hus, informal ion needs Kvhich ;ire fluid cannot he
idequately iiddressed...

Even if aformat ion on the attainment of all performance nhj(('t iVe N pro% ided, important
information is invariably ignored because objectives ;ire not developed w uh information
needs in mind, but rat her are developed as guideposts hir program management

Objectives based evaluation often views each ohjective as an isidated area of focus, and
thus inq.uvt ant relationships are often overlooked.

If program objectivs are inadequate as a foundation for evaluation, what the idternatives?
How do we define the parameters of evaluation,, i.e., what are the reference points? In objectives
based evaluation, the reference points are the program objectives. In information based evaluation,

'the reference points become both the information users for the program and information domains
information nee(ls). Capitalizing on these two reference points, a technique called domain

analysis can be used to define and focus the direction of evaluation.

Information based evaluation should not he consillered as bjectief-frco evaltiat ion.

Information based evaluation recognizes the importance of program objectives hut 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 individuals involved desire answers,
l'riorities are established in both the information domain category reading ;ichievement,
career awareness) .aml the information user category te.g., School Board, Project Director,.
I.SOE OCE), and the evaluation resources are expended to meet these identified priorities. An
additional check on the adequacy of evaluation information is the extent to which 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 t he various information users, the evaluation team can often develop evaluation
questions which relate to unintended outcomes or shmbor brn,lits. These questions occur 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 objectives 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 prograrn may cause some unintended side effects 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 ahle to identify potential
weaknesses and unintended outcomes. Therefore, in serving each information user, the evaluation
team can gain a halanced view of the program.

Information based evaluation recognizes that an evaluation must. he dynamic if it is to be
responsive. Program objectives rarely change during the project year; thus, the ohjectives based
evaluation is static and methodical in responding to the information requirements. Information
based eviduation accepts the fact that information needs are fluid, and new questions are posed
throughout the program cycle.

By definition, a compensatory education program will possess characteristics t hat differentiate

it from other educational practices. These characteristics are the 'ingredients in the program's
recipe: If the recipe can he explicitly formulated, then it is likely that it can he replicated. More
often than not, however, a program is judged successful in terms of the sludent outcOme data,
while the staff does not have the faintest idea of which dimensions of the program were responsible
for success. Identification of the components or ingredients of program success is the goal of
process/product evaluation.
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In contrast itT educational programs and chr.srooms, evaluations often identify the most salit to

di-tinguishing characteristics 01 the programs, and sultseiliwnt successes and failures are
at rIbuted to these salient program feat ,ires, For examplt . t compensatory education 1)1.r,titp.

I1L1V ht. (11,1111011sht.i1, t "phoIlle 1);1-.(41" :t uppo.c(1 to -.1gitt hacd.- The designat,irs and

,olit/ art aocepted as sufficient for program ,'ortiparison, despite ho fact t hat I hen ire undoulttellf.

111Wt'n., 1)1 more ,uht It lithit' nces olimensions, strategies) :wrong ia aprirrht' a iltch ii
potonti,dly more descriptive. Furthermore. the \kays in which the ,ipproaches ;ire alike Creel'. I.
little if ;Itly attention. The failure to go beyond .annplist 'lc, nominal iniaI,n' in pragrain de,clap

cont r,hutes subst ant ially to our inability to Illir..111;1,..t. t...,1111311t.ii.

The lid.: model addre,se, thrit lrrni,rv classes of intormat ion and ealoation

product ,siumnatp. ci ev :dual itin.

11.1,rniat

''..1)C1.- product ealuation.

Produc.1 evaluation assesses progr'zr-oreiffrrones; process e\aluation reoniturs -trategies
procedures dtsigned to change student or teacher Inha or rWt.., protinct i tItLt t!on exph,res.

he relationship-: among products and processes. PrI,CC,,, product evaluation si eks determine

hich strategies in a particular program lead to desired outcomes and how these strategies earl pt.

replicated.. Although often igni,-ed process product e alitat ion is proTanonatically more

important than either product or pnwess e%aluation. ln terms of Tiest ions to he answe,.ed. product

evaluation asks: -How are the students nr teachers different after exposure to the new program'!"
Process evaluation asks: "What strategies ,hfferentiate liii . Tit it' I program front tradoitMal

approaches and were these strategies implemented'. Process prodmo eyaluation asks: -\Vhat art .

t he relat ionshite-; among titi strategies and t he outcomes tithe program?"

Pro,.ess t.% aluation is important hecause managers need to know ?iliq a program worked just as
much as they need to know how successful it was. The first and most difficult step in process
c%;ilitat ion is to decide what strategies are being implemented which dkcriminate a Title actiity
from a comparison act i\ it v.

MAJOR MILESTONES

.An intrinsic artifact of the Information Based Evaluation iIBE) method of design is the growth
in evaluation sophistication of the client. This comes about as a result of the' close chent evaluator
interaction, whia is an integral part of the method of WE evaluation design. As a result of the
1971 -75 evaluation and thc intensive effort which went into its accomplishment, the evaluators felt
t hat the first design conferentte to he held under the aegis of the new contraet would he excellent.
"We were not disappointed.

T;re first design conference was held on JanuarY 21, 1976, at the Title I office. The conference
comasted of two major segments. The morning session involved an executive session with' Dr.
NIilt:red Cooper, Ann Pitts, and selected memhers id their respective staffs. This segment allowed
both a thorough review of the 1974-75 v alum ion report, and a goal-setting .;ession for the 1975 7ti
evaluation. The scope, tone, and direction of the 1975 76 report were set at t his meeting.

The aftecnoon session conskted of a general design conference, In attendance were memhers
both of the Title I staff and of the I `istriCt of Columbia's Division of Research and Evaluation,
whose contribution was deemed essential to a succes,sful evaluation. The afternoon session involved
a presentation by the Consortium,of evaluation results, 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 I staff to pursue further the structuring of various Title I component evaluations.

Both the identification of evaluation information domains and the designation of responsibl
Titlt I and Research and Evaluation staff who would ensure complete illumination of program
components arid effects were occurrences Whi7h we, the Consortium, viewed with satisfactimi.
Dates, places and agendas were established.for further component design conferences at the close
of this afternoon session..

The program component design conferences were held according to schedule during February
and March. The results of these discussions twhether taken from instruments. protPdur(s, or
eValuation strategies) were forwarded to the Title 1 office and .to the Divtsion of lie:earch and
Evaluation for comment and modification. All programmatic evaluation strategies were cleared
with the appropriate staff responsible for that Title I component.

The primary factors in increased returns from last year's. 11974-75) evaluation strategy should
be noCed. TheSe alterations and additions arOse as a result of the desn.),-n conferences M January,
F'ebruary, and March. The optimum allocation of resources, tinw. and other ()valuation constraints
are represented by the following modifications:

The use of the Se/f Obsf-natimi i:i0S1 as a measure of student self concept .

The discontinuation of the birth weight Audy as a result of data acquisition difficulties.

The continuation of the Piagetian conservati,m .ssment with the previous year.).
participants )thk was done only after parental Vi'rmision w as granted 'for student
part icipati.on).

Th, use of a revised St trib)iq Purm iSI1" 1 to gather information previously- not
identified. section of this form will bk used to ;issess language strengths Of Title I

students...The Mformation gleaned-will allow program revision for idi:;;Iirwd groups of
students.)

The structuring- of a very detailed ex;mlinat ion of 11:e Title I program components, includ
ing special education, career education, community schook. and healt h aides.

The Ukntification of a sample of Title 1 students to participate, given parental permksion.
in a w+ychomotor assessment using an instrurnent developed by National Testing St)rvice .
iThis is a new instrunWnt which hopefully will add a rww dimension to student cognitive
and physical growth and also allow for program st rat egies to address this import ant
educational dimension.)

The further ase, of an expanded hattery of optical scan forms tailored to meet specific
needs for data acquisition.

These enumerated changes, as well as others not already rmntioned. result directly from an
alteration in the level of expectations of staff. both' ".1. itle I and the Division of 'Research and
Evaluation. This difference in expectancy level stems partly from participation in the design of the
197.4.75 evaluations; it also tierives from the realization that individual information needs can be
translated into nlethodologies which ensure the fulfillment of those needs.

Th, Instructional Process Battery used in the 1974-75 evaluation sustained major revisions
attendant- to a series of design conferences held February and March. The Consortium and
member of the Title I and Research and Evaluation staffs visited all the Title I schools during
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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 evaluation 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 15articipate 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 I 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 fut ...ire direction of the program. The major milestone, however. of this year's
evaluation is the increAsed sensitivity of the actors in the Title I program to the availability both of
nwthpclologies and el' a technology which facilitates the translation of programmatic information
requirei*rqs into reality.

EVALUATION QUESTIONS
e

The Evaluation Design Document (March, 1976) contains a complete enunwration of the
evaluation questions organized, by information domain. Subsequent to submission of the design
document, several revisions were made of the list of evaluaCon questiorts. At present the
evaluation questions are organized into the following domains:

, Characterisiics of Title I Children.

Reading and Mathematics Achievt;m6nt.

Piagetian Conservation Assessment.

'Self Concept Development.

Psychomotor Development.

Instructional Process.

Components of Success.

Special Education.

Staff Development.

Administration and Support Se vices.

Private Schools.
Several of these domains contain enough evaluation questions to warrant an entire chapter,
whereas other domains have been logically grouped to form a chapter.
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The following is a list of sOme major questions given attention in this year's evaluation:

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

What are the strengths and weaknesses in the reading and mat hematics a.Aievement
subtest profiles for Title I students in grades K. 1, 2, 3, and 7?

What student characteristics are most predictive of reading and mathematics achievement
(student characteristics: sex, age for grade, years in the Title I p.-ogram, type of program.
preschool experience, size of family; classroom behavior, physical healthi'.'

What teachr proyess dimensions discriminate between classrooms with the lowest
adjusted standardized reading achievement test scores and classrooms with the highest
adjusted scores'?

How is the learning environment difference across the primary graks serviced by thc
Title I program?

What teacher strengths c..nd weaknesses are intheated by t be pnwess (_valuation, and what
inservice activities are suggested?

thc standardized reading and mathematics test redundant with the criterion-referenced
_reading and mathematics test and, if so, can one of the instrunwnts be eliminated?

Ilow do 'rifle I students compare with non-Title I students in terms of self concept
development?

What k the relationship between psychomotor- development (gross and fine mot(r) and

both reading and mathematics achievement and self concept development?

Is there a causal relationship between achievement and conservation skilk acquisition: if
so, what is the direction of that relationship?

At the policy level four questions serve ;J1 summlirize the foci of this evaluation:-

Do students who have been exposed to the Title I program achieve more in reading and
mathematics than would have been ekpected had thley not participated in the program7.;°

In what ways are the educational experiences of Title I 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 ways are these ,experiences related to
improvement in reading and mathematics?

Are there differential effects of the Title I program which interact with student
characteristics?
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INSTRUMENTATION

To a great extent , the outcome of a successful evaluation depends on the quality of the .instru
ments which are used to collect the data in that evaluation. All Consortium instruments used in the
evaluation of the Title I program (1975 76 \, excepting the Comprehensive Tt st of Basic

criterion-referenred tests, were developet1 or selected with the working
involvement of both the Title I and ReSeareh and Evaluation staffs. Each iiistrumCnt used in the
1975.76 Title 1 evaluation is identified and briefly described in the following text. The instruments
have been grouped into three categories: student, educational aide, and admiMstrator and parent
part icipation instruments.

Student Instruments

There wore Six instrument. otili,,.ed in collecting stud(nt data in the 1).C. Ti!..i.t 1 evaluation.
These were:

:-;t uric rit J,t r7nutron Forl'I

SvIt.01)51'n'Ot:oli Scab's

Ph ySirill Fit nr,ss Surri

l'onscrcotior? Ass,ssmrof Pyrekoor

Compruhrorsicr, Tr'st ut Hosic irTf{S).

Criterion i'..eferenced Mathematics and Readin 'lost
Prr.scri.pticr Mallicinaties Tust 11)MTI,
Pr.'srripto'' Iliuli nq ii sE PIM.

l'hese six instruments together measure four domains of interest !demographic, affective,
psychomotor. and coe-:iiti% ei: vaell Will be briefly Iiiscussrd in this section.

The Inforrnafiror Form ISIFI is designed to collect information from teachers about
individual students related to background, home environment, and other essentially. nonacademic
and demographic factors. Table 4.1 catalogues the specific data questions addressed by the SIF.

,s 4 1.
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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:

Self Acceptance.

Self Security.

Social Maturity.

School Affiliation.

The intermediate level of the SOS is appropriate for the grades 4-6 level. Three additional
dimensions are measured on- this level of the SOS, and one scale (Social Maturity) is replaced by
another scale (Self Assertion). The junior high level (grades 7-91.scales. Form C are listed here:

-Self Acceptance.

Self Security.

Social Confidence.

.Self Assertion.

Peer Affiliation.

Teacher Affiliation.

:'7;.flool Affiliation.

All of thes, scales, both primary ano junior high levels, are describbd in detail in Chapter 7. "Self
Concept Development."

.
The Physical Fitness Survey. (PP'S) examines seven factors of gross motor performance 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
statisticallydemonstrated 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 ot. time and 'distance. Included in this section
aft 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 ii,:!luded 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
(Dynamic 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.
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The Cnnservation Assessment Package (CAP) is designed to assess relation perceiving ability
among preschool and early schooi age students. The package is among 'the few theorybased
measurement devices available for use with cl,ildren. The instrument itself is founded upon Joan
Piaget's systematic developmental theory of ability and structure, depicting the step-bystep think
ing process of children. The package measures the concept of conservation as applied to two-
dimensional spaci;, numbers. continuous quantity. substance, and weight. This construrt represents
a pivotal point in a. student's cognitive transition from the preoperational phase to a concr-:qe
operat ions stage.

Each of the suhscale objects i4s presented to the child who is then asked whether they are
identical and why. For example. two rows of either paired or unpaired checkers are used to assess
bot h conservation of number and the concept of one-to-one -correspondence. 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' conservation-of continuous
quantity. equal. or unequal amounts of popcorn kernels are poured into plastic tumblers and
eipmpared: the colitents of one of the tumhlers is then poured into a plastic plate, and turulder-plate
comparisons are made. Conservation of mass is tested with two equal balk of clay, one of which is
rolled into a cylinder. Clay balls are alsO employed in a similar fashion to test conservation of
weight.

The Colnpr..hensb.e Tes,t of Pa..;;,. Skills CTRS) is a group administered seri,s of achievement
tests for kindergarten through twelfth grade students. In this evaluation Form S. Level A was
administered to kindergarten: Level ft, to first graders: Level 'C. to sec.)nd grader,: 1:orni 'I', Level-
I to third graders: and Level 3. to seventh graders. The CTHS achievement battery is designed. to
mea,urc,: systematically those skdl areas. which the Publisher believes to he orereydsite 4o
effe,tive st.udying and learning in sehool on a national basis.

The CTBS S ser:4 for K 2 pupils assesses three basic skill areas: readng, language arts. a Ild
mathematics. The reading suhtests include Vocabulary. ComprehensiOn. and Total Reading; the
language arts subtests involve Language Expression, Spelling. :^Language Mechanics.
Mathematics subtests are Computation. Concepts and Applications. and,Total Mathematics.

The CTBS/T series for third and seventh grade pupils is comprised of five basic skill areas, but
for this evaluatiorLonly reading, language arts, and mathematics were administered. The reading
subtests are Vocabulary. ('oMprehension. and Total ,Reading: language arts subtests are Spelling,
Language Mechanics. Language :Expression. and Total Language: mathematics subtests are
Computation Concepts, Applications. and-Total Mathematics.

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 curriculum objectives. The test results are reported in terms of mastery or nonmastery of
each objective represented therein.

The Title I program used two forms.of the criterion-referenced test: the Prescriptive Readhw
Test (PRI') and the Pre.seripti've Mathematics Test (PMT). Both instruments hav., seven levtjs. A
different test form has been 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 h.ad the option
to administer those levels of botb thy PRT and PMT W:hich most nearly matched the indiv.idual.
studen's anticipated instructional ability in both skills. For example. a teacher with a class
designated as fourth grade niight wish to test five children with Level C in Reading. eighteen with

"-Level I). 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 E.

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

:17
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sections of broad Cognitive areas under which are listed abbreviated descriptions of the objectives
m'i.asured. For each objective there is either a plus (+1, indicating that the pupil has mastered that
skill, or a minus (), indicating that the skill has not, been mastered at the time of testing. If the
student did not answer the' items related to a skill, the report will show a blank for that student on
that skill. Both the number of items co:rectly a3swered and the number of items by which t he skill
was measured are listed under each objective.

The intent of the student mastery repot;t is to provide the teachers with significant diagnostic
information which should be helpful in planning both large and small group instruction. The major
instructional objeCtive areaS on both the PRT ard the PMT are displayed in Table 4.2, categorized

',by.test revels appropriate to each grade.

Table 4 2

CRITERION REFERENCED TEST OBJECTIVES FOR READING AND MATHEVIA T ICS

TEST

PR ESCHI PT I V E

READING

TEST

IPHTI

PRESCRIPTIVE

MATHEMATICS

TEST

(PM

LEVEL A
IGRADE H

At1(11St,ry

P,,copztp,

...`ItIVIITI,r1t

,",,lurrtbors

()pr. ,ltfees .1.1(1
iho, Prot's, ce".

P,,lher11
01)9

Lie,),notr

LEVEL EI
N,L;RADE

HT70,..t.iti1711

(1,9

Sets .1,(1
Ntnlib,(s

fl

LL*El.

!

LEVEL (;
,i..HAIO- /I

,(j, o.1III

I I, tle,
o

it'll (7. .r,t,'
;!

I St.11, s

Teacher and Educational Aide Instruments

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, classroom
environment, staff .development, and inservice courses. It also provides limited teacher demo-,
graphic data. The total battery consists of the following subsections:

Inservice Course Survey is designed to elicit a teacher's view concerning the many Title I
inservice courseg which have b6en offered so far during this academic year.

Staff Development Survey purportedly elicits teachers' comments concerning the different
inservice activities (workshops, professionnl meetings, staff development days, and con-
sultant visitations) in which teachers participated dUring the academic year.

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-
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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.

Classroom 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 selects the
alternative which is most characteristic of the way he (.)-r she would respond.

Classroom Envirompental Survey provides information concerning the environnwnt within
the individual Title I classrooms.

13m-kground Questiontraire provides basic demographic data concerning thu Title I aide; in
additMn, it collects ,data concerning the duties and responsibilities of an aide within a
classroom.

Administrator/Parent Participation Instruments

AdministraNir Questionnaire,is designed to collect basic background data concerning the
number of years of experience and the educational background of school administrators.
The administrators are also requested to comment o,n their feelings concerning the strong
and weak points of the Title I program in their schoOls.

The Parent (-uestionnafre gathers information concerning parents and their children who
are involved in the program. The parents respond to a series of questions which solivit
their attitudes concerning their own involvement in the Title I program.,

It has often been noted that otherwise sound pr-ogram evaluation findings lack
"generalizability" hecausc ,areful 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 sampling approach for each instrument employed in the evaluation.

TdbI- 4.3
SAMPLING PLAN

TITLE I AND NON TITLE I STUDENTS BY GRADE, BY INSTRUMENT

INSTRUMENT

Student ReIdted Ii_K i

TITLE I

2 3 / K .. I

NON TITLE I

2 3 /

SIF 81/ 259(3 231/ 2565 901 132 1389 108/ 1110 0

SOS 1 /9 1806 1684 1555 684 101 955 894 135 537

PI'S i 0 38 42 40 0 0 40 40 40 0

c:Ae 0 , 170 1/5 1/2 0 0 74 82 88 0

CFBS i 1268 1041 906 1210 395 158 529 518 500 0

PRI 0 339 46/ 313 0 0 339 293 98 0

PMI 0 405 482 326 0 0 874 28/ 109 0

Pdtrnt
Que,,tionndite

i

550 550 550 550 550 550 550 550 550 E-,50

Stdff ReIdtt,d , 948 948 948 948 948 948 948 948 948 948
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SURSTUDY OVERVIEWS

Two substudies were planned and implemented this year. The first study involved estinmting
7w-treatment effects using three models developed by ResOurce Management Corporation IRMC).
The major purpose of an evaluation design is to structure the context within which observations ar
made in a manner which supports unambiguous inferences about program effects. In Title I evalua-
tion, the difficulties in estimating what students participating in the program would have achieved
had there been ne program are well known. In an effort to correct this recognized inadequacy of
Tide I evaluations LSOE, under contract to RMC, developed three 'models, one of which will he
usedon all local Title I evaluations after-1977. These models are:

Norm-Referenced Model

Control Groups Mode!.

,The Regression Models.

Theoretically, the three modek should provide essentially (.quivaleht estimates of the effects of
no treatment. The present study provirks an empirkal t( st of hi. assumption and tietaiis several
implications ;.,..hich this widesweeping I, S OF, innovati(n promise, for the \Vashington. 1).r. Title 1
program.

The si,cond suhst udy examines the relationnips Among- :lie crit;Tion.referenced readim; and
Inathematics tests Prt:scriptil,:c Rt'adinq pc,t and .1./(40(('inatic. 1.0.s( and the nw-m
r-ferenced reading and inathematic tests (Cwt(prf heNsi,0 The purpose of this
analysis was t o determine the extent to which the criter;on referenced and norm referenced ts
are redundant. If the..e two instruments are repetitiou.. then a larize ,avings could he realized by
ehrninating one of the instrumenN,

a
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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 I students are usually
characterized by a cluster or constellation of problems. Successful intervention is yomplicated by
the fact that multiple interacting problem: require multiple interacting interventions if any
progress is to be made. The F.-.dings summarized in this 'chapter serve to replicate some of last
year'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 I schmils
completed a Studynt Infiwtmition Form i,SIF) for every student in hig/her class (19,000+ usable
SW's were returned). Questions.on the SIF were developed in conjunction with the Title I program
:drift' and Division of Reseafth and Evaluation staff. These queries-were built upon the results of
the 1974-75 evaluation. The following discussiOn summarizes the differences bffiween 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.

,* ' P

The findings were summarized as follows:

The odds that a Title I kindergarten or first grade child has had pr(.school
experience are even 150-50), while the odds are 2 to 1 in favor of a non-Title I
child having had preschool experience. Boys and girls are equally likely to have
attended preschool.

The findings of this year indicate that Title I students are less likely to have had preschool
experience than non-Title I students, although the differences are not as marked as those reported
last; year.. Overall, less than half of all Title I studentS enjoyed the benefits of a preschool
experience, whereas more than half of non-Title I 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 th4n boys, a fact which is particularly interesting in light of the lowetff
achievement profile among primary grade males. In view of the expanding literature supporting
preschool experiences for disadvantaged children and the results of the evaluation of the last two
years, it is recommended that a systematic follow-up of developmental and achievement profiles of
preschool graduates be conducted to assess the.merit in expanding this component of the Title I
program.

Th, student. has been enrolled in this class since:

SEPT. DEC. MAR.

OCT. JAN. APR.

NOV. FEB. 1AY

.13
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The mobility among Title I students is not high7For example. over 90 percent of K-3 Tit le I
students, on whom teachers completed the SIF. were enrolled in their respective classrooms during
September and October. Surprisingly, noh--Title I students evidenced a mobility rate of 14-18
percent over the course of the school year. Why non-Title students should he more mobile than
Title I students is not clear, and a plausible answer, at the present time, escapes even creative
speculat ion.

I-, Th., l(f.111`..,,110 .1111.\1.':11 !ILO

it pt,r115.-o5'

The 1974-75 Final Evaluation Report stated:

Wit hdrawn 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 t his
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 t wenty-two percent during second and third grades.

This year's findings suggest that the incidence of withdrawn behavior is similar to last year with

from seven to eight percent of all primary grade students evidencing Withdrawn behavior severe
enough to interfere with the child's educational progress.

1-1 II11! T.( -1liCh .111 ,,..t.1,, 01,11

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-
prisingly, 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 twenty-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.

The current annual results mirror very closely the findings of last-year. Again thepattern 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

the classroom not only inhiLits the aggressive 'child's performance but also acts as a disturbing

influence on the entire classroom. A question that deserves immediate research attention is whether,

as seems likely, repeated academic failureis the cause of increasingly-aggressive classroom behavior.

5 2
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Has me student repeated one 01 more grades?
Indicate the yr ade(s) repeated:

H 1 LJLi
None 1st 2nd 3rd 4th 5th 6th 7th 8th

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 arid 3% of non ''tle I females repeat either kindergarten or first
grade. By third grade the number of 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 I 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 retainingTitle 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 student pdyicipate III classroom activities?

5 4 3 2

Highest Lowest
Degree Degree

Tit le I students are two to three times more likely .to he represented in the lowest category and
two times less likely to be represented inAhe highest.category. Again we observe that older Titl( I

students are less likely to participate th-an younger students, and males, whether Title I or non-Title
I. are less likely to voluntarily partieipate in classroom acCivities.

In yinl! ,.trm)ol tiVf i ht.-, family of
fmis school effoi ts'

5 4 3 2 1

Highest Lowest
Dvint Dow 1,1:

.15
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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 I students are twice as likely as Title
I ,students to be in the highest category. Family support seems to be more preva-
lent at the kindergarten level and graduati, diminishes through the primary
grades. Sex differences are nonexistent.

Teacher ratings for 1975-76 are very similar to the ratings of last year with the exception that
females are rated as having slightly more supportive families than males.

k OP I, viticn( th.0

0,11.00,101!1 ;1,1 tt,1111d11(:t.,'

Teachers rate 18 percent of K-3 students in Title I schools as evidencing 'economic need sufficient
to interfere with classroom performance. Whereas one in ten non-Title I .,tudents evidences economic
need severe enough to interfere with schooling, two out of ten Title I students share tilis background
characteristic. At the second and third grade levels, males are judged. on the average, to have
greatel economic need than females.

tf14 54![-LiVi, f p!Lf):,..ili-,

It, Ui fJp11 P nI S11.,

[)imdr

The 1974-75 report summarizes the last annual response to t he above question, as follows:

Title I st udents are three to four times more likely to require referral to Pupil Per-
sonnel Services than non-Title I students. The number requiring referrals almost
doubles from kindergarten to first grade and then holds steady at about 15% for
males and 60/o for females. At third grade, 17% of the Title I males, 6% of the Title
I females, 90/o of the non-Title I males, and 2% of non-Title I females -require re-
ferral. Approximately 1400 K-3 students are viewl:Aby their teachers as requiring

typ referral to Pupil Personnel Services,

The current 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 I

students. The number of students with behavior problems requiring special Pupil Personnel Services
far exceeds the delivery capabilities of the Pupil Personnel Services Department.
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To your knowledge, has the student any physic:al or

health problems that intet tele with the student's

educational progress?

Yes No

Ten percent of the K-3 population in Title I eligihle schools have a physical or health problem.
This ailment haE either been previously diagnosed and made a part of the child's record or is suffi-
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 educational progress. Title I students are
twice as likely to have a physical or health probkm 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 I males one of every seven has physical or healt h problems t hat inter
fere with his educational progress. .

How many days was the staachmt absent for any

eason during the school year?

Title I students arc ahsent 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 absent 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 following communication
patterns exist Nhiph affect class: °urn performance?

' iIiriguai Nonstandard English

Fi Dialect Aural 1:.] 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 qie 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
6() 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 does the student's experience backgmund
bring about successful classroom performance?

5 4 3 2 1

Highest Lowest
Degree Degree
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Teachers indicate that, on the avgrage, only one in fifteen Title I students enjoys a cult urally rich
experiential background, whereas one in four non-Title students enjoys similar favorable
condit ions. Differences between males and females are minimal

Consider1119 the Heeds of the students in your school, \,.'11.rt
priority *mild you Jssign to this student for spi.crol ,..!1 vice,
if fc.red through the Fide I pro( ranr,;?

(-1191Tesi Mrddle
1)OrS11't netztl

51 )e(:I.r1 help

The staffs of the Title I program and the Division of Research and Evaluat ion have repeatedly
questioned t he use of srandardized achievement tests as the'exclusive criterion for identifying Title I
eligible students. The concern is that standardized norm-referenced tests may fail (due to measure-
ment errors) to identify students who have a great need for special help and, conversely, may
identify some students as needing Title I services who really do not re9uire them. In an attempt to
address this issue, the evaluation team compared teachers' perceptions of the student's need for
services with the test scw re:- .1( Figure 5.1 summarizes the evidence for abandoning the exclusive
use of test scores to :tlect students in r.,.ed of Title I program services.;

Figure 5.1 d Needing Title I Se ryices Using Tow Dif fcrent Methods

Norm reforericed test identified the studer,t jti it
specidl serVices

Tedcher r the
highest pro,' Ty for seryrcr-,

NO

Yes NO

16",

11"., 3 /"6

Approximutely 1,963 students were wrongly classrhed iii thc,
19/5-76 school year,.

Two types of error are possible wh6n 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 facl, the teacher judges that the student does not need extra help. In the 1975-70
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 s:Ich services.* A false negative occurs vThen

the test indicates a student does not need Title I services when he has a definite need for such
services as rated by his teacher. Fully 16 percent of needy K-3 students were denied Title I services
because the norm-referenced test failed to yield an accurate reflection of each student's achievement
level

*It 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 serviceA but rated by the teacher a:, having "lowesC need was not considered a
mismatch in this analysis. Only if the teacher had rated the student "doesn't need special help- would
the student have been considered misidentified.
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Oost s are 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 veal ly need them (the
result of false positives). Given unlimited resources, a luxury not enjoyed by the Title I program,
false positive's would not be so troublesome. The fact is that more students need the services than can
be accommodated within the current budget constraints; t hus, each student who receives help which
he/she does not need deprives a truly needy student of Title I services. On' the other hand, there is a
profound human cost associated with failing to identify students who really need the aid (a product ot'
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 exclusive use of norm-referenced tests to determine Title I 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 accurat e 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 SW data and norm-referenced test scores can
be used to decide which students receive Title I 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 I services is placed upon teacher

Figure 5.2 L).!(.1'fittit Ptoct,",, tot Solecism.)
Slittltttt, for I He I Se; vices'

Ihrt ttmdoi tot !Illt.str,ttron, ()Hy, iI 1 I 101 being r,!(::_h1111Thtli it'd for

A moot ,tst,t; -frployIng p tot:,p,t1 cornpormto

-19
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judgment supported h., documented evidence. If norni-referenced test scores support, a studen' 's
eligilnlity for Title I services, and the teacher's judgment is iu clear opposition to the test results,
then the teacher's judgment wins out. The student is considered ineligible for Title I services.

it' the student scores above the cut -off score but leacher ratings (suggest a positive need for
special services, t hen the student is considered eligible for Title I help. The decision process requires
that t he test scores and teacher judgment , as to need, validate one anot her. If the two pieces of
evidence do not agree t hen the decision re.sts on teacher judgment supported by documented
evidence on a global rating of Ill need for Title I services, (:)..1 functioning level of student in reading
and mat hemat los, and IT experiential background. classroom participation. and family support.

The results of this evaluation support a ver.,.. st rong recommendation regarding t he way st udents
are selected in t he fut ure for Title I services. The eNclusive use of norm-referenced test s for deter
mining Title I eligibility is generating dollar and human cos.! s considerably beyond acceptable limits.
Alt-hough no selection process will he 100 percent accurate, the present system, adopted under USOE
regulations, is inadequate and shouhl he supplemented by teacher judgment. "File use of t he Student
Information Form provides a wealth of teacher judgment on each student , and t his information
should be utilized in selecting those students most in need of Title I services.

This chapter has summarized sele,1 ed characteristics of Title I students which serve to
discriminat e t hese students from t heir non-Title I peers. It is tempting to focus xclusivuly on the
problems shared by Title I st udents Ttnd to ignore t he st rengt hs and assets which all these children
bring to t he classroom. As we shall see in later ch:tpters. Title I st udents have positive Self
Accept ance scores and perform well on selected ps-.cchomettr tasks. Ot her ituthors have noted inde-
pendo-nce, persistence, worldliness, ami positive self concept as charactericitics which describe many
Tit le I chihiren. The factromains t hat Title I students share a constellation of characteristics which
lu impede performanct in school. To document t hese characteristic: is obviously not to bli!me t he
child. but rat her, to call attention LI) t he multiplicity of factors which must he considered in
developing intervention programs for Title I students, The prevailing practice has been to focus on
problems in reading and mat hematics achievement. A moment's reflection will indicate t hat low
iwhievement in these areas is but 4)ne ohstacle to academic success encountered b Title I students.

5 8



CHAPTER VI. STUDENT ACHIEVEMENT IN
READING AND MATHEMATICS

The primary objectives of the Washington, D.C. Tit le I program involve improving st udents
achievement in t he areas Of reading and mathematics. This chapter explvres in detail t he effects of
t he Tit le I program On achievement . The chapter is divided into six sections: t 1 I :in int roduct ion to the
inst rurnents and the metric or scale used t hroughout t he chapt er; 121 achievement in Tot al Reading,
Total Language. and Total 'Nlathematies hy sex. grade, and Tit le I eligibility; (31 program impact in
reading and mat hematics;(-11 causal dependencies among criterion-referenced subtests; (5) similarity
itt norm-referenced and criterion-referenced tests; and (6) a recapitulation of the major finding.:
Mated to reading and mathematics achievement .

IntroductiOn to the Achievement Tests and Metric

Two achievement tests were administered as part of this evaluation. The Comprcht.nsief Tes'i
SkilIN, Form S (CUBS SL a norm-referenced test, was administered in the fall of 1975 and

spring of 1976 to all K students in Title I designated schools. The Reading, Language, and
),Iat hematics subtests of the ('TRS ,S were employed. In addition, thy Prisprir11,.,. liva,Thw
d'ItT) and Prcscriptier Motiomaties (1)NIT), both of which are criterion-referenced tests, were
also administered in the fall of 1975 and spring of 1976. A more complete description of these inst rn
intent s may be found in Chapter 1.

Throughout t he remainder of t his report , extensi've use will be made of normal curvy equivalent s
INCEst. An NCE is a normalized standard score which has been linearly transformed to match the

percentile rank scale at the 1st, 50th, and 99th percentile points. The NCE scale is simply a standard
score scale which, for ease of interpretation, may be viewed as an equal interval percentile scale.
NCEs have a range of 1-99, a mean of 50. and a 7andard deviation of 21.06. One advantage of NCEs is
that, due to their equal interval characteristic, any mat hematical operations may he performed.
Another is that gain scores are easily computed, wherea-- gr:.-1;... equivalents and percentiles, which
are not equal interval, do not lend t hemselves so easily to gain se:re 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, anti
Z-scores. A more eomplete discussion of these interrelationships is given in Appendix B.

F 6.1
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Achievement in Total Reading, Total Language, and
Total Mathematics by Grade

The scale profiles derived from the analyses of the (71.3S/S data for Title I and non Title I
students present interesting comparisons. Figures 6.2, 6.3, 6.4, and 6.5 display the CTI3s,,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
thrbugh three, however, the act ual profile or pattern of the scores is essentially the same. In the first
grade, reading and mathematics achievement levels are approximately equal, while the language
achieyenwnt level _is somewhat lower. Then at grade two, mathematics.performance begins to
surpass both reading and language performance. At this grade level language achievement catches
up to reading achievement. The same profile wftich is Observed in the second grade is maintained at
the third.grade level.
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Another aspect of these figures to be noted is the mean difference between Title I and non-Title I
students on each scale for grades K-3. t 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
from 10.8 to 13.8 at the.first grade level and incre. 0 again, from 15.6 to 16.8, in the second grade.
The mean differences at,the third grade level range from 14.0 to 15.6, which were somewhat ltiwer
than thosy in the second grade. In general, how .er. for the upper grades I he mean differences
register apprOximately 1-1 'Or 15 NCEs for the specHr achievement area Scales. The batiery tot al
scales reflect mean differences which 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 dramatic implications of these
results can be seen in Figures 6.2 through 6.5. On the battery total scale. Title I s'tudentsrare approxi
mately two-thirds of a standar'd deviation below their non-Title I counterparts., On the spN
achievement area scales, Title I students fall.behind their non-Title I peers in:kindergarten by one
third to one-halr of a standard deviation: in first grade, by one-half- to two-thirds of a standard
devidthin;.in second grade, by two-thirds to four-fifths of a standard deviation; and in 1 hird 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 non-Title I
students increases from kindergarten to second and third grade. One possible' f.!xplanat io.1 for t hese
results is that non-Title I students 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 Heading and Mathematics*

Tit le I projerts have as their primary ohject ive impro% ing the cognitive and. affective
performance of educationally disadvantaged students. In most Title I progranui, improved per
rormance is operationalized as improvement on norm-referenced or criterion referenced reading arid
mathematics achievement tests anti improvement on self comPpl or attitude scales. Tit N. I project
evaluations presume, among other things, to determine whet her or not t tie Tit h. I -I real merit

results in improved student performance; however, met hodological praiems have conspired to
render invalid most claims for 'Fitly I project effectiveness. This chapter present s se cral approaches
to ON ercoming certain of these problems.

At least t wo types of information are needed to del erndne whether a Title I ttroject has resulted
M improved ::tudent performance. The first involves an assessment of how the liroject students
performed on outcome measures such as reading comprehension and mathematical comput at ion after
part icipat ing in t-he Title I project . The second requires an estimate of expected s.udent accomplish
mem , given t he provision 111;11 the studentls have not participated in t he program. If the ohservetl
accomplishment of project students exceeds their expected performance, and if t ii difference is Oot h

statistically signifi(ant manifesting greater-difference than can be itttrihut ed tothance Huct nation
III the scores) and pract ically significant darge enough to be educationally meaningful,. then the Tit lc
I project is cOrksidCred to have had an educationally significant impact .

It is a relatively straightforward procedure to calculate how well t he project students performed
on the t.mt.conie measures, hut it is considerably more difficuh to estimate how t he proie;-t students
would have performed with no treatment. Several approaches are available for assessing -no-treat
ment eff,..mt- or what students would have achieved had there been no special project. This next
sect ion of tlds chard er presents t he results of two such approaches t o esCimating program impact .

Earlier it was stated that a primary objective of the Washington, 0.C. Tide I program is to
Improve reading and mat hematics achievement 'among participating students te an extent that is
stat istically and educationally significant. Within this framework. trpatment effect is the oliservt.d
posttest performance minus the-expected no.-treatment posttest performance. Thus,'

1 HE_ A T 1
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The observed post treatment performance is simply the mean posttest score for Title I students on
either the CTRS /S or the PRT and PMT. The no-treatment expectation is derived using two comple
mentary models in an effort to converge on a valid estimate of impact triessey, Rosen, Chiang. and
Tallmadge, 19761.

.Vortn- Re _lei-cured If oriel Results

,k'ith the norm-referenced model, the impact of the Title I program was comr-ted as follow s.

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 i:nder the assumption that, without the:Title I program. the treatment
group would maintain its standing relative to t he norm group. Stated another way, t he pretest and
posttest mean N('F. scores should have been similar if t he project had had no impact .

There are four assumptions which should he met if t his model is to yield an unniased est imat e,of

program impart lIthe pretest should not he used to select project participants; (:!) the test must be

*G.K. Tallmadge and LT, Wood, Users Guide-ESEA Title I Ertti wit and &inn-tiny System,
1 >epart ment of Health, Education, and Welfare, USOE,OPHE 11976).
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given at the I inlets) of t he year when the test was normed: (31 comparable pretest and post test forms
must be used; and ill only those st udents having both pretest am/ posttest scores should In' us.ed in
t he analyses. The present application of this nmdel at the second, third, atui sevent h grade levels
meet s all but one of t he assumpt ions. lInt h t he kindergart en anti first grade data, however, sat isfy all
of th.4er'quirements. The CTRS 'S was normed only in t he spring for the second, third, and seven( h
grade levels; subsequently, fall norms were linearly ext rapolated from t he spring data. To t he extent
t hat student le:riming throughout the year is nonlinear, the model may yield a biased estimate of
program impact at I he second, t hird, 'and seventh grade levels.

The pre and posttest results expressed in MT,. for kindergarten, first, second, t hird, and
sevent h tmule Title I st udents will be utilized in order-to illust rale t he gains in achievement whleh
Title I students enjoy. Vigures 6.9,.and 6,10 present t he actual data for grades I: -3 and
7, respectively. of t he D.C. Tit le I program.* The mean pretest post test difference, ftn all S

scales presented in these figures are statist ically significant al a confidence level greater t han 0.999
...it< 0 0011 except for the 'Reading scale for sevgnt h grade. This st ale owe Figure ti. P11 displays..a

statistically significant difference at a 1,Infideneclecl of 0.99 ip c 0,011 Cite mean differences ratuw.
from 3.1 on Reading in I;V:idt three to 1:2.0 ut t he TWOl llOtt cry "".. The inedian of t hese
mean differences is approximately 7.3.1 across the nee grade levek. The Mathematics mean
differences tend to surpass t hose tin t he Reading tor grades 1, 3, and hut not the second gratle.
'sing a rule of humb applied by Resource Management Corporatittn, exemplary gains are denoted

by mean pry to post differmwes of 7.0 NCEs or more. llenee, It'-un.t., at least the Total Hat tery scales,
exemplary gains have been shown in grades 1 A and in the prereadmg component in kindergarten. In
t ht. runt hemat ics component ot se ent h grade, t he v,am v,itl also he called exemplary.

Relative tut the sealc standard de\ iations, t he pre anti posttest differences depict even more
sharply their significance. Thirteen of the eighteen scores for scales represented in Figures 0.0
hrough 6.10 have mean. dulerences Which ";irt. ;it least one I hird .1!. large as the corre,ponding

-tandard it.viat ions. The Visual and Auditory Hiscrimination scale in kindergarten. Reading anti
lamguage -,cales at first grade, anti t ht Reading scales iii tht' third and seventh grades ihO NOt have
mean differences which are at lest one third as large as t scale standard deviations. On nine of thi
eighteen scales, the mean differences are.at leat half t he size of the corresponthng standard devia
t ions. The Total Battery mean differences at the first miii second grade levels particularly illustrate
t ht.,: point. .111 of t hese results for t he five grade levels lend firm support to the contention t hat treat
mem effect is distinct lv visible.

.\ - noted earlier, t he data tor gi-ades t Wit hrel, nilate one if. hi ;t,,,,unipl, ;101., ti 1 he teirni

rt'ft'r(T.CP11 however, the kindergarten and first grade data. which do sat ustv all of the
requiretnems ut t his model. relit ct statist ;rally significant differences bet ween pre and posttest
!Ile,l11. for ill if t he (-IPS S sati . .1 .-irtilar result is documented hy t he second and t hird grade

II-Ne result s at t he,t t. eis hat tn,trg snbst a;lt ;al t han tho.e ;0 !he kinder
en and fir'-t grade. Thu,. it :s pos,ibl ; lu/t the %tidal ion 0,f thu 00ne assumption at he upper grade

ICVOI !lOt ad% er-ithy "he inference/. \Ouch may he drawn from the second,
t hird and sevenit h grade dat

ationai norm, w ere lised T h0' 0'71:0 !h1`. 10. f !tern i.eferiineed model. In
:efort.nce I t he earlier di -tcsion it I*0:1!rlit'nr.. ttuçt , c,",1(11'r prett.st nicaris it

indicanlye ii1 result: urater ;ht. rH. rcat Inf.n1 -iundit hut. Thcri h i' ttut means in
Il.tl I'000' 7h lit ire act Intily the -iitiserveil" 1)').t treat rta-li Ineani.

itt t he ;pi -.t real ni,rt repre.sented for
the tie" t ii rt.te.,t a7it pist1ts IH,L11 lisplavell in the 1;Ly,iirei.... 1.

al; ut lust i.,thnes at indicate that
t hi .t 'lit hi. ' priigranl /71:// at u.- t h ffi.i't -; if Itein,g tij:;eivA;;!;11.:-(.,(1,

-wale on the ("EliSi:-.;, including total are standardized and normed -paratelv. Hence,
the t)1. al bat tory score i."; normed by taking the score derived from all I he item.: tint t he (-FfiS S and
not forming a linear composite of t he t hree skills treas total scale :scores. \Vhenever t his technique
is used, t he scaled total battery score may sometimes be lower than th' i her skills areas total scale
scores. This effect is even more pronounced at the extre of the distribution.
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In the present application of the control .:r()tip model, raw scores on criterion-referen('ed reading
and mathematics tests are compared INCE gains can he derived, algebraically, by dividing the dif
ference between the treatment group's posttest raw scOre mean and the no-treatment expectation by
the standard deviation 11f the n,tional sample and subsequently multiplying by 21 .06). Through this
procedure raw scor'e gains can be conve-ted to NCE gains. Unfortunately, there is no national sample
standard deviation for v ii PRT anu PMT, and it becomes necessary to make the following
assumption: the ratio of the treat ment group's stand:-.7d 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 oc! the PMT and pRT. Since the two treatment
group standard deviations can he calculated (roil, the collected data and the Standard deviat io! of the
national sample on the normed test can be obtained from that test's technical manual, the est imay-d
national sample's standard deviation on the PMT and test can easily be derived iTalimadge and
Wood, 197(i). Under the tbove assumption, the raw score :;ains have been converted to NCE gaim: to
permit comparisons between treatment. effect estimates .,ielded hy the norm-referenced model and
control group model, respectively.
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Title I schools are selected according to a weighted index comprised of the total number and
perdentage of economically disadvantaged students as indicated by eligibility for .free lunch and low
family income. The control group model iritrasts thirteen schools immediately below the cutoff with
thirteen schools immediately above the cutoff. The rationale for t he model is this: among the schools
near t he cutoff, i t i s largely chance which determines eligibility for Title I services. In other words,
t he schools inmiediately above and below t he line do not substantially differ on educationally relevant
variables. Thus, those schools not receiving Title I services can hnnl act as a contTol group for t hose
schools which operate Title I drograms. This is because students within ineligible 'chools, even
though their achievement levels might indicate a need for supplementary aid, do not receive any Title
I services. Tables 6.1 through .6.6 give the pretest, posttest; no-treatment expectation, and treat
ment effect on the Pn.seriptivd Ruadirw Tf-st and Prescriptive Mathematics Test, respectively, for
non-Title I and 'Fitly I schools for first second, and third grades.* 'Fite means for Tit le I and non-Title
I third graders were not statistically, significantly different. Many of th'e students in him-Title I

schools this .vear participated in t he Title program last year; T hey are enrolled in schools which ary
not eligible for Title I funds this year but were eligible last Hence, some of t hese students-
actually recel .. ed supplement ary services last year. If the Title I program was effective in the 1971-75
school year, then the current second ahd third grade st udents ,in non -Title I schools near 1,he cutoff
might he expected to display higher scores, as a group, than they would have had their schools not.
received Tit le I services in the previous 4ihool year. In ot her words, t heitreat mem effects of t he Tit le

I program in t he 1971 , 75 school year would continue I o influence the ,whievemerit scores of those
students who had been in the treatment group t hat year. This effect is sometimes called statistical
contamination: t he non-Tit le I second and third grade students in t he current school year are aot free
from t he influence of the previous year's 'Li le I program.

ent h grade stuji-nt s ere not included in the control group model analyses hecause the
appropria e vont senools w ere noi designated'ii, time to be included in t -comparisons,
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The no-treatment expectation is an est imate of the posttest score that Title I students would
have attained had they not participated in the program. The no-treatment expectation wa,
determined by adjusting the observed posttest for differences in pretest scores between students in
Title I and non Title I schools, An examination of pretest differences bet ween students in Title I and
non-Title I schools revealed that this adjustment was important: because students in nonTitle I
schools consistently outperformed st udentsin Title I schools on the pretest. A straighi comparison of
posttest scores for the two groups would be inappropriate, gi-ven that students in non-Title I schools
had an initial advantage. Because it was expected that students in non-Title I schools would show an
initial advantage, a principal axis adjustment rather than a covariance adjustment was employed (see
Kenny, 1975).

On t he average, first grade students in non-Title I schools have slightly higher pretests than first
grade st udents in Title I schools. However, this pattern reverses on the posttest, with students in
Tit le I schook showing higher Total ReadMg and Total Mathematics scores than st udents in non :lit le

Schools. This finding provides a st rung argument for t reatment effect.at he first grade level. The
results for the control group model do not indicate a Title I program impact at the seeond grade,

although a moderate level of impact is found at the third grade. One plausible explanation for the
absence of an effect at the upper grade levels is that some of t hese students benefited from the 'Title
program in previous grades. Given the strong ,ffects at the second-am: third gradedevels yielded' '

the7 norm-referenced model, it seems pos:ible t hat t he control group model is failing to identify an
,effect because't he control group is contaminated with last year's treatment. If lwever, t he finding of
a moderate' effect at third gr,de raises doubts about the possibility of a contaminated control group.
Anot her explanat ion is th.it certain ;:ssumptions underlying the present application of the' control
model are faulty; thus, the model yield:: an inaccurate estimate of program efirt .
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Table 0,3
,

Second Grade Pretest, PoSttlit, and -No Troornent" Posttest EKrctonn'i tor Students i :114.! 1 Sendo Is

(N 48 /1 and Students ,r1 Norel the t Schools MI 291, 1.to etrescriptive F. trading s.,btests

Pretest Raw Score

iNo Treatment
Posttest E x-
pectation N is,i
ScorePosttest riaN Score

Treatment fleet
ln Notre:al Curee

19,10.eatents

Stibiest

:Aror a Perception

Title I Non Title

7--- - !

-
Non ttle i

X 28.1 2 ''.-/ 34.1 3:3. 1 34.0 ! 0.3
S.D. 6.8 5.9 5.1 5.0 1
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aide 6.4
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I
1
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. .. . .... _.._. . . . . _ .. . .
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The first grade and third grade results from the control group model corroborate t he findings Of
the nortnjeferenced mode: and confirm t hat the Title I program is having a statistically and educa:
tionally significant impact on student reading and mathematics achievement. The fact tha: two
inodels using different achievement tests converd on a similar estimate of treatment effect
strongly indicates that the estimate is vahd. "fhe fact that the two models do not converge on a
similar estimate of treatment effect at the second grade. in light of the findings at the other two
v,ralles. is hest considered a sarnpling anomaly. Replication of this analysis next ear shotild afford
additional insight into t hese second grade results,

In :In effort to obtain a (dearer understmlding of t he achievement difference, bet ween st udents ri

TIT, It' I and rittn Title I designated schools, the individual PMT and Pia objectives w ere analyzed. As
preionsly mentioned, the non-Title [designated schools may be cont :unmated in that some of these
schools received Title I funds in 1971 . 75. and 1 here may be some carry ovt effect. Nonetheless. it is

useful to examine he differences in objective at tainment as an iHust rat ion of a powerful met hodology

and the insight it gives intO t he nature of observed progranl l'!1;e1. Table ti.7 gives the objectives
upon which students in Title I schools cl, Lily outperformed st udents in schools not recek ing Title I
funding.. The iiifference het .,voen t he t tt groups surpassed 0.25 of a standard deviation. A.s expect ed.
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students in Title I schools show a clear advantage on several reading and mat hernatics objectives' at
grade one, but no such advantage is evident at grades two and t hree. Stated another way. there were
no object Ives 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 t he norm-referenced model which
showed a substantial program effect at first, second, and t hird grades. We propose to conduct a
thorough analysis of the criterion-referenced test data in an effort to identify those objectives which
the Title I program is most effective :n at taining. as well as those for which additional instructional
emphasis is indicated.

Causal Dependencies Among PRT Subtests

As pointed out elsewhere in this report. simply knowing that one variable k 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 reform.
Similarly, a positive :'orrelation between vocabulary and reading ct?mprehension does not suggest
any changes in the way students are taught to read. Simply stated, correlational data has little utility
for educational phinners, including board menthers and teachers. The major reason that correlational
data affords limiteit support for policymaking is that it says nothing about causality.

Policy decisions. whether made at the district -wiih level or at the classroom level. are intended
to have an effect: to change the hehax ior of the teacher or student. Although it is known that
vocabulary and reading comprehension are correlated, the benefits of apportioning more of the
i:tst ructional resources to vocabulary building than to reading comprehension are n.tt knovn . In the
absence of knowing "what causes what." commercial reading systems :ire bought w. hich make such
inst rwlional decisions for the purchaser. The hypothetical authors of the fictitious "Super-Duper
Reading System" suggest emphasizing vocabulary building in the first grade, phonics in the second
grade, and comprehension skilk in the third grade. It is assumed t' A the publishers and authors
have evidence to support such a differential -allocat ion of_teaching resources. The plaln fact is.
however, that no such evidence exists. One guess is as good as another regarding which sk ilk shouhi
he aught first and which objectives sh:e.:d he emphasized zit what grade levek. A tremendote.
amount of folk wisdom surrounds t he e:,Thin of reading, most of which hie, remained unchallenged
for the past fifty years.

A recent ly developed researcl' t e . h ; lue promises te give educational planners t h e types of
t::::tsid information needed I n m,ik t. mai, advances in the quality of reading instruction. Tt
technique comprehensk descriht I i Appendix Y. Privily, the method. cross lagged pan,
analysis. permits ciius,i1 inferences to h irn correlat ional data taken at two or nlore
time. The PHT and PNIT are g-ivri n . :tot ,tgain in the .spring. thereby providnig an excellent
::pportuni:, to apply the technique. 1 I.:ties:ion red '.vn this proc'edure is this:. arc
t h LI rfLi: ;union!r the
emphasis athe arious grade levels':

6.11 hr...1101 V lte nce information. of part ular interest each ot
t he panels are the correlat rOt'filHent For Cxample, Viojtre 6.11 ...hows ratz--0.17
het ....een fall Atttlitory Perception ;ind spring Visual Poreeption, and r=-0.:',2 between fall Visual

"ption and spring A wt.,: ory Perception. This sug:-ftsts hat he ;01iViTy is in flit, direction
of Visual Perception causing- Auditory Perception.
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Figure 6.11

First Grade Cross-Lagged Panel Correlations (N=1218)

Figure b.14

Figure 6.12
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Figure 6.14

Second ade Cr oss Lagged Panel Correlations
(N 760)

Pretest
Word
Perceotloo

1

0.65

Pretest
Comore
hensloli

Frytirru 6.15
Pretest
Wor d
Percept ton

1

0.51

0.42

0.39

0.56

0.36
Pretest
Stddy
Reading

F lq,ure 6.16
Prot-.t
Comore
Serision

1

0.70

P,ete..t
Stiudy

0.3!,

0.4 I

0.48

0.51

0.48

0.33

0.51

6 ,13

Posttest
Word
Pert eption

0.67

Posttest
Conipre-
hen:,,,ori

Post test
Word
Per cep t ion

0.55

Posttest
Stiely
Redding

Post test
Corn pr e
hen.siori

0. 1

Pied. test
dy

Vie.rding

Figures 6.17 and 6.18 summarize the important causal relationships for first and second grade
PRT scores, respectively. Figure 6.17 ill"strates that Visual Perception, which involves discerning
differences in shapes and pi u.s and matching letter forms with whrd forms, operates as a causal
influence on Auditory Perception and Comprehension Development. At the second grade level, Word
Perck .tion and Study Reading operate as determiners of Comprehension and Interpretation.

One characteristic which Visual Perception, Word Perceptid
In, 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, converseri, that the emphasis on atomization of each
and every reading subskill should be severely ques'tioned. Successful readers do not learn to read by
acquiring, in a stepwisl 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 nd 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 61-7
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reading process down into finer and finer elements, its Gestalt is destroyed and with it the child's
opportunity to grasp the whole.

if the cross-lagged pan,A 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 graors should be given extensive encounters with tasks in visual discrimi-
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 aro.
presented initially through the visual mode. At firsot, 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 I
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.

7 9
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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 perception 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 represent only a fraction of the full ranke of analysis options and pble information
yield.

The Criterion-Referenced Test/Norm-Referenced Test Controversy*

Much has been written in t he:past ten years on the relative advantages of t he use of criterion
referenced tests iCRTs over norm-referenced tests iNRTs). Greco 119771! traces the CRT movement
to an article by (;laser 11963) on learning outcomes in which that ituthor draws the following
dist inct ion :

Criterion-referenced measures indicate the content of the behavioral repertory and the
,-orrespondence betwcen 1,vhat an individual dnes and !he underlying- continuum of

h icy emen

:\orm referenced Measures tidl that one student is more or less proficient t han ane: her hot do
not tell hmv proficient either of them is with respect to the subject matter tasks involved.

Popham and Ilusek 119691 sult.gest t hat t he WI) types of tests differ in hmv the. :ire used:

Criterion-referenced measures are used to ascertain an individuH's status with re-Thect
some criterion or performance standard.

Norm-referenced measures are used to ascertain an individuars pertormance in reiat l'onship
t hat of other individuals on t he same test.

In ri more recent .. l'othatu 1 h mv.uishes CR.( and NIZ-1 measurement 171 Irflh it t

. "quality of description.- He states:

The overriding dist inct ion hot ween norm-referenced and criterion reivrenced
:tchievement test s t (mal:ty of description yielded by 1. he t In

*The out hors recognize t he st udy by Glenn Roudabush ent it led, "Est :mat ing Normat
From a Criterion-Referenced Test as I he immediate redecessor 4,1 and part ial :aspiration for t his
substudy.
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the case of norm-referenced tests, we have only a general idea of the skill area ,the
test. assessed (e.g., reading comprehension), plus an examinee's relative standing
in relationship to other examinee's' scores. With a criterion-referenced test, we can
get 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 individual 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 otherhand, 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 effectiveness where data is
aggregated across a number of students. This type of statistiral information is much too gross to use
as an indicator of individual student achievement. Proponents olvarious teaching strategies, such as
individualized instruction, argue that the purpose of CRT nwasurement is to evaluate innovative
prograMs.

Although there remains considerable disagrNsment as to the relative advantages of NRTs and
CRTs, a general eonsensus exists on at least two points. First , the informational needs-of teachers
are het ter served by well constructed, field tested, criterion-referc need tests. Second, t he needs of
program administrators, board members, legislat ors, 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 t
be logical and appropriate. Two types of information are needed, so two types of tests an. given.

.An interested observer might ask why test publisher-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 much as one million dollars: Also, test publishers are not anxious to, ereate one product,
which would I-ender existing CRTs and NRTs obsolete. Norrhing (RTs 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 numt-er of political, economic, and not very persuasive
methodologiral reasons irefer to Hambleton.and Novick, 1973; Messick, 1974), test publishers have
considered norming existing criterion-referenced te!.;ts on a national basis.

Much of the argument over CRTs and NRTs rests on what may bea faulty premise: that NRTs
and CRTs measun 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 ate 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 criterion-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-Experimenta1 Approach to Assessing Treatment Effects in The
Nonequivalent ( ontrol Group Design,- Ps ye-hub,gical Bullet in, V2l, 82, No.. 3, (1975), 345-362.
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exiinipk, either .tudent s can recognize silent let ter. in u Wiird nr they cannot. The que.1 ion of
intere.t le.g, how many .tudents acro.s^ t k, nal ;on at the ',ante grade el cap recur e

letters; rather, it is whet her a particular .;tudent c;11) rcri),,ni/l..ilent tors.

A stuilent's performance on an NRT is reported 111 terms of relative -.landing as compared to he

n.i..onal norm. Here the question of intere-.. whether t he ,t udent readim: at a le

'; "n:a.n.urate it h .t udents of sinnlar ai_te ond experince. CRT information reported in terms of
oniective mastery, herein. re.ults are given III erm., of mit ional percentile.

n ot !ler -0 ord., .ona; anti '2".:I{Ts have no inforrnat ional ot her 1)1 t. hi. kind

Hp., difference. which ace clear inal .ignificant Thc argument over u hich is -het ter" I.
1)11 how the re.ult for an indkidual st mien! .hould he reported. ()111. \VA:: 1'.111'

;he NRT current ly used t 1).C. schools ;u,tua!!; ilmi!Th:;.
sTudt!nr's NRT scorn iOP, r t,hyetik Ina.stery ia format ion.* it., a on

sindent wonid hen I. u.ed to crr'ate a pri'dici,n equatie,. capable of ..ret.,.rat
neren. a. and grade (Hui \ ;dent s for indr, Huai studonts: %%wild oh\ hc high

NliI's it; all st uder,t,.. t predict ion itccural e, hen hot h teacher informat ion ;Lnd
prog-r;.n. evaltiat ion neels. can Ht. adequiii ely equally .ered adminkt ening nr;I,. 1 ht. HT.

The est. n.ed his udy v. ere Form Levei. (. and I. ;inn,. l ei oi *1 11t-;, t he

I'M.. t The .utitests e Hinted \ pcolutiary, Heading.. Lontprehen ..1,,ac Tot a:

Homputat jig Loncept - and Apphr, Aon, ;1,11,1 :\,1;t1h,.111;011',. 111:i

c.1 ,cores he im. were u.ed in t ht. st Tatili. ;

ed chat-act eri-tt lc. of ta;'h . .tiady tricluded ,:d

. t;ion hot h CRT and N1',T reading 2,cort.. %%ere availalde and ...!,3-,*1 .econd grader. l;.: h
:c. --wort-, were ailahle.

1L'C t nail; ipie correlai het ween ard N11,1. ,eri....

o. ;on. ha.. heen cacted for re.,trict ion in range tif the NHT The inagnit ihos(.

hat 111t CiZT, arid NP,-; art' ineasuring very simitar con. liven I he, t

of ',Minority, it is po....dile te equate 1-11iS es.t- percent ile ore^ with cort:..porminit -add et-,
percent no. ,core. of the V.\;IT PH.T. The pro;.dure for ;iccomidishing an equiperceni l',VD!ftr,!.

of 1 h type for tia vo t was f)erfectcd Te.t S;er% ;LIS. ic..!
()r; a -wale hos:, :ft nal 1, known ;e: the Anchor Te.t St v. A local -r,f,n! 01.50 CHT

reading, co:nprehen.ion might t ransliiii; into a :rat tonal percentile of Hecause PNIT

(-rt:S correlat e he tables: would yield very acctirat e nat ional norm equivalents of ''!!al norms.
( tile result of developing equipercent ile tahle. for the PMT and using t proct.don', is
!init money nom expended for .1. addardized test ing could he targeted on irnpro An!: hi, criftrIonl

*The description of I. he CRT. in Chapter .1 of this repor1 includes a list. tric 1.ach ohjecik meit.nred

Py hot h Pru.scr-rptn., and ;he Pr., sr.n.pticu. Mob, lc:



The evifluation teamrecommends that-the Title I program '.:.'114T/PRT results in place of
con6ucting standardLied testing for school year 1977-78. Howe,. o' Gretinued utilization of j)Nrr and
PRT results would be dependent upon.necessary revisions by D.C. Public Schools and relevancy of
the PMT .trid PRT to new program approaches such as Competency Based Curriculum iCBC). A
study focusing upon.the develepment of equipercentile tables for ti anslating PMT and PRT scores
into national norms, using the Roudabush or ETs procedure is Tecom, 1-1..1 for this study is
tie available on computer tape and could he completed in three me revised PMT and PRT
would be capable of ,,upplying both feedback to teachers on ind ective attainment and
national norm score-. for poilitymakers at the buildingaand dist rict-w

liv way ot sum .nary, the above stated recommendation has t wo attractive features. First , titet ec

iii be A fiSrat becau ne test administration wofild be require.d Second, no
lnformation would he lost because . 'iorms for the 1976- 77 Title I evaluation wiiiid he obtained
fro.- tables created wit h 1075-7t; and CTRS matched files.

Standardized Growth Expectation:
Some Findings and Implications

:\tost educx.itinal ations. including the present one, ignore what may be a critical factor

-.vhen estimating .i.e; het he. program has had an impact or whether t udents have learned more.at one

t'made lovei than ienthei . tHis typically as"-:nted that a In'arrhemt vi of se ` NC eEs ton third
\e.

endarci devi:etioni hits t he ,,me meaning in first grade as in seventh grade. Vv.-1-4it is not typically

i'urtside7ed t hat t he. :..,pected growth is different in first grade and seventh ,grade. Another way of

iewing t he i:stie. is to ask whether a student would lose the sante amount (relative' to national norms)

71
acnievement if he she fell asleep for all ot st grade or till of seventh grade. This is t he

--:nie as a--- irt, much growth does the awerage stud( nt make in reading achievement during
I- same as the. growth realized by t he average seventh grade udent?

er to !_f.ec ,ibove question can he. approximated by assumiu_g that a s; i,dent will at tain t he.

same nit,- (,fi ; pretest and oosttest if no learning has taken !dace. If the' pretest raw score is

(Hival.nt i a national perccnt of 50 and the same raw score is ent ered int I h- posttest percent

"h, resulting percent lie score, iil be less t han 50. The difference bet wee-il the pretest

,,e,rcr utile and t he. posttest percenl,le expressed in standa:A score .orm is reference'd 'as t he

St andardized Growth 1.9r:1,..e.tatie.n SCE), The Stift: is the amount ; hat a student.leal ,24,..'er a period

cc ;
or, :conversely, what the -41nient would lose if he fell asleep and learni.'d not hing, ;An

example"nay help to viarify the oomputatior procedures used a 'ali':il;ete' St ;Es. *Fable e'4.9 presents a.

to pecrecent conversior, for bec ,ning cii first grade. and end of l'irst grade on, the. Total

.4. of the. (-FPS S. The average. .50t h percent del beginning firs. grade studetnt at tai.ns

core. of :),1 on .H4tal t ilS,;nnipt ion that t he. averai... student learns not hing in

he. tst grade, he. she. co. ould he ex ;.ccted to ay-.'n ain a raw score ,4M1, on the- posttest. \Vhecreii.

orec 1- .qtuivt'l-11! grade, percentile of To). it i.e.presen.ts an .cr. it hist

buft ccnverted to 2('I': .1.5(?;1. t end

H4.
;ie.!' words, if a student falls a...le 9 end 'Lear' 4he

4. .ne. ..ve.;:le he. NCI.: t h.4; H Ht.. :in
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growth exhibit int tit: the nat ional norm griiiip during he rsi grade. Yet :mother
;1.; rtIFNider ;I.' an estimate t effect ot home, al, ittetai i:uch Loin. and

Hton: /f1 first s_i,r;o1 tudcrit-: (ding aahievt, .ent.

t )It ti. prosents in reading a .1 mitt for griohs 1, 2, :1, anti id.. faciht ate
cionparicion of information from the finding. sect w it h t):1k. rtst. t hapt Or, all SCI1'.! are

pri-wiltpd as norma1 curve equivi. lents mt1i A : in Tahle 11.10 :ire computed

from he norms in t he publkher's for the ("lifts; rawedure corntIll!
H.if,r1ICc,:111,1) tha, described in the pa ra,raph a/rot

Tahle 6.10 reveak that t h. 1111- g,-raile local Heading is. only wn t o'f ! he :sf

hi. nr:t 1..;.rade !eve!. the .erond iram H;1.; for .\1at hemai t-i aiiont

larricr 'tiao the ,,-att a,. en, This seem: Indicate hat t he riot f grir. :h is '1.,rent fri

t: ,,dt It) C.T'ildP ;IT in p,:rt'alar. t he rah .\ tia.* additional year of .

he,..z.ht and tt.otirjr, (-it 're ,:rth (ugh' een yea, - at:. follow a sit. ,iar tit'

Tht- t ht. fi r few years of lift . tfirm-tHih :tin: tee-

7o.ars i,: age IA t iess Lan int, point

.As pointed o earlier, ith ,,valtiat L-.',Inne that an %CF. "e t iieit

se\ iti hint, Int'in -the !same hing d occurs the first grade or the ain rtn as-

is. hitt just a., diffieuk :1 firsit grade treat merit group iiy -.Vet; 7,,;(1-]. t!)

,t h tr. NrE,;, , ti
;tin :total itt .1, rade If". id pc!

rate. ". se% en poinr Ii it :he 7 :co.

:'t :1'1( !r, Hr;i,.)!
1-7 r*,1 rr; ;t1: HP114.

..111 rCl;.1:1 ()I for t ai.eritge ent 1. grauer

'...ath t. sno.. th'at.de effect of :f,

yot I he ' it rat. lo ,;: troat f17;i'ti! would ;irio.iiit a Tine;

unit acro- h-' %. "he H number

(FP -not. arke treatment effec and . ot

t s te:t s .1i h pr-sienz iia -h jiidge t 'Al:

'Pt'ci:t: P"N f"M

;;;;; ;),C pri'setit this ne%. ipt in more det ail ai.d, disius: the ihut aoy

hat he s--;),1: hit; methodology,

'The iiiffers slightly depetniing '.Vhere 'in the priete:t di ',Pt:- t - iicted
enti-ed into t he tetst test percent dist ribut li'or it pre.1ent id ' ii,rence

ign . : s ,,n it does not influence tilt. general conclusions.
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JIAPTER VII. SELF CONCEPT DEVEI,OPIVIRNT

ln a declaration it he significit ( -1,1f concept develpment, ilurikey (11,1711t t.vrote: it
Lticneratidns v.:ist. teachers have sensed he si.inincittit and positive relationship t'en ''-'1.11d4';It.,

clinopr hinkelf and his perforrnahcc in ..chooi.-7 Cond:s and Snygg t19:-& ClInc,. I ;it

!.iurrf"Unt I h,.ir theory. They -tat ell: "The mos'', important ( (urnplex 1'11ft:richt tatiu'uk in

Indi% porcei. tl fiehi k i.is phunomenal \t'hat it person t !links and hoi% he hehat.:es au

arttH ,ilaerrnined h.1.! the concept s he ab,ur hinn.a.i!: and Ins ;0(Inn..,. '7.. The 1ai deraiii

wit i a resurt,:cht ((;' interest in tindertandintr, r !tvs in whlch children akont t litdusek
and others, as well as ;tit increased nw tnitioi cuf 'ilat.ionsLp bet %,,"411 tht,,t fcchnc,. ;tmi
:IA:He:illy performance. 'file Wahingron. ' Td 1! i pi ottrarn has f'ruhraccri self eotte(11.. develop

ment oild of it.. indior obje('t P\111,()N: cit.' lilt. relation-. lit- amom: sell
ronuatt. student achi,..ement, dils, "(tom . wit

:in. I''1.t.ill'r;t ,t CW10(.111.

't cept :trui ired di 1)71:

s. corict t((i d

per,, ',T.:oh oi -4'11

00; and :('(1", !es: the percepis and
o( the and to t . the i :due ittitlif -

u !issouyated %%ail; u'fti'r'ii'::i'u',' irl.i nil Is:

percep.:ed havint.; posu e net,1i ive

th, ci: five !cid L'if concept het.;ins I "at-

Hued ¶ hatA,nev peri(!d hy litany :nit he child mai tn'' 'ttn'.id''r'.:i.' a phy-iral
ativrtir ie 2:the 4.,:r:nunt, he en. ruilnini: tvhh [in increa '.:1(:(

titudes, and hehavi-rs H liich are hased, , an hi, her se! !oriceto. thi ch

W:t.h .ttH, "(ecotnes more sure of I:

uidticasan' of and plans for f hc.f! .

1r, pidn, and a ,Huions atat 1,:ier(us :((nd ht....on,ist en: with rH e sin

' t urti, I, fill-. slif,1 ii a Nits, par, pereti% (id ,

nv.h c.ir- are !haraciterized ,! ry st !!
,:(alc,-p, cf t ';:ve year (mi :. a ively simple - rut!! . hi

"4.;ir ant' rde, , !ceod, :
di.,, happy or :?1'. (01 children a...! fricndly an tro

h., new- demand- a.ris,. s Art nri-r'ai' Hitfl ch;.kin ;
-ure- and. to a t oeingis deter-Cei.ed h(ro. sUrru'"HI:.

-tchooi y('ars . hich na..0 it truly pro: I !et ((:
,!". If .(.1.1 concep: dev,l inmet. he she heer. (.1(nsisient ly. cute: ! al.-

r,)1,1,Ly jut', p. There is :in ini(;( 'ity separat oni:-(hi :ruin: WI,
'rnit . unit- t hreat - lu

we TWA H. . Ci)!" 11 a ;.: 7'11.17,C;

,"7.4'f'pl..

A p .11. ," . 'Id h. solve di pr. !int- -adk to a whole.:
Hi facile hitrifla pe.t-soruti reid d t heir resultant .dtere- .% -aro

slat (!oi ::opt (i.vs children to hand:- iy,t: -*It toward the .1.,ite I !om ept independi,rice t hat

l.dit(iitment al to the pHi.ful jourr:.!.. adult hoot". ral refine I ht!ir

post', ive sel rnity,ek, ,,!(' children prel.nar-si t_r,ain a sense heir .to the happihes- ane
peopie mharcit their par' Hula!' .. Their art' . ( he
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apportionment of love and at tention. ;Ind this richness -einforces t heir desire to respond actively and
posit i ely to ot her people

Childrei with this healthy orientation do not feel inferior t t; or intimidated hy their peers. They
:translate t he aut horn ative eonlrnurtieation' I teachers and parents into helpful and at t entive state-
ments ti' inst ruct ion, concern, and love. They , capahle of accept ing const ruct e criticism wit hout
a resultant t hreat to heir individuality. independence, or reliability. ortified with the continual
input of hositive perceptions. tu; childrer naturally respond well to challenges. They are not tot.
merited \- ii feelings of fear. apprehension, harass ,nrnt , t timid y, and e't1/4 haust itur that affect
childreit 1/4% flo are not supported by a positive self c, ncept. Their confidence and psychological
tranquility are flerted hy a satisfaction with t heir personal appearance. l'hey do nil: stiffer from
rtnxiet itts conc ning physical at t ractiveness.

Occasionally doting on their ahility t rrl)as s t heir freers o. ivit ies, t he children wit h
he strong self intages consider t hemselves equal to t heir rohorts .nost performance arras. Vhen

t hey do perform below their own standards in Jut Me act ivity, t he:: ex-pressions of unhappiness 'are
not ext reme. They are usually moderaH; in their self praise They use heir pi ide in accomplishment

hoIster their already abundant supply of self confidence. They are aware of t disad1/4 antages of
ant uuial behavior. 'onversely , t hey are cognizant of hnnefits of socially accepted actions '

int er.trt ions. Honest and open enough to face tte fact that they may have erohlems i ith handli
hot h pr, tple anti sit uat ions. t hese children ha P need to !trot ect the..isel 1-- i'rtmt I he pos- hilt y of
commit t ing ;in They are not forced to I i hast ions ;troin,,i brit t le self int.n.p.s.

inilriliitrr. iii

hrly irggressive solut ions to
.,ornettmes ;tssertive, hut tht

compet eness keen'v rley
Th' regularly
lc make ut,,st,

I, It i iv -l academic st,
et -it t ir liit,.

vior. -ittldren 1/4vith posit iVe it CwIcrpts iriajl. re.ort to
;lents only in pecuhar Ind i;Is. The are often compel it ive and
avoid fighting .iiti t heir peers. ;heir sense ti scholastic

I. and t hey oft.en excel in ht haste ;treas .-cathng and
reed their performance exit, --tations. as calculated t.'l-ont turitti
:Jig scores on st andar i. d ctiit 1/4 einem tests. liasl

t hese st talent s see .4-hoot :is a c, rut.: :co ; p ardi

The , ,111(1!., ;tow self concept live at a troubled world. They st.-0 t heirisli- thisiith tt
darkly." iThsttcr ot I ahihty ti solvCdailv prohlions, they allow tic ut quandaries to influence

many of their tidtat tor h ot her people. Thoy depende.:t . or withdrawn in
t heir int erper sonal tavolventer ts. Conversely. the: may mtersperse elements of unfrittndhness and
incompatibility in t heir hehaviorid project:Ions o ot her people. Their weakened self concept s prevent
them front successfully furct toning to- in& w hilt; hindering their smoot h d.velopment of
concept ual-and rnora' integrity.

poc sell concept leads to unpleasant .tnd inconsiderate t hougbts and actions. Chilt, ;Nit h

tow opinions of themseti.ei- will reinforce t hi.' ii uluinrons ii it h cou,istently tnruly behavi,- . This
will persuade the people in their immediate world hat t hey are, indred. uncomfortable companions.
They reject themselves and ot.hers and, naturally enough. frI hat of her pet-nle it--e lit' le liking for-
t hem. Often they' are ;nvinced of their inabi! to compete wit t, t heir peer,. 'HIP r self concept
undermine., t heir confidence in their ability to communicate constructively h iniults and
aut rit ivy figures. These child: :I are threat tiled when they should he st ano discouraged
whea t hey should he reassured Hroup activities furl her con-, ince t hem of their pre loins in confront
ing t heir daily routines.

Chir.ren with weak se'' concepts often pt .,fer to interact wit 11 frcotd of younger age gre;p. In
; his iva. , hey- feel just Heti in assuming a leadership role. Their rowdy impulses are temperH hy a
mitt radH orv desire to find some moderate social success wi! 'tout resorting to misbehavior. Thus, a

chdd usually prefers to play alone may seek o dornin u; a younger ehild or grimp of children.
However, in most sit uation, the children .1 h ;toor self coocept s are quitters and u-derachievers.

1/4.' 1/4`(,.



They protect t hemsolvos from criticism through a refusal to Admit error, but they vonsistentl,v
perform poorly to solidify and consolidate their negative self Ooncepts. Their response to praise is
often confusoi, as the approval dist urbs their flow of negative thoughts about their own capahilities.

Physical manifestations ol their inner difficulties often cause item to he considered problem
children. lielligirent or withdrawn children both ettuy extra problems for 1 heir teachers nd other
supervisors. The ttympt.trns are different mit the catalytic common denominator for their aettions is
the poor self co 'ept. These childryn usually ret reat in t he face of thc challenge of normal reading and

thematical assignments. Thej, often earn lower scores on t heir standardized achievement. test
titan is expected with reference to t heir results ot: :Milky tests. F t hem, s-hool is just anot her place
to suffer the frustrations of defeat and failure.

SELF CONCEPT INSTRUMLNIATION

The t.(fOl.).tier.'titioll Sc.tles SOSl used in the present e% alliat ion is a direct, self report , grouP
administtreil, nation.1.4 normed. ind standardized lust runic' with empirically netertnined scales
which nleasurc t he wa; s in which hildren perceive t hemselves anti tleir relatitmships to peers.
teac' yrs, arid school tSlynner and Kat:terlineyer, 1973 t. Jim lv. thy SOS has bi,en develofted
natas factor analytically derived --ions of childreri't; affective be,havior, thinete.

tSelf Acceptance. Social Maturily. School .1. ffiliat ,n.-1 Self Security) :it a prinuir ii :,nd eight
dimensions I Self eptance. Self SY. tirity, Social Confi(hence, Self :lsori
Veer .1ffihatio-.. Teacher Affiliation. anti School 1ffiliation) at the juilior . ti i;i % e been shown

let ho uselr! ii pretidding importar; aspects of ci;ldren's development. -.nie of :hest, scales mark
...volt known tlimemt, Ins of children's behavior. For example. Self Seem is actually :he inverse ot.
trait anxiety :.net ha.- en t focus of research for a number if ear-. School Affiliation. Tea. .tr

.Affiliation, and Peer .\ ffi;H: n represeat cotruets which edt, ate -5 -aye long used in describing
children. Social Maturity anti Social Confidence are somewha innottive notton . and have not
rectivt..1 nn:iF it t (mt. ion in self concept researc'

ia itrinuit' t el ti irm C. t he SOS is designed for ose at griet-:: V :1. Each of the t'ittit' -(-,11(-

;,. this lev'd is laheled in a pc -..ti'.;e ma: etr, h high sc ,russdeit',. most characteristic he label.
littlte. are descriptions of each sc

Scale I .-ezr Acceptance

!!:1 n-Ht-.Htttl positjvely and t rihutt t hernselyes thy s of

eiLppiness., .aportani.e, .ttpi gets competence. 'cheso lren set. themseke, as iinpo,- ;int to
heir peer. Childryn wth low seore them.selves

as inadequate, unsuccesslni, heo not set :hemselves happst..,and t hey view
them! lves a relatively unilitt...t ,tuthority t-furtts and t heir peers. ihree items A'hich reflect

. , .

the s tnis scale are:

Dtt the. er chuldren ii I a 'iass ti you

.1re you gtiod -;ooki r"

I to you ict cmd about yourself it, -4 of t ho

./



Seale II. k;ocial !11aturit. y

Chiliften with 11:1;h .ew their relat ionships :and interact iorIS V. h ot her people ,pncially
peersl h,silk ely. They view herip.al ve,. a, independent . , and sensiti\ e to t

her. it'll low !..core- ics t hem .oi quit ter, arid
tu humiliate in It t uatior: : hey act ually won:c1 :crefer lot.

;done. Low ,core, reflect an uncert aintv int er;!,., 't '!' t:i It t'ti4 t.

a:L are:

't rt; you itke : .v hen you ,t,A. tja Hadt.r7

4 1 you ant t In fir,t Itt iltit:

I )14 ()II 'kt' du 1 t het ter

'..4ale Ill. School ffiliation

'

1 Sccl:rit

'

7:1

-,'1111(:1
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Scale I. Self Acceptance

Students with high ,,clires view t' mselves posit ely and at t ribute, to tlTitTi.kti fp/alit /PS Of

iasic competeri ce. self satisfaction and nappiness. The:, see themselve, as performing- well in ;t lot of
activities nd as possessing confidence in t heir future success. st talents with low -cores .tre

unsatisfied with their performance and capahilit it's and are int.itire .ti their future.. rive item'

highly related Co this taiale are:

1 do a lot of things well.

1 think 1 will he successful in life.

When 1 lttok in the m rror I like ;.;it 1 . et .

Scab. II. Self Security

with bileh score, repori IHt, emoitiin confidence or st,ihnit The,. report
lut rig. in control of t.,ctors aftect int; their lt-.es anti worn\ ',efts. lit ie thou! er ,pecitic

jears..-;iiidents wit 101k. sei,re.": II. 'wale r,"'", re,c deal ne.. re; et:: ni ri. ours/te

itit nonspecific performance expectat tons , wic morf liii '1 ill'

Ht,t Tht"Pe PM"; highly rel.... ',hi, sc.tie

1 often Ittui iuiv rn. H I a time; hinLt:.

time,

I worry about fr/Pnii

Seak 111. Social Confidence.

Student, wit h high ire, on t ii scale e\press confidence in t heir ,, ii t
it inaki, and keep friends: Th, hetieve that ()LAT people "ten- it-itindsilip.
Students with low sCiire` i!,IVe difficulty nutkim: tiiid a ack iiintidia in -.octal -Imo ions.
Three items highly reLted i thk

People who t like me ilon't ti a is:moil ch.oice to be -iit.ticesful.

"..i.Iitst of my frienik don't ,A flat : t rak

If people knew: wild' I

Scab IV. Self Assert

tItes, %keit, I-leer Hear of me.

St udet.t. with high ,cores thernsekteii ;is leatler,hip 1uahfu Ind as h,'irtif
ii-ipected by others for possesSing these qualit it. The emph;His un 1,w studfnt-
,,iieve others view -tn. St udents with tow ,cort,s see themselves ;is lackt7,g I ership ability titi

;issairt ivi:u' 1 In:- highly related t hi, scai, are:

0..hi.r un k ti 1111' for it aiiiitship.

9 1



( )t her st talent s look to nie for

I'd liltiri .% it Ii lily frit thy poiii; ttf icN ii tial v,

Sea h. V. Peer A Itiliat ion

IIIIITIt it h 1101 scores 4)11 t his scale consider t heir ril;itiinliip t h ot her students to he
Hot h of high q u a l i t y and of considerable importance to (hem. They -eo t henisek "s as ilpproved of and

t heir peers. and they like to he with ot her st tnients. Students th low -cores do not see
heir peer NlatItnshlp t an asset . They view ot hi r student., as unfriendly, de not accept the

resp,' 0610 los of friendship easily, and have few friends, Dina, items higldy ret;t1cd to t his scale

make friends easii:

et. st udent s are usually fair 11111.

tnt in mv 'riends w, hen I am in rouhie.

vale VI. 1 eacher ,1f Mitt! ion

St talent s h hig -cores on t his -.rale ir teacher.. lv see tin teadter as helpful .

al lent understand:tit iir, generous. St udent it hi low ,core, see t he teacher arhit rary
th,msiderate of childre:i . and i a source if claw lona! pain. Three items highly related to this

are.

\I% teacl.er, like to help me.

nirn I du `oir''' hint: wrong'. my te:tch,", correct no, wit Ii I hurt ing my let

. teachers 1..,:pect H h r

Seale V I . "-chool ion

odent., w th high scores ,(1 -tivtIv. NIiV v;ttitly. tit ,chotth, and i11).)y t he a, it ..11 les

;1.,(T!,ed wit h school, Students -coring !ow, ,n th t, .die see school as a h,,,sle" I h:ut ki,tts t hem

from gluing what t hey w;int 10 do. H 74.,t oetns tughiv ni itt I hH ,,ialtt are:

like to stay tin from

nis scho,t1 i, like a jail.

chool frequently keeps :114 fronmioing



RESI'LTS

AIM. 7.1 pre' i.nts h, selected characteristics of the st udents for horn hot h Stroh ttt
/tr. -71tat,.ort Fiwro.: and SOS rt.sult, were avail,thle. 1. can ht. sten frorn T.I.1,1e 7.1, only Title 1

;i', h grader< were test. Sf tn gram'. K hot lat Titlt I and non Tit h. I students were
It'!-141. SInce non ,t`yttnt h graders were nit! ttOttd, !hi. major focus of this chapter wilt he on

udents itt grade', K Thr ma this ehntpter results ror nudes and females ar, comhined ter cat..
presentat ion; t his is poss. itecarrt, only smali iusiguilicant differences wcre found .ifittw ci.11

S()-t pm/tiles I males ;Puff fern:tics

I

SH,F CONCEF oriTFI.F. NON-TITLF STU/FATS

7.2, T.If, and 'sun:mimic ,cores ttr Ttile I and non T. t, ft'uettis
across the prinittry grades. Several tittPtrenct hent\ it; ". Pie and non ' ou the Sett
.\eceptautt Socfai :Oat ertr:.;,. and Security sc.t't s tie sie-.Ifteant ...;enct to. the s'udents tn
Hi t !t'ttt,t .1.Httflat norta Ttti sehi,f truth si,i
..-41unty, lirs. result., 11,tIr.11 t. I student:, The tyttical
'tft'a H.L. Tit It 1 :t tt Pr 'Jen! hat: hi, her P.1)1.4' .D1'..1111;:!1

hr Itts's 'if ;if' !he 1,t11:11, tt.Otrui :tad e. rhore accept It tt

'it, Til' 1,0A tt`i :tild 'tit sit:dent, appear r,1 fit

The trend y'ro-fts ..;radtt, of- ft" stun; tn,tifflift ;Wu he
The Act cpef e IFit.fure 7.11 t trip an tr, ttrittt' h st;ifIdard Ltt I ttr,1: Mtrt i x|, | ,:1! - tat'n primar.

t. - rutty ontt conconItt tint t Ilttt tl het LI.aitt et. 9. littpttattti .1.f. at any

`oc,uro` ,cif ti Increasim.; (lout)! and ea,: tt ;Irc ,t; tt,

tc-f Ilepressed Self Acceptant-a tres. !fur sotnet.f, trenienflou, cmphasis tut allemitt

sucet It It. lit tit' 'xunder hat young ch:ltiren Ito titt-tr, I (t; Ii;(; witrt h vt, h t

measure up to ant hurl!. tigure expectat ton,.

*At; t.tors: are pres;cnred in norr-al cur., cquiy;11(,:
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The Social Maturity scores Figure 7.2) show a dramatic increase oer the primary grades.
Washington, D.C. kindergarten students in Title I schools :ire more than one standard deviation
beiow. the national norm. Stated another way, only Hi percent of kimiergartcn students exceed the
national norm. The scores for kindergarten anti third grade students on the Social Nlat unity scale

hy lt to l points relative to the norm, with the third grade scores higher than those for
kindergarteners. In the case of non-Title I third grade students, the average score is w it hin 5 points
of tlw norm. These low St wial Maturity scores -in the early school graiins suggest one possible
explanation for the substantial incidence of withdrawn and aggressive behavior, Of course, one of the
things which all children gain by attending school is "coping hehavior.- They become -socialized"
tuTording to the dictates of our culture and, t.lwrehy, increasingly skilled in interptonal dealings.
Addit ionally, young students can ht cxposed to even mon. cult ur,diy i.nrwhing experiences which
will enhance such skilk. The socialization process can be accelerated through greater interaction with
helpful and attentive, adults. I. Effective educators would never discipline a second grade Ntudent for
failing tc read a passage properly: rather, this type of teacher would identify the skill areas in which
the student was deli,.ient and provide the needed instruction. 'Throughout the dianosis and
instruction, t he teacher's at tit Ude would likely he supportive and posit ive.

Contrast the above teaching behavior with what happens when t he second grade student breaks
into the front of the line, starts a fight with anot her student or repeatedly faik to follow simple
instructions. In these instances"the teacher is likely to discipline tht. Student in some way, under the
assumption that t he student knows better and is "just trying to he difficult ." The low Social Maturity
scores suggest that Title I students in particular do not possess the social skills or knowledge to
negotiate many social iQteractions successfully, any more thun they. possess the skills required to
read. iiscipline a student with very low social maturity for breaking into line is equivalent lit

cip ung a student for in inability to read.

Hue rea.,:on for the two different approaches to dealim; with academic behavUir and classroom
behavior is that teachers typioally do not viow one of their roles as t hat of instructor in the social
skills. Ek.mentary school teachers are increasingly being held acceontable for reading and mat he
mat h.s achievement. Few would dispute the fact that hasic sitills instruction is their number one
priority. Behavior problems precipitated hy low social maturity art. viewed hy most teachers as a

.15
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hindrance and an obstacle to effective teaching. The dramatically depressed Social Maturity scores

.
indicate 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 t he exception of kindergarten, in
which the scores are depressed, indicating higher anxiety than the norm, the Self Security scores are

average for non-Title I students and four to five points on the average below the norm for Title I
students. The seventh grade profile depicted in Figure 7.5 shows peaks above the national norm for
Self A.creptanct., Self Assertion, Teacher Affiliation, and School Affiliation; a somewhat depressed
Peer Affiliation score; and a very low Social Confidence score.

RELATIONSHIPS BETWEEN SELECTED STUDENT
CHARACTERISTICS AM) SOS SCORES

Although the quest:Jr-1 of causality remains unanswered, it is useful to examine the self concepts

of students with various backgrounds and behavior characteristit s In addition t o providing construct
validation for the nwasure, employed, such informal ion increases our knowlede of Ii. Tele I child
and his 'her needs.

Figures 7.6, 7,7, 7.8, and 7.9 give the SOS profiles across the primary grades 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 categorized as being wit h
drawn on Self Acceptance, Social Maturity, and Self Securit . Interestingly, at t he kindergarten
level only :ielf Security serves to distinguish wit htli-awn from nonwithdrawn students, whereas by
third grade all four SOS scales show withdrawn st udents as scoring below nonwit hdrawti s; udents.

Figures 7.10, 7.11, 7.12. and 7.13 illust rate the differences bet ween students categorized by
their teachers on the extent to which they voluntarily participate in classroom acti Un-,. As can be
seen, the differences bet ween students who volunteer frequently and those.who voluntarily part ici
pate rarely are dramntic. The frequent participators score, or the average, more than 10 NCI.:
points above the infrequent participators on Self Acceptance, Social Maturity, and Self Security. The
differences on School Affiliation are similar in direction to those on the other scales, though not as
dramatic. It is probable that students who actively participate in elass are more likely to be praised

than t.hose who do not participate. Since self concept arises from our perceptions 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 somt light on how pervasive this effect can he.

Figures 7.14, 7.15, 7.16, and 7.17 present the SOS profiles fot students with four levels of

teacher-rated need of Title I services. The evidence is strong indeed that great need for Title I
services goes hand in hand with a depressed self concept. Conversely, st udents with no need for Tit le

I services evidence positive self concepts. These differences hold for all students in kindergarten

through third grade. v,ith the largest differences evident on the Self Acceptance and Self Security

scales.

Self concep I. and classroom behavior are very much interrelated. At this t ime, however, it is

pure speculation whether self concept causes inappropriate behavior or vice versa. One t hing. hov,

ever, is very clear:

Hy developing the child's self-concept, schoots have a seldom-recognized oppor-

tunity to provide an asset that will truly serve throughout life. 1,Ve are only now
IvginMng to glimpse the magnitude of the role selfconcept plays in child develop-

;j7



ment. It is impoll4Shar to reexamine the practices and innovations of education, 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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SELH'ONCIA'T .k AtIllEVEM!:NT

Thr relatinship hii ii ilt ioncept ;cid ,leadenit 'xeii
k. h 11!1;h 3c1111.% omen! ori ,. g,vi.lencr hei ... ',I to lents %Alt h 1(i1V

1hi elneni ,core, evidence nev,at i e self concept s. ,.\,k-h.,; is not kr: h iii I IR' C:111,;i1

ri,i;t!i0:1,hiji lVeell \k. to corist At It.ast four posSihilit it- nia enterLiittei, regard, w.
!he direci ion ,,fc.itisal influence:

\ clite% enlent sell ,)tycept

Sh concept causes achit".em..nt

A ri.ciprocal relat ionship exists h 0:1ch rl" ,iMle \ el tit eat1,-;11

innUtfiCe I fl t h lit her.

.nri. tirvluI relat lot:ship het .%, ocii I he I . co)nst rnots H fiv rue;

N.VIt h t hc lotwit udinal data which will be i.,..ii1:11)1t next year . partial answcr to the causality
question may he formulated in this report . Howe% er. 11111`Nt he ti;itkficd with examining t he

bet w een self concept and achievement ilevind of any causal impliratims.

TithIc 7." gives the canonical correlations bet ween achiek ernent subtests and SUS scales for
4.r.itic N. I. :2, 3 . and 7. All correlations are highly significant. However, they are somewhat lower
than I hose observed in st udies with less homogeneous populations. Several st udies reported by

enner and Kat zenmvp.r tI9771 show canonical correlations for ;tchievernent and SOS in the range
if 0.15 lo11.5:).

1T '1 ; , c1,1 Sc,111-,

()LH- K i 2 3 /

S.,inol, 3.. 8:143 2306 2138 1914. 458

1,.,3 C,r..1I., v .15 0 30 0 34 0.38 0.41

Sg:;;f1,:d U 01)1 U.001 0.001 0.001 0.001

Of particular interest are the respective achievement subtests and SOS scales which contribute
to the canonical correlations. At the kindergarten level Visual Discrimination and language are
highly related to Self Security and Self Acceptance. At the first grade level, Total Language and
Mat hematics 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 t he third grade level, Language and Mathematics
Computation are highly related to Social Maturity and Self Acceptance. Finally, at the seventh grade
level, Total Reading and 'fotal Language are related to Self Acceptance. Social Confidence, and Self
Assertion.

Interestingly, among kindergarten students, Self Security hai the highest relationship with
achievement, Low achieving kindergarten 'students evidence high anxiety or low Self Security



scores, whereas high achieving kindergarten students have high Self Security scores. Ry the second
grade, Self Security is only incidentally related to achievement, and Social Maturity acquires
prominence. Self Acceptance is highly related to achievement at all five grade levels. .On the
iwhitArment side it is particularly noteworthy that the various language subtests play such an
import ant Tole.

Anot her way of grasping the.important relationship between self concept and achievement is to
contrast self concept profiles of high achievers > 60) and low achievers iN('E < .10). Figures
7.18. 7.19,. 7.20, and 7.21 present the two profiles for kindergarten, first, second, and t hird grade
students. The largest difference between high and low achievers at the kindergarten level is the
eighteen point difference on Self Security. The differences on Self Acceptance and Social Maturity
arr ten and t welve points, respectively. Among first graders there is a seventeen point difference on
Social Maturity, anti a ten point difference on both Self Acceptance and Self Security. Iligh achievers
at t he second grade level are more than ten points higher than low achievers on all scales except
School Affiliation. At the third grade level, differences are substantial on Self Acceptance. Social
Mat urit v, and Self Security, and moderate on School Affiliation. Overall, the figures depict t ht high
emotional price paid by low achievers. Repeated failure in school taxes the emotional well being of
children at.a level completely out of proportion to the academic benefits, if any, which accrue. These
findings paint a 'bleak picture of frustration, self doubt, and anxiety. the perpetual companions of
academic failure. If it can be shown that academic failure, in addition to being the companion of
negative self concept, is a cause, then a difficult question must be asked: Is the pressure cooker
atmosphere characterizing American primary grade education exacting too high a price; and, if so,
what are t he alternat
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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 domain has received far more attention than measurement in the
psychomotor domain.

Physical 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
medicine who believed in the preventative value of proper physical activity. Accordingly, the fir.st
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 untd finally,
after World War I, physical education and physical fitness came to be viewed as a significant con
tributor in such areas as social efficiency, recreation, and cultural appreciation. Organismic totality
refers to the concept of man as a 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 socioeConornically disadvantaged
children in reading and mathematics have been repeatedly documented :through :large scale testing
procr,rams employing nationally normed and widely accepted instrumentation. The psychomotor
doi,.ain needs of children, in contrast, are not well documented:

. n 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), investigating the relationship of the Bender Gestalt Test iliGT) to
academic performance, found that predictions derived from the BGT vary with grade level:

BGT predictions and teacher ratings are virtually equivalent in kindergarten.

Teacher ratings slightly surpass BGT predictions in first grade.

BGT predictions are inadequate indicators in second grade.

BGT predictions enjoy moderate success in third and fourth grades.

Ismail and Gruber I1975) found that items from the motor domain could he used to prNiiet
academic achievement succesFfully 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 relationship, however, tends to
decrease as age increases.

Five years 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
biological 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 furthex feel 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 tiis same pattern of deprivation.

Caputo 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 developmental history of both the
child and his/her family. Generally, it seems that SES asx.,umes a major role in determining the child's
overall developmental prognosis. Troy et al. (1976). found differences for both sexes favoring high
SES ('hildren, in grades 2, 3, 5. and 6 on eleven of fifteen psychomotor factors. Similarly. Crab le et al.
1976) 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 Physical Fitness Survey (PFS) pilot study invokies a random sampling of ten Title
I and ten non-Title I students from randomly selected schools. Only first, second, and third grade
student's were Sfelected 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 personnel. All the testing was done. 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 factor 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
t ime in accomplishing a task) by students on this factor indicates a general lack of
speed, associated with poor muscular strength as opposed to poor enduraxice. 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 maximum vertical jump.
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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
aerobit. task: Students with low scores often lack the combination of force (ex-
plosive Movement of the leg muscles) and velocity (speed with which the body mass
is projeoted through space) needed to attain a high maximum jump. Weight is a
major factor in poor performance. If two students have the 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 abl . 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
aerobic work more quickly than ;students possessing good cardiovascular en-
durance. Poor cardiovascular endulance may be associated with a wide variety of
dysfunctions such as anemia, heart murmuror, asthma. Anatomical physiological
problems may st 9m 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 a reflection of the ability of the body
to coordinate the activity of its muscies and joints than of the ability of the mus.'-- to exert force and
power. Factors included in this group are Flexibility and Agility.

Flexibility: This factor is measured by two items, the bipolarfler and elbows to the
floor. A total flexibility factor is derived by summing 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 muse:es, and good
forward-then-downward movement of the lower back muscles. A kw 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, 21 muscle extensibility
might he limited by poor development or overdevelopment.. Dr 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 employing 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 exhibit-a good degree of coordina-
tion among the large muscle groups of the body. Low time scores are an accurate
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 last 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 force which
can be exerted by a set of muscle groups for a period of time when limbs are in motion (Dynamic
Strength).

Dynamic (arm) Strength: 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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and rotator cuff muscles. Students with low scores often Lack muscular strength or
.,:annot, move 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 body
weight and thL, number of repetitions that can be accomplished.

Static (arm) Strength: This factor is measured b the _flexed arm han!,. 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 muscle ;7-nips of the arms.
Students performing poorly on this item (a low time score) are unable to generate
the force required to maintain the body in the hanging position. Low :icon. :nay 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-eyv
coordination, finger agility, digital coordinatioa, and dominant and nondominant hand control. These
measures complete the total eva)uation of each student's physical development and, in conjunction
with height and weight recordings, ail tress both the static and dynamic aspects of physical fitness.

Iland-Eye Coordination:,This factor is measured by the bead string. Hand-eye co-
ordination involves speed and precision of hand moveme 3 governed 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 hands and
are able to coordinate and 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 a8'opposed to the interpretative process.

Digital Coordination: This factor was measured by the knottiAg 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. Mow 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 raarldf
dip. Hand control involves speed, balance, and precision of the hand and wrist.
Students with low times are able to t ansfer. marbles quickly from one tray to
arother, thereby exhibiting well developed ability to use the hand for control and
manipulation. High time scorqs indicate that the student may lack the ability ta
exhibit hand control in a systematic fashio:: Low scores, for the use of the non-
dominant hand, indicate that the student exhibits good contr.( in a hand unacCus-
tomed to performance of such a task.

A total of ninety-nine Title I and thirty-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 befr;re the
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134 subjects were pooled for the analyses. Figure 8.1 shows the profik of mean scores expressPd in
NCEs on the PFS for Title I and non-Title I. students.* The scale scores range from 31.8 to 56.7. The
non-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.

*For pur poses of simplicity, all PFS scales with low item scores siThich represent excellence on the
tAcs involved in the items have been recoded. The effect of this recoding is that as the NUE score
increases, t he :;tudent 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 become apparent. Males and females do not display high scores on the same
scales. Neither do low nor high achievers reflect the same score 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:

Cardiovascular Endurance: Female low achievers better than high acht, vers.

Agility: Male low achievers better than high achievers.

Dynamic Strength: Male and female, high achievers better than low achievers.

Static Strength: Female low achievers better than high achievers.

Finger Agility: Male high achievers better than low achieve- female low achievers better
than high achievers.

Digital Coordination: Female low achievers better than high achievers.

Dominant Rand Control: Female high achievertter than low achievers.

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

It seems that ther'e are more significant differences between female high and loW achievers than
bet ween their male counterpart S. On the Fine Motor Scale, the female low:achievers perforth 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 motoritems. The onl{;' outstanding apparent deficits seem to be for
females on Dynamic Strength (low achievers) and Static Strength thigh achievers). Perhaps in hot h.
ol t hese areas, as defined in the scale item descriptions earlier in t his chapter, improvement could be
enhanced by a structured physical education program.
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CHAPTER IX. PIAGETIAN CONSERVATION
ASSESSMENT

In investigating the effects of one variable upon the behavior of another, it is often enlightening

to view the interaction of these variables from the frame of reference provided by a theory. In the
D.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 d2rived of possible programmatic modifications which will help to

serve 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 (psychomotor, self concept,
student background) reviewed in this project.. This chapter not only presen1sl4he results of t hese

investigations hut also a brief discussion of the cognitive theory proposed by Jean Piaget.

The Cognitive Theory of Jean Piaget

Piaget recognizes four developmental stages of the intellect which are common to children.
These stages have approximate initial and terminal points in terms of age, hut not all childrep eit her

reach each stage or emerge from it according to this approximated schedule. The stages, however,
always do occur in the order indicated during the intellectual development of all children. The stages

are:

Se nsorintotor.

Preoperational.

Concrete operatio,is.

Formal operations.

Table 9, I A; vt,s typical abilities and approximate points of onset and terminus wit h respect to age foi
each of the four stages. During each phase the child encounters a world needing orwinization and,

thus, applies hisrher maturing ability to perceive and to educe general relations, which, in turn, are
'used to impose order on a previouldy unordered segment of the environment.

The D.('. Title I program focuses on t he preoperatiimal (grades K-1) and the cozier-0c opcnil ions
(grades 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 concrete. operations st ages. From age two to about age four, the preconcept(I al

phase of t he preoperational stage predominates. Alt he.,gh rapid language development occurs at t his
time, manipulation of concepts is not yet possible. To a child at t his age, all experiences are new; no
generalization or analysis of similar events is made. A preconceptual child who is presented with t he
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 st ill being developed.

Gradually, though, the child enters t he intuitive phase of preoperational thought (usually around
agtt five). Ile/She mentally begins to undo changes in objects so that they revert to ,their original
fortn..This facility of reversibility is particularly manifested during the concrete operations stage ir
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Table 9.1

Piaget's Stages of Cognitive Development

SPAN CHARACTERISTIC ACTIVITIES

Sensori rnotor Birth2 yrs.

Preoperational 2-7 yr s.

Concrete
Oper ations

E

Op,.!hitions

Intelligence is.manifested in overt bthavior.
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 u ial-and-error experimentation is initia:ed.
New means are invented through internal mental combinations.

Use of language is frequent.
Meanings of objects and events we manipulated and the child engages
in symbolic behavior.
Viewpoiot of anothei person is difficult to comprehend.
Words and images are not geneially organiied into solidly understood
rules and concepts.

/-11 yrs. Set ies of actions can be iep:usented mentally.
The ability to conserve develops and impioves.
Relational terms are understandable.
The notions of a whole and its parts are compiehended.
Obiects Call be arranged along some quantified dimensinn On an
ordinal scale, such as length or weight.

11 yrs. A ,lurither d

aie genei a tier
A plan of attack towaids a given problem is dlcveloped.
Thought patter,Is air elfconiscaothly deductive.
Openitions aie otgaiiiied into higher oper,itions..

what arc called cnservation abilities. Conservation ability is a critical milestone in Piaget's theory
which separates the preoperational and the concrete operations stages in cognitive development.
This conservatior, skill is defined as the ability to understand that certain empirical properties or
attributes such as weight, quantity, and volume remain constant, despite transformations such as
alterations in shape or displacement. A conserving child will say that the..z,mount of clay in a ball
which he/she has watched being flattened into a pahcake 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

*The source is L. Joseph Sone and Joseph Church, Childhood and Adolescence: A Psychology of the
arowing PersonSecond Edition (New York: Random House, Inc., 1968).
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abilities related to quantities in terms of number, length, area, substance, and weight Age
differences among lthe'subjects in variOus st tidies are unrelated to success in acquiring the skilk; all
successful efforts, though, did involve t raining in rcvcrsibilit y at some point during the experinwnt .*

Despite the success of attempts to train ettildren in conservation skills, sonw limitations rernain.
For example, although conservation skill for a given quality, such as length, is readily transferable to
new situations, the acquisition of conservation. skilk applied to one quality thws not generaliz e. to
another quality. A conservation skill for length does not necessarily apply to one for weight: In,;lone
study (Peters, 19691, a multiple regression approach was taken, using age, cognitive style, and !Ian
guage comprehension scores to predict num 7. conservation scores; only 25 percent of the ((nal
%.arianee was subsequently explained, indicating that our understanding of Co n se r v at ion acquisition
is far from being thorough. Finally. even though such skills can lw taught, it seems that mit and
conservers (children who acquire the skilk without intervent ion, perform better on bot h tht Stanford
zlrhicoement l'est )SAT) and the Otis-Lennon Inte1fi(/',H 7 st than trained conserv trs, who
similarly perform better than nonconsrvers (Bearison, 19751.

It also stems that conservation ahilities are influenced by sociocultural f;wtors, It has b(en
shown (Gaudia. 197.1) that children with low SES backgroumls of White. Black, and Anlerican Indian
ethnicity earn conservation si..ores which are two years below the test norm Lfl terms of age) for
middle class children. Similarly. low SES children have taken iwarly tw ice as many trials to acquire
conservation skills in training compared to middle class children Eigurelli and Keller. 19721. Else
where, only half as many low SES as middle SES children in the second grade have succteded on a
brief conservation assessment test Almy et al.;

In conclusion. a child's underst4nding of conservation concepts is a roasonable indicator of the
attainment of intuitive, preoperational thinking. Conserving children are likely to possess tht
concep.1 wi facult is prerequisite to success in reading and mat hematics in the early grades. Further
more, although effects on conservation at tainnwnt relattd to SES (it) occur. a lasting understanding
of conserv.at ion concepts can he taught.

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 l)e enlightening in viewing the Washington, D.C. Title I 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, ani 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 quantity. conservation of substarwe, and
conservation of weight. The sample characteristics are described in Teble 9.2.

*Reversibility can be demonstrated y t;.:king a rolled ball of clay, flat iening it into a pancake, then
rolling it up into a ball once more, making it the same size as it Was iritially.
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The CAP presents the child with eight prOblem situations involving some transformation such as
flattening one of two eqbal 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 quesLion. Thth., a Otild'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.'
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In general, there are more male csonservers than female conservers. This pattern is opposite to
the finding that Title I females outperform males on the achievement tests. As shown in Table 913,
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,
appnix1mately one third of Title I children are :lin 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 groups 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 Piagers 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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t'sini.. the Student Inifirmatitin Ffirm IS11.1. classroom teachers in Title I sch(mIs rated t heir
pupils on several charaweristics isec Table 4.1 for a description of the items comprising the SIF).
Figure 9.1 displays the percentages of high or go(H1 conservers in each grade level by teacher,
ratings of their withdrawn tendencies. if stEll tendencies interfered with ac:uientic perfornthnce.
age increases, the students not characterized as being withdrawn become much more likely to he
conservers than those who exhibit at least some withdrawn tendencies. In fact, almost half of he
withdrawn students are not conserving by t he end of third grade.
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Figortt 9.3

Percent of High or Good Cooseryers by Amount at Voluntary Classroom Particioanon and Grade Lt?yel

First Grade Second Cindy, 1 bind Grade

Low 3.7 2 7.6 46.0

Medium 21.2 46.8

High 36.7 74.3 81.2

80

GO

40

Fiyoie 9.4

Percentage ot High or GOod Corr, 1,I5 .%,11h Bac kgrollnid t

First Grade riich! Third Grade

22 34 56

%led t(ill) 23 45 63

High 28 78 83
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Figure 9.5

Reading and Mathematics Achievement Mean Scores tor Conserveis and Nonconservers by Grade
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An interesting comparison involves t he percentages of high or good conservers in each grade by
teachers ratings of t heir gressivenes (see Figure 9.2). Again, students were rated as aggressive
only if their behavior int e;.fered with academic performance. !lyre. the students rat ed as being some-
what aggressive beconw much more likely wit h age to be conservers than eit her the aggressive
students or those students who were characterized hy t heir teach`ers as having no aggressive tendert
cies which presented an obstacle to their classroom performance. In fact, the aggressive students are
'lightly more likely to be (onservers by t he end of t hird grade t han those whose data shows that t hey

are nonaggressive.

There is an absolutely clear relationship between voluntary classroom participation and con
servation abilities Isee Figure 9.3). Conserving students are t wo to t hree times as likely as noncon
servers to participate voluntarily in t he classroom. By t he end of third grade. few er than half of the
students who rarely participate voluntarily in the t :assroom are high or goon conservers. Over
four.:fifths of those who partic.ipate voluntarily and frequently in the classroom are high or good
conservers.

The background experiences of students are also related to t heir conservation abilities. Figure
9.-1 shows a tendency similar to chat displayed in Figure 9.3. Students with many background
experiences facilitat ing successful classroom performance are nearly t wice as likely as those with few
such experiences to he conserver:. In t his instance, however, the low and medium experience groups
are much more nearly equal to each ot her than eit her are to t he high experience group.

The largest single contributor to conservation ability is age. Ot her t han this, however, factors
which seem to relate to t his cognitive skill are voluntary classroom participatiop and background
experiences leading to succesq'ul classrOom perforrnance. The intensity of wit hdrawn and aggressive
tendencies also is related to conservatiort4hility. t hough not quite as st ronglv as t he t wo preceding

factors.

When high and good conserver: as one group are compared to low conservers or nonconservers
anot her group at the first grade level, several of t he SIF variables show statistically significant

differences between these two groups. Aggressive behavior: voluntary classroom participation;
supportive family environment; nomber of years.below grade level in bot h reading and mathematics;
need for Title I services relative to ()cher students; and background experience. which facilitates
successful classroom perbwmance, all display substantial differences which are statistically

significant at a confidence level of 0.95 or better. None of t he SIF variables reflect statist Hilly
sitmificant differe-cs at grade levels t wo or t h rye.

The ability to conserve is also highly related to achievement in reading and mat hematics
performance. Figure 9.5 shows the dramatic differences on .CTBS S total reading and total mat he,
mat ics scores expressed in NCEs for two groups a students: those with a CAP 4core between eleven
and sixteen, labeled -conservers,- and t hose with a CAP score less than, eleven, labeled "noncon
servers...* t he reader can see, score differences for hoth scales reflect approximately ten NCE
points at a minimum and loom up to a maximum of nearly fifteen NCE points. Notice also t hat the di f
ferences between conservers and nonconservers subsist regardless of grade level. This iilust rat ion
graphically underscores the substantial relationship which conservation ability en joys wit h cognitive
achievement in t he areas of reading and mathematics.

Figure 9.0 further refines the description (If conservat ion ability versus cognitive achievement
by presenting grade and sex specific delineation." Notice t hat t here are no substantial differences
bet ween t he number Of males and that of females conserving at each of the t hree grade levels. flow
ever, t here does seem to he a sex difference in terms of t he cognitive :whievement scores for

'4 This classification is essentially a pairwise collapsing of t he four previously defined categories: high
conserver plus good conserver. and low conserver plus nonconserver.
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conservers and nonconservers. At all t hree grade levels, feniales tend to earn higher scores on he
reading and mathematics achievement scales than males, regardless of their ability or inabilit v to
conserve. The. single -except ion" occurs in second grade 1OI he conserving group on t he mathematics
scale; here, the males have a higher score than the females. 'However, the difference is slightly more
than ene NCE point, which could be due to measurement error. The sex -based relat ionshir dors

rongly across t he other grades and for the reading scale. The reader can also see t he same
relationship discussed previously bet ween conservers and nonconservers for the reading and
mat hem,. ;d..s sea:es at all t hree grade levels.

SUMMARY

By viewing the results of this chapter all together, several intriginng facts become clear, For
t--;:truple, at each grade level there , mor.e males than females who are conservers: the only excep-
tion is the non-Title I group in first grade. However, the females still evidence higher reading and
mathematics scores than do t heir male counterparts, conservers or nonconservers. The beginning of
a profile for a conserving child is also depicted. The conserving child at the end of the third grade is
not withdrawn but is somewhat aggressive. In addition, a large amount of biickground experience
leading to successful classroom performance and frequent, voluntary classroom participation further
characterizes the conserving student. This description of a conserving child does reinforce the
western civilization notion of competjtion. The reader can also easily envision the reinforcement

hich such assertive, active participants receive from classroom teachers, thereby further increasing
the likelihood of this behavior. All of these forces :erve to encourage active applirat ion of conser%.,i.

F ,n ability in the classroom.

The ryading and mathematics scores consistently show differences of nearly half of a standards
deviation, or 9 NCEs or greater, between conservers and nonconservers. In addition,. the mat he
mat ics scores are higher than the reading scores, except for those of the conserving third graders.
The results presented in Chapter 13 suggest a linkage between skills such as rectignizing embedded
figure, and reading ability. :Since mathematics, more than reading, relies on understanding symbols
and relating them to their proper correlates, it is possible that the approach advocated for teaching
reading skills in Chapter ti approximates the currentl ,. implemented techniques for. teat:hing mathe-
matics skills. If the suggested approach werv successful and it were already being applied in teaching
mathematics skills, the necessary result would he higher scores in 'mathematics than in reading
achievement. This is, in fact , the result depict ed in Figure 9.5.

Finally, the percentages of conser..ers steadily increase across the three grade levels for both
1 it le I and non-Title I students. Iff:wever, more st udents classified as nonTitle I are able to conserve

each grade level than those class'fied as Title I. By the end of the third gradt., approximately one-
quarter of non-Title I and one-third of Title I students still are not conserving. The large percentage

conserving students. hewever, indicates that moderate achievement scores in ahilities such as
reading and mat hemat ics skills are possible. This is not the case for second and third grade, as is
illust ated hy Figure 9.5.

1;o, results of t his year's,evaluat ion replicate those of last year. In the I t valuation, males
were also more likely than females t'o he conwrvers at each grade level, despite the females' higher
aciii,,vement scores in reading and /mathematics. The fact that conservers consi.stently exemplify
higher achievement scores than noneonservers, at each grade level and for bot h reading and mat he
mat les total scates, is likewise duplicated in the current year's results. In adaition to these replicated
findings, further breakdowns of the effects of conservation ability upon educationally relevant
variables have been investigated this year. The recommendation for still further study in this area
renlains.
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FOOTNOTES

9.1 Raymond B. Cattell, Abilities: Their Structure, Growth, and Action, (Boston: Houghton Mifflin
Company, 1971), p.

9.2 Cattell, p. 117.
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CHAPTER X. INSTRUCTIONAL PROCESS
ANALYSIS

Children in autumnal classrooms are taught about the icebergsthose 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 sn ic-eherg's mass remains hidden to the observer;
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 tnstrument de,-eloped by the Consortium, in
consultation with the Title I staff, was lengthy. Subsequently, the information gleaned was not as
definitive as the evaluation team had hoped It was administered in Title I schools to respondents
who questioned its informationalutility. 'f 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 in it. Accordingly, this year the Consortium traversed an iterative procedure
mniposed of proposal submission, critique, and revision. Members of both the Consortium and the
Distiict 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 Or? school system made a brief presentation to each school. The 1975-76 instructimial
process battery is a refined instrument which yielded far more useful information than did its
predi,cessr in 197-1-75. The process instrument was delivered to the schools and submit fed to he

appropriate Title I staff members for their' response within an extended time frame. This
modification in procedure increased both the rates of return and completioii.

It is the contention of IBEX and of Roy Littlejohn -Associates that the cognitive and affective
growth of Title I students can occur only in an environment which is stimulating. The focusing agents
for the curriculum affecting th'6 Title I Student are the teacher and other classroom personnel. Tlw
Consortium would do a serious disservice to the Title I program if it did not elaborate upon its
characteristics by identifying its size, direction, and structure. The following discussion attempts
such a description.

General Freiiie of Title I Teachers aad Educational Aides

The return rate for usable questionnaires this year was 761, compared to 620 for the previous
:year an increase of ahout 22 percent. We asciibe this improved administration and collection pro-
cedure to greater respondent interest, as a result of the evaluation orientation. Nearly all Title I
teachers surveyed are females (97 percent), mostly in their thirties, although a total of 87 percent are
bet ween 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 additional course hours.
Nearly all of the Title I teachers are both permanent in status and fully certired to teach both their
present grade level and subject area, with the Majority heing certified in bot.h reading and
mathematics. Most teachers have spent five years or more in their present school and eleven or more

months teaching at their present grade level. The majority of Title I resource teachers have had at
least .eighteen months of experience in their positions. Most of them have also had at least five years
of teachiniT experience prior to becoming Title I resource teachers. The .self:cont:ained classroom
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dominate, t heir ..,chool ()vet me third of the teachers indicated that t he teach in a'a open
classroom, while single level classes ;tre ;ipproximately as common its multile% el classes.

The Till,. 1 educational aides +2,17 responding to 1,iir survey) are primarily t heir I hi his ur
fort ies wit h a high school or (11.:1) diploma, NIost of I hoill have even completet! sonIt' ridirge
lightly more than half of the aides have had college courses in teaching methodology, and sonic ha% e

also stuiliCd child development , However, fewer t han 20 percent are present ft enrolled in college and
(irking toward a degree. Approximately two t hirds have filled t hi.s position for al least four years.

Inserviee and Stall Development

Only'12.5 percent of t he Title I educational ztides are enrolled in a Title ..ponsored inservice
course. Either they w ere not informed of the course', or t hey were t,) busy to at tend. Nearly all of
t he aides express t he desire for more inservice courses next semester. The :tides generally project a
positive at tit ude, both regarding t heir personal satisfart ion with t he course and toward the tutil liv of
the information which they gained.

The teacher restmnse to the inser% ice courses is quite posit lye, wit h !non) t han 92 percent of the
teachers desiring to participate again. Most teachers surveyed hecarne aware of Till(' I inservice
courses t hrough cif her their principals or Tit le 1 st ail. Their most common rationale for riot attending
an inservice course t his year is being too busy.

mo.t subscribed to category $h inservice cour.se, rvAdinir. with GI

percent of the ft:IC:hers responding indicat ing t hat this was t he course that t hey attended. The
mai hematics inservice f.,)tirse was at t ended by 25,9 percent of responding. teachers. Only 13 percent
ef responding teacher indicated t hat they had at t emitrd hot h courses. A 'large proport ion of t he lit le

:eachers 0,7 percent I att ribute changes implement ed in t heir classroom procedures to he influence
1 hi.e courses, Some of the most common areas in which rnoIli)'icat inns were made in t he elassnmm

en':ironntent , decreasing order of freluency of (wcurrem.e, art.

Inst ructional techniyies.

increased knowledge of t he Title 1 child,

Use'of materials and equipment.

Amolint of time spent on sniall group lost ruction.

Amount of time spent on .:idividual instruction.

These inservice courses rel:resent lisace of resources clearly resulting in modified classroom
.toacher beha iors. The areas in ..hich most personal benefit to he teachers as a result oh i: cr. ice

courses) has been derived, in decreasing orderire:

Knowledge 01 t he Tit le I child.

inst ructional techniques.

I'se of materials.

Knowledge of t he Title I program.-

Pupil assessment. 1
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Addit ionally, nearly I hree-quarters of t he Tit le I teachers agree that bot h mat hemat ics and reading

text s have been appri.ipriate. Resource inaterials have also been useful.

The at t nudes ti t he vast majority of Title I teachers toward t he various inservice activities are
posit lye. The act ivit ies, in decreasing order of popularity, are:

WorkshOps.

Profe;.s:onal meetings.

. St aff development days.

I 'onsditant visit at ions.

ditinite majority of t he teachers at test to the relevance, effect iYene'ss, ;ind'appropri;delless it

t he,e act iv it i and t o t heir personal sat isfact ion wnh all of t hem..

These finding concerning ins-rvice are somewhat a; told: wit h t he findings of t he 1974 75

evalind ion pertaining to t ;le same program component I nsen ice course's during t he 197,1.75

alt:ai ion did not receive a very favorable response from t he teachei s. This sugge..t s t hat

:niminist rat ors noted t hese earlier findings and modified t he courses.

Teaching Values and Methodology

Over 70 ptre'n if t he Tele 1 teachers surveyed entered t heir profession primarily Ilel'au,e,
ill hat teaching offered a rewarding way of life. The majority of all of these teachers ind;cated t hat
t My- spend it least one hour every school night checking papt-rs and preparing lessons at h,nne.
'Hue general purposes and aim I ducat ion seeM to t hem to have changed lit tle, if iMy. Sinoe t heir
joining t k. Tit le I progr am. More specifically. t hey rate these, as the five most important facet s of
element ary educat ion, in de.-..cending order of importance:

Reading, computat ion, writing..

Social skills', such as cooperat ion and compromise.

A bilitit's to reason and to think.

Facts and habits of good health.

Moral values.

Thk finding parallels the results of the 197.1-75 evaluat ion. The vast majority of t he Tit hb 1 teachers
surveyed also concur wit h t he f,-)llowing statements:

( Thildren learn best in at mospheres filled with love and emotional support

Teachers profoundly influence children, their attitudes and their values.

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

Periodic classroom testing contributes to effective teaching.
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('hildren can generally be trusted to do what they are supposed to do.

Most behavior problems in school stem from the home environment.

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.

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

Disagreement is noted, however, in the Title I teachers opinions on the following issues:

The absolute importance of the basic skills.

. The superiority of a structured, firm, no-nonsense aPproach in teaching basic skills, io terms
of both effectiveness and students' respect for he teacher.

The ability of children to select what is best for themselves in most inst,Aces.

The s.ame pattern of consonance and dissonance existed in the 1974-75 evaluation. .These re:-adts
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 I teachers to t)e the best strategy for
mainttlining 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 encouragement for being a good teacher.

In almost every facet of the :lassreom environment, the teachers prefer to have a sid of rules-o(r411

guidelines to follow but to be allowed to use their own judghwnt in modifying the approw hes in smite
situations. An illustration of this sentiment is teacher preference for curriculum guides developed in
concert 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 teach._rs 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 classroom.
To illus:rate, they feel that preplanned and effective lesson fermats will motivate students, thereby
creating stable, productive classroom behavior. In order to set the stage for motivation, two
approaches are preferred in interpreting student behavior:

Behavioral modificationpaying attention to the child's behavioral response. The consequent
positive or negative reinforcement of the response constitutes an important facet Of this
method,

Ilistori1 analysisfinding the occurrencets) in the child's hackground which resulted in the
existing behavioral pattern.

Likewise, two appi-oaehes .dominate the Title 1 teachers' attempts to motivate young children,
t hough t he. first of these is mueh more comi,,4 adopted than the second (used by 63 percent and 25
percent of the teachers, respectively):

Human relationsinstilling confidence in the (hild's ability to perform the-task by exhibiting t:
warm and accepting attitude.
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Behavioral niodificat ionpraising t he child and permit ting him/her to participate in a desired
activity after completing a task (positive reinforcement I.

(;enerally, the teachers use privately expressed student opinions of them as an index of t he success of.

their attempts to nmtivate the learners, although t he noise level in the classroom during work
periods is also given some consideration.

Disobedient, unruly, or undesirable behavior i modified by using the same mot ional rthMels.

Positive reinforcement for the undesirable behavior is withheld, while the desirable pat tero is ,

reinforced. At the same time, the cues for the undesirable conduct are systematically eliminated. The
'human relations.' technique ttrying to understand the unacceptable behavior in order to reduce the
child's frust ration and to facilitate a more posit ive experience of $chool for him her i- conducive., o

the attainment of strong student teacher rapport. Punishment or reprimands are generally dealt out

privately ( it hout the other children's awareness). but sonic teachers !2.1 percent pri'ler to
reprimand a student in front of the other children,

S600l and Classroom Procedures

Over half of the teachers surveyed reported no proole- .s with implementing the *Into I program
this year. Those who had problems cite a variet y of caust --, the most frequently mentioned being a
lack of essential instructional materials. Virt ually all of t he Title I teachers utilize st udent work to
enhance their classroom environments.

Teaching strategies vary in both approach and frequency In. usage. The most commonly used
techniques are denmnstration/performance, games, and discover,' t hrough guided (hiscussion (at
least once per month ). Field trips and ot her classroom excursions are generally rat her infrequent ino
more often than once per month). The teachers are curiously sp! t, however, regarding t heir at

lion of t he cont ract approach to student motivation:

One-third never use them.

One-third use them as much as once per month to once 1,er wtwk

Most Title I teachers ttit; percent) have no non-Title I educational aides. but a large number of
them 170 percent) have a Title I educatibnal aide anywhere from one to five days per week. These

Tit le 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 percent I are supervised b,, t he same teacher for the entire day.
Generally, few teachers 120 -27 percent ) stated they had either a parent assistant or volunteer parent ,
either in addition to or inlieu of an educat ional aide.

aesponding on their questionnaire:, the, educational aides listed the following areas, in

decreasing order of frequency. as the main roles t hey perfo-m in their jobs:

Assisting in supervising pupils on t he playground, in halls, or at Linch.

Assisting pupils individually with learning tasks.

/4. Escorting pupils to and from the classroom.

, Checking pupils' writ ten W.ork or updat ing-progress charts or other records.
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Dist ribut iru r collecting inst ructional mat erials.

Ibtlping pupils with minor behavior problems or personal needs.

Helping prepare inst ructional materials.

Reinforcing learning by conduct ing drilk or games w it h small goups of ,q ils.

Setting up or operating audiovisual equipment .

Preparing or arranging bulletin boards or displays

Turning now to equipment and facilities, many Title I t eachers eit her tu. re r use certain pieces of
audiovisual equipment or find t hat. these pieces are not availble, These infrequently used items are:

.1udiocard mac riine.

I earning machine.

Fachistoseope tr rc.ading pacer.

Teievision.

it;.adio.

The most :requent ly cited reasons for :11)t iiIfL ;onte of i hese items are nee1 of repair or
replacemer.;., inadequate supplies of pertinent materials or programs, inconvenience. .old inadequate
spare or facilities for usage. On t he c.iner hand, some items :ire used quite often. The most popular of
these in decreasing order of frequency of usage follow:

Record player.

Tapepiaver.

Filmstrip projector.

Movie projector.

Overhead-projector.

In terms of facilities, Title I teachers cited iwp major obstacles to teacher 4:ft,Ttiveness:

Lack of adequate floor space.

Lack of sufficient instructional materials and storage space for t hem.

The library 'facilities are generally judged by the teachers, however, to he quite adequate.
Approkimately 57 perceilt of the teachers use the library at. least several times per week, and
azother 27 percent of them use it at least once per month.

1 2 2

1 22



CHAPTER XI. ADMINISTRATION AND
SUPPORT SERVICES

To obt ain an overview of t he iidminist ration and coor(inative services of the Title I program, t he
evaluation team reviewed the annual proposal and the summary statement of accomplishments. It
also interviewed the Executive and I)cputy Director of the program. Representatives of Title
;ulministrative central and ..egional staff and representatives of Title I school principals met with thy
evaluation team in t wo workshops. These workshops were designed to assist in refining evaluation
quest ions and developing an Ad ministratoi s Auest ionnaire.

A group of parents met wit h the evaluation team to discuss and identify significant questions for
t he Parents Survey. This survey was administered to all parents attending Intermediate PAC
meetings in-May of 19711, Evaluators 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 t,o all Title I administrators and to
;ill principals and assistant principals of Title I schools to obtain data regarding administrators'
intere,a and skill areas. Parents attending Intermediate PA(' meetings in May 197t; core .ted Parent
Questionnaires, Evaluators interviewed t he Acting L)irector of t he Title 1 Special Education program
and ;he Special Education teachers at one of the centers. The set of evaluation form.; used by the
teachers to diagnose individual educational deficit s. prescribe specific program inputs, and evaluate

udent progress was reviewed.

Several coordinated services offered t hrough t he Title I program were..not chosen for in -dept h
study t year but were reviewed t hrough internal records to define their relationship to the I 01 ;i1
program. These sorvices will be described in this; chapter in terms of t heir functions in delivering
,upport to he instructional program. .1he Aides component, which was st udied in detail, is
presented at the end of t his chapt-r.

ORGANU Al ION OF FLNCTIONS

7rnier the Division of Instructional Services, D.C. Public Schools, several interlocking line and

staff structures were organized to operate the Title I program in the District of Columbia. The local
education agency (LEA), which oversees :di Title I operations in the District of Columbia, worked
wit h a District-wide Parent Advisory Council PAC) to plan, implement, and evalugie 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 D.C. Public Schools. The
State Education Agency (SEA) for Title I is housed in the State Office, D.C. Public Schools. Manage-

ment services and research and evaluation functions of the.D.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 glose communication with the regional offices of the D.C. Public Schools. The
Title I regional staff manages and coordinates 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 local PACs to make recommen lations to their regional Intermediate PACs, which, in
turn, submitted their decisions to the city-wide District PAC. This parent advisory net work 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 I school, and the integration of Title I resource teachers and
supporting personnel into local school staffing patterns maximized the local school t earn's

responsibility.

School-Ba:cd Budgeting. School-based budgeting was initiated in the District of Columbia. As a
result of the District's model, the practice of involving the school principals 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 aspects
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 District of Columbia was cited as a national model of successful parent
involvement in the 1975 Annual Report to the President and Congress, by the National Advisory
Council on the Education of Insadvantaged Children.

Other indications of the awareness and concern parents had of their role as prime educators were
the responses the parents in our-survey gave to a question which asked that they choose from a list of
fift een items those three items they. felt were the most import ant activities parent s could engage in
with t heir children. In order of preferesnce, the results were:

76,1 percent said parents %hould be involved in Zirking with small groups of children.

48.3 percent believed that attending workshops for parents in reading and mathematics should
be a priority activity.

39.3 percent chose helping children with homework.

Through tlie local School Parent Advisory Councils in 1975-76, parents became involved with
planning and establishing priorities for Title I, serving in various capacities 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 I 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

teache'rs 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 *ere paid from the regular school budget, these
teachers worked with Title I materials and were totally involved'in the entire Title I concept. This
strategy allowed c9mplete evaluation of the effectiveness of the instructional process, materials, and
impact of the program on both Title I and non-Title I children.
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It also appears that Title I staff members --teachers, parents, and administratorsfelt posit ive
about the program; they :14o had confidence in their ability to fulfill their duties. When asked to
indicate the areas of knowledge or resources which they consi(Iered most important in carrying out
t heir johs, a sample of 161 st off members selected t he following eight items from a list of fifteen.
These ; espimses in descending order were:

I )ec.sioninaking t5, percent

( ordination of program areas (19.S percent

Staff development t.19.M percent ).

( hild development 17.2 percent ).

Group dynamic,:111.1 percent I.

Neeik asstssment processes 113.5 percunt

Nlanae;elhent"),.\ object t yes 1 percent }.

Vevilhack procedure,. ; percent

\,`; hen ;1,-ked in which areas t hey had the zno,-4 txper i.i or e perienct, t h uni

mernher, ered a. follow..:

I /ect,:wirrlo.kirlk! percent

Writ ten and oral -urn municat ct.,1.5 percent

;45

St tiff devolopment L's2.0 percont

I 'rograin coordmat ion Is t percent t.

Preparing a creat ivy classroom atmosphere ,77:0 perrPnt

Child develiipmynt t7ti.t percent I.

Needs assessment 175.s percent ).

Feedback procedures 170.2 percent I.

Gr,,up dynamics 6.9 percent ).

There c also a s't rong indication that Title I staff members were interested in imp oving t heir skills,
both ii the areas w here they already had experience and in ne areaS,

The group of 161 respondent s indicated t hat their training priorit ies for the coming year would
he in the following areas. They are listed in descending order of priority:

Manag-ement by objectives.

Team and task force organization techniques.

Group dynamics.
)I ;
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Curriculum development.

Needs assessnwnt.

Feedback procedures.

Program coordination approaches.

A major explanat ion for both t he demonstrated confidenc( in success and clarit ot purpose which
Title I staff members possessed was t he healt by relationship of he staff to tiw regional st ruct ures.

Regional Functions

The decentralization of Title I 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 int() five regions. The six regions of
the school system were duplicated for Title I except for Regions II and VI. which were combined for
'lit ie I because these regions had bot h a small number of identified children and a small number :if
schools. The private school component was not operated as a part of the public school regional
si ruct ure.

:'entral LEA Functions

('ent ral LEA administration for 1.975- iti was supervised by an Executive Direetur wit h overall
responsibility for the administration of the program at both the cent ral and regional levek. The
u.puty I )irector of Title I managed the instructional support side which included Regional Coordina

tors, a Staff Developnwnt Coordinator. Curriculum Development Coordinator. and two private
school coordinators. A Director of Support Services. Disseminat ion Officer, Coordinator of Parent ;(I
Involvement and the Assistant Director for Pupil Personnel Services reported to the Execut
hrector. Program coordinators were available to each school on a regular basis for on sit e onsulra

ti,m. In addition.' regional meetings and workshops were Conducted regularly.

Dissemination

Title I published a newsletter which highlighted special program activities and provided an i)ver
view of the program. In a sample of 730 teachers, administrator's, and parents, roughly 05 percent
chose program co(;.tdination as the most important activit; for the success of Title I.

Staff Development

At the beginning of the school year, a two-da- orientation was conducted for team representa-
tives from 85 elementary, secondary. and priva). schools. The orientation not only informed
part icioants about the essential program elements but involved t hem in planning for effect i)( imple-

tmenta,,on within their respective schools.
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Training seminars t hroughout t. he ,.ear were condueted within and without a given region., I.'or
example. t hree inservice courses were condueted in cooperation wit h 1). C.TpacheN: College. Nearly
100 teachers, educational aides, till administ rators w ere irriolved in reading and mat to,matics
vorkshops to gat her mor- took for individualizing instruction.

lial ra,..aturce teacher Ionorl tilf tiee!opment team meniber,,) were deplity'ed ti.) the
ret...,ions to assist coordinatyys in the administ rat ion of ihr prol!..ran, and provide on site con:alltation o

the Tit l( I resource and classroom teachers. Thus. in addit ion to the reildim t...... and nIal hi,mat

resoir.ce teachers housed in e.t.d. school. regi,tryt teachers were ii.%ittlahle for farther stipp,:a

The aforementioned st rat cc a not only pi.oyitiyd ttatN nid ontintioik tatitit act with other
programs hut technioal sapport H.!' ma hkre ;t, nelded. .11- lining for teachers. parent stiol
of hem ttf members averaged :thou lb hours pia- person during t year.

ANCILLARY PIMGRMS

In addition ; o the normal services provided by t hy Title I program, thrye ancillary programs
..vere suppoi-ted t hrough Title I funds. The Consortium interviewed personnel in all !hree programs
.ind reviewed program.. records in an effort to ifttlineate t he scope of the programs. The results of
hese evadiat ion activities are presented in t he following. sections.

Career Development Pilot Component

Th, ',it he-le prugr:ttr.- v., t tb Caryer I f.vetttprneat Pdot Component inim it t lit: cont
roduce identified Ti; 1 ti in IX stenotas to 'basic econoriac ,tyl,eitt which

:p t he ecohotalc id' the hcmy and neighborhood.

I. ity eteinemary schotts. 'the emphasi., was, placed tin h1 tudv yt technology. including. a
it t look, jmth n achinery, ins: rumen., s hich undergird the fahiru If datt living and

worl-i in our societ:t :.at at. made et- thi creative manipulative zictivities invok ing tools, tutiple

taiiipment and t he expaitsi in f inniar ii 'ii ics which make abstract ideas more concrete. The
prot:rani for seventh grade 'Het.. Title I students encompassed a survey of an even fuller range of
career opport unit ie.. Tht. ructure for individual i'ar4-4er dyvelopment was designed and furnished by
hot h classroom teachers and rysource personnei who prov'ded specialized information and skills.

The pilot career foundtttion component provided ,,everal support ser ices to D. I. Title I

students. Staff support activities included tr tining programs, field trips, and t he pro\ ision
supplies. Specific act ivities included the traiei-ig (d; all iiew project teachers.

.Feacher workshops featured t he study of the concept of career training, an introduction to local

resources for t he program, communications and human relations abilities, eurriculurr development ,
production of instructional material.-, designing -hands-on- experiences, field trips, fdanning and
organization, evaluation skills, and role definition.

The project operated in six, public elementary schools and in two public junior high schools. Tlw
program served 1,67 I students and involved 59 teachers and counselors. The schools involved in t he
continuation of this project will include Amidon, Bow,.?n, Drew, Lenox, Syphax, Tyler, arid Ttrhrnan
elementary schools, and .1efferson'and Randall, junior high schools.
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Widening Horizons

The second ancillacy program which was funded hy Title I was entitled,. -Widening Horizons.-
'The thrust or this program was to be focused on providing career education for identified Title I

sevent h.grade st udents who were potential dropouts. Concurrent wit h exploration of specific career
clusters, st udents were provided with gtgdance services to aid in self-asses-:ment ot abilities.
aptitudes. and interests. The career clusters. based on Ut--;OE Guidelines were conYerned wit h

consumer and homemaking occupations, cOmmunications and media, lint. :rrts and humanities, con
st ruct ion and environment, agri-business, and natural resources and marine science. They also were
invok ed in the study of public service, health, manufacturing, marketing and dist ribut;on, busines,
and. office iwcupations. Transportation, hospitality, recreation, and personal service ocitipat ions
were also in their purview.

The program operated under the leadership of a car'tier counseling aide. Classes were held four
days a week in each "Fitie I junior-high school. Time was provided for Mdividual conferences het ween
student arid counselor aide. As intert.sis in a career cluster wcre des.:eloped, t he students were
offered the uducational and skill requirements necessary for specific occupational irreas. whint s

simultanet,nisly. presented with entrance Auirements and ..;nirse offerings of various high
sehood. which could provide sfrecial training. hey were v-iven iii tp poriunit.y participate In

ex;erient iai Irk sit rat jork.

t nirl is estaldished with private :ind ,rnmental agencie These were to provide
-tiptiort i Ht.-- and per.onnH to r. a cen s ne prurrini Sue Fr upprt
:rrlrrrr Informal om .n empioy,nent irprtur',H, :a r h, :het, riotolit an arca and de.crihin,z: ,:orrkct

;.0t. at aininl.; mpl ii Ilt in pri ate in1,1.0li'y IYl %;:!"].1W, crnmerlt "Fhe

r.F r:r)\rnrlrk 4t'im :dent :lied Tit ii rnr. ilY eve;it h grade student., front
It hich lir w ere inclukted absen..eeisiu, puor .0

rn. ,nor- -,, fer"-: ndt. td,ncen',1:1. fnn:t7;cind

prui:ran:
anti Hirt,nt cro,. h iIniiiit iteard 1 ilini'Jtr torte

:I ' Ii range of ;ict ,erved ,inn corlInInnr. nrov.nnOrrt mechanHed. ,1 \oillFl
Nor: hodr,1 v. ovopo,ed 0 nl.eren-1 ,c11,)1, rt'Prer-Cnted mr rh. Pr"irrit:n. lFii

offered ,on--ttive cr:nnci,,n f pro!....r.u-, .w!t. in r wade recornmendat ior,, pert !tient io
opeftt ion. The you:1; ;.(4,,, Hr" trO pi;inned Hut prottran.is and ha, ;fled oro

in iii .chodk..

Community Schools

The last program supported by 'fill,. I r .ris the Garnet Pat ter,im Community School. The
school provided a i-.ignificant link bet wren t he school and t he communit which it ser. ed. InvolvMg,
tiroles,ional all, parents, and yout h, t he overall Ihit'lAt. to pros ide resources heyond't hose
offered hy rh. rel;ular school hi ifientified Tit I st udent s ho had ilit reat est need-.. Hasic.premkts
of operations w ere that the community school schedule was an ext elision of formal academic training
hrough informal educational prograins; that t he development of an effective program \vit a ,:hared

risisponsihilitv adminktration, staff, parent ,. community, and students: and that t he community
school provide opportunbies for parents t.o participate in school and neighborhood programs.

The program was 'ilesigned I tssist identified Tn le I sevent h grade students in improving their
reading and mathematics skills t hrough small group inst ruct ion, after school t utoring, anftpreparing
homework assignments. center for homework and reference work was organized for students who
did not have fiwilities conducive to studVing at Ilorne. The center provided assistance in.developing
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good library hahits and study skills. The homework center was under the direction of an educational
aid. trained and supervised hy t he school librarian.

An academic enrichment program provided opportunities for students to receive skill
strengthening and enrichment in reading and mathematics. This approach emphasized idividualized
instruction. It afforded exploration in other areas ,..ts a vehicle for upgrading skills. Specific offerings
included sewing, science, vocal music, piano, mathematics, income tax preparation, photography,
drama, physical education, and woodworking.

A cooperative pr(igram with tutors- f;.om Bethesda-Chevy Chase High School met each Thursday
afternoon. The schedule emphasized reading and mathematics enrichmentand remediation. Not only
did it offer shared learning experiences, hut it also yielded important human relations experiences
bet ween tutors and students. Tutors and students spent an annual exchange day together at each.of
their respective schools. The program was supervised by the school counselor. The Garnet-Patters'on
Ad isory Council served as a consultant body for the community school. The council, composed of
part nts, teachers, students, and community, assisted in planning and implementing activities with
available resources,.

er

THE TITLE I HEALTH AIDES

The yeration of :my (ducational program of the magnitude of the Title I program for the
I )ist rict if rolurohia calk for t he provision t)f ancillary services not directly related to program out
comes. Those peripheral services tlk hoth students and teachers can add immeasurahly to the success
of the primary thjective of the program. Alternately, they can lw a drain on resources much hotter

othyr .treas of program oper.it ion. The t!,.(t7teral rule for differentiating among support ive
:.onsupportiye ancillary ,,ervi,es is one of causality. It can he detertMacd by an,werinv, the

qtlest ion. :1 hies this prograntrnat ic support .-ervice provide a unique aid htb er.hances the singul.ir
tire of the ;ntended outcomes of the program.:- The answer to t his que,s, :on is difficult to give:

heless, 1 k essenuj tie; ermination of causality. The Title I School riealth Aide program is
.m ancillary tifq.-Jort component of the present Title I program under contraCi to the District of
( ithunhia tepartrnent of Human Hes()IIITCS. What follows is a first attempt to revea: the nat tir (if
he progT,on and to describe its focus.

"File 1-;chool h :Vide component of the Title I program consist(d Of t wenty health aides
;tssigned to various 'Fitly I schools. Each aide worked anywhere from one day pc,. week h)
in a particular school. Responsibility for the supervision and guidance of the health aides rested wit h
Iwo nursing coordinators. One coordinator was responsible for the south region with thirtuen aides,
t he.,ot her coordinator, .(ir the north region wisth seven aides. The south region had more health aides
because it contained nmre "fit le I schools.

The original cadre group, hired and trained in December of 1972, is largely intact and functioning
in the role it was hired to play. Each aide assigned to a school works under the -feehnical nuring,
supervision'of the dublic health nurse assigned to that unit. Day to day administration within schoo1 .

regulations .is under the purview of the. school principal. In 'matters of technical and "professional
adndnistrat ion, both the health aide and public school nurse are responsible to the supervisor of the
dktriet nursing office to which both are assigned. Resolution df any problems which could arise are to

I be resolved between pr'ncipal and nursing supervisor. What, then, w, s the role of the school 'health
aide? Taken from the hasi( policies and administrative guidelines which govern health aides. the aide

role is carefully descrihe:

The major role of School Health Aide is to assume certain responsibilities Of a
non professionar nat ure that have 'been traditionally assumed by public hy'a It h
nurses and school personnel related to the school health program, .t has releasing
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the time of such.persorinel for professional responsibilities.

This role has remained essentially unchanged over the life of the proeTam. As the aides gained in
experience, they were to be assigned additional duties and their role was to be expanded. Whether
t his has occurred cannot be ascertained at this time. The aide fissistcd members of the school and
health team to perform cortain lasts essential to the School Health program. These are act ivit ies

related to:

Emergency care for illness and injuries.

Screening programs scheduled for all children
taking of heights and weights.

P Health appraisals.

involving testing of vision and hearing and

liecording of certain information on the pupil's,Medical record and other health records.

Improving communications between the health team and the school staff.

Improving communications with children and their families.

The assignment of school health aides to .a particular school was program specific and dependent
upon the principal of the school. A principal could refuse to have a health aide and use programmatic
funds allocated for health aide salaries for other personnel he wished to hire. Health aide assignment
to a school was describej in official guidelines as follows:

assignnt of an aide to a particular school is de#endent on the problems,
enrollment and facilities, of the school, readiness of the principal and ';':chool stall to
make niaximum and wise use of ihe school health aide's time, and guidelines as
det ernnned by thu project. Since one of the'prime functions of a.school health aide
is t hat of giving first aid, a wtil -auippcd health rinin-, is a necessity.*

Tht, prime function of the health aides was to perform duties of a npnprolessional nature to, thereby,
relieve professional members of the health team to perform their tasks. The health :tides were asked
to perform tasks which their traiaing and job descriptron diA not require them to do. They. were to
assist, not take prime responsibility, for health-reliited actions.

The instruction of the health aides in 1972 consisted of orientation and on-the-job training which
was to prepare them for their role in:_the schools. The orientation consisted mainly of discussion and

lecture on any given subject and reinforcement of the knowledge acquired by on-the-job training. Of
the twenty half-days of formal clwisroom 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.

The other subjects covered in the lWalth aide course consisted of familiarization with the rules
and reguliftions of the school system, delineation of responsibilities, role of the health program in
school life, screening procedures. identification of-student health problems, and the role of nutrition.
Identification, treatment, and prevention of disease vectors were studied witb much care. The aides
were also instructed on the skills and strategies to use when they made home visits. The health aides

*Author's emphasis
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submitted monthly reports of their activities to their respective nursing
totaled and presented. by region, at the end if the school yeai-, to the
.Resources.

nator. These were
artment of Human

Table 11.1 is a summation of the activities, for t he past year, of the he41th aides for the north and
south regions. The numbers used to arrive at these figures were derived from reports submitted to
Lhe Departnwnt of Human Resources by the nursing !oordinators, north and soutli. The classification
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
cat egory. by the figures for "First Aid or Other Services Given," which represents the total number of
students steved. It should be pointed out that some students received multiple services on different
occasions. The absolute number of Title I students served, therefore, is sonwwhat less than the
figure would indicate.
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Of intereit in Table 11.1 are the categories:of injury, referred to nurse, and recommended or
referred for medical 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 services 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 tariance 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 majoritS, 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 contaci 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 aide!' 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 I 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 Augustof 1976. All the interviews were congenial and

informative, and the evaluator considered them of great importance to'the body of the report.

The re'sults of the interviews with the nursing coordinators in the sout hern and northern sectors
confirmed the information that waS provided to the evaluator from program records and regulations.
The coordinators confirmed the fact that the health aides, in an administrative sense, were not mem
hers of the Title I team. They were funded by Title I with $163,000 dollars annually, through lbe
Department of Human Resources. The health aides' pay range was from a GS-2 level through GS .1.

The directors were paid by the Department of Human ResoUrces and had additional responsibilities

in that regard. The dir;s-tors also supervised all health aides, both Title and non Title I. in their
region, as well as the public health nurses in tfreir areas. The directors acted as overall supervisors

in most instances, other ..han those involving individual school policy, for the health aides. In matters

of health care, the health aides were only responsible tO t he public health nurse in t heir school 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 directorthat more information should be provided to principals about the health aides;

while the nursing directors stated that principals had been contacted, some misunderstanding still

remained. Overall, the nursing directors felt that the health aides were a valuable resource to l'he

schools and contributed materially to the educational progress of the students.

The principals interviewed, generally, had the same concerns about the health aide in their

schools. These 'coneerns 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 authority.

The principals did not understand their relationship to the aidvs. A common complaint was

that the principals could not schedule the aide's working days; essentially, they had no control

over the aides.



Some principals were not aware of the qualifications or training in health 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 role should be expanded to serve all
children, in their schools tsome aides already were) and that aides should oversee some large
group health education sessions:

Some principals inte; viewed stared that they had never seen a job description for the aide and

t hat they had no role in choosing the aide.

The clearest message to come out of the interviews with principals was that there was a distinct
failure of communication in regard to the role of the health aide in the Title I schoo!s. i a, 171

then, or is it now, whose responsibility it is to determine whether better communication should begin
ith 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 ,itides performed a valuable servii i in t he

si.hook. Much of it, however, was out of their area of competency and the limits of their job
description. Their role was little understood by the schoois they served, but no doubt muCh
appreciated by students they helped.
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CHAPTER XII. SPECIAL EDUCATION

Under amendments (Public Law 89-3131 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 ar provided to
schools with twpils who are learning disabled, mentally retarded, hard of hearing, deaf, speech
impaired, visually handicapped, crippled, seriously emotionally disturbed, or who have other 'health
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 arhitrary
isolation from the regular educational setting of youngsters who had major or minor intellectual
handicaps. Also isolated were students impeded in their cognitive growth and developnwnt by either
permanent or temporary psychological, physical, or sociological disadvantages. Therefore, to insure
equality of educational opportunity, regardless of physical, psychological, sociological, or intellectual
impediments, the noncategorical Title I Learning Center program was developed.

The center concentrated on 'Conditions and factors which increased the efficacy of instruction. It s
main objective was the return of the child to the mainstream of education on a full .time basis as soon
as possible.

The goals of the special education learning centers were:

To provide a specialized, comprehensive, instructional progranh mathematical
perception and language through Title I resources for mild to moderately excep-
tional students between the ages of seven to ten years iend 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 establishnwnt of a
variety of learning settings in which a child is placed according to his specific
needs.

(:3) To develop and implement an instructional program which will attack learning and
behavior problems of identified exceptional chi..iren through remedial programs
designed to meet their indiviaal needs.

To provide regular classroom teachers of participating students with specialized
curriculum and management techniques and with .opportunities to observe.
activities in theiearning centers in order to modify their perception of children and
enh?nce the instruCtional program.

The basic purpose of the learning center Was to create a total learning environment in which the
student's educational, as well as social 'adjustment problems, were fully examined and treated by

Title I interdisciplinary special education team.

The learning centers'.for Title I students in 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, multisenspry approach for improving perceptual-motor,
language, mathematics, and social skills. Each student parficipated in the riding program for two
.hours every week.
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students who we:re assigned to the Title I iters ri.mained enrolled in their 'regular
classroom and reported to the center on a part ,tir.ie basis from 11:30 11:10 in t he morning or from
1:15-2:20 in the afternoOn. Each center consisted of three sell ,ngs; one setting concentrated on
language. one on perception. and one on mathematics. Every sett ng was staffed with a teacher and a
',ocher aide. The centers closed on Wednesday af: ernoon,. t (. provide time for teacher-parela con

foren,.es, (wit, vis:ts, ami collaborative planring ;:nd sui,p.)r! for the regular ..)assroom teat her.

As the child participated in the center program. the reglilar teacher was apprkod of Ili..
student's progress on a monthly basis. The instructor was also given periodic reports regarding
specizd problems. The regular teacher was requested to advise the .enter personnel of the pupil's
advancement in the classroom. A staff conference was held prior to each reporting period in order to
tletermine a pupil's improvement. FolHwing this meeting, a report was transmitted by .the .center
st,1fi to the regular teacher to be incorporated in the child's report ,ard. The learning center held
-mainstreaming- as its ultimate goal, hat is. returning the child to .hie classroom on a full-time basis
as ;oon :I, possible.

Approximately one hundred Title I learning disabled children, bet ween t he ages of seven arid ten
years, whose needs could not be met in the regular classroom even with supportive services. were
-..erved ih four elementary korning centers. Elementary learning centers consisted of one host school,
which had the greatest number of identified 'children, and one to three additional Title I schools.
These had an identified population and were designated, on the basis of geographic proximity to the
host school, as feeder schools.

The following table 1e cts the schools which served as centers and feeder schools by region:

(L'ir,ung,cent,.:)

Title I 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 11) students identified
through special education placement services, 12) students identified at the local school level who
were awaiting special education placement or recommendation, and 13) 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

I )
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11FDepartment of Special Education. The remaining 81 students were school based and receive4 a

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 le. arning 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 F.:,aing 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 from setting to setting depending upon their individual needs.

The curriculum used in the learning centers reflected an awaren.ess that the student population
was a heterogeneous one.

TJ51e 12.2.

MwIttily L mn t H,0of hy Cent,"

CENTER Ot:t. Nov. Dec Wm. Feb. M.11.

Ai rem 20 ; 20 20 20 71 71 21 2 1

21 21 21 . 75 25 76, 76

McGoghoy 2E 25 25 25 25 2.1 2,1

S.,i 35 35 :35 :35 38 3 / 3/ 35

TOTAL 10 / 101 101 101 .109 108 1.00 106 106
. . .

n IitiiiiI 129 rt,t:tt,(1 I , ttorn the prow wl).

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 programs in mathematics and language, which had
.huilt-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
effort 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 evaluation. 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 L-he following areas:

Assembling and maintaining project information.

Keeping records of sOrvices performed in the centers.

Duplicating and distributing reports.

Observing and recording student behavior and perfo+ance.

Preparing instructional materials. 1

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 stafr.

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:

11) Given the services of the Title I special educaLion 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-
men't Test from the perioa of October 30 to May 30.

(2) 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 a.djustment,

1 I 7
1:38



style of learning, and self concepts as measured by pre-post scores on:

a. Regular teacher evaluation forms..

b. Ixarning center teacher's child report from the period October 30 to May 30.

13) (;iven the services of the Title I Special Education Learning Center program, 50 percent of
identified students exhibiting a developmental lag in perceptual motor skills will show growth
ie perceptual development by May 30. This growth will be measured by a comparison of
pre-post performance on the Frostig Developmental Test and the Motor Ikeelownental
Surcey.

14) Given the supportive and collaborative services of the special education learning center, 90
percent of the regular classroom teachers and principals will rate the program as useful or
better in providing a curriculum ir oecialized management techniques that meets the needs of
exceptional students. The program be rated on a five (5) 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 growth on an end of the
year evaluation from two or more of the following areas:

School achievement.

Social adjustment.

Home adjustment.

Self concept.

Attitude toward school.

61 Given a full range of inservice training provided for the learning center staff, teachers will
increase their effectiveness in:

Communication with regular classroom teachers, parents. and administrators. This
improved interaction will be measured by p:ogram evaluation forms at the end of the
year.

Specialized consultation services to regular personne!. The betterment will be
measured by the evaluation of the ongoing collaborative services program by (hildren'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 full-time by the end of
the school year.

8) Given the consultative services of the Title I Special Edication Learning Center program,
school personnel who have utilized its services will rate it as an effective methOd for7helping
teachers meet the needs of exceptional students.

In an effort to measure the effectiveness of learning centers, in relation to their objectives, t he
Coordinator of Special Education utilied the following materials: .

Administration of the Wide Range Achievement Test, and Motor Survey Test on a pre-post
intervention basis to all children enrolled in the Special Education Learning Center program
between October 1975 and May 1916.
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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.

Principals, teachers, and related school personnsi who utilized the learning center service
were surveyed to determine the extent to which the learning 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 the y. felt the learning center had helped their child.

School staffs utilizing the services of the Title I Special Education Consultant Team were
surveyed and results evaluated to determine the effectiveness of the approach involving
increasing the numi)ers 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 Ili Vc Range
AchiciTIIWIlt Test for student s enrolled in the learning center.
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Seventy-one percent of the students enrolled in the learning centers exhibited an increase in
mathematics achievement gain of more than four months from pre to post. Fewer than 50 percent of
the studerits 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 significant..
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 TesJ. A majority of the classroom teachers, principals, and learning center staff who
completed a questionnaire concerning the program agreed that it appeared to be meeting the needs
of the students.
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CHAPTER XIII. PRIVATE SCHOOLS

Program Description

Federal legislation mandates t hat children attending private schools in the : istrict of Columbia
qualify for participation in the Titie I program. Their participation is contingent on educational
deprivation and residency in a geographic area of the city which is designated as a Title I project
area. Two public school coordinators working with private school officials are responsible for det er
mining the educational need of children residing within the designated attendance areas. The
sehwtion of eligible children is subject to change as eligible public school attendance areas change.

The Title I regulations stipulate that :

Each local education agency shall provide special educational services-designed to
meet t he special educational needs of edueationally deprived children residing in it s
dist rict who are enrolled in private schools. -Such educationally deprived children
shall be provided genuine opportunities to participate, therein consistent with the
number of such educationally deprived children and t he nat ure and extent of t heir
educat ional depriva i,11

In t he I >istrict of Coke six pri ate sch ,Is participated in the Title I programi.

The emphasis 0 L it rognon. ;is r. -ticulated by the Dist ric,t of Columbia school system,
was founded on an a.-sess:. pri)gram emphasis was on the development of t he basic
skills in the areas readii and ora communication, and mathematics. Im.C.uction was
based on t he diagno-'ic pre tp:road and was skills-oriented using the most appropriate
curriculum materialS id inedn: s development was individually prescribed: attention
was given to the use st andardized atrl -.nformal diagnostic tests, learning styles, relevant
instructional materials, a:1 skills tpplication. The accent was placed on each child's individuality. An
at tempt was made to ('reati n ins ructional imate which was to promote personal development and
success.

survey ut private THe I s hools indicated that 1.00)) children in grades one through eight
qualified for participation in he *I itle I program. Services were provideil by four reading resource
teachcrs and five mathematics resource teachers. Of t hese nine resource teachers, One reading and
one mat hematics teacher served more t han one private school.

Two main objectives were established for private schools by the Title I Program Planning Office.
The firstof t hese t wo objectives states that after seven months of instruction. identified Title I

st talents' will demonstrat e a mean 'gain of one year in reading and mathematics as measured by
st andardized tests. The second objective states t hat hy the ,nd of the regular school year. 75 percent
of the identified students will have demonstrated improved otlitudinnl changes and increased
interests in le`arning activities. as identified by an evaluation instrument developed by an outside
vont ract or. These t wo objectives guided t he inst ruction in t he private schools during t He 1975-70
school year. During the 1975 70 school year. based on I heir residency and economic status. approxi
mat ely 1.000 student s in t he private schools were eligible for Title I services. These students were
tested wit h standard1zed achievement test in t he fall of 1975, and approximately SOO were identified
as legallY qualified for Title I services. Of these identified Title I eligible students, approximately 100

wh.) fell below the 50th percent de on the standardized achievement test were served by the private
school Title I program.
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Keeping order in the classroom is not necessary to effective teaching.

The ways of encouraging and" rewarding good teachers should be bv increase() pay or
allowances above regular scale.

The response pattern to this particular set of question.; confirms the previous finding. What the
teachers seem to be saying is that while children are 1);,sically good, they need a firmly defined
structure in which to achieve t heir best. The previous finding seems to be confirmed by the larg i60
percent) figure for teachers who selectf.d the uncertain category when resp(mding to the following
statement:

When given a choice. children usually select what is best for them.

If most of t he 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, t he teachers tat least 60 percent ) never used t he
following pieces of audiovisual equipment:

Television
Radio
NIovie projector
.1udio-card machine
Tachistoscope, reading pacer

least.50 percent of teachers responding to this item stated that t he equipment V.,,s not available in
their schools. The pieces of audiovisual equipment which received the great (t use wei e:

Reeord player
Tape player
Overhead projector
Filmstrip projector

Thk infurrnatitm parallels that given by public school totchers. The main reason given for not using a
piece of equipment was nonavadability or nonappropriatencss 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 t he resource teacher's direction for at least one-half of he day. The aides
performed several functions which allowed the teacher to devote more time to primary tasks. Th(.-
functions performed hy the aides, at least weekly, were:

,flistribut ing 'collectinginstructional materials.

Checking st udents' written work and updating student records.

Helping prepare instructional materials.

Operat ing audiovisual equipnwnt

Escort ingpupik to and frpm t he classroom.

1.45
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Assisting pupils-with learning tasks.

Assist nig pupils wit h ndnor behavioral problems or lwrsonal needs.

It ran he seen from t his listing of teacher utilization of itides that t he a'des performed a valuable
service to t he students. -Tlie teachers stated, as a majority, that t hey never had the aide supervise
the students outside of t he classroom. Leauning resource teachers had no st ude.nt responsibilities
(Olt sie,O oft he classroom in t he privat e school program.

The reSollree' teachers employed a wide variety of strategies to achieve t heir aims. They used
st udent work to create a livelier classroom atmosphere. The most favored idea. however, was the use
of games to introduce a new skill. Also very frequently used were' the discover:. met !-od of learning
and the demonstration performance approach. Students were seldom taken out d the resource
laboratory for instructional purposes.

Teacher Aides

The teacher aides of the private schools were also asked to respond to an aide-specific question-
naire. Only two aides responded to the questionnaire. :lad to report this small representation of their
epinion would he a disservice to t he program. It can he stated t hal t he private school aides essentially

1R,rformed the same duties as the public school aides: t hos. the IR :-,eptions of private school aides
approximated 1 hose of their.public school counterparts.

Stud* 1ehievement

The student, achievement results for reading and ire presented in Tabl s 1:i. I :old

13.2. reliectively. The seres for each school were given to IL evaluator by the private. school co
orehnat ors. Student scores ere, presented as a matched set of pre-posttest results for each student

he 0.itebines represent only about onehalf of the students in t he private: ..whool program. Only
students in grade levels which had pre--post. sores are reported in t he tables. Since s(.'ores for all
student., were not available. these results shoulai be viewed wit h some caution and are mit
necessarily representative of the total program. The reader will also note that some of the sample
sizes at various grade levels are very small. ahd some caution in interpretation is in order,*
evaluator used the Total Reading and Total Mathematics score's even though subscale scores on t he
various instruments were available. This was done for ease of reporting.

The pattern for reading iichievement scores of students in Table shOws that all students in
grade.'s t wo t hrough eight enter the program below grade level, since .this is a criterion for selection.
The deficit het wee-11 documented entering grade equivalent ana expect ed grade equivalent increased
by grade level: the higher the grade.. level, the greater t he deficit. This pat tern also oluains for the
mathemat achievenacnt -scores.

This would appear. at first, as the manifestation of the documented cumulative .defield
phenomena encountered in other compensatory .educat ion programs. This explanation has to be held
in abeyance heeause we do not know the program enrollment history of t he students whose test

*The achievement scores were reported to the evaluation team as grade equivalents. Although grade
equivalents arc easily misinterpreted, we elected to report the scores over t he alternative of
reporting no st udent achievement results.
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sco'res we have, The data does suggest a rational reason for a longitudinal study, with existing data.
of student progress in t he program.

The.gain scores documented in Tables 13.1 and 13.2 show that the private school program
partially Achieved its objectives, as discussed on page 13.2. Since no at tect ive test data was available
to document ot her objectives. no statement regarding their achievement can be made.
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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 Director, Title I program Their primary respo.,,ibility, taken from their job description, was:

Incunotbent is primarily responsible for determining and coordinating instructienal
curriculum, teaching methods, and suppor services required to develop basic
reading/mathematios skills in, approximately 1,000 students (grades 1 through 8)
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 Education Title I
regulations, policies and procedures egtablished by the Title I Director, and incumbent's own
extensive knowledge and understanding of Title I requirements and restrictions." A function of the
coordinator was-to act as a liaison to the pi-ivate 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 avr.ilabie on zt
'loan' basis and that their use is restricted to Title I activities. Designs and direct:4 a special
mathematics/reading program for private school Title I students during the regular school term aod
assists in implementing the operations of Private Schools Summer Total Learning Centers, a six-
week summer activity which is an extension of the regular school year." The coordinators had ot her
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duties which are not dccumented here, which are quite comprehensive in pat ure and are intended to
etw.ure the smoot h functioning of t he private school program.

llot h coordinat ors were interviewed during une of 197t; by t he evaluator in order to ascert ain
some of I Iwir perceptions regarding t heir role in the private school Tit le I program. Bot h
,.,)ordinators were quite positive about t he effect t hat t he program was having on students. Bot h felt
that t he program and t he basis for st udent ent ranee into t he program should be expanded.

Consensus was expressed by t he coordinators t hat t he principals of the .,chools t hey served did
not fully underst:md t he coordinator's rolt and duties. Also, sorne concern was expressed about the
pHncipals' .full understanding of t he law, which governed t he eligibility of st tolents for Title I

services. The coordinators stated t hat some priyate school adnnnist rators felt that eligibility for Tit le
I services should be based on a determined need, not only residency in a "Fit le I area. The content ion.
in t his regard, was that the private schools drew st udents from Ow city at large, hut (hat the
residence of t he student s is secondary. and t heir (4ducat ional need is primary.
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APPENDIX
D.C. Title I Comprehensive Program

Organizational Chart and Position Descriptions

Number Positi tle

1 fExecutive Director
1 Deputy Director
5 Regional Coordinator

Assistant Regional Coordinator
1 Director, Support Services
1 Assistant Director, Support Services
2 Coordinators

Staff Development
Curriculum Development

1 Research and Planning Associate
1 Dissemination Officer
1 Budget/Administrative Officer
1 Administrative Aide
1 Administrative Aide, Fiscal Management
1 Supply & Procurement Clerk

Secretaries

sr

Position Descriptions

Executive LYrector. The Executive Director administered the total Title I Comprehensive
Program in accordance with the ESEA Title I State Plan of Operation, implemented 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 as,asted wit h tht formal e\ ablation of the
dist Het wide Title I program. Ile administered i program of rapport ;Ind assistance to regiofts
in t he ;ireas of staff and curriculum development, parental involvement, dissemination,
enrichment services, personnel. and fist-al accounting. Th, A,soeiat, Superintendent ,
Division of Ifistructional Services. supervised t he Executive Director. Liaison and close
communication were maintained with the six regional superintentien. Programs for the
"Neglected and Delinquent- IP.L. .Y9-750), the "Handicapped" (PI.. and Special
Grants to t *rban anti Rural Sehook were not included within the Director's purview .

Dcput [)irt ctor. The Depu( y I.)irector answered directly to the Executive Director of t he
ESE:\ Title I Program. He wa;.; respon.sible for the planning, management. and evaluation of
the 'Pit le I supplementary instructional program for all identified Title I students. Vurther, he
supervised program services, including curriculum development and implementation, staff
(levelopment. auxiliary personnel services. enrichment services, he :Aumner school program
component anti materials distribution. Ile also prepared and performed appropriate program
monitoring procedures, in ;uldition to uroviding assist ance w h t he formal program evaluat ion
to assess compliance with federal guidelines and program nuul intl ,Hiti'tit' s. .1s did the
Exerutive Director, he maintained close liaison wit h he Si): reWW.lai

ler!p'ould 'Uoordimit or. The Regional Coordinator served under the :upervision of the
Executive Director. Responsible for the coordination. tuanagern and .evaluat ion of Tit le I

program operations within a design:Ind region. he insured cilvvlive implementation of the
State Plan of Operation. The two regions which ha\ e a small humher of Title I schook
(Regions II and VD were serviced by the ',amt region:II coordinator. Each regional coordinator
provided the prograrnmatie leadership and support needed l() insure achie t. merit of program
y,-oals; supervised all Title I professional and para professional personnel: monitored program
operations: as-,essed per,onnel and priugram iticat d appruprialt ,,f help. :old
pros ided a comprehenske program of staff development t.o.. prog-ani employees, ;0 coopera
lion with Title I and ree.ional staff development peronnei. This ,,;11ported
pareni al involvement arid monitored rniii0 tI pr.)1!)%tol operation, w it h tode rat guidelim-s
and regulat ions, the State Pla1 of Operation, and Hoard ot T...alilcat ton poiicie,,, and procedures.
Close communication and liai.on were maintained w it h hal rrciunal superim ,ffiee itt
\N, fil('h appropriate -aipport and ;Issist ;ince were provided.

...ssistmd Rryiwied c,,,,,,b'Nultor. Thy Assistant Rt-Oonal Coordinator,served under the super
vision of both the Executive krector ;inti the Regional Coordinator. lie was re,ponsiide for
assisting the Regional CoordinatOr in managing. coordinating, anti evaluating Title I program
operations within a designated region. One Assistant Regional Coordinator served. both
Regions II and VI. the two regions with a small number of Title- I schools. The Assistant had
specific responsibilities related to st all development and personnel supervision.

Director for Support SUrVirt'S: Thy Director for Support Services answered (mly It the
Executive Director. Ile planned. developed. managed, anti assessed Utile I pupil support
services and personnel. including pupil personnel. urhan service corps, special education.
media, and health and enrichment services. Ile insured that these services gave identified
Title I students the support and assistance needed in order to derive more benefit from the
supplementary instruction provided hy the program. Liaison was maintained with all regional
offices, as well as with appropriate departments and agencies of the school system and wit h

. the District of Columbia city government.

Assistant Director for Support Services. The Assistant Director for Support Services 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 eligible for Title I
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services. He managed the program, including bot h inst ructional and support services designed
for student participants, and supervised the professional and paraprofessional personnel of
this program component. Ile maintained liaison with t he regional offices, the Depart ment of
Special Educat ion, and the apprii.priat e city government 'A gendies

Coordinator for Stql! Development,. The Coordinator for :;taff Development thvised and
implemented a comprehensive program of professional development for all Title I staff and
parent components (including administrators, teachers, and auxiliary personnell through a
diversified program of orientation act ivities, workshops. seminars, demonstrations, and off
campus college coursework. Liaison was maint ained with the regional staff developmeat
offices.

Coordinator/or Curriculum Dcceb;pmeo. Tilt, Coordinator for Currictilum Dev.eloornem ,
cooperation with the Title I regional coordinators. w orked elosety wit h all Title I teachers and
-.I.:1ff in t he ilesign, development. and implementation of eurri..ulum materials appropriate to
t.he nei.ds f idcntified Title I students. Ile coordinated Title I curriculum develop/1101:i

it ivit ie.- wit h t he regional curriculum and inst ruction offices.

and Planving Associar,. The Research and Planning Associate conducted research
relitied to progr:int components and acti...ities, including assessment strategies, he It":ting
program, curriculum development, and programm(tic operations. Ile provided assistance in
program planning :Ind development processes, maintained a .tist ical data file, and readily
-4ipplied information when needed. Liai,on was maintained with t he I)epartment of Plaimini;,
1:4";earch, and Development .

fl;s.o.troont 1mi llt:t7i'vr. The Dissemination Of!Ther developed irrivation eiateriak related
hot h to Title I program operations policie and prarl ice- for staft ;Ind
He maintained a channel for informat;on t1v. among Tidy I ,chools, (Hart mem
dist rii.i and federal government agencit.s, arid t ht. cotnmunit.% aLarge.

1??I1a, -1do,/n1.,:tratwo r. The Budget .\iiminist rat ive Officer worked undi.r ,tiper
ision ot the 1.;xecutive Director and the Deputy Superintendent for Managtfine ii ,

Among his duties were the supervision of budget, personnel action, and p ivnienf
activities for the Title I program: the preparation of appropriate business forms imo reports
for personnel. budget , and procurement iitt'ncit' i he public school district: and the
maim enance of accurate and current financial
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APPENDIX B

Normal Curve Equivalents

Any national assessnwnt of program impact requires t hat the data from the numerous, projects
being evaluated be comparable. Typically, local education agencies enjoy generous autonomy in t he
selection of objectives, evaluation methodology, and instrumentation. Hence,. the major logisWal
difficulty for a national evalualim, team resides in aggregating various types of scores derived from
different tests.

The normal curve equivalent (N('E) presents one solution to this dilemma. Two hasic assump-
tions must, however, be satisfied in order to utilize this metric. Firstly, the tests to be compared
must measure, at least approximately, if not actually, the same sets of skills. Several recent research
efforts such as the Anchor Test Study (Loret, Seder, Bianchini, and Vale, 1979) indicate that the
int ercorrelations among the eight most widely used rea(ling achievement tests generally register
0.95 or better. Another study (Roudahosh, 1975) shows that these results extend to comparisons
bet ween criterion referenced (CWI'1 and norm-referenced (NRT) tests; this research effort found t he
correlation between a CRT and NM' t o he equivalent to that between t he two alternate forms of the
NRT

The second assumption which must he made relates to the implications and "generalizability" of
gains in achievement test scores. Any two tests which purportedly measure a specific ahility such as
reading comprehension do not necessarily contain essentially identical items or objectives.
Nontheless, each test can be expected to contain a subset of items or objectives which do overlap with
respect to the construct 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 metric proposed by various researchers as well as ky 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:

e Observed Or raw score;
population mean; and
population standard deviation.

The 7. score can t hen he easily transformed into an NCE by this operation:

NUE = (21.061Z 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 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 Instruc-
tional Project Impact," by Alice Chiang and Larry D. Rosen.
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Anot her.tnet hod for translating percentiles to NCEs is to find the Z -score n a table (such s 11.2)

of the cumulative normal distribution for various stand.ardized values. More extensive and precise
tables van be found with numbers accurate to many decimal places; however, this table is suitaHe fer
t purposes of this discussion.. A percentile is actually a decimal fraction with a base equal to 100.
tence, a percentile score of 24.2 percent is equivalent to 0.2420. Using a cumulative normal distribu-

tion table, we sve that the area under the normal curve equal to 0.2420 corresponds to a score of
0.70.,This Z-score is :hen substituted in the previous formula to yield the NCE:

NCE = 21.06) -0.7t» + 50 =

i'trot.ntilt spore-s ran ako -ascertained t.. ht!1 NrEs ;ire t..nowit. nnt met hod he

NCI.: ha to a Z-srore using this formula:

Tne pervett! ile Itt t he NCI... and Z score in:tv I hr rd h a-iPt.r, it ! thIt' ri)(1;;11:lint-;
iittrrti:d Ntarpiardj./.141 v:th.1(. -;c4n-o, and tht elam.!a.ive ir :t Lind, r :ht. rt.prt.-0ifit.t; t.ach

tti ht.st. see Table 11.2t. To Wu ,tr::te !he Htt tHh e "Z. ;ctn. ;;;Ht., Hit
23.7 alld ;,) A

ht. ;Irt.a. ii it Ii hi- c ith Z t H it fr,m, ;thl#, ,,
pir;1.110.,,-./)/-1...0.,1 as a ,it.rittlal ittn. Tt-ie art..t 1.,,r Z1 j i;.' ht! 1. L l'hh filtH

Nr1-: = Ltri.7 H ui,iitm :4) a inrcer,H, ciArt i; HLt4 pt. ...CIF. = t;:"., to percet :He
score ot `,02.2:t p ttnt. \Vhen great et. precHwn (itrkd in 1h e / score N. alio. 1,1H.

h irt prt4.1- wt.,. 1.w Z.

nttt htt"..;ty th,t prmitit.. :ht percentile srore t,t an *...0 V, is to use a eon
to ptrre ntiIr. .tith its "Fable 11. More pnq'H, thIt. '0.11f: hr FrH .trl; ,C1,1) ;t% ;IiL11111.

rat,p,Ankr, fr,,rn 1.0 it, 99.0 in increments of one tenth.*

For ht:r h precise con er,iun ,bles iiirr NLi. intl pert.t.ht st.t. Chi;ttit.: fc..,71. ;:t

.\ pitt.ndices 1 anti B.
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As Chiang and Rosen point out, whatever common metric is tikilized hy researchers evaluating
dat a from numerous projects, it must possess four qualities:

Interpretabilit y. It must be meaningful and easily grasped by all groups of information users.

:1 ity. It should discriminate even small differences in prepost scores.

l',,tninanalit y. The mean, variance, and distribution must he standardized across all tests.

Eaual inti real. Any consecutive scale units should be an equal distance apart at any point nil

the vont inuum of the scale.

tile NCE does crijoy all four of these characteristics. It is more interpretable than stanines and
Z scores; more -,ensitive than percentiles and stanines; is comparaWe across all tests, unlike grade
equivnlents and raw scores; and has an equal interval seal, unlikt raw scores. grade equivalents,
and percent iles

in ord-r to utilize NCEs appropriately. the researcher must never Compare s..ores sierived from
tests which were norrned on different populations. Fortunately. -most widely -used standardized
achievement tests are normed on what may be called a -representative- sample of th e. national:
population. Hence, NCEs -for these tests can probably be compare( safely with little concern for the
equivalence of t he various norming samples. In fact t he Anchor Test Study 1Loret et al., 1975) indi-
cates that the normative samples from t he national population used by major test pu' :shers are
sunuar.

When using tests nor med on a national sample, the NUE, indicate achievement relative to the
national norm. Similarly, when using tests normed on some local sample, NCEs actually. describe
rlifferences in achievement as compared to the local median in terms of the local variance. However,
"local- NCEs are ro,t compa,-.,:de to "national- NCEs, since they represent scores on tests using
di.t.l( rent norrning piipulations.

gain scores can he estimated from locally normed scores +for ex.ample, criterion-referenced
test scores) and then used to compare with NeEsderived from nationally normed scores. The NCE
gain is calculated using this formula iChiang and Rosen, p.10):

A

Y Y
21.06

SL OCAL

sNRT

a
NH

010111).

Y liii, POS111!1,t tot no tre,ttItuiI in ir otip,

Nf-t1 ti,won,.11 popit1,111,n1SIWiddril
1e,:1; in tfw ti,st techwuJI

f11,711:1,1t,

-'NRI ,.011111,. ,i)
11. ,c)(1

SLOCAL tlf!vidtiuH th,I to,

luIrmn(I tc,,t

The basis for this equation requires the assumption that the ratio between tlit sample group variance
and the national population variance en a normreferenced test should lie eytivalent to the ratio
between the- sample group variance and the national population variance on a locally normed test In
addition, the correlatirIt between the norm-referenced and the locally normed tcsts must be high,
thereby indicating that they are measuring approximately the same thing. Current research
(Roudabush, 1975) indicates that this procedure is at least reasonable.
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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 Event I (the independent variable)
jffectively negates the plausibility of the second alternative and forms the basis of ail experinwntal
causal inference. Indeed, the independent variable is so termed because*it can he controlled or
presented as independent of its natural sources of variation (Crano and Brewer, 197:1). In simple, .

"one-shot- correlational research, all variabh.s are essentialiy embedded within their natural inat rix
of temporal covariation. Hence, the power of time-order in the generation of causal inferences is
forfeited. Suppose, however. measures on two ior more) variables were ava;lable for comparison,
assessedapproximiitely contiguenis at two points in time.

For the sake of continuity, iet us assume that we have longitudinal data for 2000 first grade
children on the Visual Perception and Comprehension area of the Prcseriptiv( Rcadistq, :Ft st. The
resulting matrix of correlation rnight resemble the one in Table (7.1. Figure. C. ;-ive..s a graphic
presentation of these data. On t he-basis of past research, the synchronous correlations (rp, r31)
involving the contiguously administered instruments ean he expected to he reasonably strong.
Similarly, the lagged auto-correl:,.tions should exhibit a reasonahle elegree of relatedness.

I
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-or purpo.ies of causal inference. however. t ht correlwions 1[14, r2 :31 provide
inturmation ol critical interest. There aro I hree possibilities aiiiising from a i.iorupa, ison of these
valus. Suppose that the visual perception level for student: in ic fall caused th, de. elopmeM of
later compreht nsion in t he spring, but the , 1.14.irehension ir Cie fall had no causal. implications r
later visual perception. It such a c:lu-..;a1 oaf te n existed, the r ross-lagged orrelatic -. het ween visnal
perception and comprehension (11.1.7-:u ,f1)! would exceed significantly t hat relaiing early
comprehension to later vtsual peRception Ifo:;=0.21,. This finding. in fact, represented in Table G.1,
irldicates the causal influence of vis,.al ',..rer,iepton on comp/ Jlensi,in. I at act found in
t he present -evaluat ion.

-

.1. noted, the slat u: or el.iange in a variable consistently ,ihangt; in status of
another variablo sazisfied the time-precedence demands of causal infe, mice dise6ssed earlier. tincn
temporal dependencies are suggested jry inequalities het ween .'71<, lagged r;,in,l correlations. Of
course, an absolute ci,usal si :item nit on the order of "X caused could lot be supriorted on I he basis
of differences tfttween cross laggod panel correlations, but inferences concerning t prcp,o,,ivollo

operatii;.; be' ween visual percepts:on and comprehension variahle: are quite
Infercnces ,; these enjo!, the same logical st :it us i ho.0 derived iirough he use of

t in- experimental method, a s dem that provides the analogue on ;,..hieh this novel analyT.ic approach
is grounded.

In lo. absence of any reasonable empirical data. it Is most c,ii.servat ;vv. r hi, point, t o assume
Hr h perception and comprehension, :kills 11114hi c'tn!:;111.y V. ith 1-1.-:peCt to one

HT. The possibility of reverse causality is not negleHed ir t his research, and the 01e1:0 ion of a
i.111);.ck loop is not discounted. V,jit h sufficient (fat appropriate samplim: of time

in; erii.;ik between instruments. such possibilities are well wit hi:: ; lu i: .estiga: ive houndaries of his
t.echnigne. Given Ile dot a presently available. ever. ite of he preponderant 4.:iu-.,j

ht't wt.:(11 t hy,e variahle: possildr :ind represents one of t he major corn riL,utions of t his
evahird ion. The interplay of various (Titerion :tnd (0).:,((: con,prise a major.
sudst wly. e r i l a very int rigiiing pat tern of result., relat,I.ng a host of reading-
or mat nematic, subtests to one ;mot her and sugL9i-ting elopmeni seolicnc, and intervent ion
:roproache:. nreviousds, unnu-ntiw,i'd in ;ire r,.;scarich r! ;HitiF.: an,
mai henunics. The possibilit ies of such an iipproach have been denion-,.,-ated in earlier (To,: irw,-ged
parte! cori-e!:o ional research !see Grano. 1971; Gran,: ald -Johnson. 1976,

it is nitrorTatil it this point to mention a final possibilitj t ha; ;:Hght exist in tlIt H..1.
conceivable but not ,,,robable thar no causal relar: inship bet \%,,n visual perception and
,ioniipreheniioni it may also be t hat the obserst;ci covarial ion )(,t weon I he.se concept,: represents
an instanee Of-third variable causati0n,'" in which hoth measures are. iii reality, t he effects of a MON'
general caus.c. see Grano and Brewer, Ihidi, If such t he case, no differences in cross lagged
e,,r(il,it ion value, may be expected. Gii.en such a re.int no Hear dlst inctioh hei ween
oh her t hese two rival tilt ernat ive hypot heses can be mayie,

it turiu reasonahle to expe;-t that different pat ;erns of causal rt-i;ttiom-hir-; might emerge from
in adalysi., of PMT and PRT data. These divergencies could prove quilt", :doable in t he L;('Ill'rrtt ion of
hypot heses and potential lriterv,ntion st ;-at egies..t ltiniateiy, the outcome of t he mass of in-format ion
gleaned in such a study could serve a number of theoretical arid applied purposes. Hopefully, t h

findings would provide us with a series of data grounded hypot heses concerning the development 0'.
ri'ading and mathematics abilities mid t he relative ,,mpha:is which should he assigned to various
skills at different grade levels. Depending upon t he funetior. , characteristics of these relationships
and t he pertlfrbations of the reiationship 0crurring as a res.iit of subsample eharacterist, a very

advantageous position to generate a theoretical mo,', ; of factors. Whtth might affect reading and
mathematics, could be achieved. The data should further allow speculation on t.he means by which
encouragement,of the growth and development of these basic skills in order to maximize the potential
outcomes for a wide variety of children could hisfound, Given t he size and diversity of t he available
sample and the potential for cross-validation of results, a very secure position with reference to t he
generalization of outcomes could he obtained. Perhaps no other evaluation activity would have t he
inrilquetional implications of a careful causal analysis of PMT and PRT data.
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